UNIVERSITY OF CAPE TOW

FACULTY OF EDUCATION

- EDUCATCRS' PERCEPTION OF SCHOOL REMEDIAL EDUCATICN
* SERVICES RENDERED TO PUPILS IN THE
MAINSTREAM = OF EDUCAT ICN

A dissertation
43//{:'

v , . _
presented In fulfYylment of the requirements for the

v Degreg of

Master of‘Educatlon

Robery /Hobex t§

- JUNE _ 1990.

SRS T AT

The University of Cape Tewn has been glveh'
the right to reproducestiiis thesis in whole
tor in part. Copyrighe is h_e_i(_};ig_y the author.

|
1

i

‘ |

SR ot W i i PP S e o e S .

S

s




DECLARAT ION

|, Robert Roberts, declare that this work is my own original
work and has not been submitted before now, in any form

whatsoever, by myself or any one else, to this University or

~to any other educational institution for assessment
purposes.
Further, | have acknowledged all sources used and have cited

these in the bibliography. There has been no infrlngement of

- publishers’ copyright stipulations.
| understand that any breach of this declaration may reéult

in non-acceptante of this work by those concerned.

Date: June, 1980.




Acknowledgement

The author would like to express sinceré thanks to all
who assisted to make this investigation possible.

' .
First of all to the Almighty for giving me the ability,

skills and spiritual guidance to undertake this task.

Special thanks to my wife Jennifer, our children { Shaun,
Sonja and Alexandrea and all close relatives for their
unfailing encouragement gnd support. To Shaun for his
assistance in the laborious task of fecording data- many

thanks.

- Thanks are due to the Department of Education and Culture
(House of Representatives) for granting permission to
conduct the investigation amoégst principals and teachers at
schools within its jurisdiction. To Mrs J Visser, Pricipal

Subject Adviser (Remedfal Education), for her interest.

My thanks to the principals and teachers of the relevant
schools for fhe cooperation and professionalism with regard

to the conduct of the investigation.

A word of thanks to Dr Q Cosford, principal at Athlone
School Clinic,'and to all my colleagues for their enthuéiasm

and assistance.



iii.

‘Thanks are due to Prof. | de V Heyns, former dean.of the
faculty of Education at the University of Cape Town for his

advice concerning statistical prbcedure.

Many thanks go to Mr Michael Frenchman and Rev. Andrew
Henderson for the meticulous setting out of tables and the

typing of the manuscript on the word processor.

| would like to thank my friends, Mr Andrew Abrahams for the
supply of stationery, Messrs. Thebus and Mullins for theA

printing and binding of copies of this dissertation.

Thanks are also extended to the University of Cape Town,
Education Library personnel for their tolerance and inter-

Iibrafy search of research material on my behalf.

Above all, | am very much indebted to Ms Maureen Archer, my
supervisor at the University of Cape Town, whose guidance
| and supervision throughout the research investigation have

been very valuable.




iv

Dedicated to my son Robert Bradiey who bravely acted as guinea
pig inmy first Remedial- Teaching inservice training video
production. His untimely death prevents him from participating
in this joyous milestone, in the flesh, but whom | believe is
with me in spirit. Our mutual accomplishments always served as
inspiration and motivation to each other. '




CONTENTS.

DECLARAT |ON
ACKNOWLEDGEMENT
DEDCATION
LIST OF FIGURES

LIST OF TABLES

ABSTRACT

CHARTER 1 : INTRCGDUCT |ON

Contextual Perspective of the
Research

Statement of the Problem

. Aim and Focus of the Research
Broad Framework of the Research
Theoretical Basis for the
Interpretation of the Research Resuits
The Research Design

1.6.1. Method and Procedure
1.6.1.1, Questionnaire Design
1.6.1.2. Questionnaire Design vs
Other Research Designs
.2. The Questionnaire

3 Background and Procedure

()] P WN v —

1.
1.

am [o) o) M0))

CHAPTER 2 : A REVIEW OF LITERATURE ON ISSUES IN
REMED | AL EDUCAT ION

Introduction

Issues of Definition

2.2.1. Learning Disability (LD)
.1.1. Aetiology

.1.2. Definition

.1.3. General

2. Remedial Education
ficacy of Remedial Education
1. Summary

2.4. Assessment, Diagnosis and Evaluation
In Remediation

NN
N —

NN

f

NMONDNDN
w

viii

ix

O 0w -

12

25

25
28

59

62., o i




Www

b AN
AW N=—=

Introduction

Assessment and Diagnosis
Evaluation .

Issues of Assessment,Diagnosis
and Evaluation

Summary

s of Research Methodology
Problems of Definition and
Sampling

Experimental Procedures
Other Factors Affecting
Research Methodology

- (D O HDWN =

NN l\);l\) NDNONN
o m O'lg-b BAhDAN

wWN

. Summary

PROBLEMS RELATING TO THE PROVISION OF
REMEDIAL SERVICES IN THE DEC - HR

. Statement of the Probiem
. Nature of the Problem
. Effects of the Problems

3.3.1. On the Structure of School
Psychological. Services
3.3.2. On the Provision of Services

. Summary

. SUPPORT FOR LEARNING FOR P'JPILS WITH
LEARNING DIFICULTIES IN THE MAINSTREAM
OF EDUCATION

Introduction

. What does ’'Mainstream’ Education

Mean ?

. The South Afrlcan Situation
. Pros and Cons of Mainstreaming

4.4.1. Arguments in favour of
Mainstreaming (Pros)

4.4.2, Arguments Againts Mainstreaming
(Cons)

4.4.3. Summary

. Teacher Training Strategies and Support

Services for Children with Learning
Difficulties in the Mainstream

4.5.1. Remedial Instruction - Support
For Learning

4.5.2. Strategies

4.5.2.1. Strategies for the Pupil

4.5.2.2. Support and Strategies for

Teachers

. Summary and Conclusion

RENEDIAL SERVICES AND THE ROLE OF THE
REMEDIAL TEACHER

. Remedial Services

5.1.1. An Overview of the Sltuatlon
Of Remedial Services in South
Africa ’

74

78

80

80
87
80

98

102

102

103
108
115

133

168

170

170



Education for Whites
Education for Coloureds
Education for Indians
Education for Blacks
Brief Overview of Development
of Remedial Services in Some
Developed Countries
Britain '
United States of America and
Canada
.1.2.3. Scotland
.1.2.4., (srael
.1.2.5, Australia and New Zealand
1.2, Nordic States
The Roles of the Remedial Teacher
Summary

THE RESEARCH RESULTS

Collection of Data

Treatment and Analysis of Data
Results and Discussion

Summary

DISCUSSION AND CONCLUS ION

implications and Recommendations
For Further Research
7.1.1. Teacher Training *
7.1.2. Future Research
. Future of Education for The Learning
Disabled
7.2.1, Some Dissenting Viewpoints
-about Learning Disabilities
7. 2 2. Remedial .Services
7.3. -Summary and Conclusion.

B1BL | OGRAPHY

APPENDICES:
Appendix
Appendi x
Appendix
-Appendix
Appendi X
Appendi x
Appendix
Appendi x
Appendix

HFIOTMOOo>




. Figufev

. Figure

. Figure

. Figure

. Figure

. Figure

LIST OF FIGURES

Page

Structure of School Psychological

" Services - DEC-HR 91
. Structure of School Remedial Services 92

. Educational Structure of Southern

Africa 109

. Deno's Cascade Model 137

Schematic Presentation of Dimen -
sions of the Roles of Remedial
Teachers ' 221

. -Roberts Model for the Structure of

Remedial Education Services in a
Single Education System in South
Africa. 243



LIST OF TABLES

1. Table 3.1. Pupil Enrolment for Southern Africa
1986 (Sub. A to Std. 5) 83

2. Table 3.2. Total Number of Pupils in Schools
for each Race group 1976 to 2000 83

3. Table 3.3.° Extrapolated figures fdr Coloured

) pupil enrolment for 1990 84
4. Table 6.1. Selection of Sample and Sample
Returns ’ _ 192
5. Table 6.2. Educatioﬁ Level of Educators 198
6. Table 6.3. Age Anaiysis of Educators 198
7. Table 6.4. Frequency of Contact: - 4198
8. Table 6.5. Helpfulness of Remedial Persomel 200
9. Table 6.6. Efficacy of Remedial Teaching 203(a)
10. Table 6.7. Summary of Means for each Role 213
11. Table 6.8. Rank-order of Roles as depicted

by Table 6.7. 213

-

12. Table 6.9. Section C - Remedial Teacher Invol-
. vement - Percentages _ 215

13. Table 6.10. Intercorrelations Matrix of Roles 219
14. Table 6.11. Loadings of Roles on each Factor 220
15. Table 6.12. Rank-order of Time Spent and to be
, Spent on each Role by Remedial ’
Teachers _ : 222

16. Table 6.13. Section D - Time Allocation - 223




ABSTRACT

A}

Special Education encompasses a 'wide field. it is an.

expensive form of education and is often criticized for jts
\ shortcomings. One part of Special Educétion is remedial
~teaching for children with learning disabilities. In order
" to provide godd quality sefvices, it. js necessary to
evaluate what is currently being offered and what is
envisaged as desirable for the future.

This study fchsses on those two factors by examining the
perceptions of remedjal  teaching as held by educators
' (brincibéls, regdlér' clasé. teachersr and _remedial teacﬁers
themselves) in- fifty-twd 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 literature 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




Descriptive statistical analyses were used to arrive at both

quantitative and qualitative assessments of the position of

RemediaI,Services in the'Deparfmént 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 illustrate that the lack of
consensus about criteria for definition and Classifiqation
of Learning Digabi!ity and consequently Remedial Education,
-leads to coﬁfuéion of the rolé(s) remedial _teachefs are
expected to fulfill. This affects the provision df;adequate
and effective remedial services to pupils in neéd of such

specialised educational facilities.

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.



CHAPTER 1

INTRODUCT ION

1.1. CONTEXTUAL PERSPECTIVE OF THE RESEARCH

tf in South Africa the cumulative effect of the socio-
potitical and economic suppression of the past and the
traumas of future social and political transition are to be
" meaningfully addressed by remedial education, regular class
teachers and school principals need to be khowledgeable
about the needs of the individuals experiencing special

learning probiems.

A large sector of the South African population, because of
their political® and economic backlog, can be described as
having a Third World standard of development. However,
pupils from this sector of the'population are expected to
achieve a First World standard of education. This has led to
many pupils experiencing learning difficulties of diverse

nature.

Pupils may be described as "learning disabled" (L.D.), i.e.
‘his/her learning problem may be inherent (intrinsic) or

he/she may be experiencing learning (scholastic)



difficulties as é‘ result of -~ extraneous factors e.g.

sociological and economicai. These may include : poverty and

m@lnutritibn; p00(.teachjng, poor teacher training; poor

educational facilities. These are all a direct or indirect

outflow of the present political system in the country.
From the outset, therefore, a clear distinction should be

made between a learning disability (L.D.) and learning

'problems (difficulties) experienced by a pupil. As wiil 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 literature also distinguish between the

- two concepts by referring to L.D. as being clinical and

learning difficulties as didactical.

The question, however, arises : "Can one really tell the

\

~difference between the types of learning disabilities?" In

the South African situation as'discussed above, causal and

contributary factors of L.D. appear intertwined.

In Chapter 3 extrapolated figures of available data will

indicate the high prevalence. of pupils experiencing learning

‘difficulties in one form or - another and in differing

degrees. This exerts pressure on available services and on

how these services should be allocated to regular and



specialized education. This problem, as experienced in the

DEC - HR needed research.

1.2. STATEMENT OF THE PROBLEM

The concept of “"specific learning disability" (L.D.) is
becoming increasingly recognized today as a major social,
educational and mental health problem. Within the framework
of this sfudy‘fhe te}m “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
context means the remedial pupil in the mainstream
education.

Remedial education of pupils with Jlearning disabilities
(L.D.) 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 seriousness of the problem has also been emphasised by
Yule and Rutter (1985) in Britain, and Bender (1987) in
South Africa. Cruickshank (1887) stafed that : "...today we

see the whole field of learning disabilities in children,
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youth and adults in nothing short of a crisis state"

(p.574).

Many of these pupils are to be found in the mainstream
education classroom. Regular cliassroom teachers, owing to
possible tack of timg and the necessary skillsi find it
difficult to give these pupils the attention they need. In

the Department of Education and Culture (House  of
Representatives) - DEC-HR , focus of this,investfgation, it

has been found that school failure Ieads to an alarming

school drop-out rate (Réddy, 1970) .

The integration of special- with mainstream- education has
been wuniversally advocated In most developed countries,
(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
under take this in its owh area. Records of pupils’ needs
have to be maintained and reviewed on a regular basis. The
Education of all k@ndicapped Children’'s Act (also known as
‘Public Law 94-142) had been passed in 1975 in the USA. This

faw specified similar provisions to those of the UK law.



In South Africa the Report of the Committee of Inquiry into
theiEducétion of Children with Minimal Brain Dysfunction,

1969, also known as the Murray Report, heralded the

beginning of official investigations into the appropriate
identification and placement of pupjls experiencing specific
learning difficultiés. The Murray Report identified three
categories oflpupils. The Human Sciences Research Counci|
(HSRC), in 1981, wundertook an in-depth investigation into
‘all aspects of education in the country. The investigation
identified and pointed out the shortcomings of education for
pupils 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 full-time remedial classes to be given
for *Black’ and 'Coloured’ pupiis.
...Educationists find it impbssible to pay
the necessary'attention'to compiling auxil-
liary programmeé, hoiding consultations
with and providing the necessary guidance
for remedial teachers and class tedchers".

(HSRC, 1981:143)

A strong recommendation was made for remedial assistance to

L.D. children within the mainstream education. The
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relatively recent introduction of TemediaI education into
mainstream DEC-HR schools, the fact that it is categorized
as a sub-section of spécial education, the [ack_of clarity
of definition of L.D. and remedial education, the lack of
“clarity of the_remedfaf teaéher’s roile in the school,.have
confributed to fhe_ fact vthaf differénf edﬁéators have
differing perceptions of the fiela of L.D. and remedial

education, in particular.

What has emerged from studies in the UK, USA and the HSRC
investigation in South Africa is the lack of ‘trained
- personnel to identi?y, assess and_ diagnose L.D. and
implement teaching (remedial) progranmmes; the burden of
admjnistrative requirements e.g. detéiled lndividualized
Educat.on Progrémmes (IEP’s)f lack of appropriate }esource
material and remedial aids; financial constraints.

Some researchers and writers have concluded that the
provision of Specialized Education e.g. Remédial Education,
to children diagnosed as L.D., leads to improved reading and
language skills. However, it appears many educators (also
those from DEC-HR schools interviewed by the wfiter) , from
practical experjence, differ from these views. The long-term
efficacy of remedial instruction s questioned by
sociologists and educators |ike ‘Tomlinson' (1982) and

Franklin (1987).




With specific reference to DEC-HR-'schdols, taking  into
account the amorphous state of education as far as subject

content and resources are concerned, a closer look needs to

be taken at the problems encountered by educators in the-

field. An indication of problem areas, as perceived by

educators at the inter-face level, need to be identified and

addressed. Teacher training institutions would appreciate
which aspects of remedial education , as perceived-'by
educators in the field,they should concentrate or lay more

emphasis upon.

Because of, amongst othér causal and contributary'factors,
deprivation, low socio—economic Ievéls 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
pupils’ learning problems make ff absolutely necessary that
educators and all those concerned with remedial education be

well versed in the exact roles of remedial! teachers in the

field.

Remedial teachers should have the skills to respond to the

- roles expected of them. Considering the previously stated
diverse nature of DEC-HR pupils’ learning problems, remedial

teachers are expected to fulfill a wide variety of roles.




Such roles" may include ﬁ assessment, prescription,teaching:
and therapy, support for colleagues, liaison with support
services, parents and the community  at large,

(Laskier,1885). In DEC-HR SChoblé’different emphases may be

placed on different roles, depending on the need.

1.3. AIM AND FOCUS OF THE RESEARCH

- This research focuses on the controversial field of specific
learning disabilities with reference to edhcators’
perceptions of’the remedial services provided for learn{ng
disabled pupils. It examines how educators in mainstream
primary schoo! in the DEC-HR, perceive the function of their
remedial teachers and remedial services in general, and how
these perceptions differ according to components of the’

services and the groups of >educators.

The apparent inability of Remedial Education to.addreSSvthe
problems associated with a learning disability has also been
severely criticized by teachers and principalé.jn the field
of education. This research will\attempt.to investigate the
above-mentioned perceptioné and also to what extent the
political and economic factors in South Africa have an

influence on the situation.




The interaction of past and current political and economic -

considerations and .its consequent influence on mainstream

education and the adequate vprovision (resources, teacher
training, recruitment.of.teachers and working cbnditidns of

remedial teachers) will be examined.

The special needs of L.D. pupils as expressed by writers

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

(1978), Chandler (1981),’Pri1laman (1981) and Heron (1985)
will be focussed upon and compared to the unique needé of
the ecologically disadvanfaged pupils in the 'South'African
political system, as espéused by Laubscher (1984) and Perold

(1984).

1.4. BROAD FRAMEWORK OF THE RESEARCH

The National 'Joint Committee for Learnfng Disabilities
(NJCLD) (1988), suggested content .areas fbr inservice
'training prbgrammes‘of-Léafnfng_Disabilities teachers. The
framework for this dissértation and the roles of Remedial

Teachers as discussed in this study are baSed on the needs

of Remedial teachers and pupils experiencing Ilearning

problems, as assessed in the NJCLD paper, namely:
1. The Manifestation of Learning Disabilities.

2. ldentification ahd assessment of individuals with L D.




)

>3. Controversial Issueé in LearnihgvDisabilities.

4. Teaching Methods and Strategies in Leafning Disabitities.
5. Service Delivery Modeis in Learning Disabilfties.'

6. Human Growth, Development and SociéL Awareness problems
in Learning Disabilities. R

7. Curficulum issues.

8. Issues related to the long term nature of LD and the
necessity for the deve(opmeht of a continuum of educational
services (e.g. pre-school, primary, secondary and tertiary).

)

1.5. THEORETICAL BASIS FOR THE INTERPRETATION OF THE

RESEARCH RESULTS

For this study the author adopted the Local Theories

approach as discussed by Schibeci 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
not necessarily to other schools or school systems",
(Schibeci an Grundy, 1987). The unique South African
education situation, whereby people are segregated along

racial lines, does not allow researchers to generalize




research findings of research conducted in a restricted
context of a specific subgroup of the populfation 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 research would therefore "look within his data for
local effects", (Cronpach,1975, quoted in Schibeci and
Grundy, 1987). The writers quote evidence in research
flterature that suggests that particular communities or
small groups of schools (as in this stuqy) could profitably
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 envifbnmental
variables exert different influences on problems/concepts
under investigation. According to the writers (ibid.) it
appears reasonable to suggest "that a nbmological f ramework

will apply Iin one context but not in another".

The Local Theories approach in - educatiohal research

therefore, has the potential to provide valid findings .




'withfn both qualitative and quantitative paradigms in a
‘contextual framework. Unlike a ‘universal theory’ that would
apply in all instances, local‘theories.apply in a particular
context and do not claim applicability beyond that context.
lt_ thus provides strengfh -to sifuation—specific forms of
research e.g. educators’ perceptions of remedial education
in DEC-HR schoois. At the same time |t preserves the major
strengths of the quantitative paradigm which is the basis of

this study.

The'}esults and recommendations of ‘the study are therefore
of universal relevance only in so far it is applied to
similarly culturally deprived and‘disadvéntaged communities
with an educational system at the same level of developmeﬁt
as the population upon which the present study was carried

out.

1.6. THE RESEARCH DESIGN

1.6.1. METHOD AND PROCEDURE

For‘this study the author decided to use the questionnaire

design 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 schoo!l remedial services situatidh.in




the DEC - HR. The‘descriptive, exploratory and enumerative

nature of the questionnaire design suits this study.

1.6.1.1. QUESTIONNAIRE DESIGN

Questionnaires provide the researcher' with information
directly given by a person (subject) that can be converted
into data. Items on a questionnaire make it possiblie to -
measure ‘“what a person knows (knowledge or information),
wﬁat'a’bersoﬁ lfkés or diélikes (values and preferences),

and what a person thinks (attitudes, perceptions )"*, Tuckman

(1887: 196).

Information «can thus be transformed Into numbers or
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 responsev 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 the response mode the author envisaged. The
author desired interval data for parametric statistical
analysis purposes. For this reason .scaled responses were

regarded as the most appropriate mode. The ‘'statement'’




format of items was selected in preference to ’questions’
format which do not adequately allow for the use of scaled

responses and consequent interval data.

This questionnaﬁre/survey design is thus "a distinctly
qUantitative method that involves the planned collection of

data from or about subjects in a standardised format, as a
guide to future action..." (Smith, 1983). This type of
design allows for groups ( e.g. educators as in this study)
to be studied -and can be conducted over algiven period of
time (e.g. 3 months - QOctober to December 1989 - as in this

study).

The queétionnaire design was used as it is believed it would
give the authgr (investigator) an overall perspective of the
field, compared to, as Smith (op.cit.) argues, the
microscopic view emerging from the more intensive smaller%

scaled controlled experiment design , for instance.

The literature survey (Moser and Kalton, 1972; Babbie and
Anderson ,1975; Sonquistt and Dunkelberg, 1977) indicaté the
following advantages of the questionnaire design, as
summarized by Smith (1983) and applicable to this study

i. It provides for rigorous testing and examination

of compiex situations concerning a number of hypotheses and




involving several variables:

i lt‘provides an overall perspective and facilitates
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;

iv. It provides empirical verification for the state
of conditions or situations, which the investigator may
suspect;

v. Replication of the study at later stages Is made
possiblie, where different samples or poputations as
suggested in Chapter 6 can be used;

vi. The method appears to be the best tao use when
Investigating an aspect of human subjects within their
natural environment (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 interpretations of the situation (remedial
education services, in this instance) may be affec;éd. The

situation is thus open to respondent bias. "Such bias can be




subjective, in that every'respondent is éffected by the mefe
fact that he is being investigated, or he may wish to shbck,
impress or distort the truth" ,(Smith, 1983). The author of
this study has attempted to proVide for the integrity of
responses, thereby off-setting bias, by calling on
respondents to remain anonymous, to encourage partidipation
and candid responses, and by sampling different groups of

educators for comparative purposes.
Standardisation

Care was taken to adhere to the principal of standardisation
which would allow for valid conclusions bein¢ drawn,
generalizations made and later replication made possible.
Data were collected in such a way that all respondents were
faced with situations which were as near identical as
possible - all were exposed to remedial education services
for at least 6 to 9 months (a permanent remedial teacher is

attached to each school sampled). By using a rating scale
(likert -format) care could be taken to elicit uniform

responses from all respondents.
Sampling

The strategy of stratified random sampling was used. This




technique reduces the variability of the‘ sampte. The
Population was defined as educators at primary schoolis with
a remedial teacher on the staff. Of-these, only educators at
’Schoojs}with either (i). a qualified remedial teacher in an
approved fémedial post at }he,-5ch06l or;'lii). an
’Underqualified’ remedial teachér in a remedial post but in

close proximity to a school clinic, were sampled.

'Underqualified’ remedial teachers refer to those teachers
who: (i) have had modules of remedial education as part of
-their teacher trafning or (ii)‘are>presently in trainfng
(having completed theory modules) with the Univeréity of
South Africa or (iii). occupied a remedial post for the past
three years and have received regular in-service training at
School! Clinic in-service training sessions. A total of 52
remedial teachers was thus identified. Stratified random
sampling secures a major advantage for researchers as the
basis for stratification does in fact relate to the
’bharaétefiétic(s)’ beihg measured e.g.  perceptions of
remedial service - all sample members have had exposure to

remedial services.

According to Moser and Kalton (1972) and Smith (1983) the
correct timing of this type of investigation can play an

important role in determining the validity of the results.
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In this instance, the investigation-was conducted during ihe
last school term of 1989f EdUcators,-by that time of the
year, would have had fair“contact'with_remedial educatibn
pérsonnel and the services offered by them. Every effort was
thus made to make the chosen research methodology satisfy

all}the requirements for a Valid'duesfibnnaire deéign.

1.6.1.2. QUEST IONNAIRE DESIGN vs OTHER RESEARCH DESIGNS

A{ Controlled Experiment Design

This type of design_provides fof controlled and objective
.measurement, classification and ‘interpretation of data\in
relatioh to hypotheses and theories. In the presént.study no
hajor hypotheses or theories are tested to obtain results
from which conclvefons are to be drawn. The controlled
experiment design can also only be .conducted on a small
sample of subjects and is therefore not suitable fdr this

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




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 thé case study approach is

uunsuitable for the‘present study Case study research has

been found to "lack succnnctn@ss in the conclusions of such
studles and the amount of time required for participants to
arrive at a consensus about the meaning of the conclusions
and the form of subsequent action", (Schibect and Grundy,
1887).

C. Action Research

The procedure of action research is often described as
ACTION - REFLECTION - FURTHER ACTION. This would therefore

involve an active attempt to change the present situation

and measuring the subsequent result. As the author does not
intend to actively intervene at this stage in this study, to
bring about any ’changes’ in the present system, this form

of research design is not appropriate for this study.

The procedures and methods of action research, "aré
relatively amorphous and leave the résearcher a great deal
-of room for interpretation, selection and distortion",
(Morphet, 1983:100). This ’weaknéss” of actioﬁ . 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 signfficance, » compared to the

questionnaire design.

1.6.2. THE QUEST IONNAIRE

The instrument used in this research survey is a

questionnaire: School  Remedial Services _Questionnaire
(appendix “A). This was developed by the writer from

information culled from a comprehensive study of the
literature: (Dembinski» and Mauser, 1977: O'Hagan, 1977 ;
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
Perold, 1986; Visser, 1986: Carl, 1987). -

All rating items (Sections B and C) have a S;point Likert
format. Numerical scales from 1 (low) to 5 (high) for
Section B (items 1 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 Bf data from Likert scales are wusually
based on sunmated scores over a number of items, the equal
ihterval assumption being workable", (Tuckman, 1878:

179).This format allows the subject to register his extent




of agreemenf or disagreement with fhe statements of

judgement (perception) in an as objective a manner as s
possible. The scale for this study was built by the author
having (over a period of 15 months) caréfully identified
attitude areas included within the main topic to be

researched.

Agreement on the content of items of the questionnaire was
reached by consensus during meetings with Dr J. Bester,
former Head of Psychological Services, and Mrs J.Visser,
Principal Subject Adviser (Remedial! Education), in the DEC-
HR. The questionnaire elicits responses to selected
variables highlighted in the literature and from personal
interviews and discussions with educators, as being
potentially relevant to educatars’' perception of thé
functions and practice of remedial teachers and /or
teaching. Demographic information, perception of general
effectiveness of services provided, ' recommended éervice
involvement in certain school-refated functions and time

spent on these functions were requested from respondents.

1.6.3. BACKGROUND AND PROCEDURE

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"Mitchell’s Plain) and Universfty of South .
Africa Remedial Education stddents supervised by the author

during 1987 and 1988. This was done to detéfmine the time
neCessary to compiete the questionnaire and the relevancy of
questions. The pilot stUdy enabled the author (with the aid"
of his.supervisor , Ms Archer, and the statistical fechnique
of item analysis) to shorten the questionnaire and re—.

arrange the sequence of the various sections.

_ Quest|ons / |tems were made more pertlnent and specific to
the goals and obJectlves of the study and have a dnstlnct
refationship to the problem under |nvest|gat|on. As far as
possible, simple language and words familfar to ail
respondents were wused; only one aspect is covered per
question/item; the period in items pertaining to past
experience is precisely defineg (January 1988 to date of
completing questionnaire). Other features . of the
questionnaire are that it is relatively easy to complete and

is not too time consuming.

Permission for conducting the survey in DEC-HR schools was

initially requested by the writer on 286 January 1989

(appendix B). Acknowledgement of receipt, after numerous

enquiries, was received on 20 July 1989 also at the same

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

‘July 1989 (appendix C). Permission was.finélly grénted on 16

: AuQust 1989 (appendix D). .The questionhaires were then
distributed to primary‘schools, within the jurisdiction of
the DEC-HR, as described in paragraph 1.6.1.1 (sampling),
and requested by written correspondence to pafficipate in

the survey (appendix E).

At the end of October 1989, teiephonic follow-u to

principals waé made. At the same time the author provided
“further explanations where requested to do so. Principals
and /or remedial teachers on these occasiohs} provided
'valuable extra information about the remedial services in
general which they could not record in the |imited space
provided on the questionnaire.
During January and February this year (1980) an attempt was
made in writing to sample non-respondents, without any
success. The double sampling method, a technique in which a
second sample s drawn from the non-respondents from a
follow-up mailing could therefore not be used. This enables
the researcher to draw a comparison of the results obtained
from the first and second samples ailowing for a check on

non-respondent bias.




Al raw data'were approbriately recorded and iabq]étéd‘For
treétmeni and analysis. In view df the-naturé.of'the‘survey;
analysis of data lends itself primarily to ldesériptive
statistical analysis. For that reason the’hean'SCGreé and
pe}centages-of the raw data were calcdlated_and tabulated’
accordingly, to allow for:an “illuminating evaluation’ of
the data. "The major aim of science is to provide‘SOUnd
propositions about people' in general or about ‘speéific
groups of people e.g. educators ', (Neale and Liebert,1980:
82). Research in the social sciences cannot provide accurate

empirical data from which vaiid interpretations can be made.

It is not always possible to measure Vconétructs' such as
feelings. attitudes or perceptions, for exampie, with
scientific precision and objectivity. However. by utilising
statistical techniques and an‘appropriate research’desrgn.
as discussed in this chapter, the investigatop can attempt
to control such nuisance. variébles asi respondent and/ or

investigator bias. sdbjectivityg'and distortion of facts.
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CHAPTER 2

A REVIEW OF L|TERATURE ON_ISSUES IN REMEDIAL EDUCATION

2.1 INTRODUCT |ON

The urgency to understand the peculiar broblems of the L.D;
>according fo Chishblm (1883) provided impetus for néw
research on how peoplie learn. ResearchA in this area has
contributed to the perception of learning, Spebial education_'
and remedial education. The information thUs gained is of
great value to remedial teachers in the field. However, dUe
to the influence of many factors, the wvalidity and
consequent application of research findings appears

questionable.

In. the view of McNicholas (1976); research in Remed+tal
Education can be viewed only in the context of the general
~aims of educatfon. Th(s (the aim of educatiqn) may differ
according. tb 'the viéwpbiht or idedlogiesﬂ to which the

researcher may subscribe, e.g.:

Christian Nationalist - the aim of education is adulthood as
the first and natural destination of the educand (Van
Vuuren, 1976; Oberholzer, 1979); selfjrealization or good

disposition (Kriekemans, 1965); attaining physical and above

all, mental independence
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(Perquin, 1965); to make a success of educative assistance
(Landman, 1974); |

" Liberalist - the aim of educétion is the development of the

_individual to  his full potential which involves the
pfomotion of the indiyidual’s autonomy; to encourage . the
growth of the whole child, primarily for his own sake but
also for the sake of his fellow man (for society’s sake) -
Transvaal Teachers’ Associatidn document (1980) quoted in
Ashley, 1989;

Liberation Socialist - the aim of education involves the

transformatipnvof the institutipnal'setting into one whose
features reflect those of jhe futuré, desired society (in
South Africa this means a non-racial, majoritarian socialist
state with multiculturalism and multilinguatism being

essential elements in the schools).

- In contrast, to the above, Bell (1977) .answers the
question:‘What are the aims of education?’ by stating that
“there aren’t any, any more than there are aims of life",
The writer argues that "if sométhing is valued, there is
pointlessness about asking what the purpoées of valuing
valued values are, which is what asking questions abouf the
aims of education amounts to". Bell (1877) quotes R.S.
Peters (1972) as describing four conditions appropriate for
being described as an educated person, viz, worthiness,

intentionality, knowledge and understanding in depth and

breath, moral acceptability.
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Certain implications can be drawn for remedjal education. It
| seems clear that both education and remediél education,
"must conform to the conditfons Oor criteria which govern the
application of the concept of education in its specific
'Jsense", (Belt, 1977).~1n summary it could be said that one
of ‘the aims of remedial education is to be ‘fair’ to
chiltdren. To educate, therefore, is to respect a learner as
a person and getting him to learn in a mannef_which is
morally acceptable. Therefore, "...remedial education should
not be divorped f(om the aims of education in general",

(McNicholas, 1976).

-
’

:

The value of appropriate, informative and applicable
statistical research in remedial education, in particular,
depends 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 learning disabilities. The result
has been that satisfactofy sampiing of experimental and
control groups has not really been possible. This view is
supported by Dykeman et al. (1983), stating that most L.D.
studies lack homogeneity. This is related to the grouping
together, in one sample of children with varying degrees or
types of L.D.‘According to Dykeman et al. (1983) one of the
perplexing problems of much of the research on childreﬁ is
that alfhough hypothesised.differences are always clearly
found between a given clinical group and controls only
rarely can specific clinical groups be discriminated ,for

example, solely hyperactive or solely L.D. etc.
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2.2 |SSUES OF DEFINITION:

s

2.2.1. LEARNING DISABILITY (L.D.)

The root cause of the COntroversy cohcernihg viability of
the concept of |earning disability lies in the lack of a
satisfactory definitjon of exactly what constitutes a
learning disability (Eisenberg, 1978; Veilutino, 1978; Yule
& Rutter, 1985).

2.2.1.1. AETIOLOGY

Learning Disabilities according to Hammill et al. (1987) is
a “generic" term that refers to a heterogeneous group of
disorders manifested by significant difficulties in the
acquisition and usé of listening, speaking, reading,
writing, reasoning or mathematical abilifies. These
disabilities are intrinsic to the individual and presumed to
be due to.'nérvous Confrolldysfunction.'Hémmill, therefore,
appears to concur with earlier research findings by Johnson
and Myklebust (1967) and later Cruickshank (1883) who
indicated that the concept of learning disability implies a

neurological dysfunction.

Simifar 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 pattéfhs.“TanSiey ahd Panckhurst (1985:
36) éummarized the systems of aetiology postulated by
various writers which havé eléments of communélity as
follows: |
a. Bfain damage involvement.vv
b. Maturational lag, deléy.
c. Genetfc, constitutional, inherited.
d. Neurological organization; brain function.
e. Perceptual / 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
interaction of developing individual skills with a highly

structured written language system. Newton et al. excluded

extraneous systems, such as systems 'secondary to
environment’ and ’'sensory defects’'(points g and h above).
These were repladed by ’'written language’ 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 Abilities.
c. Cognitive Abilities.

d. Learning Style and Written Language.

lh their review of research findings in the field of L.D.,
McLoughlin and Netick (1983) identified the following
intrinsic factors most frequently associated with learning
probiems

a. Oral and/ or written language.

b. Different types of learning.

cC. Neurologicél disorders. |

d. Diet, allergies, biochemical agents

(drugs), heredity.

There appears to be many common elements amongst the above
systems as postulated by different writers and researchers

in the field of L.D.. Tansley and Panckhurst (op. cit.)

classified the aetiological findings into three main groups,

namely

1. Primary or constitutional specific learning
difficulties. These include : neuroclogical functions,
neurological dysfunctions, maturational lag and genetic

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

category).




_2. Secondary ,corre!afes,. including perception,
coghitive style,vattentiohai deficit, physical envifdnmental
and emotional cdrrelates, togéther with drug stﬁdies. These
are seen by the writers (Tansiey and Panckhurst) as being
concomitants of specific learning difficulties and to
inélude ‘Newton ef. al.’s ’Cognifive abilities’ and
Perceptual/ motor skills’ categorieé.

3. Reading and non-reading difficulties. This group, in
turn, is similar_ to Newton et al.’s ’'Written Ianguége’
category. In an attempt to ‘provide a more precise
description of the field of investigatioh it focuses on
language and'}reading sub-skills associated with épecific
learning disabilities such as spellihg, 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, especially iﬁ cerebral
dominance  (including hemispheric specialfzation).» 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 poini of view, therefore, children with

learning problems should be regarded as children who learn

differently rather than as learning disabled. 't i's

contended that, ‘childrenvwﬁth a holistic cognitive style,
which is relatively more dependent on right- hemispheric
functioning; are inclined to develop spelling, reading and

writing problems.

in the view of the authors (op. cit.) it can therefore be
hypothesised that such learning problems could be due to the
~ineffectiveness of a holistic approach to  tasks which
essentially require an analytic-sequential style which is
predominantly left hemispheric. Research has shown, however,
that these children are often_ superior in constructive
tasks, for example, bui{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 ahd du Preez, increasing attention has
been paid in the literature to the interconnections between
hemispheres. Farnham-Diggory (1978) illustrated the fact

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

Step 1. Choose a word

Step 2.

Step

Step 4.

Step

Step

Step

3.

7.

Hold ité overal | sohnd
ih mind

Select a sound particle
Find a fetter pattern in

semantic memory

. Write the letters

Test: do | recognize
the Ietter/pattern?

Test: word finished ?

(Source: Farnham-Diggory,

Hemisphere

left -

“left

left

right

left, for the
motor action;
rightvfor the
configuration

of letters

right

right

1978: 158 - 180).

Frbm'the above she suggests that it would make no sense to

say that tasks are predominantly Ieft—hemispheric or right-

,hemispherié. However, as far as the broblems L.D. are

concerned, incorrect interconnections may occur in at least

three different areas:

with

on of the hemispheres so that it performs

inadequately when it Is supposed to take its turn.




- 34 -

[

Problem 2.- There may be a task-specific problem

in moving information from one vhemisphere to

another.

Problem 3.- There may be a task-specific problem

of overall control by the left hemisphere.

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

B. Information Processing
Although a learning disabled child may have broblems with
some aspects of information—procgssing, he/she s not
necessarily deficient in all its éspects. A person has the
ability to pick up information of different kinds - visual,
auditory and tactual, for instance. Information is processed
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 pfocessing is deficient
might be exposed to technological aids to counteract their
deficits. According to Tansliey and Panckhurst (1985: 81) it
is by no means generally agreed that deficiencies in
information-processing are responsible for reading problems

for instance.
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C. Neurological Dysfunction.
Brain démage or dysfunction “of some form is 'frequenfly
'vsuggésted in thellfteratUre aS-mighf bé wholly dr partly
responsfblerfor specific learning disabilities experienced
by many children. Theré appears, however, no consensus. in
t‘his. regard' as expressed "by writer‘s‘ like Rob’e.rf"t Cohn who‘
pointed out that, "the-basic reason for the present lack of
consensus in following the neuro!ogicai pathoiogy or
’etiology approach is the lack of definite correlations of
brain pathology withuinability to learn feadily, to ‘retain
" the meaning of what has been iearned,‘and td recall that

which is stored" (Cohn, 1967).

Tansiey and Panckhursti (1985) quote different Writers és
attaching more or less similar terminology of a fundamental
nature to the term ’learning disabilities’. These include:
‘ neurblogical impairment; neurological in origin; possible
cefebral dysfunction and/or emotional and behaviour
disturbance. The measurement of neurological dysfunction is
fprobleméffc. In :=tne~ absence of positive signs of
neurological disorder, it is assumed that some kind of
underlying_neurological'dysfunction may bevresponsible for a

manifested L.D..

D. thurational Lag
Evidence in the literature suggests "that not all functions

of the brain develop simul taneously and that L.D. children,




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 offer
supporting evidence in support of the concept of
maturational lag as é possible 'cause of  L.D.. However,
although the concept possibly explains some of the puzzling
features of L.D., the evidence 1is regarded as being
‘cbnfusing and conflicting. Consequently, no firm conclusions
can really be drawn and the concept of maturational lag as a .

causal factor [n L;D. thus remains in doubt.

E. Genetic Factors
A large number of studies, according io Tansley and
Panckhurst (1985), have found increased incidence of
reading difficulties in the family history of poor readers.:
However, whilst there is an increased incidence of a family
history of poor readers amongst children with reading
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
mounting evidence for the concept of social transmission in
that-a family history of reading retardation is much more
common in large families, and that reading attainment is
regionally variable and varies with the interest of the

parents" (p.95).
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There appears to be general consensus in the literature
about available findings in the field of generic correlates
of reading disabilrty, namely; a tack of clarity in defining

and measuring its behavioural parameters.
2. Secondary Correlates

A. Perception
These would include: auditory perception; vision and visual
perception; integration of the senses; spatial ability and
.vfornl perceptfon. Attention in literature focuées more on

-

memory and sequencing aspects of perception and the

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 méy be associated
witﬁ’reading disability in some cases, but not all, and that
perceptual deficits may be a - contributory but not a
determining cause of reading problems. There is an ongoing
debate in the literature concerning the hypothesis that
perceptual abilities are subject to maturational development
and may be of more importance in the wearly learning

situation of the child. (Tansley and Panckhurst, 1985).
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B. Cognitive Style
As has previously been stated in discussion on hemispheric
function, many writers suggest that L;D: children either
have some deficit in some respect or _aré different from
normal ch}ldren with.Aregard’jto' brain orgahizafion. ‘These
children thus have a different style of cognitive /

functioning.

"The result from experimeqtal studies suggests that many of

the difficulties described as dysiexia fit into a
(particular) model -of learning... the particular kind of
brain organization characterizing .dysiexics include a

predisposition towards ’'spatial’ thinking abilities combined
with poor performance at skills such as sequencing, blending
sounds, associating sound and arbitrary symbol,etc." (Newton

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

In terms of cognition and perception the ‘predisposition’
refer}ed to above may be described as a ’léarning’ style.
The skills mentioned are exactly the skills required for
adequate reading, spelling and writing and a child with such
learning problems would thus need a different learning style
in order to master .these skills than the"universally

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

conducted of the cdgnitjve requirements of tasks on which

the L.D. child’s performance has been found to be below the

expected level. Inappropriate cognitive strategies can thus

be identified forvapprobriate remedial teaching.

C. Environmental Correlates
These are generally not regarded as primary agents in the
aetiology of specific learning difficulties. However, in the
South African situation and in particular DEC-HR schools
they are important components which have_beén found in the
literature (e.g. Skuy and Perolid, 1986 : Metcalfe,'1987 and
Cosford, 1987) to exert a variable influence on the learning

ability of children.

The literature identifies such environmental factors, that

may contribute to L.D., as inappropriate teaching methods

(Crabtree, 1976), social backgfound, motivational and
emotional factors (Vernon , quoted by Tansley and
Panckhurst,b 1985), socio-economic class, social/cultural

deprivation, poverty, malnutrition, maternal employment,

farge 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

generally assumed to have a detrimentai effect on learning.
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For this reason they are regarded as "secondary or
aggravating conditions, except in a mindrity of cases where
they may assume greater importance” (Tansley and_Panckhurst,

...1885 : 125).

Other secondary correlates mentioned by the writers (op.
cit.) are attentional correlates, physical correlates,
emotional <correlates and drug correlates which relate

positively to the cause of L.D. in most children.
3. Reading and Non-reading Difficulties

Impairment in the related areas of reading, spelling and
arithmetic is not always equal. They are, however, all
involved in L.D. in view of the fact that all three involve
symbolization. There is some dispute in the literature 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
disability. Although this has been found evident in many
cases there has been no investigation that clearly indicates
whether these problems may be specific or part of a more

general deficit. The unanswered question is thus "is there

only one type of reading disability which is of a specific




Kind or are there several reading disabilities which may or
may not be related to impairments in spelling, writing,

arithmetic_and'speech?" (Tanstiey énd Panckhurst, 1985).

In summary then, fhe aefiological 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 platform upon
which -the causes of learning problems and the various
definitions of L.D. are based. Remediar practitioners should
take cognfzance of aetiological factors as their remediation
role(s) for each individual case could be determined by such

factors.

2.2.1.2. DEFINITION

To date there has been little consensus or even adeduate
definition of what constitutes a learning disability
-( Cruickéhank, 1977; Rutter, 1978;" Tansley & Panckhurst,
1985; Tucker et al., 1983; Cruickshank, 1983: Vellutino,
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). ability - achievement discrepancy;

(b). low achievement :
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(c). scatter.

[n ‘the Epps et alf ~studyv_the subfects'jwere, 48 'School—’
identifiedi L,D.'-children and 86 .non-L.D. children." Botn
sampIeS“'hed pfeuiously been‘ admlnlstered e battery of -
psycho—educational tests. These data were used to cfassify‘
each chfldv as L.D;' or non-L.D. accordlng to:'eachf of i4
.ooefational definitions“'A factor'anelySIS'resulted in tWo
distfnct grouping 'ofi'L D. students : low achlevement
accounted for over four tlmes as much varlance as ab!llty—
achtevement dyscrepancy. Inter-test ,~scatter did | not,

rndependently, contributevto classificaffon;

Historically, diagnosis of L,Df, by researchers, hes
‘ocussed on a numper of isolated variables. Deficits and
stfengths Within the child were identified and label led;
task analysis*hes been used to-determinerlevel of skitlls;
'learnlng styles have been analyzed and matched Wlth supposed.
teachlng models; - motivation, lnterest and attitudes have

been listed; attention has been given to the significance of
parents,. siblings and the home environmenf. Rewifak and
Jansen (1982) aSserf‘ that "no- one could question the’
importance of each: of the _varfables assessed. However ,

rarely are they all given to reach a dlagn03|s of L. D Taken

'singly they provide Ilttle information".




The National. Joint Committee for Learning Disabilities
(NJCLD), in the U.S.A., has made an attempt, in 1981,
- (McLoughlin and Netick, '1987), to resoIVe some of the
confusion,regarding'definition, particulariy in refation to

- the distinction' between learning problems and Learning

Disabilities. It is stated} that there are many different

different types of reading and learning disabilities.

The}NJCLD definition reads as follows :

“Learning disabilities is a generic term that refers
to a heterogeneous group of disorders manifested by
significant difficulties in the acquisition and use
of listening, speaking, reading, writing, reasoning
or mathematical abflities; These disorders are
intrinsic to the individual and presumed to»be dué
to central nervous system dysfunction. Even though a
learning disébility may occur -concomitantly with

" other handicapping conditions (e.g. sénsory
impairment, mental retardation, social and emotional
disturbance;) or environmental influences (e.g.
cultural differences, insufficient/ inappropriate
instruction, psychogenic factors), it is not the
direct result of those conditions or Influences"”

(NJCLD, 1981).
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The NJCLD agreed that the definition “"was basically a
theoreticai statement that specif ied ‘the delimiting
characteristics of conditions called L.D. and was not meant

to be a set of specific operational criteria for identifying

individuai cases" (Hammilli et al., 1987). McLoughiiH and
Netick, (1983), made ‘ observations about the NJCLD
definition

(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 often-made statement about L.D. students is
that they have noticeable success as well as weakness in
learning. McLoughliin and Netick (1983) have found that this
assumption "ﬁas been virtually ignored in current
impiemeniation pracfices". The result, according to these
authors, has been that the term Learning Disability has

become synonymous with underachievement. This appears

consistent with the criteria for pupils being classified
L.D. and in need of remedial services i,e; being of average
intelligence but underachieving generally or in specific

subjects.
(iil) Attention is given to both the acquisition and

use of basic skills, recognizing "that probfems may be

encountered by adolescents and adults as well as young
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children", (McLoughiin and Netick, 1983) and making an
effqrt-to assist‘themvto realize their potential. This may
be significant, seen in the light of the aims of education

as defined by some educationists (vide. 2.1 ).

\(iV) The focus of the NJCLD definition is clearly the
inherent nature of the learning probiem. This intrinsic and
presumed neurological direction appears to be a swing back
to earfier apprdaches taken in the field‘(e,g. Lerner, 1976;

Cruickshank, 1977; Anderson, 1980).

An important point to bear in ‘mind is that faor these

fntrinsic/ inherent factors to be contrfbutory faptors in.
learning problems they should be directly affecting specific

areas of underachievement.

(v) The pofnt}is made that a learning disability can
never be said to be causedvby other handicapping conditions
such as mental  retardation, behaviourail disorders or
environmental factors. The NJCLD definition , however,
admits the poésibllity that such handicapped persons may -
have a learning disability. Renewed interest ih the role of
adaptive behaviour and coping skills in different seftihgs
together with improved diagnostics "promises to facilitate
distinctions of learhihg- disabilities from other severe

handicapping conditions" (McLoughlin and Netick, 1983).




- 46 -

(vi) The definition cafries the message-that "learning-
disabilities are vtruiy a handicapping condition .and a
heterogeneous groyp of learning probliems" (op.cit.).
Learning disabilities are persistent and present significant
diffibulties evident‘in basic learning skills. It has éfso.

been shown that “L.D. cannot be dismissed as temporary

situational problems experienced by most underachievers.
Most of all,} they are different and distinct from other
handicaps and environmentally - induced conditiohs , and
not a convenient syhonym for the 'mildly’ handicapped"” (op.

cit.). .

John McLeod (1983) argues that "attempts to define learning
disability have been bedeviled by conquing definition with
diagnosis, by trying to reconcile disparate views from
~different vested interested 'groups -and by reacting
irrationaily to the concept of disc;;pancy between actual
and expected achievement". McLeod regards fhe estaplishment
of a valid basis for repiicatable research as one of the
major reasons for developing a suitable definition of L.D.
The uncertainty of the professional acceptable definition of

L.D. is confirmed in surveys conducted by Torgesen and che

(1980) and also by Mann (1883).

Mann (1983) envisaged the use of "learning disability as a

generic, non-stigmatising term for all mildly handicapped
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students". The author is of the opinion that such a generic
ferm can be sub-classified‘into"learning disability with
cultural deprivation’, ‘learning  disability  with
neurological problems’ etc. McLeod_(i983) concurs with Mann
(1983) in his yiews and procedures advocated to define L.D.
McLeod, hbwever, prefeks'tﬁé'{érmu"uhdérachievemenf" as a

more objective term to Mann’s ’learning disability’ .-

The Diagnostic and Statistical Manua! of Mental Disorders,
Third Edition (DSM I11), (NJCLD, 1981), has eliminated many
of the labels that were previously used to describe 'learning
disability.vln their place the DSM Il identified syndromes
that adequately define |learning disability. .The NJCLD
concurs with these definitions and briefly describes the

syndromes as fol lows

(a). Probiems in the Control and Regulation of Impulses and

Stimuli.
These children show lability for poor motor,controlve.g.
hyperactivity, hyperdistractibility, hypoactivity,
perseveration and disinhibition. The DSM i1l category most
closely approximating this syndrome is Attention Deficit

Disorder with Hhyperactivity. In the <classroom these
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‘thldren’s; attentional difficulties and impulsivity are
- evidenced be their problems in staying on task and

completing their work.

Cruickshank (1977) believes it is important to trace the
concept\ of learning disability back to its néurological
origin. He states that, "Learning disability, specifically
defined, is a manifestation of a perceptual processing
~deficit. It is important to differentiate between the
concept of sensory perception leadrng to normal vision or
hearing and processing of a perceptual nature, which not
only involves the appropriate recognition of form or sound,
but also includes the attachment of {earned meaning, or
appropriate motor responses to whatever stimulus i s

received".

He (op.cit.) is therefore of the oepinion that by adopting
the above line of reasoning, L.D. would be conceptualized
'more accurately as a ’'perceptual prbcessing deficit’. The
lack of the contfol or regulation of impulses and stimuli on
the part of the child thus involvés perception of perceptual
processing. It would therefore logically follow, according
to Cruickshank (op.cit.), "that bne is dealing with a

neurological dysfunction of some sort",
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These chnldren experlence dlfflCUlty in concept formation.
They are usually able to read reasonably well "bht are
unable to engage in any inferential reasoning. They are able
to deal adequately with specifics and that which s
concrete., but aspects of abstract conceptualization or
generalization . appears beyond their capability.
Interestingly enoth, in most cases, as has also been found
by the writer and his colleagues at the Athlone School
Clinic, the Verbal 1Q is significantiy superior to the Non-
verbal 1Q. The DSM I'll category most closely related to this
syndrome is the Attention Deficit | Disorder without
hyperactivity.

“Anderson et al. (1980) state that L.D. children experience a
delay in developtng certaln concrete operatlons In their
view it s certainly possible that many L.D. children 'who
appear academically able in some respects may lag
scholastically because Ehey are ’‘cognitively immature’. They
further hypothesised that "L.D. children have learning
probiems because they experience a developmental delay and
thus lag academically because they do nof yet use some of

the cognitive operations routinely used by their peers"

(Anderson et al. , 1980).
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(c). Specific Reading, Language and Number bisability

- One qf the major prob[ems here is ihe recognition of the

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

-association, difficulty in'thislarea means . that the child

will frequently encounter many problems in acquiring a s}ght

vocabulary.

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

definitions are by design so broad, they subsume all the

academic skills .such 7as reading, spelling, writing and
arithmetic, but also include speech and language disorders"-
Sigmon argues further that a more severe L.D. could
therefore logically affect more than~arsingle specific area,
andeould be a more pervasive problem in te-ms of educating
an individual. However, since reading is such an important
aspect in the curriculum of modern literate societies, 4t
~has naturally received the mosf attentioﬁ within the L.D.
field and contemporary education as a whole;(p. 47).“ |
. R

An overwhelming percentage of publications of research
investigations focus on the topic of reading disability.
Such research deals eithér on general reading backwardness
or on specific reading-rétardation which is . also sometimes
called developmental dysiexia (e.g. Papers in Benton and
Pearl, 1979). Recently, there have been studies published
concerning spelling and mathematics, ( Yule and Rutter,

1985) .
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The DSM 111 classification .roUgth corresbonding to this

syndrome is Specific Developmental Reading Disorder. In mahy

cases the Non-verbal 1Q is superior‘to the Verbal 1Q. The .

major  presenting vsymptom is the tremendous difficulty in
_Q¢pqdfng._8ecause of_his,poor reading ability, his language
suffers and he is unab e to sol?é’ ’broblem. sums; (word
sums). If the material is read to the child it has been
found in fstudies’ at.the Athlone School Clinic; that the

child does much better.

(d). Educational/Scholastic Underachievement/Impairment.

“The commendable and unarguable aim of any self-respecting
educational system is to help children realize their
potential to the full" (Mcleod, 1979). Any child who does
not achieve scholastically in terms of his potential, is
classified as L.D. Such children are, usually, of average
intellectual functioninQ. Their performance is below that of
their peers in some areas of academic achievement. They may
experience difficultiés in areas.associéted with memory and
perception. The learning disability can be present on the
one hand as underachievement in scholastic skills (e.g.
reading, spelling; writing, arithmetic ) and on the other as
underachievement in specific subject groups (e.g. content

subjects, languages, natural science subjects. They thus

exhibit some educational / scholastic strengths and




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. (189886), L.D. children as a group.
have been characterized as heterogeneous. L.D. children
display quite varied academic profileg in terms of patterns
of strengths and weakness. The authors quote research which
indicates that the one common characteristic shared by L.D.
-children is. the preéence df a'.significantf discrepancy
between their expécted achievement predicted by IQ and their

actual achievement.

liv the view of Mcleod (1979), to equate expected academic
achievement with measured IQ level is invalid. A .research
study undertaken by the writers (op.cit.) showed that the
statistical regression effect should be taken into
consideration before making jddgements about Q-

achievement discrepancies.

He contends that not ali children ‘work up to tﬁeir capacity
and that it is not possible to achieve 'beyond capacity.
However, the average 1Q 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’df the’

7

remedial personnel wifh respect4tothit10n across - the school
curriculum. |
According to Hyén et al. (1¢886), L.D. children és a group
have been characterized as 'heterogeneous. L.D. children
display quite varied academic profiles in terms of patterns
of strengths and weakness. The authors quote research which
indicates that the one .common characteristic shared by L.D.
children s thé _presénce of a significant —discrépancy
between their expected aChievemené predicted by 1Q and their
actual achievement.

in the view of McLeod (1979). to equate expécted academic
achievement with measured (Q level is invalid. A research
study undertaken by the writers (op.cit.) showed that the

statistical regression effect should be taken into

consideration before making judgéments- about Q -

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

quotient, arithmetic quotient and spelling quotient are also

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

the average difference between measured 1Q on the one hand
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and educational achievement on the other is zero - i.e. 100-
'ioov(that is, for those working up to capacnty ) or positive

i.e. 100-90 = +10 ( that is,‘the underachievers). In his
opiniont therefqore, it is illogical to define L.D. as a
discrepancy between score on a test .of measured intelligence
and the score on a test of measured educational achievement

in areas such as reading,'speiiing or mathematics.

It shouid be pointed out that L.D. more often than not bear
some refation to probiems in the educationai S|tuation of
the learner. L.D. children, usually, have no‘ significant
visual, hearind or emotional problems but, as} sheWn by
research, may be educationaiiy disadvantaged (HSRC. 1981:

Skuy_and Perold, 1986; Metcalfe, 1887).

Consistent with the above the Human Sciences Research
Council (HSRC)=, in the Repdbiic of South Africa, regards
the term ’scholastically impaired’ to be more applicable to
a great majority of pupils being schooiéd‘in the DEC - HR
(HSRC, 1981). " The term is broader and more relevant than
’iearning disabled’, since the latter suggests that tne'
scholastic difficuity is caused by a problem within the
individual. The term ’scholasticaiiy' impaired ' , on the
other hand , simply indicates that the individual is
experiencing difticuities in vthe echool 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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pupils within it", (Skuy and Perold, 1986). Metcalfe (1987)
concurs with this view in suggesting that any atfehpt to
describe, identify or define L.D., coghizanée mUst be taken
of both pefsonal ‘and envfropmental variables as these

interact with each other.

In this regard-the growing awareness of and concern for fhe
large number of children in. South Africa who have above
average mental ability but are in educational distress havé
led to a shift in emphasis in remediaf education, from
intensive work with individual pupils to a wider role in the

prevention of academic failure.

Prevention of academic failure by pupils of above average
mental ability implies specialised instruction in the
mainstream i.e. the regular classroom. This has further
implications for the remedial teacher. The role of the
remedial teacher, in South African, and in particular DEC-HR
schoots, will increasingly be one of consultantAto.regular
class teachers, generally sharing expertise and resources

with colleagues.

Abroms and Meeker (1980), in contrast to other researchers,
present L.D. as a construct suéported by psychoeducational,
socio-emotional and physiological data. They propose that a
definition of L.D. must include the absence of Specific L.D.

and it shouid only indicate relationships between mental
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“abilities and academic performance.

Generally, depending on aetiological criteria, pupils 'in

need of remedial teaching are classified as either clinical

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

(intrinsic/inherent) of nature - or didactical - i.e. pupits

whose learning difficuities are of an ecological nature.

Two sub-categories of learning disabilities are accepted in
DEC-HR schools, namely, general and specific learning

disabilities. A specific learning disability refers to the

ability of pupils to pass some subjects but fails others
e.g. he/she may pass all subjects but keeps on failing
mathematics or he/she may be good at mathematics but fails
other subjects that require skills in reading or spelling. A

general learning disability on the other hand refers to the

phenomenon where the pupil finds all school work difficult
even though his intelligence is within the normal range.
Although these pupils.aré often-qalléd "lazy’ it is not true
since “the <child with a general learning disability

genuinely finds learning difficult", Cosford (1982).

2.2.1.1. GENERAL

in research surveys undertaken by Tucker et al. (1983) with
fully trained persons at the ’'cutting edge’ of L.D.

programming, L.D. was generally endorsed as a viable
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cjassification and asserted that L.D.vis idehfifiable by.a
specific‘ symptom or a syndrome of symptoms. There was
considerable variability in respanses.at which age L.Di can

be identified with assurance.

'Thié\is an indication of the diverse néturé of L.D., the
various perCeptfons thereof by different persons and the
consequent difficulty in pinpointing an accurate, pinpoint;
educationaljy accepted definition. The field of L.D. can be
described as being characterized by a lack of consensus on
basic issues of identification-and definition,'This places
résearchers in the field of L.D. in qQuite a dilemma. As a
possible means of overcoming this di I emma . Anderson et al.
(1980) proposed that résearch to define YL.D. shoutld
concentrate on quantitative differences rather thén

gualitative differences, as a means of arriving at a clear

Hefinition.

Ysseldyke (19835'ié of the opinion that no matter what ohefs
views are, L.D. is a relative condition. Individuals are
considered L.D. relative to others. They (learning disabled)
are said to have more significant deficits, disorders,

disabilities or dysfunctions than others, (p.226).

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 recognrzed The ‘term was flrst rntroduced
in 1983 when a group of concerned parents and educators .met
in Chrcago, U.S.A., to consider organizing a cohesiverentity
from several separate and isolated grbupsl that had been
formed'throughoui 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
- provision of compensatory education e.g; remedial education

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

2.2.2. REMEDIAL EDUCATION

"~ As in the case of L.D., there appears, at present, to be as
many - definitions of remedial education as there are
practitioners. Remedial education has often been used with

’special education’ and ‘compensatory education’i‘ 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
which is concerned with prevention, in-
vestigation and}treatment of learning
difficulties from whatever source they
may emanate and which hinder the normal
development of the student".

(NARE , 1977).




’.
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The above definition acknowfedges the traditional elements

~ of remedial work. These  include, the investigation and -

‘treatment of L.D. The 'définition_ doeS- not ‘atfempt “to
categorize children. ’'From whatever source’ indicates a
concern with the ', social development and environmental

factors affecting the child’s learning difficultiés./lt has
‘Iong been recognized that there s a high correlation
between ‘Iearning failure 'and ~.emotional and social

disturbance (vide. chapter 4 of this research ).

‘The DEC - HR has adopted the following criteria for defining
_rehedial educatioh - and seleéting _pubifs for  remedial
teaching. The remedial pupil, put simply, is not the siow
learner,(but the pupil who is ndt achieving schofasticafly;

but

has an average to above average intelligence;

is not physically disabled:

is not deaf, blind or partially sighted:

- does not have severe emotional disturbance:

- talks as sensibiy and well as o;her pupils of
his/her age, although his sohooiQork is weak

- finds school difficult and dislikes scholastic

tasks but has other interests:

- can usually hold his own in an argument or

debate.




The most recent ,reéeafﬁh; v(Visser, 1986 ; Dyer,,-19é8);ﬂ
indicate;va re—faéhioning of'vapprdachés to tﬁé' sfream of
pubils once cfassified jjgmgqygjf. The term ’support work'’
has how come to the fore. The description is applied in such 
tit{es és Subport Depaftment; SUpbort Teacher, Leafning
Suppdrt, Curriculum Support'énd Spec(al Needs Support. Dyer.
(1988) states that the term has now come to supptanf the

once current ethos of remedial education. Remedial education

. It is felt by NARE, implies aimost a status: a distinct
type of education with the possibility'of its oWn‘rufes\of

judgement and even curriculum. Support for learning , Shifts

the syntax into the active mode and implies interventionist
'strategies at the point of delivery where. teaching and

learning meet, (Dyer, 1988).

A survey. bf research |[itérature shows that, to date, it
appears that the change .in terminology is .only wused in
Britain. .The fact that the term ‘support for - learning’
'subsumes a whole-échool approach tobremedial education may
eéncourage other countries to also adopt this all embracing

term.

2.3. EFFICACY OF REMEDIAL EDUCAT|ON

Many reséarChers have examined projects to 'help failing:

.school children, or remedial groups in schools or remedial
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teaching in a child guidance centre‘(TOpping, 1977;?Sewell,
1982; Adelman & Taylor, 1983: Licht, 1983; Hdrn_'ét al.,
1983; Read, 1987). |

A review vof research tliterature concefned with remedial
education indicates - that short term improvements were made
but that results fdiled over time, (Freyman, 1980; Sewel |,
1982). Sewelil, 1982 believed that remedial education offered
many children short term benefits, that a few wefe ‘harmed’,
and that it made "little diffefence in the long term."
-Sewell (op.cit.) also éuggests that classroom support waé

more effective thap withdrawal Support.

Read (1987) undertook a follow- up study by in 1984 to see
how 46 children who had received remedial education by the
author between September 1979 and November 1881 were coping
in class. The ochildren Were seen in three different
settings: 22 at a first school, 11 at a middie schoo! and 13
at a guidance centre. The 33 children from schools were
taught in withdrawal groups ofbfour or five, 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 sessibn of one hour per week. The
tentative results obtained by the author appear to indicate
that the one-to-one treatment in- and-out of the school

environment catered more successfully for individual needs.




Bétter‘co—opératfon from parents were also.received which

was not the case with 33' "school taught childfen”. 83
percent (7 out of 11) of the ’centfe’ chiidren were boping
at follow-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
. remedial teachihg is not simple. Tansley énd Panckhurst
(1981), cites Chazan who reviewed research in Britain up to
the mid-60’s on the effects of rémedial teaching on
reading. It-Was concluded that most research studfes showed
substantial short-term gains as a result of remedial
teaching but that controlled longer term studies showed
little or no difference between those children who had
received remedial treatment and those who | had not

(6p.cit.:186-197).

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 so0 because of increased

neurological organization and maturity.

Cosford’s (1988) research findings confirmed findings of
earlier studies which indicate that early identification of

L.D. and appropriate intervention allows for more




efficacious remediation.

Tansley énd:Panckhurst_(19813200)'cite some studies'done in
the 1970°s. A:nhmber of studies Shbwéd'that the degree of
~improvement resulting from femedfal teaching depended parily.
on - age. The oldé; thé child .the more ingréined the
_retardation was |likely to be; in contrast, an experienced
remedial teacher andva psychologist observed that younger

children made better progress than older ones.

2.3.1. SUMVARY

The evidence of efficacy of remedial teaching is not
‘encouraging.‘The search for scientifiéally valid resuits is
~further complicated by. problemsl of research methodology
identified in 2.5..

As discussed in this section, there are so many variables to
‘consider when assessing the efficacy of remedial teaching
that if is difficult to conduct scientifically acceptable

empirical research in this field.

2.4 ASSESSMENT, DIAGNOSIS AND EVALUATION N REMEDIATION

2.4.1. INTRODUCT ION

As a result of the diverse and relative nature 'of L.D. and

remedial' education "it is little wonder, then, that
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assessment activities have been so persuasive and important
in the. field of learning disabiiities" (Ysseldyke, 1983).

This state of affairs has, according to Schlieper (1982)‘
resulfted in a.lack: of clarfty as to the basic frames of
reference appropriate to the tasks of learning disability
~assessment. This lack of clafity inevitably . leaés to
confusion and disagreement over the details of method,

technique and interpretation.\

“Assessment, diagnosis and evaluation may be seen as’

necessary stages In helping the child with' fearning
difficulties. Assessment comes first, diagnosis points the
way to a progranme of teaching and learning, and evailuation

is a check on learning" (Tansley and Panckhurst, .1981: 204).

2.4.2. ASSESSMENT AND DIAGNOSIS

2.4.2.1. WHAT IS ASSESSMENT AND DIAGNOS|S?

Salvia and Ysseldyke (1988) -defines assessment as "the
collection of data to specify and verify probiems and to aid
in decision-making", (p. 5). Schlieper (1982) maintains that -
a learning disability assessment compkises two quite
distinct tasks, namely, making a diagnosis and gathering an
information base for remedial. planning; Assessment is

generally defined as an attempt to determine how
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successfully _ an individual will function in a given
‘environment . This concerhs the quality of the interaction
between the individual and the environment. The interaction

is tested.

2.4.2.2. WHAT IS THE PURPOSE OF ASSESSMENT AND D|AGNOS|S?

As the vafioué definitions of assessment indicates, it is
more than just the collection of information. Information
ColleCted, such as test data, for instance, is done with a

specific purpose in mind.

In general the assessment is USually concerned with
ctarifying or verifying the existence of educational
problems in the areas of academic performance, behaviour and
social adaptation and physical development. ~Tansfey and
Panckhurst (1985), cite various writers. stressind that
assessment should lead to workabie remedial recommendations
in areas mentioned above. Psychometric assessment of pupils

referred to the Athlione Schoo! Clinic (DEC-HR), aims at

making decisions about the pupils inteliectual functioning

diagnosing’ the presenting problem(s) planning and’

implementing individual educational programme (I1EP) .

This appear to be underscored by Lerner (1981) who wan'ts
assessment to lead to a five steps ’clinical teaching cycle’

\

which is self-checking and self-renewing:
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(i) diagnosis, (ii) planning, (iii) implementétion of
teaching ptlan, (iv) evaluation of student performance and
(V) modification of the diagnosis. Other'feséarchers, Salvia
and Ysseldyke (1988), found that thé types of deCisibns
which can be made in educational settings include: (1)
referral, (ii) screening, (iii) classificaiion, (iv)
instructional planning and (v) evaluation of the pupif’s

progress.

Wallace and Larsen (1978), previously, found that,
genérally, childrén» wiiﬁ specific learhing' problems are
administered vérious edlcational assessment techniques for 2
major purposes: (1). to identify and sometimes label for
administrative purposes those children experiencing learning
problems who wil | probably require special educational help,
and (2). to gather additional information that might be
helpful in establishing instructional objectives and
remedial strategies for those children identified as
handicapped learners, (p. 5).

In remedial education a thorough assessmént of a pupil’s
learning difficulty and gubsequent plan of instruction (IEP)
is of utmost importance for the effective remediation of the
prevailing problem. Evaluative techniques generally allow a
teacher to' ﬁake decisions on the bésis of information

gathered during the assessment process.'
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2.4.2.3. ASSESSMENT & DIAGNOSIS FOR REMEDIAT|ON

.The typicél pattern of identification and referral in most
schoo] systems (also DEC-HR) is usually initiated by regular
classroom teachers who request Helb‘for individuat students.
Following the initial referral, (with background information
and schofastic déta), the children are usually administered
a battery of psychological and scholastic tests. This is to
‘assess the pupils’ Ievef of intellectual functioning,
fearning ab[lities, perceptual characteristics, language
skills and preferenqes; motivation,'adaptfve-behaviour and
possible socio-cultural variables, (Wallace and Larsen,
1978). ldeally ,whenever possible, various emotional and
environmental factors are also assessed, and parental and
home_ consultations are arranged (parent interviews are

regarded as imperative in assessment and diagnosis by DEC-HR

clinicians).

Following the assessment and diagnosis, the information is
evaluated to determine whether a pupil is an appropriate
case.for‘remediation or not. Appropriate foLIow— up steps
are taken to address problems highlighted by the process of
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 dlagnostlc base for entlty" (p. 83). In their

oplnlon the dlagnostlc purpose in |solat{ng the entity known

as L.D. may be found in the lntra—individual comparisons of

how the child interacts, perceives and works within the
"social order and academic environment of the school",

(op.cit. p.83 ).

Many different assessment measures and techniques (e.g.
péychometric, perceptual) are used in the appraisal process,
certain underifying assumptions are made (e.g. the person
giving the test is skilled), different types of tests afe
used (e.g. formal i.e. Standardized/}nformal, norm-
referenced/criterion referenced), different settings (clinic
guidance centre, school etc.). Discussion, however, of the
above will not be dealt witn here as it is not within the

scope of this dissertation.

2.4.3. EVALUATION

Bloom (1956) defines evaluation as “the making of judgements
about the  value, for some purpose, of ideas, works,
solutions, methods, materiél etc. It involves the use of
criteria as well as standards for appraising the extent to
which particulars are accurate, effective, economical, or
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 hfm",(p. 185).

~—
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it has been the acceptable principle at the Athlone School
Clinic ‘(DEC-HR) to make quantitative -and qualitative
judgements of assessment information aé .pakt of ‘the

evaluative process of remediation.

In essence, evaiuation is regarded as a study of the
interac}ion between the pupil and the learning situatioh to
the extent to which this interaction produces changes in the
student. These changes (educational or behavioural) are
considered importaht to the'cliniéian as it allows hfm‘to
draw valid conclusions and make appropriate recommendations

for remediation.

In view of the vimportance of accurate conclusions,
especially for pupils requiring remedial support, ideally,
Class teachers and remedial teachers should form part of the
process of evaluating assessment information. Evaluation of
pupils after sessions of remedial teaching for purposes of.
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
assessment and diagnosis. This they fee! makes for better
quantitative and qualitative judgement of changes brought
about within-the'pupfl in the interaction between the pupil

and the learning situation.

r . K
Evaluation must therefore be regarded, in the view of Owen

and Taljaard (1988), as part of the learning situation.
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Learning and evaluation are thus inextricably (inked in a

continuing cycle of change

2.4.4. l§§y§§MQETA§§E§§NENT, DIAGNOS IS AND EVALUAT ION

In assessing pupils certaijn underlying assumptiqns are
inherent (Salvia and Ysseldyke, 1888) . The authors cite
assumptions identified in research by T.E. Newland. These
are:

(i) error will be present;

gii)\ behaviour sampliing is adequate:

(iii) the person giving the test is skilled;

(iv) acculturation is comparable:

(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
problém of ihvalid and unreliable assessment information can

have an effect on diagnostic information, evaluation and

planned remedial teaching programmes.

Berier and Romanczyk (1980) found, in a survey on assessment
procedures used in research literature, support for an
expected "lack of 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:
v(i)‘ consistency in assessméht.‘procedures across
studies is minimal: |
- (i) informatﬁqn‘desbribing the population, the
| -aséeésment instrqments:and their critéria, is
often végue Or missing;
(iiiy Sfandardized assessment of many relevant
‘characteristics, such as additional deficits,

frequently is not included.

The authors (op.cit.) feel that'reseafch needs to focus on
the development of étandardized- and currently non-
standardized~tests..NorMative data, in their (op. cit.) view
ié a@ necessary pre-requisite to gather information about
reliability and validity of these measures, and standardized

procedures of assessment, diagnosis and evaluation.

In view of the above mentioned factors which can result in
unrefiabie‘ pSychometric outcomes on assessment, diagnosis
and evaluation, Dickenson (1880), proposes én’aiternétive
form of assessment‘- Direct Assessment. This is based on the
QSSUmption that behaviour %s vsituation specific. For the
most part according' to Dickenson ; assessment procedures
assess how children differ from one 'énother on various

characteristics without due regard for the environment in

which ihe child is expected to learn.




Direct assessment appears to c0rreépond to a large degree
with curriculum-based assessment (C.B.A.) and evéluation
advocated'by Cornwall (1981), Marston et al. (1984), Tucker
(1985) and Marston (1988). Curriculum-based aésessmentvuses
the material 'to be learned as the basis fof assessing the
degree to which it has been learned, thus moving away from

‘typical or traditional forms of assessment.

Dickenson (1980) argues that typical tests measure general
traits or states such as intellectual ability or inability,
pérceptuaf'motor dysfuhction, auditory or Qishal perceptual
impairment on a correlational relationship basis. In
Dickenson’s view research findings do not support the
assumption that by changing traits and states the child will
learn to read, writé and perform many other skills. Direct
assessment, in contrast, assumes that the child’s behaviour
is the problem and that the only data useful for remediation
pPurposes are those that relate to behaviours in - an

environmental context.

In view of environmental factors -influencing learning,
'especiélly in children receiving schooling in DEC - HR
schools, direct assessment appears to be -a useful tool.
However, in spite of the obvious advantages of using data
that were generated under actual conditions rather than

using a test that only samples behayiour and giving specific

information with which to develop remedial programmes,
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school psychologists, principals and remedial teachers
interviewed by the writer is of the opinion that a critical,
in-depth assessment and evaluation of the technique must be

undertaken before implementation in DEC-HR schools.

Eerceptual 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 Qisual perceptual testsv(which.form part of
most assessment batteries} measure the perceptual skills
re]ated to reading achievement. 'Taylor States ‘phat
"“researches have failed to Substantiate the predictive
validity of visual perceptual measures". Larsen and Hammil |
(1975) found - that there is not enough of a relationship
between the measured visual perception skills and academic

achievement for visual perception to be a'dseful predictor.
Research findings indicating a poor showing of measu;es qf
visual perception to later school achievement and the

unimpressive effects of perceptual training on reading
achievement “"may be related to a mismatch between what is"
being measured (assessed) and trained to wha't is‘required in

the learning-to-read process", (Taylor, 1980).

Visual perception assessment is criticized by Taylor (ibid.)
as being stimuli-specific instead of task-related. As
learning to read , for example, involves differentiation of

the distinctive features of letters or words (distinctive
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feature theory) assessments should be - geared towards

obtalnlng data. dlreotly refated to such a task Results fromv

‘task related assessments as argued by Taylor (op. cit.),

are lmmedlately transferable to instructional situations.

vThlS may prove benefICIal to buplls “in need of remedial

help.

2. 4 5. SUMMARY

Assessment is a Complex process and assessment data are used

‘to  make -lmportant and farA reachlng decisions .about

individuals (Salvla and Ysseldyke , 1988). Much oan‘go wrong
in the process of assessment, diagnosls»and evaluation as
many factors must be considered.

The different approaches, techniques, tools and
environmental settlngs used during the assessment- dlagnOS|s-
evaluation process requires dlfferent assumptions to be met
in order to make the outcomes valid and reliable. It

therefore means that in order for assessment to be

:meaninngI, valid and reliable there should be a continuous

search for effective means of assessing L.D. children. This
can "often be frustratlng“, (Rewilak and Jansen, 1982) .

Because of the uniqueness of the L.D., few professionals

feel totally confident in interpreting test data to reach

the diagnosis of “L.D.". (In this regard compare discussion

of results of this investigation - 6.4.).
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It is the view of Salvia and Ysseldyke (1988), that "in
selecting and administering tests, users must evaluate the
kinds of behaviour to be tested, the kinds of intefpretative_

data they want, and the extent to which a conmmercially

prepared test ought to be used" , (p.36).

Ainscow (1988) concurs with this view in that " there
- should be clarity of purpose of assessment". The author

states : "assessment in the special needs field should be a

- continuous process of gathering and reviewing information in

order to help pupils succeed in the classroom".

2.5. ISSUES OF RESEARCH METHODOLOGY

2.5.1. PROBLEMS OF DEFINITION AND SAMPL ING

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
defining a subject as ‘learning disabled’ is critical in

research in the field.

It may be true to state that the complexity of research in
the field bf 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




- 75 -

determined to a great extent by the hypothetical'constructs
heid by investigators before studies are conducted. That is,
the working hypothesis concerning the nature of dyslexia
determines ‘the selection of control groups, the définition
of dyglexia itself, the measures to be obtained, and the
overall research design and method of data analysis. The

degree to which findings are effective in furthering our

understanding of the nature of dyslexia is therefore largely

a function of the degree to which the explicit or implicit
quel of dyslexia underlying the research is valid and of

heuristic value" (p.45).

Yet another researcher, Vellutino (1978) concluded that the
problehs associated with research methodology in the field
is closely related to the problems of definitions of L.D..
The definition of L.D. has determined the sampling procedure

in the field.

Berler and Romanczyk (1980) found in a survey of research
literature a disconcerting "lack of specificity and
consistency in the use of selection criteria”. They found
that the reliable identification of.homogeneous populations
of L.D. is problematic for both the researcher and the

clinician.

The lack of a clearly defined definition of L.D. has,
according to Torgesen and Dice (1880), resuited in a range

of research problems which include "the inadequacies in
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sefection of subjects e.g. failure to control intelligence

levels". They concluded that it is clear that>researchers

need to be more circumspect about reporting adequate

descriptive statistics for the measures that are used to

. define the samples. . Torgesen and Dice recommend that

measures of central tendency and variants should be reported

for all defining variables - for both the L.D. children énd

children in the control group(s).

The writers (op.cit.) foUnd that the of samples of L.D.
chifdreh has been almost ignqred. 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 def ined and refatively

homogeneous, subgroups of L.D. children.

2.5.2. EXPERIMENTAL PROCEDURES

Torgésen and Dice (1980), appeals for more effort on the
part of researchers to examine construct validity of the
testing procedures and experimental paradigms which are
used. The validity and the reliabiiity 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

in order to provide more validity and reliability to
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research findings. Added to this, qualitative assessment in
experimental procédures is not used by many research studies

surveyed by the author.

2.5.3. OTHER FACTORS AFFECTING RESEARCH METHODOLOGY

A brief summary of other factors which have been found to
play significant roles in research methodology especially in
remedial education studies, includes the following:

- motivation on the part of the L.D. pupil;

- maturational factors;

- sex differences:

- teacher bias;

- severity of the disorder: is it clinical or

didactical;
- taking within-group,differences into account;
- differentiation of remeaial metho&s emplioyed;
- the effects of subsequent educational treatment
need to be conéidered;
- some sources of error or distortion which should
not be overlooked:
(i) the influence of practice effects on
post-treatment test scores;
(ii) the possibility of improvements being
due to familiarity with the materials of

evaluation;

(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.

A definition of L.D. that primari|§ emphasisedldeficjts in
the neuropsychological domain have been fouﬁd to be too
narrowly conceived to provide a comprehensive.description of
the cohcept. The basic nature of L.D. as discussed here,
indicates thé complexity of the concépt - no. one area
reveals more abodt the nature of t.D. than ahy other'afea.
As tearning is not a unitary skill, L.D. is not a unitary

disorder.

When L.D. is defined in terms of rehediation or solely on
the basis of academic deficieneies, it seems nothing in
reality is accomplished. The definition should therefore go
to the heart of the problem. This would allow for accurate
diagnosis and programming leading to high quality remedial

services.

As pointed out in the discussion, lack of specific
definitions, with regard to L.D. and remedial education,

results in no one recipe that can be followed for

{




- assessment, diagnosis and decision making.' Learning
~disability assessment is thus notvmonolithic and cannot be
encoﬁpassed by a single abbroach. A child’s performénce may
vbe referred to norms fo establish a.diagnosis'but.shouId
really be referred td the behavioural context in order to"

develop a remedial plan, (Schliéber, 1982) .

The cyclical and complex problem of L.D.}also affects both
service and résearch methodology in bmany ways as were
discussed in this chapter. These ©include, sampling,
experimental 'procedure and a host of other factors as

'indicated in 2.5.3..
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CHAPTER 3

PROBLEMS RELATING‘TO-THE'PROVIS]ON OF RENEDIAL

SERVICES IN THE DEPARTMENT OF EDUCATION -

HOUSE _OF REPRESENTAT |VES

3.1 STATEMENT OF THE BASIC PROBLEMS

~The focus of this research }s on - the perceptions of
educators in ‘the maiﬁstream' of ,educétion of  remedial
services rendered to pupils with learning disabilities
(L.D.). I't includes a view of educaticnal support services

rendered to teachers and parents.

In- this Department of Education, remedial services to pupils
with such specific learning disabilitfes are provided,
primarily, on a ’'withdrawal’' basis. “In the DEC-HR the
cbncept of remedial education is perceived in the [light of
specialized educationél techhiqUes that are applied to
individuals or small groups where a deficit in educational
achievemént is diagnosed at a school clinic e.d. the pupil
fails reading but passes éll other subjects or the pupi |
fails mathematics but passes all other subjects", (Cosford,

1988:7) .




In addition, some didactical help in the form of a Teacher
Assistance Team'(TAT) or Didactical Aid Group (DAG) system
is prov}ded after hours at some schools. Teachers, on a
voluntary basis (exempted from other exfra-mural/ -curficula
activitlgs) provide extra tuition. to pupils who may

“experience learning difficulties.

A problem is that class teachers, possibly ignorant of the
specific definitioh of remedial education , refer their weak
or slow learner pupils to these groups. Then when these
pupils  show insignificant results, teachers report that
‘the services provided are inadequate. In many cases Jlack 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.

However, it has also. been found that in cases where a
qualified remedial teacher acted as guide and consultant to
the DAG, regular class teachers reported satisfactofy
‘scholastic b}ogress on the baff of pupils who received
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 vears.
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Research studies (O’Hagan, 1977; Cook and Leffingwell, 1982:
Hegarty et_al., 1882; Clunies-Ross, 1984: Abel and Burke;
1985) have identified several domains of remediai services
suggested by specialized teachers (e.g. remedial teachers),
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) Liaisdn, guidance and counselling;

(e) Curriculum development

The problem of providing the above services to all pupiis,

satisfying paradigms of the educational definition of

pupils with L:D., is considerable, when the incidence of

specific learning difficuiiies is taken into account.

Cosford (1988:270) found the incidence of undifferentiated

low achievement in specific subjects was 17%. This,
according to Cosford , is surprisingiy close to the 19%
obtained by researchers |ike Berger'forvthe Inner London
Region. It is ailso elose to the perceived incidence of

learning difficulties of 13,9% within the urban ‘White’
community ‘and the 21,5% within a rural ‘Biacki community, in

South Africa, found in studies by Metcaife'(1987). In this
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 TABLE 3.1 PUPIL ENROLMENT FOR SOUTHERN AFRICA, 1986 (Sub A to Std. 5)

Natlonal siates

TBYC states OET reqions RSA
Auaﬁ: Colaureal' Whiles
School phase No A Na A Neo % Neo % 1 No % | Ho %e
Sub A 408771 159§ Mecas 187 | 312231 173 ] 20000 &6 | 100818 74654 B3
Sub 8 228¢83 128 { 240025 129 235387 133 ) 19739 g5 | 29142 70800 13
Sia 1 16501 123 | 24825 120 <2SELY 128 19 E83 86 83728 71 €08 8.0
Sia 2 279198 109§ 2025 108 195373 108 20783 ge 80783 73846 8.2
Tosat Suo A-Slg 2 1233440 S$19 1014378 546 | ©55780 537 ] BO22S 346 | 354472 61,1 I 220905 124
Sta 3 , 282137 102 189892 102 199658 111 22062 ) 19162 76028 8.5
Sta 4 J16Cca 84 1877434 8s 154 280 8.5 21814 9.1 7821 77 492 8.6
Sig & 189 767 T4 125734 68| 1333712 74 L 21c88 9.1 3733 77 422 8.6
Totat S1a 1§ 667970 250( 473D10 285 «87311 210 | 64164 279 | 128229 238 Q| 220960 257
TCTAL s/
(Soxee: Behr 1988)
- TABLE 3.2 TOTAL NUMBER OF PUPILS IN SCHOOLS FOR FACH RACE,
1976 - 2000. (Source: Gaydon, 1987)
1976¢ 1980# 1984»= 2000
(projected)*=*

Whitce 928 640 967 509 978 063 898 000

~ aof total 16,40 -17,66 12,56 7,89

Asian 188 008 222 591 230 536 277 000

~ aof total 3,30 4,06 2,96 2,43

Coloured 655 347 757 520 780 677 821 500

~ of total 11,60 13,82 10,03 7,22

African 3 900 454 3 532 233 5 795 711 9 388 500

~ af total 68,80 64,46 74,45 82,46

(5 059 332)* ‘
(72,20)=*
TOTAL S 672 449 S 479 853 7 784 987 11 385 000

(7 006 952)%*

# Figures for TBVC (Iranskei, Bophuthatswana, Venda, Ciskei)

'independent' states were not available.

* Total number of African pupils in 1981, including both the

'independent' and non-independent homelands.

** Homelands included.
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regard, also compare the summary charts of the incidence of
specific- learning difficulties compiled by Tansley and .

Panckhurst (1985) - appendix G (i; ii; iii.).

As no enroliment figufes,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 publish enrolliment
figures for previous years, projected figures -as found in
Tables 3.1 and 3.2 and the following projected HSRC figures

for Coloureds for 1990 are used

Primary : 583 780 Total Enrollment: 767 022

(HSRC 13981 : 23).

Using the figures in Table 3.1 for Coloureds as criteria the

HSRC projected figures for 1990 could be extrapolated as

follows
.Table 3.3,
Sub.A - Std. 2 enroliment total : 356 865 (61, 1%)
- Std.3 - Std. 3 enrollment 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 Coioured 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 schools country-wide. The only

possible weakness being a lack of a ‘rural’ community. Due
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considefation have been given to the aetioldgical'criteria
- of organic  factors and/ or cultural/socio-eébnomlc
debrivation ({.e; environmental factors). Thus, using
_Cosford;s.figure of 17%, an extrapolation of the totals in
Table 3.3. wduld indibate that for 1990 the expected

“incidence of specific underachievement in DEC-HR' schools

could be as follows:

Sub. A to Std. 2 . 80 667 pupils
Std. 3 to Std. 5 : 38 575 pupils
Total : 99 242 pupils

The tota! expected incidence of specific underachievement
for the year 2000 would be much higher than the above total

if nothing positive (polftically, socio-economically) is

done soon.

_The DEC-HR reports (Administration, 1989a) that, presentlyﬁ

schools serving only the Junior Primary L.D.'pupils. These
teachers have anvahnual pupi! Intake of 20 each. Analysis of
the referrals to the School Clinic (Athlone), substantiated
by educators’ responses to the research questionnaire,
indicate that many of the L.D. cases are from the Senior

Primary group, but they are not being catered for.

it has a 6omplement of 80 remedial teaching posts at Primary
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In May 1988, the DEC-HR appointed' a Principal Subject
“Adviser, Remedial._This official’s portfolio»inciudes “"the
_co—ordihation 'of remedial services to schools and school
clinics:'ih—servibe tréining of and guidance to principals,
teachers and school psychologists and also guidance to
parents; inspéction‘ of work - done by remedial téachers;
evaluation of pupils for placement in remedial education
programmes after testing by échobl psychoiogists and
cessation of remedial teach}ng; expansion of remedial
services by establfshing new remedial classes at schools
where all departmental reqdirements are fulfilled"

-

(Administration, 1986).

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. This
research. it is hoped, will-help to identify and address the

deficiencies and strengths of the present remedial services

provided in this Department.

Stringent guidelines for the establishments of new remedial
classes and classroom specifications has been drawn up by
the Department (Administration, 1987). In the ’'Coloured’
communities of South Africa,‘with the many socio-political
probiems, there exists a need"to provide specialized
remedial services to hélp.L.D. pupils . The guidelines for
the establishment 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 pupils from the ’Coloured’ communities experience

multiproblem causes of | learning difficulties.

’Multidjsciplinary,help_to address these problems is, in the

DEC-HR. only available from School Clinics of which there
are fou; at present (Athlone, Mitchell’s Piain, K{mberley
and Johannesburg) attending to the educational needs of the
whole school pbpulation v(Primary- and Senior Secondary
education institutions). The vestablishment of new clinics
and/or the increase in staff complements of established
clinics appear, from interviews with officials in the

Department , to have been left in abeyance because of

financial constraints.

Educational expenditure differs considerabfy across the four
racially segregated groups . "The way in which funds aré
allocated strengthens and ensures the.privileged position of
the ‘White’ population", (Csapo, 1987:11). Access to the
remédial education services ~fs also"offered on ah unequal
basis . This inequélity is continued fnto other educational

spheres, exerting negative effécts on the provisicn\ of
_remediaf services (see als§ paragraph 3Q3.2 of thfs

7

dissertation).

3.2. NATURE OF THE PROBLEM

Under the policy’ of separate \ development the four

educational systems for the separate race groups (as
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ciassified’ by the government) in South Africa,"serve to
perpetuate ithe Lnstitutionalizedv and legalized process of
discrfmination",v(Csapo, 1987). The four educational systems
are subdivided into 18 différent‘departﬁenté'of education,
This_ grea@es_,a‘,complex and unco-ordinated bureaucratic
structure- with inadequate consultative mechanisms. It

deliberately, provides different and unegual opportunities

for education.

Specialized Education, in particular remedial education,
reflects the same diéparities and inequalities. The tendency
to separate the pupil with learning difficultieé from the
‘average’ pupil prevails. I't appears, therefore, fhat
education authorities, schools, teachers and ‘average’
pupils dis~criminate and make disparaging comments about
pupitls with speéific fearning difficulties. This, Lowenberg
(1984), found to be particularly true of the child with a
specific language disability. She found, thét such pupils,
"became educational dropouts despite having the potential to

»bebdme assets to the country".

This pattern of ‘development’ on the partbof pupils with
learning difficulties seems to highlight deficiéncies of the
~education system in South Africa. Metcalfe (1987), believes
that the pattern, "accurately reflects thé socio-economic
and educational inequalities of this countryfs society which

have a fundamentally political and economic basis."
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Althbugh an ,extraneous factor such as ‘env}ronmental
disadvantggé; is excluded from the generally accepte&
vdefinition' of learning disabilit}es (vfde 1.4.1), the
overwhelming influence of ecological factors on learninQ
difficulties .in thiS‘cduntry‘cénnot -be overlooked. In South
Africa identification of the child with' learning
difficulties is made more difficult by the multipie overlay
of ecologiéal factors. These are a direct result of sbcioé
economic and educational inequalities inherent in ‘the

racially diécriminatory apartheid system'of government.

The nature of the problem, therefore, in the provision of
adequate or appropriate remedial services in the DEC-HR,
(providing edgcatidn to the racially segregated 'Coloured’
p.pulation group) appears to be one of inequitable
distribution of financial resources. It is clear from that
the education and the socio-econdmic.system disable these
children. "It may therefore be more realistic, at present,
‘to 'sbeak of ’educationally’ and "socio-economically’

disabled children", (Metcalfe, 1987).

Principals and teachers quote poor health, housing problems,
boverty, unemp loyment, educational disadvantage and/or
neglect and malnutrition as the chief socio—econdmic
contributfhg factors causing ‘educationally’ and ‘socio-’
economicalliy’ diéabled children. According to Metcalfe
(1987), this can be substantiated by careful analysis of the.
information available in the 'Coloured’ comﬁunities. Rutter

and Madge (1976) states that many investigations have shown
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that -low socio-economic status (SES) and large family size
tend to be associated with both |ow verbal intelligence and

poor reading attainment.

Metcaife (1987), found in her study that malnutrition, as a
subset of socio-economic factofé, 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 critical prenatal and postnatal growth stages. Nutrition
is affected by a broad spectrum of influencing ‘factors -

social, cultural and economic,.

3.3 EFFECTS OF THE PROBLEMS

3.3.1 ON_THE STRUCTURE OF SCHOOL PSYCHOLOGICAL SERVICES

Figure 3.2., illustrates the place of remedial 'serVices
within the structure of thé Sdhool Psychological Services.
The remedial section,( Figure 3.1.), 1is headed by a
Principal Subject Adviser who is‘ solely responsible for
country-wide co-ordination of remedial services. Due to
budgetary constraints, the Department is reluctant to
appoint additional remedial advisers and this severely
curtails the extent of input by the Principal Adviser as

she is, presently, ‘loaded’ beyond acceptable limits.
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In this regard the Principal Subject Adviser s:ateslin her

annual report for 1988 (Administrasie, 1988):
"Aangesien dit vir =~ die Eerste Vakadviseur :
Remedierendé Onderwﬁs heeltemaaf onmoont!ik is om
so dikwels hOdig by alle leerkragte dwarsoor die
Republiek uit | te kom vir indiensopleiding,
inspeksie en evaluering, word Adaar op- dfe

skoolsielkundiges staat gemaak om toe te sien dat

die remedierende onderwysdiens van ’'n hoogstaande

gehalte biy."

The School 'Psychologists in DEC-HR schools have proved
fhemselves to be very skillful at making psychometric
assessments. They make é useful contribution towards
creating an éwareneSs of the remedial services to as many
educators as possible. [However, most of these School
Psychologists‘are not remedialiy trained or knowledgeable
'about remedial teaching techniques, and are therefore very
selidom H1va position to provide satisfactory guidance to
remedial teachers. It s regretfed that the author was
refused permission to research an objective assessment of
the knowledge, guidance and effectiveness of remedial
services rendered by the DEC-HR’s School Psychologistsf
Useful constructive information might have been elfcited
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 Kkey role to ptay in
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giving direction, focus and guidance to the whole remedial
initiative and if they are to function as more than nominal
‘testers’ then their training must equip them -for such a

role."

I't has been the aim of_the DEC—HR, to annually establish at
teast two new remedial classes/posts in each school circuit.
According to the Psychological Services’ annual report
(Administrasie, 1988:15) this could not be attained last
year due to the circumstances and problems described above

(3.1).

3.3.2. ON PROVISION OF SERVICES

The provision of adequate remedial services in the DEC-HR |,
a direct outflow of the policy of separate education systems
for separate race groups, has been adversely affected by
this policy.” Metcalfe (1987) "states that "the apparent
increasing incidence of estimates of learning difficulties
through the standards suggests a cumulative effect of socio-
economic and educational - disadvantage". it is
unsatisfactory, according to her, that a result of continued
attendance for some of the minority that succeed, "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 segregated schooling. Over thgkpast decade, pupils from
the communities, other than ’wmité’, protested vehemently

against the perceived inferior educational condifions,

(Pratt,1988). They were joined by their parents who

protested at receiving_wages/salaries designedvto keep them
and their children }|iVing in conditions of/or close .to

poverty. These events, apart from disrupting schooling and

the associatéd muftiplicative effects in education,

prevented itinerant remedial teachers from the school

clinics travelling to schools to provide remedial services

and support at a time when it was much needed.

One of the domains of the remedial services, identified by

research studies (vide. 3.1) s curriculum development.

However, no serious practice of curriculum development can

proceed without an adequate grasp of the context of

innovation. This context, set within Epe economic and.
political functions of education in South Africa, is also

mentioned by Millar (1981): "The school boycotts (over the
past decade) provided an wunusually frank insight’into the
political and economic functions of education in South
Africa, as perceived by those rejecting such education”.
Therefore, any process of curriculum innovation in remedial
education, in particular, would have to take cognizance of

and come to terms in some way with such functions.
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The inequality in schools is continued into other
educational spheres such as training and qualification of
teachers, generally, and remedijal teachers, in particular.
The Report of the National Enquiry into Education (HSRC,
1981) reported the dearth of propgrly qualified teachers and
the'hféh dégree of.échool failure among the population group
classified .’Coloured’. ‘Refatively few teachers have the
minimum qualifications required for the formal
specialization programmes of training in remedial education
at universities", (Skuy and Perold, 1986). Provision of such
}raining in remedial educatidn‘is also costly. jaking-the
government’'s policy of disparity in distribution of
financial resources among the racial . groups into
consideration, the acquisition of remedial skills appear to
made deliberately difficult for teachers ‘’of colour’.
Consequently, the provision of such services tojpupils with

learning difficulties suffer.

Since the publication of the HSRC Report (1981)," there has
been sucCeSéful effofts made to improve the training of
'Black’ and 7Coloured’_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 annuaf
report of the DEC-HR’s PSychological Services

(Administrasie, 1988:16)




"Tans beskik 36 van die Ieerkragte in die (109)

remedigrende onderwySposte (22 in die 78 poste by

‘primére skole) oor ’'n spesialiseringdipfoma in

remediérende onderwys, terwyl. 'n verdere twee
Ieerkragfe met studiés ter verwerwing van die
diploma.besig is. Sewe leerkragte het in hullie
finale studiejaar op onderwyskolf&ge as keusevak

met remedierende onderwys kennis gemaak."

Effecti&e remedial services to pupils ‘have also, at many
schools, been detrimentally affected by certéin reported
irregularities. According to Educatibn circular No. 19/89
(Administrasie, 1989a), teachers are unnecessarily withdrawn
from the remedial classes to perform relief duties in other
classes, at times for several consecutive weeks. They are
also prevented from providing an-optimal remedial service as
they have td invigilate in regutlar cTasses during
examinations instead of con;inuing with intensive femedial
teaching. Remedial _teachers, themselves, are reportedly
under—utilizjng the tuition time for remedial education.

The result being that remedial pupils are prevented from

making optimal progress.

The stringent criteria for the establishment of new classes
appear to have, according to principals, a retarding
infiluence on the expansion of the remedial services.
Al though a school may be in dire need of remedial services,
but becéuse it cannot meet all the requirements to establish

a class/post at the school the provision of services is
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curtailed. In addition a recént'personnel circutar - minute
| No. 17/1989 - (Administrasie: 1989b), state quite clearly
that do new posté, including remedial posts, can be created
until further nofice[ 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
it difficult to adhere to the departmental instruction\that
incumbents of remedial posts are appointed for the exclusive
function of providing remedial education to pupils and that
their services may not be utilized in other teaching posts.
Nevertheless, the DEC-HR feels that principals should béar
in mind that remedial education services at a school are
instituted at the request of the principal to enable pupils
wifh leérning probliems to develop to their full potential.

Principals should, therefore, ensure that the remedial

education service in their school octcupies its rightful

place.
3.4 SUMVARY
Remedial services in the DEC-HR, are still very much in the

embryonic stages. Research studies and interviews with
educators pinpoint constraining factors on the expansion of
services. This can be summarised aé' factors of ideology and
economics with their consequent social problems in the
'Coloured’ community. Maureen Archer et al., (1989), found
that "ideological —considerations have strangied special

education services in South Africa™.

B
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Franklin Sonn, a leading educationists from and in the so-

J

called “’Coloured’ community states emphatically:

"Die qitStaahde kenherk omtrent die ‘kléurling’ is
egter sy armoede", (Sonn, 1986:255) ,
' Vs

Poor socio-economic conpitioné are prevaient in the economic
‘and sub-economic classeé of the ’'Coloured’ communities. The
incidence of muitiprobliem underachievement, as found by
Cosford (1988), is consequently relatively high. |t appears,
therefore, - that a nmjof deficiency in the South. African

échool system is the ideology of apartheid.

A recent International Labour Organization (ILO) report
(Seek Board, 1989:7) states that South Africans continue to
garow pdorer year by year. According to the report a leading
academic put the cost of maintaining apartheid at R78
billion in lost economic growth and.in the direct cost of
implementing the system. This certainly does not augur wel|
for education, in particular remedial education, in-. the
already disadvantaged ’'Coloured’ communities. The |[.L.O.
repdrt - states further that there is no prospect ofvhalting
economic decline "without  fundamental | politicalk and
“structural change and a compiete reversal of pojitical and
economic trends", (Seek Board, 1989:7).

In this context, . sanctions and djéinvestmeht have also
.impacfed on the growth of the South African economy. Thé

tragic part of this, is the increase in Iearnihg
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difficuities as a result of inadequate provision of
remedial services to the pupils. It js predicted that by ‘the
year 2000 between 7,9 and 9,8 million peopie, in South
Africa, could:be_ungmp(qyed, according to the |.L.O. report
(O? Cit.), and the "communitiés of colour’ will bear the

heaviest burden.

Currently, the addressing of such extraneous, ( as opposed
to intrinsic), factors associated with pupils’ Jearning
difficulties has been largely left to social workers
attached to some schools or serving 2 or 3 schools in a
demarcated geographical area. It is the opinion of some
school and schoo!l clinic princibals that a system of socio-
pedagogues to attend to the socio-educational probiems could
in the long term reap greater benefits than the present

system. Socio-pedagogues, after assessment of the situation
can direct, directly, appropriate éducational programmes to
pupils’ immediate (short term) and medium term needs. This
system has beendfound, from resufts bbtained'in the 'White’

Transvaal Education Department, to be most effective.

During an informal conversation with the newly appointed
Head of Psychoiogical Services (DEC-HR) 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
impfemented, at the time of writing, due to financial cut-

backs in the DEC-HR.
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Such ' development, - as suggested above, would require
~amendments to the structure of the DEC-HR’s Psychological
Services. In addition, and probably more significanf,‘ it
would require a substéntial increasé in the budget of the
~ Department. _The‘_question_ s now: "Can the South African
‘,eéondmy in its present (first quarter 1990 3 depfessed 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 sanctions separation .and segregation, condones
discrimination and overlooks inequalities éspecially in
education. South Africa desperately needs skiiied manpower .
The manpower resources are available within the borders of
the country and "simple common sense ‘dictate the need lto

abandon separate and unequal education", (Sonn, 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 educational, social, economic, po[itical and consequent
environmental factors. The provision of services j.e.

treatment of difficuities, to a child, cannot be separated

from these factors.




SUPPORT FOR LEARNING FOR PUPILS WITH LEARNING

DIFFICULTIES IN THE MAINSTREAM

"OF EDUCAT ION.

4.1. INTRODUCTION

)
'The>rights of children are enshrined in the Declaration of
the Rights. of .the Child (Unesco, 1959)- appendix H: "All
children have a right to opportunities and facilities so that
they can develop in a normal and healthy way in freed;m 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 Committee’s Report (HSRC,
1981) and Visser (18839). These works (op.cit.) emphasize that
every child in South Africa has the r{ght to be cared‘for and
to receive appropriate education irrespective of sex, .race,
aptitude or abilities.
This is also true bf 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 child with L.D.,
referred to in the Department of Education and Culture, House
of Representatives (DEC-HR) as the child in need of remedial

assistance.
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" The provision of education for. children with L.D. ’lﬁ any
éountry can bé éeén.as a test for the educational system’s
flexibility.The sistem should be sufficiently differentiated_
to meef the great variety.of educational needs of all the
: childgen in‘a specific commUnity. In this regard, it may also
be true to state that parents have a right to expect their
-children to be provided with dlfferentiated education that
would enable them to acquire competence in feading and
writing. Parents also, therefore have the right to become

anxious when their children experience difficulties in doing

SO0.

The situation, in respect of accommodating the child with
L.D.," ranges, among the 18 different education departments
in the Republic of South Africa, from aimost completely
‘compulsory’ mainstream education to a relatively refi.ed
system of prbvlsion of specialized education", (HSRC, 1981:
174). Most professionals in the field of earning
disabilities support the view fhét regular classrooms (in the
mainstream of - education) éhould be flexible enough to
accommodate and allow chilﬁren with specific learning

difficulties to achieve success.

4.2. WHAT DOES "MAINSTREAM" EDUCATION _MEAN?

Mainstreaming means different things to different people. To
some the concept means that childrén previously housed In
separate lIsolated facilities are moved lnto‘regular school

buildings and placed 1in special self-contained classes



alongside classes of ’'normal’ children. Edward Martin (1974),
maintains that-"the essence of mainstreaming is the increase
of positive interactions between pupils with L.D. and ‘other’
learners". To others it means the total efimination of any
semblance of specialized grouping on the basis of type or
disability. In this way, children are assigned on the basis

of age as is done with most other children, (Reger, 1974).

Reger states further that, the application of the
mainstreaming concept does not mean that all "handicapped’
children e.g. L.D. children, have to be placed in classes

with ’non—handicapbed’ pupils.

The HSRC (1981) maintains that mainstream education refers to
the fundamental educational phildsophy.aimed at accommodating
the handicapped pupil (e.g. L.D. pupil) as far as possible in
the mainstream of regular education (i.e. in the same school)

before considering transfer to speCial education.

Bécahsev children with special educational needs {including
L.D. children) must ultimately take their places as adults in
society they should as far as possible be accommodated 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 effective
identification, evaluation and diagnosis of, and assistance
to, children in need of specialized educational assistance. A

Co-operative Education Service Centre (CESC), incorporating a
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Section for-EBvaluation and Guidance (SEG)-was proposed. Such
- SEG’s should be established, accbrding the HSRC'réport'in

each defined region or service area.

Behr (1988) in discussing the HSRC (1981) repori, suggests
that the highly professional and éomprehénsive services to be
provided by SEG's to mainstream schoolsv would inVolve a
‘mutidisciplinary team, which vshould comprise of a school
social worker; educational specialisfs in orthodidactics and
compensatory education, an educatidnal psychologist, a
medical pracfitioner and paramedical staff. The tasks of the
SEG would include comprehensive diagnosis and the designing

of remedial educational programmes and guidance to educators.

SEG's would also play a part in the in-service training of
personnel. The SEG would serve all children from pre-school
through secondary school, thejr "educators and parents,

ihcludrng fami |ly-based compensatory assistance (Behr, 1988

135).

In a real effort towards mainstreamihg, “children should not
be classified and label | ed in traditional | ways",
(Reger,1974). Remedial pupils, therefore, should be
classified- according to their spebific and objectively
vdefined needs, and serviceé should then be designéd to meet
those needs. Reger (1974), lists certain principles involved

in mainstreaming. The following is a summary thereof:
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"No child should be categorized with a labe]
reflecting a gross diagnostic category e.g.
‘hearing disabled child’, ‘minimal brain

dysfunction child’.

Children should be assessed by relevant
instruments to délermine those areas of
strength and weakness that relate directly to
specific, objective instructional actions -
including changing inappropriate behaviour
and providing training in occupational ékills.
Many additional support services should be
provided both directly to pupils with L.D.
and tq their'support professionals, e.g.
remedial teachers, speech therapists,

social workers, educational psychologists

etc.

. Staff members qualified to teach pupils with

L.D. e.g remedial teacher, should serve as.
consultants to teachers, administer

diagnostic services and implement
instructional programmes in co-operation with
regular classroom teachers.

The leadership of the school (including school
committee) should work together on total
programme implementation. Need for teacher

in-service programmes should evolve out of the
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perceptions and exberiences of the teachers
themselves (Vide. research questionnaire -
Appendix A).

vi. All children should wherever possible be housed
in the regular schqol building.

vii.Groupings of all chfldfen in the schoo! should
be based on defined needs. In the case of L.D.
children additionél 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 implementationvservices. Wherever possibile
the same personnel, e.g. remedial teacher, who
provides diagnostic services'should preferabiy
also ihp!ementvthe instructional programme, in
co-operation with dther teachers.

ix. Consultation services to teachers should have
‘direct application to the instructional pro-
gramme, providfng materials to use, techniques
to try and management strategies.

X. It is suggested that children with similar,
severe diéabilities 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- )

Aeducational diagnostic categories.




xf; All staff members should work together on total
mainsireaming programme \implementation. Needs
teacher (e.g. Remédial teacher) in-service-
training should evolve out of the perceptions

and experienpes of the teachers themselves.

Marcia Horne (18982) a school psychologist at the University
of Oklahoma concurs with the view expressed by Martin
(1874), stating: "When it comes to mainstreaming, school
psychologists vmust be concerned with the adequacy of
classroom interactions". Martin (1874), suggests that "jt
should be attempted to have children with learning problems
in sight, in mind and in settings where they will receive the-

fullest measure of the educational system’'s resources".

4.3. THE SOUTH AFRICAN S{1TUATION

In South African schools the c!assrobm teacher, usually, is
expected to provide special or specific assistance (in the
context of the class in mainstream'eduéation) to pupils who
show a tlearning difficulty. These pupils therefo;e have
special needs which need to be addressed. This can be
described as "mainstreaming by default”, because so few

services can be made available to these pupils.

fn 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
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and polit%calnconte%t". Iin the Squth African context, the
development (past, presént and'fouré) of Special'Educafion
cannot be  fully understood without an historical
understénding of the social and political origins. of this

important part of the education system.

The South African education system, is overall controlled by
thé 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
general education affairs to be administered by the Minister
of National Education. The education system is sub-divided
into four major, so-called Own Affairs education departments
namely: House of Assembly (‘White' education); vHouse of
Representatives (‘Coloured’ education):; House of Delegates
("Indian’ education) and an Education and Training Department
for Blacks. Each of these Departments has responsfbility for
providing services for their own racial groups.- There is
thus, at least, a quadruplication of services which of
necessity has a detrimental effect on the equitabile
‘allocation of resources. Consequently, many disparities are

found among the four systems of Education. In 18967 the

National Education Policy Act was promuigated.

The significance of this Act for education in South Africa,
is expressed by Sebidi (1983) és follows: "The Christian
National Character of the Act reflects the policy. of
apartheid and all aspects of institutionalized, legalized

racial discrimination which divide people into White, Indian



(Asian), Coloured and Black groups, strictly in that

descending order of social status and importance". This point
of view is verified by examining the per capita expenditure
on education (op.cit.). Per <capita expenditure differs
considerably among the four groups. It therefore appears, in
the view of Sebidi (1983), that the government responsibie,
allocating resources in accordance with 1Its political
priorities has cleari{y made ‘'Coloured’ and ‘'Black’ education
a low priority. Csapo (1987: 11), conqurring with tﬁis,
expresses the view that "the allotment of funds for educétion

strengthens the privileged position of the White population”.

Although the De Lange Report (HSRC, 18981) noted the
overwhelming problems of apartheid education - racially
segregated mainstream education - it stopped short
recommending the abolition thereof. The Report supported the
findings of Murfay (1969) by suggesting that those pupils
with particular needs should be kept In regutar classes in
mainstream schools. Educational Statistics (RSA,
1985) ,however, show that provision of special education
services has not been develoﬁed to the same extent for all

racial groups.

The Report of the Committee of Inquiry Into the Education of
Children with Minimal Brain Dysfunction, under the
chairmanship of C.H. de C Murray (Murray, 1968) made certain
recommendations and laid down guidelines for the education of

children with minimal brain dysfunction (later called




specific learning disabilities). "Group A and B pupils i.e.

pupils with specific learning disabilities who generally can
find their way with remedial assistance were to ‘receive

education in the regular mainstream classroom”", (Behr, 1988).

A(ising from thfs ‘White’ pupils from Group A are expected,
to be able to cope scholastically after specialized support
from staff at school <clinics and with regultar remedial
support from a frained remedial teacher. Such specialized
services from school clinics were at that time only available
to ‘White’ pupils with L.D.. It was only five years later, in
1974, with the inception of the Athlone School Clinic, that
remedial services on a |imited séale became avéiiable fo

‘Coloured’ pupils with L.D..

in 'White’ education, the country-wide decline in numbers of
pupils at mainstream schools has made it necessary to reduce
teaching posts af many schools. Posts initially discarded are
those of a specialized nature, in particular, remedial
posts. Remedial education is regarded as a ‘luxury’.
Rethinking, planning and revision of Specialized Education
services in the department was scheduled for 1889. Very few,
if any, new specialized education posts are being created at

mainstream schools.

By contrast remedial services in DEC-HR, focus of this
research, has been expanding since the appointment of a

Principal Subject Adviser, Remedial.
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In 1885, aocordihg to Skuy and Perold (1986), there were 23
posts including those at clinics and special schools. Most
recentfinformation (May, 1989) from DEC-HR (Administration,
1889a) states that curréntly there are 78 functioning
remedial posts at mainstream Primary schools, country-wide.
In addition, a further 8 classes have been established but
are currently without teachérs. There are 23 classes at
special schools and school clinics. Factors presently
hampering further expansion are the fihancial constraints and
lack of trained personnel. Although the number of remedigl
teaching posts has risen,."the remedial educatioﬁ_service is
still in the process of development, with many children

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
filled as funds become available. According to Barker (1989),
most speciélist remedial teachers, however, have to divide
their attention among several 'schools. In 'White’' schools the
ratio is roughly one remedial teacher to every two or three
schools and some schools have one full-time remedial post.
Educational experts see this situation in 'White’ education

as woefully inadequate, but remedial services available to

the other race groups are well below an acceptable level.

In ’'Black’ education , for instance, the system is still

attempting to catch up on the historical backlog inherited
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f rom the.’designérs of ’'Bantu Education.’ Barker' (1989),
quotes Department of' Education and Training (D.E.T.)
officials as stating that theré are at present only 118
‘remedial advisers’ ( underqualified teachers ), serving 2,1
million pupils in 7500 vschools country-wide. 'Black’
educationists state emphatically that they have yet to see

evidence of any effective remedial teaching in their schools;

"The Republic of South Africa faces the overwhelming task: to
alter, to dismantlie or wunify four parallel systems of
education according to political objectives and fo produce an
egalitérian system without sécrificing little of the quality .
of the present system for ‘Whites'", (Csapo, 1887 ). To some
extent an attempt was made to start this task in 1977 with
the establishment of a national education body representing
all 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, recommended in
the Report of the Main Conmittee, (HSRC, 1981) that there
should be at Ileast one remedial teacher to every' Iarge_
primary school or group of smaller schools appears is still a

long way off in South Africa..
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4.4. PROS AND CONS OF MAINSTREAMING

Although it is believed that in educatronal terms the actual
achievement of pupils  with L.D. will prosper in the
mainstream setting there are many professionals who have

differing views.

Mainstreaming proponents are of the opinion that
mainstreaming of children with L.D. éan have the healthy

effect of the elimination of labels and stigma attached to

being a special education pupil. In this way the pupil will
find social, and more important, peer acceptance. He s
regarded as an equal and will thus strive to maintain this

status by achieving schotlastically.

It is believed that by being mainstreamed the L.D. pupil will
regain his self—confidence, éelf—esteem and have a better
self-concept - he does not see himself as a failure or loser

any longer.

4.4.1. ARGUMENTS IN FAVOUR OF MAINSTREAMING (PROS)

4.4.1.1. Self Concept and Self-Esteem

Laubscher (1984), expressed the view that "self-concept is

mthé core of the personality. It defermines the way the child

perceives himself and his world. A positive self-concept in
) \

childhood is the best investment for maturity and emotional

adjustment in adulthood."

H
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As a basic aim of education is the preparing of the child for
adul thood, ( Van Vuuren, 1978 ), it is‘imperative that such
education be provided in a milieu conducive to the

development of a positive self-concept. The mainstream

environment appears to be. best suited for this , more so to -

the child with L.D. than the ‘average’ chird.

A positive self concept , ‘according to Laubscher (1984), is
said to be associated with self—confidehce, a positive
‘ feelihg towards oneself, a mastery oriented approach towards
difficulties, and an attitudé of :" Life is worth living and
1 can truthfully say:'l like myself’'". This point of view is
confirmed by work done by Burns in 1975 (quoted in
Burns, 1985). Acceptance of self is strongly correiated with
acceptance of others, that |is, those with realistic and
positive self-concepts are able and likely to develop warm

supporting relations with_others.

Burns (1985), also. contends that "posiiive self-concepts in
teachers and teacher QounseITofs (e.g. Remedial teachers in
the»primaryAschool) facilitate not only their performance as
bonfident, respected guides but atso facilitate pupil
performance". The tlatter will flourish_in all respects when
the pupils, 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
the pupils’ view of themselves as people of worth. "It has
been shown that expectancies from such teachers lead to

higher pupil self-esteem and performance", (Burns, 1985}.
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Self-concept, self-esteem -and educatienal' performance are
closely linked. Burns (1982) and Skuy et al. (1985) found
that effective development significantly correlated with
academic perfermence. Concurringv with.rthis, finding is
‘Richmond (1984). Children often employ academic achievement
as an important index of self-worth. Differences in self-
concept are associated with differences in academic

~

achievement according to studies conducted by Brookover,

Erickson and Joiner, 1967 quoted in Burns (1985).

Research .findings, in Burns (1985), indicate that the
heinstream edUCafion envikonment‘helps\the child with L.D. to
develop positive self—coneept and self-esteem. This can be
achieved by the reguiar cfass teacher in coltaboration with
the remedfal teacher playing a supportive role. Burns (1985),
enumerates the following strafegies which coulu be adopted in

mainstream teaching settings:

(i) Maximize experiences of success:- :

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
te experience success is essential. Teachers
and peers in the mainstream appear to be
reasonably perceptive to minute improvements
and interests with the child with L.D. in
such a way that he perceives his growth as

success experience.



(ii) To.evaluate themselves realistically:-

(iii)
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One of the characteristics of ‘individhals

wi th 'negative' se|f—concepts is that "they
make unrealistic high demand; upon themselves,"
(quns, '1985). Realistic evaluations play a
central role for maintaiﬁihg a positive self-
qonCept. Improvement and learning extend the
possibility of turning the experience of true
failure into one which will build up the

pupil’s self-concept.

The mainstréam situation allows the pupil with
L.D. to evaluate his scholasfic performance,
realistically, with the general performance of
his peer group. The pupil, with teacher will
realize that any improvement is good and that

the way to greater success and adequate

performance comes in small steps.

To beAtaught problem-solving techniques:-

Taking the <child’s individual learning into
consideration, teachers can demonstrate, in
close physical and emotional contact, those
prqplem-sqlving'skills which sﬁit him best. His
heeds, learning spéed and style are always
unconditionally respected. This makes him feel

worthwhile in himself.



(iv)

(v)

To change his approach towards a task and set

realistic goals:-

The pupils can be taught to be less concerned
about past performance and be more concerned
about achieving future éuccess. Pupils can
be .assisted to develop a feeling of being in
contro! of himself and learning situations.
These characteristics form the basis of
realistic goal—setting> viz. they must be in

relation to past performance.

Past levels of performance allow for
realistic and attainable goals being set. By
fearning the process of goal-setting and the
process of attempting to reach them the pupils
with L.D. will have to adopt different

approaches to different goals / tasks.

To ensure generally happy experiences with

other people:-

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

child’s soclal self-concept.
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(vi) To engage in self-reward and self-praise for

success.: -

The child can be guided to engage in

self reward for his succésses. Such a child
will then not be dependenf on others for
rewards - as,is usually the case with
children with L.D.. He is able to monitor and
evaluate his performance in terms of thét of
his peers and his own efforts and skills.
Emphasis can be placed on the child’s self-
control over and responsibility for the gradual

development of his skills.

in the context.of self_ enhancement, Burns
((1985), states: "the pupil can become his own
evaluator and reinforcer". Part of the self
concept is the meaning that individual pupils
attach to words that are self-words. Engéging
in internalized self-praise helps him reinforce
his successful behaviour pattern. According to
Burns (1985),"to say,’!l did wel] on that’', not
only reinforces what it was that was done, it
attaches to 1’ the label of ’well-doer’".

This aspect of self-praise has been found to

be most important for self-concept.



‘Education; teachjng and teacher-training (see 4.5.) must
involve the socio—ehotional development of each person
involved. The self-concept and self-esteem are vital elements
in acceptable socio-emotional behaviour. Pupils’ socib-
emotional behaviour has beén shown by research findings,
“mentioned above, to improVe over a wide range.of their lives

and is closely linked with academic'attainment and social

~development.

4.4}1.2 Interpersonal Relationship (Social Interaction)

Studies relating to the interpersonal relationships of the-

child with L.D. seem to be raré. A possible explanation could
be that the great diversity among children so classified,
makes generalizations quite unreliable.The degree to which
children with L.D. will be accepted or rejected by their
‘average’ peers may play a role in their academic achievemént
in the regular classroom. Hicks (1984), states that in her
~experience, "adequate interpersonal social competencies such
as self—asserti?eness is needed by children‘énd'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 relations
serve in providing significant contributions to a .child’s
social development. Researchers (op.cit.); have shown that
children provide one another with emotional support in
unfamiliar or threatening circumstances. Peer interaction has

been described as critical for normal social development.
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This was also found in a previous study .done by Slavin et al.
((1884). The results of itheiTv study, which involved Team
Assisted Individualization, confirmed the increase in

sociometric status of mainstreaming academically handicapped

students.

According -to researchers, Turnbul!l and Schultz, as quoted in
Coben ahd Zigmond (1986), the basic principle underlying

‘mainstream education (’'least restrictive environment’) is

that (educationally) handicapped students can benefit.

educationally and sociafly from being in programmes with non-
handicapped students. More specifically, the advantagés
anticipated from the mainstream environment include;—
[.:- an increase in sensitivity and positive attitudes
towards handicapped peers by non-handicapped
\

students (Kaufmann et al., 1975 quoted in Coben and

Zigmond, 19886).

ii..:- academic and social benefits for handicapped
students from observing and interacting with non

handicapped children (Guratlnick, 19786, op.cit.).

iii.:- enhancement of social status of handicapped
children among their non-handicapped beers,
(Kaufman et al., 1975, op.cit.).Significantly,

a study conducted by Prillaman (1981), revealed
significant differences in the social status of

children wiith L.D. and their regular class peers.



This was confirmed during an observation analysis

pf the social interaction of high school junio}
students with L.D. in their regular cléssrooms
undertaken by Schumaker and Wildgen (1982).
kln this studyg Schumaker and Wildgen used a continuous
recording system to observe pairs of students with L.D. and
’average"students in their regular classrooms. A number of
social behaviours and sdcially 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 .isojated in the
classroom as may be expected. They speak as often 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. in the regular claésroom indicated increased attention
to on-and-off task behaviour by these children with VL.D.
when asked to self—mqnitor their moments of attention. This
procedure held positive promise for use in' mainstream

situations.

From the above research fihdings, it_appears that there is a
strong positive interrelatedness between interpersonal
relationships and académfc achievement. This was confirmed by
a study done by Patten (1983). Poor concentration, poor

memory and difficulty handling problem-solving tasks are
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common behavioural characteristics of pupils witth.D..'These

"according to teachers intervieWed for this study,‘ could

result in'poor interpersonal refationships. With appropriate
guidance and support teachers feel fhat they may be able to
increase social interaction and achievement\in the classrooh.
This may be best accomplished, for some pupils with L.D., in

the regular (mainstream) classroom.

4.4.1.3 Scholastic Achievement and Intellectual

Functioning ’
Opponents of the mainstreaming concept argue that the
grouping of papils with L.D. together with ‘average’ and
'above-average’ pupils in the same regular class group could
negatively-affebt the scholastic achievement and intellectual
functioning of the non-handicapped pupils. Consequehtly, it

is theorized that the general academic performance and

ability of tte class as a whole will drop to an unacceptable

level.

Based on that hypothesis, Paul Weener (1981); compared -
'average’ and children with L.D., by focusing on the

variability of performance within groups and the degrgg of
overlap between the two groups. He found that the variability
of performance was similar and was approximately 75% of that

of a randomly selected national sample.
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The average difference between the means of ihe ‘average’
group and the group with L.D.'was less than o.7S,SD, 6r
about one sixth the range of performance which existed within
either group. On the basis of this data, it was asserted that
catégofical claims about etiology or edubation of children
with L.D. are unwarranted and that combining these children
with regular (average) classroom groups "has a relafively
small effect on the range of ability in the classroom”,
(Weener, 1981). The range of performance on cognitive tasks
in a combined group of pupils with L.D. and ’average’ pupils
would 'not be much greéter than the range of performance

within a class of only ‘average’ or ‘above-average’ pupils.

in a study by Beck , Lindsey and Frith (1981), data relating
to the effects of special class placement on intelfectual
functioning of studenfs with L.D. were obtained. The effect
of one or two year special class placement on scholastic
achievement and intellectual functioning was investigated.
Twenfy—élght students served as subjects. Their IQ’s ranged
between 82 énd 114, and CA range was 8yrs 2mnths to gyrs
timnths. They all satisfied the accepted criteria for being
diagnosed as having L.D., namely, average to above average
intelligence; specific fearning weakness; significant
discrepancy between academic achievement and intellectual
.funbtioning ; normal visual and auditory écuity; no emotional
disturbance. The pupils were divided into two groups and
randomly éssigned to special classes for educational
programming. Group 1 had one year of specialized education;

Group 2 received two or more years of specialized education.




The selected students varied in intellectual functioning,

achievement and vocabulary ability. The students were each

assessed on Wechsler Intelligence Scale for Children (WISC),

the Wide Range Achievement Test (WRAT) and the Peabody

Picture Vocabulary Test (PPVT) before placement in the
se(f—oontained special classes. The assessment battery and
procedures were repeated at the completion of the one year

and two years or more in the special classes.

The teachers of the learning disabled pupils employed
individual, small group, and large group sessfons for
instruction purposes. The instruction was geared towards the
amelioration of identified deficits e.g. academic,
perceptual, motoric and so forth. Other auxiliary activities
were used to maintain identified }strengths, which atlso
inctuded ectivities such as art, physical education therapy

and music instruction.

The researchers, (Beck, Lindsey and Frith, 1981), measured
the variable.of change in performance (Post test minus Pre-
test) on the three assessment instruments. Results indicated
that : "Students, two or more years in special classes, hed
significantly higher mathematical scores. The number of years
in self-contained classes did not significantly affect WISC
scores, WRAT reading and spelling scores and PPVT scores".
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.



The data from this study claims to indicate that a special

class system has not resulted in significant increases in
functional areas. Beck and his associates, argue that: *On
the contrary, these classes may possibly have contributed to

a significant lowering of IQ scores"”.

Researchers, épecifically Sewell (1982), found that: "special
femedial education, outside the classroom,.offers short term
benefits and that it madé vlittle difference in the long
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 desigh.features
and efficacy of mainstreaming as an educational approach to
serving pupils with L.D.. Eleven empirical studies from a
pooi of 264 published between 1975 and 1984 were selected for
analysis. Using thé meta-analysis technique, a qualitative
synthesis was performed of the findings from the studies. A
notable finding was that mainstreamed pupils with L.D.
consistently outperformed ﬁonmainstreamed pupils with

comparable difficulties.

The above research findings on mainstream education indicate
a positive impact on intellectual functions and scholastic
achievement of pupils with L.D.. Despite ‘contradictory
findings on mainstreaming, an essential ingredient in
successful mainstreaming appears to be remedial support for

the pupil with L.D..
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4.4.2 ARGUMENTS AGAINST MAINSTREAMING (CONS)

,Sociometric studies conducted in the United States of Americé
on children with L.D. in regular classrooms reveal:
| i.:- that there is less acceptance of children with L.D.
vwhen compared with normal peers (Baldwin,v1958;
Bryan, 1874 as quoted in Prillaman, 1981: Kistner

and Gatlin, 1989).

Ph.e- Children with L.D., especially 'White’ females, are
significantly Iessvattractive and consequéntly
réjecfed mofe often.than 'average’
children. (Bryan, 1974, op.cit.; Kistner and

Gatlin, 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

Prillaman, 1981: Kistner and Gaglin, 1989).

iv.:- Children with L.D. consistently receive lower peer
acceptance ratings than children with no L.D.-
using the Pier-Harris Children Concept Sbale and
Peer Acceptance Rating Scale (Shear, 1978, quoted

in Prillaman, 1981).

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
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vital concern that attention be drawn to the éocial status of
the child with L.D. in the mainstream environment. If the
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 / her.

Other research findings also- depict the child with L.D. in
the mainstream as less popular and less socially skilled than
'average’ peers (Schumaker and Wildgen, 1982). Schumaker ana
Wildgen’s studies also showed that students with L.D.
attended much less to teacher statements than non-L.D.
students. Not only might this. fesult in students with L.D.
learning less, but might also result in teachers perceiving
students with L.D. "as being non-motivated and uninterested",

(op.cit.).

Another area of note concerns the student’s initiation of
instructional interactionsAwith their teachers. The result of
the Schumaker and Wildgen (1982), study Showed that the

students rarely, if ever, asked for help or feedback from the

teacher.

In many cases the stigma and labelling of children as having
L.D. in a regular clasé only highlights their differences,
rather than minimizing them. A factor often overlooked when
placing childrenr with L.D. in the regulaf (mainstream)
classroom environment, is the compatibility between the child

with L.D. and the regular classroom environment. The child
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with L.D. must .possess minimum scholastic competencies
approximating the standards of the regular class regarding
the curriculum, social skilis and areas of scholastic

success.

The curriculum.of the regular class is drawn up, with the so-
célled ‘average’ child in mind; Consequently, the child with
L.D. often cannot cope with the academic Iload, as no
allowance is made for his different style and pace of

learning.

Teachers of regular classes frequently regard themselves as._
untrained to effectively teach both children with |.d and
‘average’ chiltdren in the same class. Such teachers may feel
inadequate to handle special needs and this can have a
detrimental effect on the presentation of learning material
to the class as a whole. In addition, the prejudiced attitqu
of some regular classroom teachers towards children with L.D.
(’Iazy’, unmotivated’, ’'stubborn’, ’sloW’) is not conducive
to Qreating a heqlthy, Iearnjng atmosphere for such pupils in
the mainstream of the educational system. In addition, there
are 6ther teachers who prefer to ignore special needs rather

than the extra work of adapting teaching methods .

From personal interviews conducted with regular claséroom
teachers responding to the author’s research questionnaife it
was learnt that many teachers felt threatened by the
'specialist’ (e.g. Remedial teacher) intervention. They

feared specialist teachers regarding them as being




incapable of proper management and/or of effective teaching

ability - ’another teacher has .to rectify my deficiencies’
sjﬁdrome. Such teachers would deny the fact that thére are
many children with L.D. in the class - to the possible

detriment of the child with L.D..

William Cruickshank (197?),' contends that children with
perceptud! processing defjcits resultihg 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 pfoblems of pupils’ processing deficits and know how to
adapt to situations and teaching materials to the child’s
needs, the potential for continued failure on the part of
the child will be present. He (op. cit.) thus argues that the
belief that children with specific learning difficulties can,

and ought to be, educated in the regular class is unfounded.

The author consulted a number of pupils with L.D. in the
regular class about their learning problems énd.remedial‘
fessons. These pupils were withdrawn from the regular
classroom for remedial lessons on a regular basis (2 or 3
lessons per week). Many reported that their classmates mock
them and they are being teased about their ‘stupidness’. Some
children with'L.D. deny the fact that there is ‘something
wrong’ with them and/or that they experience difficulties.
This appears to correspond with research findings by Rewilak

and Janzen (1984), who concluded that for children with
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\

‘L.D.,"deniél is an important defence mechanism against their
experienced difficuities in school". Somevfelt that they lose
out on certain activities at which they might otherwise
excel, e.g. art-and/or sport, which they have t0‘forgd to
attend remedial lessons -.théy are denied the opportunity of

enjoying some ‘schoolwork’ at which they can succeed.

The findings of a longitudinal study of the self perception
of ability of students in regufar and épecial education
classes wundertaken by Battie and Bilowers (1982), indicate
that students in special classes experienced greater gains in
bercéptfon of ébilffy scbrés than did Students in regular
classes. These fiﬁdings support the view that pupils with
L.D. may not perform well in the highly competifive

environment of the regular (mainstream) classroom, (op.cit.).

It appears therefore from research findings discussed abové
and from telephohic interviews conducted' with teachers of
pupils with L.D. in the resource room system f6||owed in the
.Transvaal Education Department and the principal and teachers
'at Tafelberg Schoo! (for remedial education) in the Cape
Education Department, that the environment of the special
class/school which is generally less competitive, tends to

foster the development of self-worth.

This discussion attempted to highlight the pros and cons of
mainstream education in so far as it affects the most

efficient learning environment for the L.D. pupil. The
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various professional roies which remedial . teachers are
expected to fulfill afe‘dicfated, not ohiy by the needs of
the pupils, but also their learning environment 1i.e.

mainstreaming or specialized school.

To summarize the conclusions:
(i). Mainstreaming is'conducive to academic potential
being realized. However, children may suffer socially and

emotionaily.

(ii).Sbecialized placement does not appear to foster the
scholastic success. However, it does engender a sense of
self-worth and a realistic acceptance of weaknesses in

children so placed.

4.5. TEACHER TRAIN!NG; STRATEGIES AND SUPPORT SERVICES FOR

CHILDREN WITH LEARNING DIFFICULTIES IN THE MA|NSTREAM.

4.5.1 REMEDIAL INSTRUCTION - SUPPORT FOR LEARNING

According to Bushell (1978), the Warnock Report in Britain
emphasised the need for all authorities to provide adequate
special education services for children diagnosed as having

‘L.D.. It is strongly recommended in the Report (ibid.) that

these children be placed in ’remedial’ class groups. Schools -

should be obliged to offer a curriculum which is designed to

assist all these children with learning difficulties.
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The principle of mainstreaming the majority of pupils With

L.D. is now generaily accepted by most educational
authorities. wor ldwide. 1t 'is also accepted that special
schools will still be needed for those children Whose

disabitities precliude their remaining in the mainstream
educatidn system. It is recognised more énd more. howeVer,
that the vast majority of the children with specific learning
difficultiés should, by right, receive education within the

regular (mainstream) school.

The Bullock Report (DES, 1975) clearly reconmends:é"Remedial
heip in learning _to reéd éhould, wherever possible, be
closely related to the rest of the child’'s fearning." Pupils
with L.D. receiving mainstream schooling have shown distinct
gains in socio-emotional, academic and general |ife ékills,
thch form part of a child’s Iearning. The DEC-HR has adopted
the system of integrating pupils with learning difficulties
in the mainstream of educatidn.'sﬁch pupils then receive full
time education in an ordinary class with necessary help and
support to both the pupil and teacher. Such support to the
pupil may take the form of periods of withdrawal (with its
drawbacks, as mentioned earlier) to a4 separate class or unit
with a resident or itinerant remedial specialist for'
indiv{gualized, programmed assistance. Classroom teachers are
also advised on strategies/techniques and materials to be
adopted and/or adapted to assist the achievement of success

by pupils‘with L.D. in the regular classroom.

N
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As explained.in Chapter 3, some schools in the DEC-HR are
served by itinerant teachers éttached to the Schoof Clinics,
of which there are four in the country at present. Schools in
the Northern suburbs of the Cape Peninsula receive remedial
services from the personnel and remedial education students
attached to_ the Centré,for Child'Guidance at the University
of the Western Cape. At present only 78 primary schools in
the country, have resident remedial teachers. In an effort to A
help pupils with didactic learning djfficulties in their
schools, progressive school principals and staff have started
assistance teams which provide necessary extra tuition,
usually after school hours. Professionals from outside the
school are cénéulted regularly on matters of. assessment,

diagnoses and of a social-work nature.

inis type of support for learning appears to be underscored
by the following provisions to assist pupils with L.D. in the

regular class,°suggested by Robinson and Thomas (1988 : 51)

i. To support the pupil in the (underachieving)
subject by sending a teacher / helper to work
with him / her in specific lessons.

I
“ii. To support the class teacher by arranging for
a specialist teacher (e.g. remedial) to attend
specified Iesséns on a teacher- partnership

baéis, working with the whole class.
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iii. To produce and adapt materials for the subject
S0 that the pupil can wuse them with greater

confidence.

iv. To help and advise the subject teacher about
materials, methods and préctiseé that wouid be
appropriate for the difficulties being

experienced.

v. To withdraw (withdrawal technique) the pupil
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 tﬁe problems of
the class teacher. This could result in help that would not
only benefit the special needs of individua! children, but
might ajéo be of practical use to the class as a whole.
Teachers and lecturers whom the author interviewed state
unedﬁiyocally that regular class téachers”hé?e a heavy work-
load (with 30 to 40 pupils in a class). Wherever possible the
professional expertise of specialist (e.g. remedial teacher,
teacher counsellor or educational psychologists) should be
utilized to pfovide class teachers with support. Such
services should include assessment of pupils, counselling of
parenté, curriculum development, classroom strategies and

follow-up of pupils with L.D..
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FIGURE 4.2. I.)eno's' Cascade Model
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'Educating pupils with specjal}needs in ordinafy schoo! poses
a challenge which can vbe - .énd is - met in many ways;
According to Hegarty et al. (1981), Deno’s (1870), cascade
system (vide. figuré 4.2. ) describes some of the ways and
possibilities of special resources within the ordinary
(mainstream) school for pupils with L.D.. It offers a mode |
for complete special education service to pupils. The tapered
design reflects the numbers of pupils at the different levels
(in America in the late sixtiés). It should aiso be noted
that at each successive level the need for specialized
facilities on a long-term basis is greater. Of sjgnificance
is the fact that this ‘m6Qef is based on assessment of
educational need rather than traditional categdries of the

handicapped.

Deno’s system implies a contint'm from total segregation
(tevel VII) to total integration of pupils with L.D. in the
mainstream of education (level I)ﬂ For the purpose of this
research only levels | and (| are appropriate. The treatment
of individual needs of the different pre-defined categories
of special education are tailored by this mode!. Levels | and

11 would cater for pupils With L.D. requiring remedial

education.
Merulla and Mckinnon (1982), in their critique of Deno's
Cascade system, édvocéte flexibility ai a1| levels. The

implication of this for the levels under discussion in this

study is that pupils receiving remedial lessons on the
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withdrawal system (level I[) should progress to a stage where

they can cope with scholfastic tasks without specialized

support (level l)y. This implies fhat pupils receiving
remedial teaching on level |l should be correctly diagnosed
and placed. Djagnosing_a pupil, incorrectly, as having mild
learning diffiéulties..aﬁd  befng placed on‘ level |1l when

he/she may in actual  fact be éeveTely* learning disabled
(level 1V) could mean the pupil being ‘stuck’ on level II.
The type of support and teaching strategies offered at level
i1 would be totally inadequate for a level |V pupil. This
obviousiy has implfcations for identification by teachers and

instruments used for diagnoses and assessments.

4.5.2.-STRATEGIES

/

For the L.D. pupil structured teaching strategies geared
towards specific educational gqalé have been found to produce
better results both/academically and socially. Strategies, as
applied to pupils with L.D., has a common purpose, in that
-they are dev]sed td‘guide the pupil in approaching tasks at
hand systematically. They also serve to encourage pupils 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 aéhievé educational
objectives a hierarchichal system of edudational tasks should
be followed. He then proposed the fdllowing hierarchy of
educational tasks for the successful inculcation of learning
material - teachingl strategies for tﬁe L.D. pupil could
include elements of these:

a. primary task level

b. acceptance taskrlever

c. order task Iével

d. exploratory task level

e. relationship task level

- f. mastery task level

g. achievement task level.
Hewett maintained that most children with learning problems
are given tasks at all levels with the exception of the
primary and achievement levels which are not applicable ih

the_majority of cases.

4.5.2.1. Strategies for the pupilwith learning

difficulties
i. Peer tutoring
The first step for successful learning is, according to
Alderman (1971), "to personalize the environment, thereby
accommodating individual differences in (learning style".
Another researcher, Heron (1978), suggeéts that one way to
personalize the educational (learning) environment is to

institute a peer tutoring system. This involves using

mainstreamed ‘average’ and ‘above-average' pupils. The




selected pupils would be those demonstrating leadership

ability andeho has mastered certain aspects of the learnihg
material. These tutors, with guidance, thenAimbaft knowledge
and skills to their peers (tutees)' experfencing learning
difficulties in specific subject areas. Such tutors therefore

act as peer models.

By utilizing peer tutoring strategies, as found by Haisley et
~al. (198t1), coupled to individualized instructioﬁ‘ by the
teacher, the mainstream child with scholastically related
problems can be taught ‘baSic academic skills with great
effect. According to Haisley and his associétes, cruciél to
the success of a mainstreamed peer tutoring programme are

the following major components:
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- the training programme that would equip the

tutors with the skills needed to do an
efficient job;
tutoring in their subject areas;

- the type of supervision and assistance afforded

the tutors once they were placed in classrooms:

- the amount of communication and support given

to the regular classroom teacher.

Implementation of the above components by Haisley et al.

(1981), involved the following requisites and prerequisites:
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Selection: The peer tutors need to have the following

- personal qualities: dependability: responsibility; maturity:
individual academic competence; sincerity in helping others

and high tolerance for frustration.

Training: The training given (ten days of two' 45 minute
periods) by Haisley et al. (1981), to a group of.{utors for
their study included: behaviour manégement; tasks analysis;

designing}teaching; direct instructions: classroom survival

skills; communication.

Matching: Matching of tutor with mainstream students took

into consideration personalities e.g. hard to manage students .

were not ptaced with quiet-mannered tutors.

§gpggy1§igni The teachers who developed the programme,

supervised the prograﬁme.

The results obtained by Haisley et al. (1981), provided
strong support for the conclusion that the at-task behaviour
of tutees improved éignificantly as a result of this
programme. Advantages of this strategy according to the

researchers (op.cit.) are:

a.- students remain mainstreamed - there is no

need to leave the class to receijve help;

b.- the tutor acts as a filter for teachers and

provides individualized step-by-step teaching;
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C.- study skills are practised as needed in the

classroom“setting;

‘d.- tutees and students with L.d develop new self-
confidence through completing assignments in

regular classes:

e.- teacher observe tutors and occasionally
incorporate their finstructional processes and

procedures in teaching the whole class;

f.- the number of students receiving tutoring is
much gdgreater than any one teacher or aid could

accomplish;

g.- interaction between tutor - tucee is a valuable
social product (tutor acts as a good peer

modet ).

The intensive programme requires close supervision and co-
operation between teacher, tutor and tutee! To maintain
programme quality tutors will need to constantly communicate
with supervisors and be encouraged by them. This may not be
SO easy.in the DEC-HR due to fhe fact that very few téacherS'
ére adequately qualified‘to.teach regular- classes (compare
’data.fme respondents for this reseaTch - chabtér 6) and many
are much less qualifiéd in teacﬁing pupi{s 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 ScthIs, School Clinics and
Special‘ Schools, only 36 'teachers (30.8%) are fully
qualified. It shouid be pointed out, however, that through
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 pupils

with learning difficulties
ii.Cognitive Strategy Training.

Learning a skill e.g. problem}so1ving, is not merely a‘matter
of acquiring the ability to perform a set of discrete
responses. The essence of skill learning lies in the
modification and integration of responses into systematic
patterhs 6f sequences, which are largely automatically
controlled. Anderson (1980), identified three stages of skill
~learning, namely, the cognitive stage, associative stage'ahd
autonomous stage. During the cognitive stage discrete
responses are learned through conscious atfention‘to one’s.
actions and through conscious perceptions of the results
thereof. During the associative stage less attention is
needed for the performance of each discrete response because
of unconscious proprioceptive control. More attention may
then be given to combining responses into little patterns. In
" ‘the fiﬁal autonomous stage 'fhe skill becomes increasingly
automatic as an integratéd whole, leading to independent

learning. , .
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"Fhe ultimate aim of all remedial teaching is the independent
-Iearhing of the child. Learning disabled children should be
suppliéd -with the tools of self-sufficiency so that
specialized remedial services become redundant as speedily as
possible. . Towards this end, -appropriate individualized
strategies shduld be devised and the chitdren trained in
their use so that they canh be .purposefully applied to

organize their learning"” (Archer, 1984).

Ryan et al. (1986), assert that cognitive techniques are
being widely advocated as a means of helping children with
L.D. become more independent, organized and effective
Iearners. Although most studies concenfrate on strategy based
interventjons in reading and mathematics it is contended by
educationists that the principles can be successfully applied
to other aspects of academic work e.g preparing for
examinations. It can heLp children with L.D. organize

themselves and their learning as a first step towards

becoming active, independent {earners.

A. Cognitive Behaviour Modification (CBM)
In general, cognitive strategy programmes or cognitive
behaviour modification (CBM) aé 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
active participation in learning, overt verbaiization,

modelled strategies and a goal statement of a planful,

reflective response style",(Ryan et al., 18886).
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Ryan et al. (igse) quotes ﬁeéeerehers, Kendall and Braswell,
as edvocating five steps for‘ effective eognitive éirategy
_training' for children with L.D;,_iname{y,,e(l) problem
definition; (2) problem epproach; (3) focussing oneetfehtion;

(4) choosing an answer; and - (5) self-enforcement/ eoping

statements.This approach corresponds to a large measure with

that advocated by Shlomo Kaniel (1989).

Pupjls with L.D. should be taught to think, plan and apply

problem-solving strategies by themselves. Shjomo Kaniel
(1989) . probqses the following -steps in the cognitive

-

process:

a. gathering information to define problems e.g.in
Mathemaeics this would enta' | reading the
question slowly, highlighting key words etc.

b. defining the problem - pupil to formulate®
questions in his / her own words;

c. information gathering for prob}em as formulated
- this stage may be skipped if teachers give
problem with all relevant information:

d. organizing information e.g. visualize it- e.g.
in charts, pictures, graphs, according to
probiem type;

e. determihing plan - i.e. choosing proper
forhula;

f. implementing plan - solving problem step-by-

step; .
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g. feedback - during task itself: putting data in
the formula and checking if result is |
reasonable; after task:; in view of teachér’s

comments and mark allocation.

The aim ié to inculcate rational problem-solving techniques.
The final outcome of this strategy will be, that after

overlearning thereof. it would result in automaticity.

As is indicated. in Chapter 1. children with L.D. often.
manifést a discrepancy‘between»potential and performance in
areaé such as féading aﬁd’mathehaths. Student verbalizations
of problems in mathematicé appear to re-enforce correct
broblem—solving strategies and thereby increase accuracy

(Ryan et al., 1986; Kaniel, 1989: Archer, 1884) .

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
with L.D. to behave actively and strategically in academic

settings."

Leon and Pepe (1983), reviewed research on CMB to establish a
ratiohale and logic for the use of cognitive interventions
to remediate the academic deficits of exceptional Ieérners
(e.g. pUpiIs With LiD;). Their study controlled for factors’
like task analyzed curriculum, 'precise assessment of
procedures, student-teacher ratio, and the use of
reinforcement procedures which have been found by researchers
to be critical to educational programming for developing

academic skills.




The data generated by Leon and Pepe’'s (1983), research

indicated that cognitive behaviour modification, is a viable
alternative for remediatihg deficits in, particularly, the
computation of arithmetic. A major conclusion based on these
findings is that its éffectiveness is due, at least in part,
to generalization of training effects to similar
computational tasks. It may be of interest to note, that- to
the author’s knowledge, at least one schoo! in this country,
namely, Tafelberg School in Cape Town, a special (Remedial)
education school (Department of Education and Culture - House
‘of Assembliy) has recently adopted the CBM model for strategy

training for their students.

B. Self Instruction ’
The findings of Schunck and Cox (1886), from a study on
effects of verbalization on children  with L.D."s
mathematical skills suggests that continuous verbalization
leads to more skillful performance and higher self-efficiency
in children with L.D.. In summary, Ryan et al. (1986), states
that self-instructional cognitive strategies. have been
applied successfully to improve mathematical accuracy in a

small number of studies.

Poor readers, generally, and particularly children with L.D.,
"fail to attend systematically to text structure, tend not to
monitor meaning while reading and do not discriminate
effectively between useful and harmful strategies”, (Ryan et

al. 1986).



Numerous cognitive strategy.training studies for poor readers

have been undertaken. More research, however, is;needed'on
the ability of children with L.D. to profit from such
training as far as improvement in reading ability is
concerned. Researchers appear to agree on the following five
steps to be taught forvreading comprehension:

1. What are you studying this passage for ?

2. Find the main ideas in the passage an underline them.

3. Think of a question about the main idea you

underlined. |
4. Learn the answers to your questions.

5. Always look back at your questions and answers to see

-

N

how each successive question and answer provides you

with more information.

C. Successive-simultaneous Procéss/ng Mode .

Kaufman and Kaufman (1979), studied strategy training and
remedial techniques applying the sucgessive-simultaneous
processing model for applicability to students with learning
diffiéulties. The method, which proved to be efficacious, fun
and noh—threatening and applicable in the regular classroom
(mainstream) involves: /

t.the child being guided in approaching the task at hand

and encouraged to verbalize the use of successive

strategies;

2. the use of the method in the regular classroom with

benefit to all children as in‘this study average

students improved in performance;



3. using training material that is intrinsically

interesting.

This method, according to Kaufman and Kaufman (1979), should
be even more successful in improving academic performance.
when applied directly to the learning of contextual material

in school.

D. Neurological Impress Method (NIM)
Lorenz and Vockell (1979), examined the neurological impress
method for readers with L.D.. The résult of their study
indicate, that there were no significant differences between
the con;rol group and the experimental group in gains, in
word recognitioh or reading comprehension. This they found
true even when interactions between [Q, sex, grade
(standard), teacher and school were examined. They quote
Hollinéworfh’s study which confirmed their results indicating
that no signifjcant difference between the gfoup receiving

neurological impress training and those who did not.

E. Learning Potential Assessment Device (LPAD)
A study undertaken by Skuy, Archer and Roth (1987),
demonstrated the wusefulness of_ the Learning Potedtial
Assessment Device (LPAD) for intervention in the area of
learning problems. "The LPAD has provided insight into the
cognitive processes that underiie a child's particular area

of scholastic’strength>and weakness", (Skuy et al., 1887).




- 151 -

The LPAD}is a dynamic assessment - and - intervehtion mode |
developed by Feuerstein and his associates (1879). It tests
indiVidUal children’s learning processes, ‘identifies the

specific methbds by which they can be taught, and broyides
for development-and modification of cognitive processes. The
LPAD model emphasizes the abifity to learn and apply a

\principle or set of principles, pefmitting an assessment of

the child’s capacity to learn rather than providing a measure

of what he knows. This approach may be extended to include
any task, Trrespective of the content, providéd the purpose
is to evaluate the extent to which an individual is able to
become “involved in.allearning procéss.v"Of‘partiqular value
isvtﬁe structured progression of taské“, (Feuerstein, 1979:

99).

The ’structured progression of tasks’, inhérent in the LPAD,
is one of the basic aspects of cognitive strategies. As a

cognitive strategy especially suited to culturally deprived

pupils with learning difficulties, the LPAD lends itself to.

improvement of defiqient functions. The first step according
to Feuerstein (1979), "is to produce in the pupil a state df
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 pupil’s perception is oriented
and he/she is "endowed with strategies for the seléction of

t

the reievantidata", (op.cit. :110).

AN

Enrichment of the repertoire of mental operations is another

outcome of the LPAD. Oberational thought processes




l

established by the training of specific dperations, such as

analogies and categorization, is reinforced by the repeated
use and the application of variations of the same problem and

exposure to different problems.

Another significant outflow of the LPAD model is the creation
of reflective, insightful thought proceéses (op. cit. :115).
Feuerstein and his aséociates assert that "insightful thought
processes associated wfth cognitive operations can be
- considered the major factor that provides the cognitive
processes with the stability reduired} to produce the
generalization to other events", (op. cit.). Reflective
thinking, in particular, can be induced by the pupil being
guided by questions such as :"‘What did you do first?’

‘Next?’ *Why in this order?’" (op. cit. :117).

According td Skuy and his associates (13887), their study
achieved its aim of using the LPAD in the demonstration of
‘cognitive modifiability’, and as a basis for remedial

programming for é'scholastically impaired child.

F. Mastery Learning

Some educationists advocate mastery learning as a cognitive

‘learning strategy. It is purported to provide structure and
practical conditions which will enable the majority of pupils
to reach high levels of attainment (Gains,1978). "Mastery

learning has strong positive effects on students’ cognitive
and effective (e.g. self-concept) outcomes and reduces the
wide differences in student achievement, as made evident by

research", (Jantjes, 1987). The procedure follows three
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étages, namely, formative testing; followed by a feedbéck-
corrective procedures stage; and finally parallel formatiVe
testing to determine whether corrective procedures haQe been
consolidated.

Children who experienée'learning difficulties show aversion
to all academic material. The fact that research results on
cognitive strafegies indicate that avefage students ihproved
in performance, suggests that the techniques can be appliedq

within the regufar classroom and ) could benefit all

children, (Guskey, 1988).

4.5.2.2 Support and Strategies for Teachers

i. Teacher Training

It is argued by lIvarie et al. (1984) that the mainstreaming

of pupils with L.D. in regular classrooms places a major part

of the responsibility for that pupil’s instructional-

programme on a regular classroom teacher.

"One of the major complaints of regular classrodm teachers
concerning mainstreaming relates to their own feelihgs of
inadequacy in teaching the child with L.D.. Teacher training,
generally, does not include preparation for or knowledge
about, children whose learning deficits are marked by rather
specific characteristics .not easily remediated by visual

classroom teaching approaches”, {Carberry et al., 1981).



Ken Dovey and Joseph Graffam (1987), concur with the above

viewpoint, stating that, "most teachers in mainstream schools
have no training and little knowledge with respect to
teaching children with disabilities,vwhiéh means that they
have to be prepared to put in a lot more extra effort and
adjust their teaching étyles considerably", (p.101). This is
difficult when they have to simultaneously teach twenty-five
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 Postlethwaite (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'responsibility
of special needs specialists in mainstream schools, but. that
all teachers in mainstream schools need to have relevant

skilfs and information to iﬁentify and provide for pupils

with special educational needs.

in the South African context, the Work Committee charged with
investigéting the education of children with special
educational needs (HSRC, 1981) commented as follows :"The
teachers themselves for the most part pay accidental and
sporadic attention to the scholastically impaired child...".
"The Cormittee conSideréd the training of teachers to cater
for pupils with special educational needs to be of ‘extreme

importance’, (op.cit.).



‘Bushell (1979), commenting on the Warnock Report, states
that, "“if the discovery procedure is to produce ef}ective
remedial measures, this must | ead to'én improved standard of
teacher training both initially énd during service, in order
that all teachers become awére of the signs of failure before
severe probiems occﬁf". It is proposed that all teachers in
training should receive a module of specialized education
(e.g. remedial), (op.cit.). From enquiries made to teacher
training institutions in the DEC-HR, a remedial education
module is now included fn most of the third and fourth year
teacher training courses. This is an attempt to train more
effective teachers. Effective teaching according to Burns
(1987), “creates a different learning environmeht in which
to develop socially, emotionally, as well as academically".
Burns (1887), quotes research done by Hill, Powell and Fiefer
in 1860 who found that the flexible, well integrated teacher

was most effective with all types of pupils.

Burns (1887), states that, from a previous research,
under taken by him, the effective teacher appears to be
differentiated from ineffective ones by demdnétrating:

1. a willingness to be more flexible;

2. an empathic ability, sensitive to the needs of
pupils;
an ability to personalize their teaching;
an appreciative reinforcing attitude;

an easy .informal warm conversational teaching manner;

(o) TN & | B N ¢

emotional adjustment.
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The.abové characteristics of an effective teacher are even
more apbjfcable to teachers ihVoIved with teaching bupils in
'DEC-HR in view of the unique sbcio-political and -eéonomic
Conditiohs. The conseduent educational disadvéntageé

experienced by these' pupils, with its conSequent high

incidence of 1learning problems among Junior and Senior

primary pupils (Vide. Chapter 3) present a challenge to the

“teacher corps. The effective teacher in this department must

prepare his pupils by educating them in the widest sense.

Thg main features ,Of effective teaching e.g. personal
relationéhibs,'child-centeféd approééh, sé]f—diéciplihe ; are
those tﬁat promote self- actualizatfon of the‘ student
(esbecially the student with L.D.) This can only be achieved
through the provision of a classroom ethos that enhances
productivity, personal growth, self-esteem, confidence and
critical awareness. "These are characteris@ics which Will be

so needed in the future South Africa", (Burns, 1987).

Hamilton (1974), feel&,that owing to the fact that the child

is entirely involved in the learning process, a deviation in
learning is a problem entailing all disciplines concerning

the welfare of the child. All students of these different

disciplines should have some knowledge 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

African educationists, that teacher traihing in'most sectors

of South African education still fays [ittle stress on

children in need of remediél_teéching.‘Many of the problems,
- according to Barker (1988), stem from the apartheid syétem of
_éeparate edubation debaitments‘fdr different ethnic groups.
Barker quotes.Nh(y Metcalfe, a lecturer at the University of
the Witwatersrand’'s Department of Education and -immediate
bast chair—persdn of the Southern African Association for
Learning and Education Disability (SAALED) as stating that
"In white education, student-teacher training is adequate

....ln;Biack'and "Coloured’ education, however, the shortfall

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. in the mainstream that student teachers of other-than-

‘White’ population groups be allowed to train at ‘White"

teacher training institutions. Official government poiicy
seems to preclude this at this stage. However, according to

:Gaydon (1987), dr. Viljoen, af that time minister of

Education and _Development' Aid in the cabinet, pubiiciyv

indicated a willingness to consider the training of African
teachers in colleges reserved for other races. Afrikaans
training colleges ahd teachers’ societies oppose integration
of teacher training. "However, it appears that-thefe may be
considerable scope for éfforts to achieve limited integration
in ‘White’ English-medium training colleges", (Gaydon, 1987:

- 83).
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Integration of student-teachers may bring to the fore another

dnteresting approach to teacher eddcation, namely that of a

multi-cultural approach, and its implications for the

children with L.D. in the mainstream of education. Given the
paucity of research on teacher education for muiti-

culturalism in the South African context, Van Zij| (1987),

attempts to highlight strategies which could assist teachers

in coping with future change.

The concept of muliti-culturalism places stress on the
retention of one’s own culture coupled with recognition of
the"cdntributions ‘and ‘Enrichments  that, other cultures can
offer. "It has been Iikened 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).

Rodr iques (1982), quotegb the American Association for
Colleges and Teacher Education (AACTE), as stating
that:'mufticultural education is education that wvalues
Cultural pluralism . Multicutural education requires
schools/educational institutions to be oriented towards the
cultural environments of all children. As educational
institutions play a major role in shaping the attitudes and

beliefs of the nation’s youth, 'it "must reflect a commitment

to fcultural plufalism and provide leadership for the

development of individual commitment to a social system where
individual worth and dignity are fundamental tenets,"

(op.cit.).



Having reviewed the |iterature on research into multi-

cuftural education systems, notably in the United Kingdom and

the United States of America,'Van Zijl (1987), concludes that

taking into account 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 system will -

not be removed overnighi, but an honest Commitment fq a full
recognition of the multi-faceted quaiity’of our society s
long overdue" (Van Zijl, 1987). In this regard, a support
system for teachers in the mainstream of education is

v

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 <be
derived from in-service training. According to her findings,
it seems that experienced primary school teachers, who are
professionals in their own right, may become the para-
professionals of remedial education when ihey are trained in
the approaches , skills and techniques in remediation to be
used in the mainstream Iéarnﬁng situation to alleviate

scholastic difficulties.

Regular in-service training and staff deyelopment programmes
involving teéching Strategies for pupils with L.D. have been

found, from interviews with principals responding to the




questionnaires for this research, that it increases the

probability,that the teacher add their newly acthred skills

to their teaching repertory. However, it was felt that such

training should only be offeredfto teachers who feel that

they could benefit therefrom. Forced compliance will not

necessarily lead to effective changes in teachers’ behaviour.

The findings of Skuy and Perold’s (1986) study, demonétrate

the potential value and cost-effectiveness of jn-service

training in “alteviating 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

training and/or staff development sessions is curriculum

development for the regular school making allowance for the

different learning styles'of pupils. Prevention, with early

intervention, according'to the findings of Cosford ( 1988) ,

is better than subsequent remediation. This has implications

for curriculum development - it should be based on correct

identification of the needs of the children.

The strategy of providing remedial strategies to all regular

classroom teachers receives support from Marleen Pugach, in

Franklin( 1987 : 163-177), who questions the efficacy of

distinct tréining* programmes for teachers of the learning

disabled. According to her, prospective learning disabilities

teachers establish a distinct professional identity based on

their training that supposedly differs from that of regular

class teachers. This, in the opinion of Pugach (op.cit.), is




based on the seeming need of'pupj+s with L.D.'for'specia[ized

instruction, and "on the existence of job rgsponsibilrties

that are different from those of regular classroom teadhers”.

Pugach (op. Cit.)  believes that "thefe is little
justifioation for continued training of specialized education
teachers for the tearning 'disabled children". She favours
broader training of reguiar classroom teachers (either as
student-teachers or in-service training as part of staff
development programmes) to enable them 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 anélysis of sQecific weakness and the teaching of

these in isolation". Powers (1983), asserts that, "while

there is widespread agreement regarding the potential of in-

service training, there has been little agreement regarding
the means to employ in the realisation of that»potentjal". It
is pointed out that critics’ withfn the literature have
described in-service training as “impractical, insensitive,
irrelevant, lacking a conceptual . framework, lacking
continuity, meaningless, misguided, narfow]y conceived,

pretentious, remediative in nature, rigid in format, unco-
ordinated, unrealistic, unrelated, unsequenced, unsystematic,

and without basis in learning theory", (op.cit.).
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Teacher support, through in-servicé- training and staff
development should be conducted by the specialized kremédial)
education teacher, who should preferably also act as
consultant to teachers, pupils and parents of all children in-

the school,(see also Chapter 5 of this research).

Gains (1985) suggested sdme 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 muitidisciplinary thinkingi

5. Thefe should be local authority involvement (in
DEC-HR context - regional departments); |

6. It must encourage innovation.

(pp. B3 - B54).

When considering in-service training programmes, it is, 1iIn
the view of Sparks (1988), "worth considering the deveiopment
of self-efficacy and high expectations among teachers”.
Sparks posits that "one way to increase self-efficacy is to
provide Intimate structured small groups sharing and problem-
solving sessions for teachers". This strategy is being used
with great success by a colleague of the author, Mr. Harold
Holmes, with remedial education teachers In the Cape

Peninsula Schools (House of Representatives). it has been




- 163 -

found that getting teachers' together ‘reQUlarly in smalli
‘instructlonal support groups’ provides a safe environment
for teachers to discuss their concerns and victories and
learn together. |t has been mentioned by teacherSvthat they’
~gained the confidence to try new strategles gained from their
support group. These teachers began to expect themselves to
do whatever is needed to help their pupils learn and they
have the confidence, which is the essence of self-efficacy,

to try new strategies.

(iii) Classroom Support Strategies

According to Raban and Postlethwaite, 1988, the specialist
" remedial teacher has an important role to play, in providing
background information on pupilts, giving further advice on
techniques and materials for mainstream staff and, especially
making direct support avallable to pupils with learning
difficulties. They also quote research under taken by Bell and
Kerry in 1982 with regard to teachers support and strategles
and summarize the advrce given to teacher in/ the malnstreamv

“with mixed ablllty classes as follows

a.- Eliminate ‘dead’ time
Teachers should think about what they are golng'fo
do with pupils who finish work sooner than others.
Additional work should be ready for them or they

should be invited to join slower groups.



g.

~b.~ Set a variety of tasks.

Different activities for the same teaching purposes
should be used being designed to méke use of the

different skills and abiiities of the pupils.

Give instructions cleériy |
This should be done by both visual and auditory

presentation.

Revise any key points
Pupils to be asked to reflect on it, talk about/or
write about key points in the light of their own

experience.

Sustain interests and motivation

Feed but do not overwhelm curiosity. Use
competition , Qse co—operafion and

collaboration generously. Always give praise for

pupils efforts.

Encourage participation

’Teachers must make sure that pupils have a

contribution to make to the lesson.

Give individual attention
Teachers should find as many times as possiblevto
do this (e.g. when other pupils are. occupied,

intervals, after school etc.)
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study, they believe, supports the view that their programme,
known as the Adaptive Environment Learning Mode| (ALEM), can
be implemented in a variety ofrsettings and thét student
outcome measures coincide with high degrees_ of programme
implementation. The ALEM should be designed to maximize each
student’s opportunity to master basrc'académfé and social
skills. The focus of the ALEM's design is modification of
conditions in the learning environment to accommodate the
needs and characteristics of individual students. At the same
time, the programme Systematically builds upon each students
strengths and capabilities in order to increase the ability

to profit from the learning environment.

-

The ALEM focuses on education in the ‘least restrictive
environment’ and is therefore perfectly suited as ‘a
mainstreaming programme (Wang and Birch, 18984). Overall

results from the Wang and Birch study support the hypothesis
that there is a significant relationship between the éxtent
tp which critical dimensions of the ALEM are in place and the
extent to which the désired.nétufe and patterns of classroom
pfocésses are observed. "Aé impiementation improved,
.conmitment. 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 l staff inctuding Principal and head of

departments need to be fully committed and involved. Perhaps




'the mbst important principle to grasp is that al|

pupils havé

the right of access to their school’s curriculum and

vtherefore all teachers have responéibility "for identifying

and responding to special needs which emerge in the classes.

"Classroom support also has profound implications for the

very natufe of the curriculumﬁ how it is to be organized and

delivered. and the variety of teaching skills which teachers

now need to have in their repertoire", (op.cit.). Wnhat
Garnett (1988), have found interesting and heartwarming is

that "when those who are truly committed to it and meeting

each problem and obstacle with Confidence and co-operation

all the teachers seem tg gain in professional strength and

expertise."

(iv) Teacher Assistance Team (TAT)

Jordan (1874, ‘maintains that the team approach ' to

assessment, programme pianning, implementation and review is
superior to anything else we know, especfally when that team

includes persons with key responsibilities for what is going
to happen later - persons such as pafents, the referring
teacher, the educational diagnostician (school psychologists,
school <clinic Psychologist or private psychologist), the
specialized education teacher (e.g. remedial) and the school
principal. It is suggested that TAT’s should aiso have

substantial responsibilﬁty and aufhority and have ready

access to another school’s team of similar interests.
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;Acco[ding to Capberry_ (1981), .there s é great need for
communication betweén ~ regular ‘classroom teacher, the
specialized education teacher and the TAT (Child Study Team)
members. Raban and Postletwaite (1988), concurs with this
finding, stating that, "if joint responsibility for special
needs pupils. is to be effectively discharged by mainstream
and specialist staff, there must be good commuhication

between 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
have been found to be most effective in the provision of

didactical assistance to pupils with learning disabilities."

't has been the purpose of this chapter to illuminate some of
the issues involved in the ‘controversy’ of mainstream

education of the learning disabled pupil.

‘Mainstreaming, it seems, cannot be conside}ed the ‘final
'answer in the education of all children with L.D.. Diagnosis
and remedial intervention need to be directed towards both
children and teachers.Alt appears that for mainstreaming of

the learning disabled to be effective interaction between
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improved teacher -training, careful management of financial
resources, improved measurement devices, remedial techniques, -

classroom strategies and teacher support is required.

Since the child with L.D. eventually has to make his own way
anq establish himself as an adult in the community,where he
should be as independent as possible, the aim is to keep such
children (insofar as it is educationally iustifiable) in the
mainstream of education. It is generally accepted by
educationists that the mainstream setting is the most
conducive and humanizing educational environment for pupils
identified as having learning difficulties. However, poor
inteipersonal relatiqnships may necessitate specialized
educational support és is the case in countries |ike the

United States of America , United Kingdom and Canada.

It seems} in the final analysis, with adequate fiﬁanciai
assistance, 'éli professionals will decide the future of
specialized education and the assistance of the world’s
learning disabled population. Their future is in each and
everybody’s hands and the first step of many in the‘right

direction appears to be MAINSTREAMING..
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CHAPTER 5

REMED AL _SERV|CES AND THE ROLE OF THE

REMED ] AL TEACHER

5.1 REMEDIAL SERVICES

“Providing appropriate education for individuals must be the
principle concept on which all educational progrémé and
services are deyeloped“. (NJCLD, 1987). In view vof the
d}verse nature of learning disabilities, for children with
L.D. to receive appropriate education a diverse range of
services must be provided by professionals with differing
skills 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. planning,
design and impliementation of remedial services,
having a clear understanding of what learning
disabilities are and ‘the manner in /whichz these
different disabilities modify how an L.D. fhdividual
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.




In line with the NJCLD récommendatlons, Remedial teachers,
traditionally, especially in South Africa, provide services
based oﬁ a medical model and involves individual diagnostic
assessment, individual brogramme_'design and individual
support and mofivationél strategies. This is an appfication

of traditional teacher training, (Green, 1989).

It is generally accepted that children considered eligible
for remedial help are at least of average intel!ligence and
having been diagnosed as having either specific or general
learning disabilifies. Group teaching, liaising with
classroom teachers offering supbort and consultation,
remedial counselling, workshops for pupils, parents and
céreworkers or teachers who are interested in developing
their own skills are some of the different services provided

by remedidl teachers, (op. cit.).

The extra specialized skills of remedial teachers are
utilized to provide services such as-helping'LlD; learners
to take responsibility for their own learning, personal
control and building of selif-esteem, self-assertiveness,

interpersonal retationships and develop socially and

emotionally (compare Items on questionnaire - appendix A).

Remedial education settings may be considered unique since
students learn at different rates and, presumably, ‘under
different learning conditions. Pupil achievement is a

critical issue in special education classrooms, and more




specifically remedial education settings. Instruction
presented at the L.D. student’s Ievél, instruction that is
fast paced, contrary to general belief, and comprehensive is

associated with learning gains, (Englert, 1983).

Auxiliary services such as psychotherapy; audiometric and
optometric services pfovidex useful support far remedial
services. In this regard speech therapy aﬁd/or language
deVelopment,ifor 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
feel competent doing assessment and diagnosis of learning
problems. They felt, however, less competent witﬁ respect to
the application (teaching practice) of diagnbses. This
neceésitated'regular in-service trainipg to equip teachers
with necessary skilis to apply remedial techniques in the
, teaching situation. Research findings in the |literature
indicate that educational (didactical) handicaps due to
socio-economic disadvantage usually vyield to remedial
intervention more readily “than constitutional/inherent
(clinical) handicaps. In the absence of empirigal data with
'respect to the success rate of remedial teaching , the above
statement cannot be supported as far as it affects DEC-HR

schools.
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1

5.1.1. AN OVERVIEW OF THE SITUATION bF REMED IAL SERVICES IN

SOUTH AFRICA

"Special education must’be understood‘as a social process,
set wfthin a social and political context if the §pecial
needs of children are to be truly served", (Tomlinson, 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 wunderstanding of the social and
political origins of this important part of the education

system,

A thorough exposition of the origins is not within the scope
of this research, sufficing to state therefore, that the
South African educat}on system, although overall controlled
by the central government (vide. Chapter 4), is sub-divided
into four major so-called own affairs education departments
'hémely: éduéatioﬁ fbr ‘wmifes’, Educat1on for ‘Coloureds’,
Educationv for 1Indians and Training Department for Black

Education.

It has been learnt from reliable sources, by the author,
that (present political announcements taken into account)
consideration is being given to shared services, as far as
specialized education s concérned,_between the different

departments.
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5.1.1.1. EDUCATION FOR ‘WHITES® (DEC - HOUSE OF ASSEMBLY)

The general declining numbers of pupils at mainstream
..schoois -country—wide has made it necessary to reduce
teaching posts at schools. Posts usually discarded are those
" of special education, in particutlar, rémedial teaching
posts. Remedial teaching posts at School Clinics appear to

remain static.

As stated earlier (paragraph 4.3) rethinking, p?anning and
possible revision of Specialized Education services in this
Depar tment Was' scheduled for 1989. Very few, if any new
Remedial Education posts are being created at mainstream
schools. Where possible, present services are éonsolidated

or improved.

5.1.1.2. EDUCATION FOR -*COLOUREDS' (HOUSE OF REPRESENTAT I VES)

As a detailed account of services provided has been provided
in Chépters 3 and 4, it will not be repeated here. The
remedial teaching and psychometric services are being
expanded. In order to meet the demand for such,sérvices,
- school psychologists provide psycho-clinical sessions after

schoo! hours "étk the: different' regional offices, (DEC—HR,'
Educ. Circular 36/89, Sept °'89). New school clinics are
pltanned for the major centres of the country. Financial

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 persohnel, on a fair scale, being undertaken.

65.1.1.3. EDUCAT}ON'FORVINDIANS (.. .HOUSE OF DELEGATES)

Present remedial services are being consofidated. An effort
is being made to expand psychometric services, presently
concentrated in the Natal area, to the other provinces.
Remedial sérvices are beihg provided to meet the needs of
average and above averége pupils’"having specific or genéral:
learning difficulties. Such remedial classes are attached to

primary §chools. In 1985 there were 85 such classes (Fiat

Lux, 1986.: 11).

5.1.1.4. EDUCATION FOR 'BLACKS’ (D.E.T.)

As stated in Chapter 4, the present services are woertly
inadequate to serve the vast numbers of potentiatly L.D.

learnérs from this population group.

Approaches in this department are towards mainstreaming of
special education. As far as L.D. pupils requiring remedial
teaching are concerned, they are accommodated in 'régular

-classes - mainstream education.

There are plans afoot for the extension of the services. 52
Teachers are to be trained annually (initial and in-service

training inclusive) from all parts of the country, to take
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up remedial posts in schoois. This training wifl be done at

the Sushuguwe Training Centre, Pretoria.

/

5.1.2. BRIEF OVERVIEW OF DEVELOPMENTS [N REMED|AL EDUCATION

IN. OTHER DEVELOPED COUNTRIES

5.1.2.1 BRITAIN

The Education Act'of 1981 fulfil!ihg a recommendation of the
Warnock Report (1978) requires a formal document -
Statement‘of SpecféT'Educatfon Needs - to be drawn ‘up for
all chi]drenlwith special educational needs (Webster, 1989).
The Act wh{ch contains three key definitions, namely

special educational needs, learning difficulty and special
educational provision, give Local Education Authorities
(LEA’s) much greater responsibilitifs for identification,

assessment 'and provision of assistance to children with

special educational needs. _ N

Parents are informed by local health authorities timeousiy
if it is suspected that a child has or is likely 'to have
special educational needs. Very young children (under two

years), with parental consent are eligible for a Statement

of Special Educational Needs. Many problems are experienced

in-Britéin with the procedure"of stétementing but it raised
the level of rawareness of the rights of children with

special education needs.

¢
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 ngnifiéant'pr0gress has been made in developing remedial
education to contribute to the effective utilisation of
~curriculum  content and - methodology, resources  and
organisation, careers education, counselling,'computer—aided

learning and in-service education of teachers.

Public Law 94-142 increased attention to planning education
programmes " with emphasis being placed on the 9ducation
programme rather than the selection for “special group
.teaching. Great imqutance and value are attached to
Individual Education Progranmes (IEP’s). In Canada, "even in
the absence of a [(egal requifement to do so (as in the
U;S.A. and Britain) the development of a written document

‘along 'IEP lines is evident", (Webster, 1989).

I[EP"s contain certain planned agreed upén objectives and
goals, derived from assessments and diagnostic data, for the
pupil. 'One of princfples adhered to is that of non-
discriminatory assessment. Al assessments are to be
multidisciplinary in nature with background information
provided by parents. Parent participation is encouraged as
they are regarded as partners in the decision-making process
concerning the education of ‘their child. No «child is
excluded from education and all parents are made aware of
the need to educate every child - the principle of zero
child reject and child find is followed. Should the schoo!

.and parent be unable to reach agreement on an I[IEP for a
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pupil the parent has the right to take the'mattér up with
) .
the Education Authorities - principle of due process.

(Henderson, 1989).

"Traditionally in Scotland, the emphasis has been academic,
based on opportunity", (Jones, 1879).  Any lack of
educational échievement on the paft. of pupils should
therefore bé attributed to inability onm their part rather
than to denial of opportunity.

fn Scotland remedial education developed, .originally,
primarily as provision of assistance to pupfls at secondary
schools who found it difficult to cope with the ordinary
curriculum. 1t was viewed as a positive attempt to recognise
the serious Iimitations Chiidren’svability 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,' educétionists and
educators regard the remedijal pProvision as adequate..
Assistance s brovided in reading and number work for
chiltdren withdrawn from their classes at different timgs for
various durations. The increaée in the number of remedial
teachers and the effect oé new ideas have given rise to
diversification and experimentation. Already since 1979, as

reported by Jones (1979) some schools have been evolving
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systems of helping children within the context of mixed

ability classes in a whole range of subjects.

5.1.2.4. |SRAE

AN

“The basic tenet of the educational and rehabilitation
policy in lIsrael is that every child with special education

needs assessed by recognized ‘diagnhostic procedures is
entitled to benefit from a special individualized
“rehabilitative-educational brogram which will assist him/her
in personal rehabilitation in society and in the realization
of his/her optlmél potential. This is the inalienable right

of the exceptional child, and it is the duty of their

family, community and society to provide it", (Michael,
1989).
Heleni Bart, in 1950, eétablished 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 cdnsolidation of an
educational-psychological base and increased differentiation
and specialization 1In the various types of treatment
services. No specific law yet exists relating to spécial
education except for a section of the compulsory Education
Act which empowers the Minister of Education to deal with
the position of children or youth - with leafning

difficulties.
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In lIsrael children with special needs are mainstreamed
within the regular education system. according to' their
education needs. Preventative treatment begin at an early
age in order to prevent more serious problems. Assistance to
pupils are provided by one or more of the following

educational frameworks

Individual tutoring (including small separate

| groups);

In—c[ass group instruction and additional

individUal'treatMént; 

Special individual and/or group treatment:

Special resource classes.

(Michael, 1989).

In Israel there is an ongoing struggle aimed at improving
and developing the maximal services and founding new service

and educational centres.

5.1.2.5. AUSTRALIA AND NEW ZEALAND

Elements of the U.S.A. PL 94-142 are embodied in policy and
practice in Auétralia and New Zealand. (Henderson, 1989).
School principals, themselves, determine what is possible
and practicable in the best interest of thé individual with

a learning disability.

Newer special educational programmes such as mainstreaming

of pupils with educational needs (e.d. pupils in need of

remedial teaching) are limited in terms of availability of
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resources. The majority of pupils in need of special

education receive education in special classes or schools.

A systém whereby itinerant or visiting teachers, consultants
and supervisory staff and other special education resources
are being shared is operative. This is done on a regional
planning basis and the use of the State's tax base increases
the probability of success in meeting the educational needs

of students with disabilities regardliess of location.

5.1.2.6. NORDIC STATES (DENVARK, NORWAY and SWEDEN)

Juui (1889), states that "the Nordic nations show a common
heritage of humanistic values that have found their
expression in a high level of care for children and youth
with special needs". Significantly, their standard of living
and life expectancy are amongst the highest in the world,
with wealth being distributed evenly ahd poverty virtually

non-existent.

The Nordic Council, formed in 1952, which co-ordinates,
amongst others, the - function of education has been
particularly instrumental in making schools responsive to
the developmental needs of ali children. In 1976 a Nordic
States Committee was established. "One of its
responsibilities was to collect and disseminate information
about reseérch being conducted in the disability fields. The
Comhittee has also taken concrete steps to test and evaluate

technological and instructional aids", (Juul, 1989).
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in Sweden the best -remedialv classes .provide very . good;
teaéhfng  by an enthuéfastic,_. dedicatedvvt experienced
;bersohnél,_eSpecTally'trainedffor.the job . GrundiA (1979f .
indjcated‘ that the ;Swédes have. élready as early as the
jSSO’s'énd ’70°'s shown the limitations of remedial education
fhfough withdrawal from the.ciassfoom.‘The remedial syétem
was then one of the least successful aspects of an othérWise
successful educational system. |
. N

The :only alternative to the ‘withdrawal’ ‘system had to

-involve integrating the remédiél sgrviceé into the ordinary
classroom teaching. This jntegratibn of remedial $ervices
into the regular classroom learning situation recognizes the
fact that the classroom teacher may need help'with various

kinds of problems. This integratior of fremedial services

also made It easier to provide prevention rather than

rémediatlon. The chances of helping children with“possible
Iéarning difficulties became much greater when remediatLoﬁ
started before such children were classified as failures;
There was thus a definlie move away from the‘tradifional
form of remedial education, which, in realiiy, is so often

based on failure.

$.2. THE ROLE OF THE REMEDIAL _TEACHER

- There are a growing number of remedial teachers who see

themselves as specialists in teaching and tfalning and




learning "with a requnsibility for'helping children at all
levels to improve their understanding of the subject matter’

of the school cufriculum" , (Ferguson, 1985).

This seems -to highlight the roles of the remedial teacher as

defineq by O’Hagan (1977):

(i) Guide, Counsellor and Consultant
(ii) Therapist / Teacher

(fii) Evaluator

(iv) Manager of the Léérning Environment

(v) Curricufum Develaper

5.2.1. GUIDE, COUNSELLOR AND CONSULTANT

Remedial teachers are expected to liaise with support
services, in particulér the school psychological, school
health, educational welfare and careers guidance services,
(Clunies-Ross, 1984). Parent consultation and counselling,
where necessary, is encouraéed. Remedial staff at the
Athlone School Ctlinic (DEC-HR) regard this aspect of their
role as impérative to bullding rapport with pupil and parent
and creating a climate conducive to co-operation from
parents, in particular. The commuhity at large shouid
ideally also be served by remedial. practitioners to make
them more aware of the L.D. In general and the needs of L.D.
learners in the community. Dembinski & Mauser (1977) found

that parents request honest evaluation of their chiid’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 intereéting imblications for parent counselling. The
remedial teacher must therefore be available to pupils,
_Parents, ﬁeaghers Support services and the community as a
guide, companion and Consultant.’This, in O;Qagan’s (1977)
view, could lead to improvements in educational attainments
as important products of good personal relationships being

established between teacher and pupif.

‘Training for Remedial work has traditionally emphésised
speciqlised teaching sk}lls which help childreh find the key
to learning. Perhaps more attention should be given to
develdping interpersonal skills, which will heip in advising
other teachers how to cope with learning difficulties"
(Lerner, 1976). In this regard Smith (1982) states that this
may be necessary, especially when it s evident that
prob;ems lie not so much with the children, as with their

teachers’ Jlack of understanding.

The remedial education teacher consultant role requires
specific Kknowledge, skills in analysis, synthesis, and‘
problem- solving strategies, as well! as an aptitude for

human retations, communication, and skill development.

5.2.2. THERAPIST / TEACHER

This should form the major task of the remedial teacher’s

role. This include
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(i) feaching of individuals and groups where the nature of
the problem makes it impossible for it to be contained
within the normal Classroom situation;

(ii)treating children with associated difficulties and
(iii)irwhere‘_appropriate to assist Colleagues on a team

. teaching basis.

The adVantages of team teaching as a strategy for the
provision of extra help for children with L.D., was®assessed
by Ferguson & Adams (1985), in quesfionnaire form. Class
teachers and remedial teachers were asked to compare the
benefits of team teaching With those of traditional remedial
teaching. Only eight teachers in each group believed'team
teaching to be the more effective strategy with remedial
pupils. Twice as meny remedial teachers and more than twice
as many Class Teachers (nineteen) felt that extra help given
outside the ordinary classrobm was of more benefit to the

L.D. children. They found no evidence of feelings to abandon

the “’withdrawal strategy.’ Teaching and therapy. by the
withdrawal system isf widely used in most developed

countries.

Therapy by remedial teachers is taken to mean the procéss of
enabiing children_to develop and mature and to come to terms
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 énd socially
disadvantaged, behaviour strategy may be useful for the

remedial teacher to employ.

Both therapy and teaching, therefore, require constant
attehtion as they have so many obvious merits in the. field

of remedial education (op.’cit.).

5.2.3. EVALUATOR

This role of the remedial teacher includgs:

(i) Supervision and correct administration of standardised
tests as paft of a comprehensive screening procedure,

(ii) follow-up and diagndsis of gpecific learning
difficulties in children who are identified as being “at

. {
risk

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
guestionnaire (Chapter 6) will further elucidate this.
Nevertheless, skill 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
diagnhostic techniques and toois can, however, be

probiematic.
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- Effective asSessment_procedures bring knbwledge both of the
individual L.D. child’s requirements and "of the social
needs of a particular locality" (op. cit). The teacher is
provided with feedback of information useful for plann{ng

and management of classroom activities.

5.2.4. MANAGER OF THE LEARNING ENV | RONVENT

This will include:

(i) the preparation and implementation of individualized
programmes fdr 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) setting up of a resource area where staff can fihd
appropriate resources to match the needs of individual

children.

“When the teacher has beén recognized by the pupil as one
who is willing and able to meet his needs, has created a -
meaningful Iearhing environment in which the child can
develop and has assessed the child’s educational
attainments, the foundation to efficient management has been

established" (O’Hagan, 1977).




- 188 -

"Remediél teachers Interviewed by the writer, reported that
this aspect of remedial Work has caused tremendous.problems
for them and requires great ofganizationalfﬂand t ime
utilisation ability. This, they stated, is especially the
case with the drawing 'up of individualized educational

programmes (IlEP’s).

The organisation of ‘withdrawal’ remedial sessions appears
to be another problem area, with no easy solution, as class
teachers often feel that allowing pupils to attend remedial

‘

sessions causes a disruption to their own teaching.

5.2.5. CURRICULUM DEVELOPER

The remedial teacher will have the role of:

N\

(i) preparation and implementation of school strategies in

the basic subjects; -

(ii) advising colleagues (including principal) of the range

of materials and apparatus available;
(iii) remedial work ’'across the curriculum’, (Clunies-Ross,

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 needs of pupils; ~
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5.3, SUMVARY

In.this Chapter an attempt was made to outlinevthe différenf
. remedial services pfovided.and thefqifferent roles remedial
~ teachers must serve in order to adequately provide those
services. To many it may look Iike .a daunting and
challenging task ‘but it is only through integrafing the
various aspects of the remedial teachers’ role that the

individual L.D. child wjll eventually be reached.

't thus appears from the |iterature surveyed that because

different educational authorities have different perceptions
éf remedial education, differing emphases are placed on the

distinctive roles of remedial teachers.

O’Hagan (1977), concludes that "the real emphasis towards
the concept of ‘remedial education’ must always focus on the
latter term ‘education’ - going forward with a chitd until

such time as the former term is no longer applicable.".




CHAPTER 6

THE RESEARCH RESULTS

6.1. COLLECTION OF DATA

In this investigation the writer set out to examine how
groups of educators perceived school remedial services and
how perceptions differed.across components of foles/dbmains
of remedial teachers in the mainstream school situation. The
components of Toles as discussed in the literature (Chapters

1, 3 and 5) were identified as

. Counselling; Guidance:; Liaison
. Remedial Teaching and Therapy
Management of the Learhing Environmen}_

Assessment, Diagnosis and Evaluation

'
m O O @W >

Curriculum Development and Reorganization

of Services.

To this end the School Remedial Services Questionnaire was
developed (appendix A). Two hundred and sixty (260)
quesfionnalres were distributeq as described in Chapter i 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 6.1 has been below the number expected by the author.
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However, statisticians (Asher, 1976: Dillman, 1978) regard
the percentage response " in this study as satisfactory.
All data collected were appropriately recorded and tabulated
for treatment and analysis. Cut-off date was 31 December
1889. - The scaled responses mos t readily iend themselves to
descriptive and parametric statistical anéiysesﬂsince they

often can be considered to be‘lhterval data.

TABLE 6.1 : SELECTION OF SAMPLE AND SAMPLE RETURNS

Remedial Teachers Regutar
Principals Class
' Qualified|Underquali.|Teachers
Tot. In Populat. 78 22 56 | 1106
Number Samp!ed 52 22 30 156
% of Total , 66,6 100 53,5 14,1
Number of Returns 26 11 10 389
% of Sample 50 50 33,3 63,4
Underquali. - Underqualified.
Popufat. - 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‘
'underqualified’ remedial teachers returned  their
questionnaires - a 40,3% return rate of the total remedial
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 educatlonal survey
instruments, even with follow-up mailings, are often in the
40 - 80 % range an unbiased final return samp|e of 130 (50%)
would §t|ll yneld 95% confidence intervéls'of within 53%
for the entire population,(Asher, 1976). The survey refurn
rate was 56,15% (N = 146), a -figure that is more than
minimally adequate to reflect accurately the percept:ons of
the targeted respondents, (Dlllman 1978). |

The 25 items in Section C of the questionnaire were grouped
as follows

Role A (Counselling,Guidance,Liaison)-items 5.6,7, 18,22
Role B (Remedial Teéching/Therapy)‘ - items 1,2,3,19,23.
Role C (anagemént of the Learning Environment) - jtems
4,11.12,14,21. )

Rote D (Assessment, Diagnosis and Evaluation) - items
9,13,16,17,20.

Role E (Curriculum Development and Reorganization of
Services - items 8,10,15,24,25.

The 15 items in Section D were grouped as fol{ows:

Role A (Counselling,Guidance,Liaison) - items 1,4,6.

" Role B (Reﬁedial Teachihg/Theréby) - items 3,7,8.

- Role C (Management of Learning Environment)- item§w10,12,13
Role D (Assessment,Diagnosis,Evaluation)-items 2,14,15.

" Role E (Curriculum Development and Reofganization of

Services) - items 5,9,11.

6.2. TREATMENT AND ANALYSIS OF DATA

All data were screened initially for effects of demographic
variables: educational level, vyears of experience, gender,

age group and professional capacity. With the exception of
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professional capacity, other demographic variables had
negligible effects on ratings and were thus excluded from

further analysis.

Pearson Product.Moment Correlation -was used to evaluate the
linear relationship between frequency. of contact
with remedial personnel from DEC-HR (i.e. remedial
téachers/ remedial subject adviser/ Clinic and/or school
psychologists) and the perceived helpfulness of those
personnel in any school-related problem referred to them.

The following formula was used

Sxy — 242V

-~
| / (g >~ EX? )@ Ve_ & 'y)‘L)
where o = correlation coefficient
X = frequency of contact sbores
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 linear relationship between
frequency of contact with remedial personnel and the

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 teachers’ time to the different
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roles, 'present’ time allocations and 'time that should be
spent’ data were submitted to a two related groups t-test.

The following formula was' used

t+ = J4N=1 =D |
JINZD-(ED)*

(Source: Muider,1981).
where
t = coefficient of significance bétween sample means
N = number of educators in groups
D = difference between scores (present time allocated
and-time that should be spent).

degrees of freedom :- (N - 1)

with the following underlying assumptions |

i. the observations are independent;

. th 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 null 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

calculated from rank-orders of roles as depicted in Table

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 D=2

N(N2-1)
where:
r« - rank-order correlfation coefficient (rho)
D - difference in ranks

N - Number of roles

intercorrelations between the roles were determined. The
correlations between the to:-l scores of the different roles
were calculated and computed (Table 6.10) in order to
determine whether educators perceived <Toles of Remedial
teachers to overlap, and, if so, which roles and to what

extend.

The intercorrelations (Table 6.10) pfompted the author to
hypothesise about the possible dimensions of the roles of

remedial teachers.

The following hypothesis was then postulated:
Hi : Remedial teachers’ roles could be

categorized into Instructional Activities, comprising roles

B (remedial teaching/therapy) and E(curriculum development);

~
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Human Growth/Development and Relationships, comprising roles

A (counselling, guidance and consultation) and C (managing

the learning environment);_Administrative Responsibilities

comprising role D (assessment, diagnosis and evaluation).

To test the hypothesis the ‘author made use of the

statistical technique of Principal Factor Analysis to

dete}mine the loading of roles on each factor {(dimension).
The results were computed in Table 6.11. In keeping with
international convention decimal signs were omitted. The
commdnality value (h2) was estimated Iin each step as the

~highest numerical value in each column.

6.3. RESULTS AND DISCUSSION

6.3.1. DEMOGRAPHIC [NFORMATION - SECTION A

All respondent principals are males. Tabulétion of. data
(Table 6.2) indicates that the majority of principals (17 -
i.e. 65%) who responded have at least matricufation plus 3
to 4 years teachers’ training qualification (category C/D).
Five oprincipals (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 d e f’ Tatal
Rem.Trs.Fem| 2 | 3 | 4 | 9 | 0 | 0|
21
male 1 1 1
Princ. 0| 1 10{ 7 5 3| 26
Reg.Trs.Fem|45 14, 25| 6 1 1
efe)
male 5 2
Rem.Trs.Fem. - Remedial! Teachers (female)
Princ. - Principais
Reg.Trs.Fem - Regular Class Teachers (female)

Table 6.3. Age Analysis of Educators

Cat alb|clalelf]laglnli] Tor |
Rem.Trs. 1 0 3 1 | 4 8. 2 1 1
: 21
male 1 1 1
Princ. 0 0 0 1 4 7 g 5 0 26
Reg. Trs. | 5 | 11| 9| 6 | 17| 15| 7 | 1 | 4
99
male L 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 - 80 yrs.
g. 51 - 65 yrs. h. 56 - 60 yrs.
i. 61 - 65 yrs.
Table 6.4. Frequancy 0Of Contact with Remedial Persomnel
< X
Remedlal Teachers 642 | 30,5 N = 21
Princlipals 1260 48,4 N = 28
Reg. Class Trs. 1389 14,0 N = 99
>.-summate B3 mean.

d totals
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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 provfdingi remedial
services is approximately 48 occasions over the two year
period (January 1988 to December 1+989) under review. For
remedial and regular class teachers the figures are 30 and
t4 occasions respectively. |t appears from comments by
respondent regular class teachers that only}those who have
pupils receiving remedial teaching really have contact with
remedial personnel. There appears to be a lack of regular
contact on both formal and informal! bases between remedial

personne! 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
situatien in the DEC-HR which is.primarily staffed by female
remedial teachers. Fifteen remedial teachers (71%) have 3 to
4 years post-matriculation teacher training. Five (23%) of
the respondents have less training (lower than category C)
of which two teachers (9,5% ef the respondents) have onfy

Std. 8 plus 2 years teacher training (category A).

Teaching experience of remedial teachers ranges'between 2
and 37 years which compares well 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;




Table 6.5. Helpfulness of Remedial Personnel
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thirty (30,5%) in category C; only ten (10%) have 4 years or
more post~métriculation teacher training. The mean ages for
regular cléss teachers and remedfél'teachers are 40 years
.and 47 years, reSpeCtively. Ii appears therefdre that more

experienced teachers are involved in remedial teaching.

Frequency of contact between regular class teachers and
remedial personnel has been about 14 occasions (on average)
for the two year period (Table 6.45; A comment made by one
regular class teacher as to the reason for not having used

remedial sefvices (item 8 , Section A) waé that : " as
remedial classes do not catef for senior primary classes,
regular class teachers of those standards never get to make

use of remedial services".

6.3.2. GENERAL EFFECTIVENESS OF SCHOOL REMEDIAL SERVICES -

SECTION B.

6.3.2.1. HELPFULNESS OF REMEDIAL PERSONNEL

An analysis of Table 6.5 indicates that the majority of

respondents in each group of educators appear to have found

.remedial personnel, especially remedial teachers and the
remedial subject adviser, very helpful (items 1 and 2,
column 5). The helpfulness mean scores of 16,6 , 17,6 and

16,0 for remedial teachers, principals and regdlar class

teachers, 'respectively, indicate that, generally, remedial

personnel are percelived to be slightly helpful ( mean scores
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of 4 would Indicate detrimental: 8 - no help; 12 - do not

know/ not applicable; 16 - slightly helpful 20 - very
‘helipful).
The statistical evaluation of the linear relationship

between the component frequency‘ of contaét with remedial
personnel (Section A - item 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
remedial personnel therefofe appear to relate positively to
the degree of helpfulness of subh personnel as perceived by
the different grbups of educators. There appears, hdwever,to
be wvery little correlation (r = 0,03) between frequency of
contact with remedial personnel! and the perceived ef%icacy

of remedial teaching (Sebtion B - items 5 to 9).

The distribution of responses (of all educators) to the
following items were as follows
i. helpfulness of remedial teachers (Table 6.5) -
detrimental - zero
no help - zero
do not know/not applicable - 13,6%
slightly helpful - 19,1%

very helpful - 67,1%
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ii. helpfulness of Remedial Subject Adviser -
‘detriméntal - zero
no hglp - 2.7%
do not know - 31,5%
slightly helpful - 12,3%

very helpful - 60,2%

iii.helpfuinesss of School Cilinic psychologists -
detrimental - 2,0% |
no help - 3,4%
do not know - 41%
slightly helpful - 15,0%

very helpful - 38,3%

iv. helpfulness of school psychologists -
detriméntal - 2,0%
no help - 4.1%
do not know - 36,3%
slightly helpful - 18,4%

very helpful - 3%

6.3.2.2. PERCEIVED EFFICACY OF REMED|AL TEACHING

Table 6.6. (Perceived efficacy of remedial teaching)
indicates that the majority of remedial educators perceived
a marked 'imhrovement (fating i) with respéct to pupils’
academic/scholastic achievement, self esteem, self-

assertiveness, interpersonal relaiionships, social and
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emotional development. Many regular class teachers (score -
169) and principals (score - 39) indiCated_fé”'slight.
improvement (ratjng 2). It may be significant-to"hote that a
farge proportion of regular claés teachers and principalé
also perceived little improvement (rating 3) in the above-
"mentioned constrycts ~of pupils who received remedial

teaching for the minimum six month period.

The mean scores of 8,6 , 10;6 and 10,3 (Table 6.86) for
remedial tgachers; principals and regUIar class teachers,

respectively, however, show a tendency towards a perception

of slight - improvement by pupils who received remedial

teaching (mean score of 5 indicates: - marked improvement;
10 - slight improvemeht; 16:- little improvement and so
forth). Educators’ Comménts (6.3.2.3) may. illuminate this
apparent contradiction. |t shoulc also be pbinted out that

no long term efficacy studies of remedial teaching has to

date been undertaken in DEC-HR schools. -

6.3.2.3. RESPONSES TO OPEN-ENDED QUEST |ONS

To the question : 'What services provided by the school
remedial services are most  heipful 77, the following
summarized responses were received from respondents and

categorized'by the author
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Role A : Cbnsultation, Guidance, Liaison, Counselling

Principals:

Guidance with respect to probfems retated .tb corrective
_teaching; expert advice; guidance and assistance from staff
at Athlone School Clinic; feghlar.'viéits by remedial

‘personnel to schools.

Remedial Teachers:
Consultation with  and advice from  School Clinic

psychologists.

Regular Class Teachers:
Having remedial teachers available for consultation, advice

and guidance;

From the above it'appears that the services provided under
this role, are highly valued by principals and regular class
teachers. Some oprincipals and regular class teachers
'*fégérded ‘the availability of - remedial teachers for
consultation, advice and guidance as helpful.

Role B : Remedial Teaching/ Therapy

“Principals:
Specialized individual assistance with the teaching of

reading, writing and arithmetic.
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Remedial Teachers:

Specialized individual - attention to . pupils; promoting
positive atﬁitudes in pupi|s§ - guiding’ pupils to self-
actualization;' language  development in disadvantaged

children; mastering reading skills.

Regular Class Teachers:
individualized teaching; development and improvement of
language and reading skills; developing pupils’ self-esteem;

lessons after school hours.

Presently, this appears to be the major ro!e being fulfilled
by remedial teachers. Educators found a -wide variéty of
services provided under this role to be heipful. None of the
respondent principals mentioned any service of a therapeutic
nature e.g. oromoting social and emotional development in
pupils.

Role C : Management of the Learning Environment

Principals:
In-service programmes; seminars and intergroup discussions.
Remedial Teachers:

In-service training; seminars and group discussions.
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"Regular'CIQSS'Teachers;

Seminars; interaction with remedial teacher.

68% of respondenf educators found in-service training,
seminars and.group discussions to be most helpful. About 30%
of regufar class teacher respondents regarded interaction

with remedial teachers as helpful.

Role D : Assessment, Diagnosis and Evaluation

Principals:
‘Scholastic assessment of pupils: diagnosis of pupils’

learning problems.

Remedial Teachers:

None.

Regular Class Teachers:

Assessment, diagnosis, evaluation and follow-up; detailed

reports of scholastic assessment of pupils.

Personal interviews with educators indicated that due to the
fack of qualified remedial teacherg assessment and
evaluation are performed by Psychologists from the School

Clinics or School Psycholiogists.
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Role E : Curriculum Development

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, upoh further investigation by the author,
it was ascertained that no such services are presently
provided by remedial personnel. Remedial teachers on the
other hand, stated that their training did not provide them
with the necessary skills to fulfill this role adequately.

To the question : 'What services, if any, would you like the
schoo! remedial services to provide which are not presentiy

being offered’, the following responses were received

Role A : Consultation, Liaison, Guidance, Counselling.

Principals
Guidance and advice to regular class teachers - how to
identify possible remedial cases (pupils at risk) in the

classroom; career guidance to Std. 4 and 5 pupils.

f
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Remedial Teachers:
Remedial teachers working in co-operation with physical
~education teacher and guidance teaéher; remedial teachers

acting as consultants in senior secondary schools.

Regdiar Class Teachers:

Class visits by remedial .teachers and assisting and guiding
class teachers; help/ guidance to teachers with
identification of pupils at risk; more coping skills to
parents; workshops with parents - to build better
relationships; counselling to parents by remedial teachers:

counsel ling/ guidance to senior primary pupils.

Role B : Remedial Teaching/ Therapy.

Principals:

None.

‘Remedial Teachers:

Occupational therapy, speech therapy, social work services
and other paramedic services being made available to school
remedial services; remedial teachers assisting regular class

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 teachers to provide

other necessary remedial services; assisting class teachers

with the teaching of some lessons - team teaching; social

work services.

‘Role C : Manager of the Learning Environmenf.'

Principals:

Regular workshops; greater |ink (interaction) between class
teachers and remedial personnel so that these teachers can
also become more involved in remediat{on in their own class

rooms.

Remedial Teachers:

Regufar in-service training sessions, guidance and new

teaching techniques by the Principal Subject Adviser: wel

balanced teaching programmes.

Regular Class Teachers:
CToser‘contacf with remedial teachers and remedial'edueation

subject adviser; media/ resource centre at each school.

Roie D : Assessment, Diagnosis, Evaluation.
§
Principals:

None.
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Remedial Teachers: | S
Assessment geared towards qetermining pupils’ potehtial,

instead of what they know or may not know.

Regular Class Teachers:

Testing and sChdlastic screening to "be done by remedial
teachers; remedial teachers in <consultation with class
teachers to decide on retention or phasing out of pupils
receiving remedial teaching; diagnosis of learning problems;
testing and diagnosis bf pupils at risk; more wuniform
criteria/ systems of assessment and evaluation of pupils -

v

remedial teachers’ evaluation of pupils are norm-based

1

whereas class teachers’ evaluation is curriculum-based.

Role E Curriculum Development and Reorganization of Services

¢

Principals: -

Establishing remedial classes at al| schools with qualified

remedial teachers; assistance po pupfls in Stdé. 3 to 5;
provision of échool-readiness tests to pre-schoolers;
teaching aids and resources in keeping with technolfogical
developments e.g. computers; teaching to cover broader

spectrum of school curricultum.
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Remedial Teachersz_
More remedial classes and teachers permanently attéched to
each school; making'remedial teaching available to Stds. 3

to 5 pupils as well; availability of more aids and

“technological ‘resources e.g. computers; establishing
remediaf teaching department at each school - with remedial

\
teacher as Head of Department; merging quality elements of
remedial teaching with regular class teaching -
individualized educational programmes, based on pupils’

needs, to become the norm.

Regular Clasé Teachers:

More remedial classes at various levelis - 'kindergarten,
junior primary, senior primary - allowing}more pupils with
learning difficulties access to remedial services; permanent

remedial teacher ‘at each school:; tuition in all subjects

should be offered through the school (remedial teaching
across the curriculum); remedial teaching resource centres
centralized in a regional circuit for all teachers and
pupils - with Qariety of aﬁdio—visual afds; éstabLishing a
remedial department at ‘schools with . a remedial teacher as
Head of Department.
K
Implications of the recommendations by educators mentioned

in this section’will be discussed in Chapter 7.
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Table 6.7. Section C - Summary of Means for each Role.
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SECTION C

TABLE 6.8. RANK-ORDER OF ROLES AS DEPICTED BY TABLE 6.7.

&ﬁﬁsﬁem.Trs Reg.Trs| Princ.
A 20;6 19,1 19,1
B | 20.4 | 20,5 21,2
C| 21,6 | 20,1 20, 1
D 22,8 21,5 22,5
E | 22.2 21,7 23,0

Rem. Trs‘- Remedial Teachers

Reg. Trs - Regular Class Teachers

Princ.

A - E

- Principals

- Roles of Remedial Teachers

Rem.Trs.

Reg.Tr

S.

Princ.

4

5

5

N ] W O

3
4
2

1

HmoOwW >

to Roles ~ Tables 6.7. and 6.8.

Liaison/Counselling/ Guidance
Remedial Therapy / Teaching
Management of Learning Environment
Evaluator/ Assessor/ Diagnostician
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
support from all three groups of educators‘for roles D and-
E. Principals provide the strongest support for role ‘E
whilst remedial teachers provide strOngest‘support for rolé

D.

Rank-order of roles (Table 6.8) indicate similarity of
importance attached to each role of Remedial teachers as
perceived by regular class teachers and principals. The
calculated rank-order corjelation coefficient (rs = 0,6)
between the rank-order for the roles by Remedial teachers
and the other two grbups of educators indicates a moderately
positive correlation. There is thus a mode}ate degree of
inter-group equivalence of perceptions of the roles of
Remedial teachers between'educators.

The distribution of educators’ }esponses (Table 6.8.) shows
a close correspondence of recommended roles of remedial
teachers by educators. Surprisingly, groups of educators
differed greatly in respect of roles D and E. 69,5% of
remedial teachers felt that role/ domain D is a role which

they should always be involved with, compared to 5b5,1% of

regular clfass teachers and 58,6% of principa]s. Table 6.9.
reflects that in the case of role E, 61% of remedial
teachers, b55,5% of regular class teachers and 66,1% of
principals regarded it as a role for remedial teachers to be

always involved in.




TABLE 6.9; — SECTION C — PERCENTAGE DISTRIBUTION OF EDUCATORS' RESPONSES.

Femedial Teachers Reqular Class Teachersl Princ%péls
%f ! 2 | 3 4 5 1 2 | 3 P 5 1 ERE 4 5
io|2.e (9,8 18,027,686 (47,6 |2,2 |6,0 [30,5|24,2|35,9|l6.e [5,8 |22,5|22.1 35,6
u [s.7 |u,9 [18,0]28.5 [46.6 ||, 0 |3,6 (21,4 (29,0 |42.6||5.7 |2.4 |19.0|29.7 4z, 5
i [1.e Jo,9 |1s5,2]z4.7|57,1][z.8 |4.4 |21,7|27.9|43.0] [3.5 4,1 |z2¢,2(19,8 45,4
v t.e [1,9 [4,7 |21.%]e9,5| (1,6 |2.0 |15.5|25.6(55,1]|]0.8 |o.6 6,6 |33,0(s8,6
E [v.o |o,9 [14.2]|22.8l61,0|[1,2 |1.0 |14.9]|27,2 55,5 0.8 |0,8 |4,9 |27,z 66, 1
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E.Cur-riculum Development
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Role A : Consultation, Liaisdn, Gufdance, Counselling

The mean scores of'19,1 (Table 6.7) for both principals and
-regular class teachers is slightly below that of remedial
teachers (20,6) fdr role A With rank-order (Table 6.8) of 4
for both principals and regular class teachers and 5 for
remedial teachers.‘ It therefore appears that remedial

teachers in contrast to the other educators feel that they

somet imes should be involved in this role.

Major proportions of educators (remedial teachers - 47,6%;

princibals - 35,8%; regular class ‘teachers - ' 35,9%),

however, feel that remedial teachers always should be

and 22 (vide. raw data - appendix F). In the case of item 5
(team teaching) 15 remedial teachers (71,4%), 18 pfincipals
(69,2%) and 56 regular class teachers (56,5%) responded that

remedial teachers should always be involved  in this

activity. This is consonant with the comments by educators
with respect to what serviges should be provided in future
(item 11 - Section B of the questionnaire). 18 Remedial
teachers (85,7%) felt the need for them to be always
involved with family consultation and/ or counselling (litem
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 counselling of parents rather than-being

involved with guidance to colleagues.




N R

- 217 -

Role B: Remedial Teaching/ Therapy

Raw scores on each itém (appendix F) for role/domain B }
indicate strong sﬂppoft' for items 2, 3 énd 19 by |
educators. Remedial teachers appear to relegéte this role to |
a position of least involvement. (Tables 6.7 and 6.8). Table
6.7, however, shows that remediél teachersv.féel stronger

(46,6%) than regular class teachers and principals, 42,8%

and 42,9%, respectively, that they should always be involved

(ratingb) in the role.

~ Role C: Management of the Learning Environment

For rote C, items 11 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

that remedial teachers should always be involved in .the

development of a media centre at schools (item 14) augurs
well for the future of remedial services, especially when
this 1is taken in <conjunction with educators’ comments

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

teachers) are of the opinion that remedial teachers should

sometimes be involved in.school disciplinary problems (item

4) to differentiaté between personal! misbehaviour and

-ecological influences.
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In discussions with remedial teachers about this aspect, it
was learnt that many support the view that . the child’s
learning difficulties stem from the influence of his
environment on his pattern(s) of behaviour.

Role D : Evaluator, Assessor, Diagnostician

fn the case of role D items 9 , 186 and 17 were étrongly
supported. Very signifiéant is the fact that 71,4% (appendix
F) of remedial teachers responded that they should always be
involved in item 20 (decisions regarding retention and
phasing out) . Data from educators indicafe that remedial
teaéhers would rank this role first (Table 6.8) whilst both

principals and regular class teachers would rank it second.

Role E: Curriculum Development

Principals and regular ciass tgachers rank this role as the
most important for remedial teachers’ involvement (Table
6.8.). Remedial teachers, by contrast, according to the
data, . rank this }dle second. Table 6.7, however, indicates
that remedial teachers (61%) feel more strongly than

regular class teachers (55,5%) that they should always be

involved (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

their support (always should be involved) to item 25; 18
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18 (85,7%) of remedial teachers responded positively to this
item, whilst 87 (67,6%) of regular ctass'teachers were in
support that remedial teachers should always be involved in

curriculum development.

. TABLE 6.10. INTERCORRELATIONS MATRIX OF ROLES

A B - C D E

-0,80 -

1.00 |-0,60 -

0,67 0,18 | 0,67 -

m| O] O] @| »

-0,13 0,87.[-0,13 0,64 -

Rotles: A - Counselling, Guidance,Consulitation
- Remedial Teaching/ Therapy
Management of Learning Environment
- Assessment, Diagnosis, Evaluation
- Curriculum Development

moOw
1

Table 6.10 shows a perfect correlation between roles A
(counselling, guidance, consultation) and C (management of
the learning environment). These two roles are in all
probability ’responsfble’ for creatfng a climate conducive
to effective learning, hence the positive correlation. There
is also a strong positive correlation between roles >B
(remedial teaching/ therapy) and E (curricurum}development).
This could possibly be ascribed to the close relationship
between remedial teaching and aspects of curriculum
development e.g. teaching across the curricUlum; developing

resource material.
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There are moqerately positive correlations between roles A
and D (0,67); C and D (0,67); D and E(0,64). Moderate
inverse correlations are ‘indicated between roles A. and B
(-0,60); B and C (-0,860). Inversely low correlations were
computed for roles A and E (-0.13); C and E (-0,13). The

correlation between roles B and D is very low (0.18).

TABLE 6.11. LOADINGS OF ROLEé ON_EACH FACTOR

FACTOR| | TR
A 620 |-085 174
B 230 | 072 | -461
C 620 |-091 403
D 905 |[-425 833
E 678 | 189 196 | A

Table 6.11 indicates the heaviest loadings /clusters as:

Factor | : Roles D and E

Factor Il : Roles A and C

Factor (il : Role B
Roles D and E (Factor |} could be categorized as
Administrative Responsibilities; Roles A and C (Factor 1|1)

.as " Human Growth/Development and Relationships; Role B

(Factor |11) as - Instructional Activities. ,
The above can thus be illustrated schematically 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 all three dimensions e.g. teaching
an LD pupil the number combinations of 10. This would, for
instance, involve teaching (]hstructional); building rapport
(Humén relationships); assessing at end of Iesson whether

pupil has mastered concepts taught (Administrative).




FIGURE 6.1 SCHEMATIC PRESENTATION OF DIMENSIONS AND ROLES OF REMEDIAL EDUCATION AS FOUND IN THIS STUDY

REMEDIAL EDUCATION .

.
N
N
DIMENSIONS: INSTRUCTIONAL "HUMAN GROWTH/ ADMINISTRATIVE >
RoLnELALE ACTIVITIES DEVELOPMENT AND RESPONSIBILITIES
RELATIONSHIPS -
o TEACHING/ COUNSELLING; MANAGING ASSESSMENT ; CURRICULUM
ROLES: THERAPY | | consuLTATION;| | LEARNING DIAGNOSIS; _| | DEVELOPMENT
\ LIAISON; ENVIRONMENT EVALUATION AND RESOURCES.
GUIDANCE R
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6.3.4. TIME ALLOCATION - SECTION D

t-tests for significance between sample means of each group
of educators indicate no significant differences between
present time allocated by remedial teachers to the different
roles of remedial service and desirable time vallocation._
This appears to indicate'that educators are satisfied with
the amount of time remedial teachers presently devote to

each role of activity.

The distribution of mean time allocation (Table 6.13) for
eééh recommended role for remedial teachers by each group of
educators reveals that all educators feel that much of
available time should be spent on role B. Regular claés
teachers, in contrast to the other two groups, indicated
that role D should receive most of the remedial teach.rs’

available time.

TABLE 6.12. RANK-ORDER OF TIME SPENT AND TO BE SPENT

ON EACH ROLE BY REMEDIAL TEACHERS,

Principals Rem.Teachers |Reg.Class Trs
Rﬁﬂfﬁ Spent |[Should|Spent Shodld 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




Iable E.I&Section.ﬂ — Time Allocat. ion

Remedial Teachers 'Qgg- Class Teachers Frincipals
Fresoent Should | Present Should Pi-resent ﬁhou]d
T2 X 2 X [ ZIXISTX | ST [=T%
Fif 258 (12,9230 (16,9 ¥o0 (17,4 (1019 18,5~ <235 14,6311 (19,4
B 18 |325,9 505 [25.2] [1024 |23.8]1270 22,5 B2 (23,8435 (27,1 é
) rC f_'f_'-!“l 1, :E‘BZ 14, € 568 —1-3,2 .T’HT 18,31 lSl I- 10,0 209 13,0 T’
Lh} S12125,6 (152 |25, F 1259 7@LL_'1692.39,3 <45 (22,0244 |21, 5
E| 327 (16,8401 20,0 L8l 15,8 (|371 |22, v254 15,8275 1701

Liaison/Counselling/Guidance
Remedial Therapy/teaching
Manager of Learning Environment
Evaluator/Assessor/Diagnostician

Curriculum Developer.

— Summated Totalé N
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Comparison = of Tables 6.12 and .6.8 indicate some
correspondence and minor-discrepancies. The study Confirms
thej’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 they tack the skills and
consequently the confidence to draw up individual education
programmes (1EP’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 (chrr{cufum HeVelopment) the present
time allocation to.this role éhould more or less remain the

same.

An interestiny observation which can be made is that
although only 55,1% of regular class teachers (Table 6.9.)
regarded role D as importaﬁt; they nevertheless indicated
that a substantial majority of time be allocated to this
role. The greater majority of principals (66,1% - Table 6.9)
regarded role E as the most important for remedial teachers’
involvement, but the same group, compared to the other
groups, feel that less time should be allocated to this
rote. All three groups apparently feel that the least amount

of time should be allocated to role C.

Compared to the other educators, remedial teachers’
responses indicate very low scores on jitems 1 and 3. Regular -
class teachers responded strongly to items 2 and 15 while

prlncibals viewed item 14 as significant.
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 6.4. SUMVAR

)

'fi The fesurts of this lnveétigetIOn polnt to =& relatively
. satisfactdry global picture of school remedial servfcés.
,-NevértﬁEIésé, patterns suggest principals and reguiar class
‘teaChers‘ portray conservative views of §chool remedial
SerVIées‘ | For example,  they  Indicated that
b if:, : diagnoslslévaiuation and report writing activities should
i continue to be- the primary responsibiiities of remedial
teachérs. By contrast remedial teaéhers express the deslire
tOvbeqome more Involved In roles-wh}ch offer more scope for
developﬁént e.g. ln—servlce/staffl develiopment progrsamnes.
They feel this will allow them to create a greater
'7:awareness amongst thelr colleagues 6f the speclal needs of
pupils with learning difficulties as well as the’
contrlbution which might be ﬁade by a remedial depsrtment at
the schocl. They also want to be much more Invoived In
-fdeclsion—mak(ng about retention and phas[pg out of pupils,
which apparently is not the case at presént. in the DEC-HR,
 -éssessments and evaluations fof placements In- and phééing -
oui' of remedial teaching classes are done by school

.Q-i ~ psychologists.

vResponses to open-ended questlbns about'recommended future

/

practice also provide potentlally valuablie feedback to
~ | -

everyone concerned, Including teacher tralning Inétltptions.

In excess of 40% of the samplies Indicated that more remedial
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classes and qualified teachers are needed, 36%vof gducators
recomnended the introduction of & remedial educatlon
department at schools; approximately 62% of the samples felt
that remedial teaching should be present!y made available to

senior primary pupltls as we!ll.

Further research would be necessary to clarify the
retatlonship between educators’ perceptions of the quallty
of service and the availabl!lity school remedial services.
The relatively favourable result of this Investigation may
be ascribed to the fact that only educators In  the
malnstream presently exposed to remedlal services, were
sempled. The wrlter Is aware that a different result may

possibly be obtained should all educators, includlng

remedial teachers at Special and Children's Act schools in

the DEC-HR, be sampled.

Analyses of responses, therefore , ylelded numerous and
noteworthy fihd!ngs. Atthough differences in perceptlion of
schoo! remedial services were evident across the groups of
educators samp led, there were no slgniflcant major

disagreements between them.
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CHAPTER 7

DISCUSSION AND OONCLUS ION

7. 1 IMPLICATIONS AND RECCMVENDAT IONS FOR FUTURE RESEARCH f

7.0.0. TEACHER  TRAINING

7. 10100, HEGULAR AND REMEDIAL TEACHER TRAINING

"Owing to the fact that the child is entirely Invelved in
the learning process, a deviation In learning Is a b?obfem
5ﬁ%aiféhg all disciplines concerning the Welfare of the
chiid. Al Studeﬂté Jf these different dlscipllmes shouifd
have some knowledge of the phenomenon of learning d!séb!llty

becauss in the course of thelr duties they will ¢come up

-~

against 1t (Hemi!lten, 1874).

... ths ‘pract§ce of remedlal educatlon In any country s
related to lts tradition as establlshed in lts forms of
teacher tralning®, (Jones 1879). Interdisciplinary co-
operation at training level could go a long way towards
achleving the opt}mum serviceg for children with alt forms

of special educsatlion needs.




The Inclusion of a module on speclal educatlional needs In-

all teacher training courses would assist classroom teachqré;
to Identify learning problems in thelr classes. This would
facilltate eariy Identificatlion of puplls with L.D. and/or
other learning handicaps. Prompt assessment, dlagnosis and
remedlation would forestall entrenched difflcu!tles with the -

resultant emotiona!l problems.

One of the major complaints of regular classroom teacherg;;
cbncernlng»malnstream!ng, related to thelr own feelings of.
Inadequacy In teaching the L.D. child, (Carberry, teay):

This was also found In this study. Lack of.regular’contact-

between remedial personnef and regular class teachers'(és

expressed by many teachers in this study) and the

consequent lack of guidance and support from remedial

teachers may be a contrlbutory factor. Teacher tralning,"

therefore, should cater for mainstream néeds, as well as. @

the provision of adequate numbers of remedlal péréonnel. In
the view of Adelman (1886), training courses for remedlal .
teachers should be based on the following questions: .
(). What ratlonale should shape the formal training
programmes.
(11y. What should be the content of the pre—andiin~
service phases respectlvely? |
l(!ll). How should thls'content be taught?
(lv). MHow should the nature and worth of such

programﬁes be évaluated?
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For remedlal teacher training to make a greater lmpéct,J
therefore, would mean speciflcally articulating prdgramﬁe
rationale, content and processes. As. this study indicatéé{
remedlal teachers,vshoutd be competent to set .into motioh'
processes to lﬁmrové quallty of teach{ng by e.qg. runnihg .
regular workshops for staff and students, settlng up specfa!

resource centres at schools etc.. They should be well versed j

In technologlcal developments In education - as the computer

and computer-assisted learning Is, currently (and for thej‘V'

forseeable  future) one of the (great technologlical -

contributlions, teacher tralning should cater for thls.

Clamp (1983), Waker ¢1984), Robinson (1985) and Anderson &

O'Hagan (1989) found considerable evidence to suggest that -
the microcomputer presents a potentlally dynamic tool in‘tﬁe
dlagnostic, prescriptive and learning process of L.0.
pﬁpllsi Computers are percelvéd by educators as playing a' “
potent!alﬁy1 valuable role [n the transfer of infqrmatlonf
and knowledge and may provide a viable 'way of servicing

speclal sducatlonal needs.

Teacher tralining should be geared towards a"néed to kncwﬂ'
type of education. By this |s meant, espec!qlly In the Sodth
African sl;uatlon. that teachers should be'ﬁralned to gﬁfde“
all puplls, particularly the less able, towards deveioping

and uslng communication skills, beth verbal and wrltten, as -

‘well as lateral thinking skills and probtem-solving skills.

These would be necessary skills required in a future South

Africa where many more cltizens will be required to service.




the more nighly developed sectors Qf the business
environment. This would assist In stimulating socio-economic
growth, which could go a long way towards deereasing.
environmental factors bontributlng to L.D. and learning
difflicutties. Teachers should In thelr training be prbvldedv

wlth the skllls to help and encourage pupils toWards free
thinking, using their initlative and being independent in

thelr learning and coping.

Judging from the findings in this study, teacher training
shoutd perhaps place greater emphasis on trajlning teachers

to take -jeading roles In management of  the learning

development - Role E. Remedial Teacher tralning should lay

greater emphasis on the drawlng up of |EP’s and application

thereof In the practical teachling situation.

7.1.1.2. Recrultment

A number of factors influencing recrultment for training as

remedial teachers, have emerged from research. Adelman-
(1386) cltes research findings highlighting the following

topics: the public image of speclal education.as a fleld of
endeavour; the criteria used for admission into trainlng
programmes and into professional rotes, and the working
conditions experienced by professionals concerned Wlth

remedial teachling.
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Quallity of worklﬁg conditions, as reported for this study
by tha remedial teachers, Is notv conduclve to a{tractlng'
quality personnel to the fleld. Of partlicular Importance are
such matters (also verlfied by Adelman, 1986) as éa;ary_ 
policles, on—the¢job support (including In-service Drf.
ongoling education programmes) and lack of opportunities for
promotion and speclél status. In DEC—HR,' for instange;

remedial teachers cén advance no higher than post level

one (In the remedial fleld). A fact emerging from this
study Is the educators' expressed view that the post off

Head of Department- Remedial, shéuld}be introduced.

Remedial teachers and other edlcators interviewed, stateé %'
that such a development (i.e promotional opportunities) 
might also be the Ideal way of according recognition to-
remedlal education and status to remedial teachers In DEC-HR
schools. fhese moves, they stated, Would be key
!ngredlénts in the field's ab!lity to attract and persuade
high quallity personnel to choose careers In the fleld of;

remedial educatlon.

7.1.2 FUTURE RESEARCH

Research to provide more clearly dellneated guidelines as
far as the L.D. child in the malnstream of education 1§
concerned shouid be undertaken. "Those who identlfy with thé

L.D. and remedial flelds can only improve the bases unon
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@hich they try to !hf!uence pollecles and practises by 1) a.
élarlflcat!cn of the fleld’s: most fundaméntal ’1ésues andév'
probiems and (I1) evolution of specific 'Id63§ zf;:_nﬂd:t
reconmendations for howvto proceed in dealing~With the mostf

pressing concerns", (Adelman & Taylor, 1986a).

There Is a paucity of research In these fields In South
Africa. This may be due to : (I). our mainstream educatlonf'x
orisis ; (I1). the soclo-polltical and-economle crises ;.
(111)y. the diversity of the South African poptiation;: (Iv).a'
the perceived needs of groups; (v).the. diverse nature off
the L.D. problem . Galagher (1984) states that "the fleld ¢f 
L.D. has grown and expanded at a breathtaking rate In the‘
two decades of Its exlstence: We all recognize that thef j
accumulation of ambigulties and contradiction andﬁjq'

remedlation cannot continue."

Concurring with this, Adelman and Taylor (1986a) state that -
the problem confronting the L.D. fleld is not simply one af:' 
definltlion but involves clarifyling the nature and 
impilcations of L.D. as contrasted with othef !earning%
problems. Research, therefore, needs to develop .an } B
.classlification scheme and valld procedures for differential
dlagnosis. Tansley and Panckhurst (1985), in contrast,
bslleve that research should conceﬁtrate on Ianalyziﬂg
characterlistics Instead of categorlzing them. The results of
this study indicate non-strong leanings towards the‘acouréte .

analyses of non-learning characteristics, thus supporting
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:

the view' of Tansley and Panckhurst. Such ;dlagnoses shoufd;
distinguish . between the pupli! with Inherent perceptuaf, ¥
- deflcits  with | consequent iﬁpalrment\ of _ functlonaif
" performance and activity, and the bupll who haé a !earnlné;

disadvantage stemming from an  Interaction with, and. .

adaptation to, the environment.

Further support for this polnt of view comes from Algozzine -

and Ysseldyke (18868) who found that professionals want -

precise classification of concepts such as ‘L.D.' and

‘remedia!l education’ so that students can be served

adequafely. The fundamental Issue, In their v!ew,revolves"
around classification. They noint out that the search for.

category speclific interventions supports the educat!onag.

need to classlfy students.

Further research in this regard needs to be_undertaken‘in: §
South Africa. No clear support or negatlon theréof 'was{
evident in thls study. School principals® were in faﬁour offif
‘equipping’ the regular class teacher -to deal wkth'_ajli.ﬁ g

problems encountered by all puplls In thelr ctass@s. One;%

remedial teacher expressed the view that the quallty’ ¢

elements of .remediaf teaching should, | f posslbﬁe, he

Integrated wlth regular education. Such moves would help.
focus attention on pupllis’ needs rather then a mere.

syllabus and would contribute to a more appropriate

+

educeation. ' !
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Acceptance of the [dea that |t Is not one singte- learning
disabflity but rather & cluster of different learning
disabilities helps direct both research and p}actice,
(Keogh, 1986). In her oplinion, thé future.of remedlal, cduld
be served well by research providing & systematic way 6f
organizing and describing the range of Individual

attributes which characterize L.D. Individuals.

The de Lange Commlittee Report (HSRC, 1981) grouped the

majorlty of L.D. pupils as elther ’envircnmentat!y'
deprived® (p.34): 'scholastically Impaired’ . (p.35):
*handlcapped’ (p.35) or ‘environmentally handicapped’

(p.156). The de Lange Commli ttee Report thus appears to make
no distinctions between the range of Individual attributes
which characterize L.D. Individuals. Taklhg into account the
clear distinction drawn between Learning DISABILITIES and
puplls experiencing learning DIFFICULTIES in this study, -
de Lange appears to categorize al!l pupils with specia!_
educational needs under the tltle of 'learning difflculty’.
Adequate and appropriate educational assistance can only be
provided |f aetlological causal factors of L.D. are taken
into account. The simplistic view, therefore, of grbUplng’
all puplls Into one general group lg unacceptable as the
unique Indlividual needs of such pupfls would then not be
catered for. Research should therefore concentfate on
devéloplng systematic diagnoétic assessment instruments:
sensitive enough to detect and C&tegorfze individual
strengths and weakheéses of ’enQironmentally haﬂdicapped"

puplls.
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Research with‘fagard to peréeptlons-and attitudes about*tﬁe
provision of remedial teaching to L.D. puplils, oﬁ the pért —-
of such L.D. pupits, ‘“normal’ pupils and glfted children
could be undertaken. It would be interesting tovdetermlng;}:
how these groups percelve such gxtra tultion to thefr beef3; J_
in the mainstream educatlonal system. Deci and Chand!er‘ »
(1986) expressed the viewpoint that "at least -some 6f the%ij_
future research and theory and some of fhe ihtérveﬁtfon and' .
prevention programmes should be based on an ‘organismic’ and' l
motivational view of the developing child."

There appeérs to be & need for empirical studies in loéat"r
schools with regard tovfhe.efflcacy of remedfa! teaching -l
with respect to puplts’ level of academic/scho!astiq'i_f
achievement, self—esteem, self-assertiveness, interpersqpqi£ ::

retationshlps, soclal and emotlonal development.

7.2. FUTURE OF EDUCATION FOR THE  LEARNING O1SABLED

7.2.1 SOME DISSENTING VIEWPOINTS ABOUT L .D.

Much recent research (e.gi Franklin et al. 1987),'rajséé-
questions about‘the‘contlnued viabl|lty of special education
as a professional filetd of work s&nd study. None of the
contributors to the col!eétlon of articlés\denles the facf
that there are children In - schools who seaem to hav§ 

difficuity fearning. They malntain, however, that the source!.=
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of the problem Is not usualiy an inherent defect in these
chitdren. In thelr view, the reason for children falllng is
‘becauss they are unable to meet the demands that often
serve to maintaln class, ractal and gender Inequality In the

larger soclety’, Franklln (1987: 10).

This Is frequently true In the South Afrlcan context. At the
root of the education dllemma (whlich includes high failure
rates) lles the officially-legislated and implementéd poiicy.
of apartheid which has had “the effect of robbing De}SOHS‘
‘other than white' of thelr sense of well-being" (Sonn,i
1986). Pupils who have been thus politically disabled find
ft difficult to reach the level of education expected by the-

South Afrlcan system.

Another factor which places a question mark on the future
viablility of the field of fearning disabllities, according
to Marleen Pucagh,(In Franklln 1987: 163-177), s the
efflicacy of speciflc training programmes for teachers of the
Learning Disabled. Learning disabl!ities teachers estabiish

a distinct professional Identity based on their training

that puports to differ from that of regular class teachérs.v
This . Is based on the supposed need of L.D.-puplls for
speciallzed Instruction, and on the existance of lob
responsibilities that differ from those of regular
classroom teachers. Pucagh (op. clt.) bellieves that there ls
fittie justificatlion . for the continued tralning of

speciailzed education teachers for the learning disabled
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chitdren. She favours a broader training of reguiar .

classroom teachers to enable them to address the needs of .

such chlldren In the regular classroom. The need for

Specla]lzgd Educatlon, In the future, will consequently
decrease and eventually become unnecessary. However, the 
results df this study Indicate that there Is stilf a ﬁeed 
for speciallst personnel to acconmmodate the special needs of‘ 

the pupil| with learning probtems.

in South Africs, thé prevailing educational dispensation Is
the outcome of an historical heritage and subsequent
evolution which reflects the broader social context In whjch:
[t Is tocated. (Pratt, 1988). Educationally therefore DEC-HHT
has a substantial lag to make up. There are too few remedial
teachers in our schools ‘to make any Impact on the exteht-mf
the specla! educational needs. Findlngs might have been very
d!fferént had more schools benefltted from remedial

s

teaching.

Galns and McNicholas (1979) expressed simllar sentiments to
those of Pucach. As discussed earller in thls dissertation, -

they belleve children can learn thelr 3R's as effectively |

through the study of general topics as they can through an

analysis of speclfic skills and the teaching of these In
isolation. Resu!ts from fhls.study do not provide support
for thils vlewpointt Although many educators Interviewed byf
the author support the view of attending tofprocess~§ﬂ alj}
subjects, many regular class teachers feel that speﬁlalizéﬂ»{
nelp should be specifically directed at the areas of

deflcit.
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7.2.2. REMEDIAL SERVICES

The establishment of remedla!l classes with a qualified-
remedlal teacher giving assistance to puplls from Sub. A to
Std. 5 appears to be an urgent requlrement, Judging from the'

many responses by all three pgroups of educators.

The research findings indicate that the sampled educators
percelve the functlon of remedlal teachers, at primary
schools, as Including teaching and/or the provision of -

scholastic skitls ahd guldance to gall pupils In need of such

assistance, incltuding Senlor Primary chlldren who are
traditlionally excluded from remedlal education services

because of economic consliderations.

The statistlcs quoted , with permission, from the annuaf
reports of Athlone Schoo! Clinic and the Cenfre for Child
Guldance at the University of the Western Cape (Appendlx 1},
Indicate a steady increase of referrals of pupils from Stds.
3 to 5 (26,0% - 1987 to 36,1% In 1989). These Instltutions

cater for afl DEC-HR pupils on the Cape Flats. This
corroborates statements made to that effect by educators and

substantlates thelr call for remedial Intervention for these

pupils.
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Regular In-service tralning for remedial teachers |s also
well supported by _the“educatbrs. The roles of remedial

teachers, as Identified In the Ilterature and researched in

~this study, are clearly deflined as importanE services to be

provided. A number of educators_’urged - that remedial

education departments should be established at all large
schools with a remedial teacher as Head of Department. in
dlscussions on this aspect It was clear. that educators-want'

such a development to Iincrease the efflcacy of remedial

up-to-date technolfogy e.g. computer assisted remedial
teaching Is another service regarded as Important, to he_ 

provided In the near future.

The concept of- team-teaching was raised by a nhumber df-‘
remedia!l and regular class teachers (compare Ferguson and_v
Adams’.igas,-diécusslon on team teachling - Chapter 5) . Thé
provision of auxllliary services, especlally social work; lh
the schools were regarded by many educators as necessary

services. As pointed out In Chapter 3, the DEC-HR aiso

regard this as a priority and'socio—pedagogues witl form an

Important addition to support services In future.
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Algozzine and Ysseldyke (1986) and Henderson (1989), in an
effort to upgrade services, | recommend a merger between
special and regular education be made. This would ensure the

avaitabllity of ihe essentlal qualities of specliailzed
sducation to all pupils In the malnstream. They argue that
this would make all education more speclal and could
el lminate the criticisms of speclalized remedial services.
It  would no tonger |imit Identification of some puplis as

sspeclal™, but “rather recognize the unigueness of each"

(Henderson, 1888). Only one remedial teacher In thils study

subscribed to this ldea.

The Implementation of the concept of remedial-educatlon-
across-the-curriculum suguests some drastic changes. Thls
could possibly see an end to "withdrawal" methods, except In
the most severe cases. Children’s needs could be met In
classrooms. Respondents supported this kind of nminstréﬁm
support for teachers and chlldren.
A

Early ldentlfication and Intervention (as Indicated In
paragraph 2.3.) allows for more efficacious rémediation.
This implles that a larger part of :services should
concentrate thelr resources at currlcutum development at
kKindergarten 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.



Remedlal teachers, llke most professlonals, seek job

satisfaction and effectiveness. In this regard the roles & -

principal play are particularly important. "It Is Imperative' L

that learning -disabllity teachers (e.g. Remedia{ teachers)L
understand thelr principal'svreSponsibllltles and provldéﬁésj
much support as possible”, (Cheek and Lindsey, 198Ei).'.”!‘h'e.S
principal Is the remedial  professional’s prlmaryf
spokesperson. ii would therefore be expected that ﬁrlncfpa}sv
should'assertive!y and sincerely assume this responsibillfy?'
They should present remedial teachers’ views to théi
education authorities, subject adviser, parents and -
community organizations. It has been found by Cheek anﬁ u
Lindsey (1986)‘ that effective princ}pal 'anq fearn{ng 
dlsablilty teacher relationships wii! promote overail }ob'j"‘E

A

satlsfactlion and posltive student achlevement.

Table 3.2 reflects a projected total school ‘enrdllmen£ 

figure of approximately 11 385 000 for the year 2000, It is
’ \ "

envisaged by the majority of South Africans that by that

time (year 2000) this country would have a unitary state

with a single education system; ftn view of such possfble;;:

developments and taking into account the incidence of L.D. -

(rangfng between 13,9% and 21,5% according research'ln‘SQUth
Africa as discussed In Chapter 3), the author proposes a.
mode | based on findings In this study for Remedlal

Educatlion Services for the future South Africa.
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v

tt Is the author’s contentlion that the structures of the

unitary Education System should be reflected In the deslgn_}7

of the Remedlal Education Services. Decisions affecting

Remedlal‘ Services, therefore, should be taken at three ;

levels, namely :'Centrally-( by the Reriedlal Co-ordinator

and senior subject advisers) ; Reglonally ( by subject:

Hemedlial teachers and assltance teamé)f At present in DEC-

HR, all decislion-makling for the Hemédlél Services appears to
be taken at central level. Data from this study has

convlinced the author that the fluld and effective

administration of Remedlal Educatlion in the future South

Africe, could be enhanced by a structure as schematically

presented In Flgure 7.1.

7.2.2.1. A _PROPOSED STRUCTURE = FOR. _REMEDIAL —EDUCATION *

SERVICES IN_A SINGLE EDUCATION _SYSTEM_IN_SQUTH AFRICA.

i

Speclal Education is the Ideal area of education for .

inmediate integration of educational resources. The proposed :
\

mode! Includes a lonb term view and an interim proposal I

which will be phased out over a period of time. The model is

based on views expressed by respondents, which concur wlth

those of other (nfluential persons In the fleld. of

education, during personal and telephonic interviews.

Current hlerachlical arrangements are to be malntained so

that standards of services can be controlled for equitabLé

N

glstribution of resources nationwide.




FYGURE ~7.3. ROBERTS MODEL FOR THE STRUCTURE OF REMEDIAL EDUCATION SERVICES TR A SINGLE EDUCATIOR SYSTEM IN SOUTH AFRICA.
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Remediel Education and School Clinlcs should form a sub-
section of Psycholfogical ASeerces of the Department of

Education. At the highest level, the two main bomponenis

should be Clinlcal sefrvices and Teaching services so as to

offer equal opportunities for promotion and leadershipvin,f'
providing high quality assistance. This was strongly_
motivated (n questlonﬁaire reponses and Iinterviews where 
remedlal teachers complained of the lack of professional-

advancement and their subjection to psychoifogists’ control.

LEVEL | : Central Admlhistratlon (Head Office).

Remedial Teaching is to be headed by a Principal Remedial .
Co-ordinator. Such a person should be an approprlate!§ :
qualifled and an experlienced remedlal educator. !n view of
the reauirements of remedia! education (as dlscussed Jn :
this dissertatlon)i this Head should have quallifications

and experlence as a psychometrlician for the assessment and

identiflcation of puplls in need of specialized asslstance.x

School Clinlcs should be headed by a Principal Psythologlst, f
dualified and reglistered as an educatlonal psychologist withvﬁ
c!lnlcal? counselllng and remedial teaching experience. 3
Such a person should have served as School Clinic prlncipaI 

and have had extensive experlence of clinlcal Intervention.
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Close co-operatlion between those two sen'lor col!eagues,is.a;
prerequisite for efficient administration of this aréa of{
Speciallzed Education. .
It Is propeosed that the Remedial Educatlon Co-ordinator belzj
assisted by a DOeputy Remedial Subject Adviser to form the{
pollcy—makfng body of the Remedial Education Services. lt?
would be expected that, ‘together, they would be respons!b}eu
for co-ordinating and guiding atl aspeqts (includlng genera{%
administration) of Remedial Education thfoughout théf:
country. In particular, It would be expected that they;i~-
design in in-service training courses « for .upgrédingl¢
knowledge and skills throUgh workshops and semlnars regulapii'
as well as newsletters with lnfofmatlom about néw\remed!ai;':
techniques and strategles (e:g. advances In computer
esslsted.vteachlng and electrohlc media teaching - 'e.g;j
te!evlsloni . These, It Is proposed, should be done in bo;fﬂf
operation and conjunction with réglonal and national SpeciafﬁJT
Education and professiongl organisatlbns e.qa. Souihern€ j
African Association for Learning | and Educatfonalf, 
D!ssabilltlés, Specialised Educatlion (Remedial) departmentsr;
at universities, research institutions e.g. Human Sciences
Research Councl!, School Clinlcs and the sOcIo—pedégogues ofi

the Department.

In the case of the Principal Psychologist (Schoot~Ciinicsy?7
assistance should be provlded at this tevel by appropriately

qualified Senlor Psychologists; They would be résponsibie
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/
‘for the work done at School Clinics. There shoufd be close -
[lalson with school psychologists at the other'levals and;‘

Iinteraction wlth soclo—pedagogues and Remedlal Advisers.

Pl

MR

Few practlical recommendations emanated from interviews In o

this study.

LEVEL 11: Regional

7

Decentralisation would ensur% éffective service to all .

areas of the country. This might be on a regional basls

(possibly ~on the basis of  geographlc or provincial -

boundarles) or on a numerlical basis. The Remedia! Education‘ 'i-w

Services of each- region could be headed by a Senlor Subject :

Adviser assisted by Subject Advisers (the number ‘of which

will depend upon the size of the region and the number of

puplis enrolled at primary schoolis.

The functions of these speclailsts would primarily encompass',

remedial work based on !imited psychometric assessmenps'(in};”

N

close co-operation wlth school &and/or school cllnlg.;,“

" psychologists); guldance and support for Remedial teachers" _q.

(Level [I1); evaluation of Remedial teachers for promqtlonf
purposes; placement, remedial retention and remedlal
phasing-out decislions in consultation with ‘Head of

Department (Remedial!) or Remedial teacher(s) and other such .

dutles as may be assigned to them by Level | educators.

\




‘Tnterventlons not avallable at schools e.g. wudiometry and -
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ThereAshouId be a close recliprocal working relationshin and

Iinteractlon -between Subject advisers and socio—pedégogues

and Schoo!l Clinic personnel.

Soclo-pedagogues (also referred to as Teacher Soclalf

Workers) should also be depioyed on a regional basis. Theifl

vt

functions would comp!ement'_and aqsist Teééhers‘-and
Clinicat personnel with all soclallyrreiated schoiasfib'
probiems e.g. schoo! refusal, poor éome conditloﬂs and
environment, deprivation, poverty,'i malnutrition and

pathological famiiy dynamlcs. Difficult cases are -to be .

referred to appropriate agencles.

School Clinics would handie particular cases refefréd»to5

them for of psycho-clinical services, and interdlschlinafy‘“‘

speech therépy‘

LEVEL 11t: Local

7

Research findings In this investigation “indicate that

Remedial departments at schools should be Iled by a Head df 

Department:. Such personne! are thus pvoposed for -all
. i
primary, speclal and GChildren's Act schools. Remedial

teachers at these schools would be responsible for assisting

didactical remedial cases. At ‘high schools {eacher—‘

psychologists should be responsible for vocational and -

career guidance of puplls.
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LEVEL IV: Interim

in view of the wide spread need and the paucity of

rescurces, the unitary Department should as an Interim .

measure utllise middie level Remedlal Teachers through In--
service tralning to cope with the immediate need of the maﬁy
puplis. This Is to be phased out In due course. The teachers
will be responsible for dlidactical remedial cases and

" organising T.A.T. and D.A.G.'s.

Roles fulfilled by Remedial! teachers, In particular, should - =

provide an effective response to the numerous. problems of.;
the different societies In South Africa. The particularv7 
expertise of Remedlal teachers will become more'valuabie 165
the provision of functlonal titeracy, problem—sqfving skills
and communicatlon skills as found in the Cosford '(1988)-

study. GCosford found that there 1Is & need for language

communication and auditory skifls for L.D. pupilsﬁ1 

(especlially Dboys). The acquisitfon of the above - mentioned’
skilts by puptts (Including L.D;’s) could lead to personal
self fulfiliment and equlip theh with adequate skllls to maké'
slgnificant contributlons to the economic growth of the.

country.
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Announcements and developments in political circles appear
: fo point towards wnegotiated political settiements for the

future democratic South Africa. This has Implications for

[ts future educatlonal system. Educators Interviewed:as~weilgﬂ
as pronouncemen%s from & varlety of platforms supgest that.

ptanning should be dlirected towards a unitary 7Edqcat!én'

System. Judging from recent public declarations |t appeafs
that such a development is also supported by the State -

which signals a major shift In Government pollicy.

7.3. SUVMMARY AND CONCLUS|ON

i

It has been the purpose of this research to I!luminate sgmev3*

of the issues Involved in the provislon of appropriate.

services by the DEC-HR for -all -children with speclal

educational needs of the Learning Dlsabiiity type.

Although, to date, no acceptably "perfect“ definition for:

L.D. has emerged researchers have tried to ldentlfy_¢" 

particular criterla for classification as L.D.. It 1is

generally accépted that puplis included in the category are:

capabie of responding posl;fvely to remedlal teaching énd:'

this research has attempted to highlight ‘the most'effectlve

strateglies as viewed by the sampled groups.
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The process of early Interventlion as mentioned in this sfudy'
could allow the'pupils to galn soclal ékllfs which up to now
have not been avallable to them, In order that they might
match the clrcumstances for the roles of a ‘mainstream’
existence. For this reason diagnostic and remedial
Intervention need to be dlirected toward both pupils and

teachers.

't appears that for mainstreaming - of the L.D. to .be'
effective, Interactlon between Improved measurement devices,
remedfal technigues, Improved-tgacher tralning and carefql_f 
managemeﬁt of flnanclal.resources, Is required. The spendlng-
of money on Speclallised Education In the malnétream Would'

allow for more shd better remedlal teachers who would make -

major contributlons to solving the huge educatlion probremsj ,'

In South Africa. Being removed from the control of the

Psycho!ogists would allow advancement to remedial -teachling
in Its own right l.e. educational assessment and'teachfngf
Close {inks and co-operation wlth psycﬁologists l.e
assessment and therapy and also with socio-pedagogues for

ecologlcal Interventlion must be maintained.

[t could be concluded from respondents’ comments that
children with speciallsed educational needs e.g. L.D.-

children, should be kept [n the mainstream of education,

with the necessary support. Provision should be made in >f74'“‘

paratiel educational streams for children with exceptfonal.-
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educational needs . e.g. mentally retarded, ~physically
disabled etc. The movement of étudents between maln and

parallel streams should always be posslble.

Since the LTD. child eventualiy has to find his/her own way
and establish him-/herself as an adult in the community, ;

where he/she should be {ndependent as possibie, the alm s

to keéep the schotar with L.D., insofar as. it is

educatlionally Jjustifiable, In the mainstream of education

with the necessary support structures. It Is hoped‘that Yhei
research results In this study will spawn a sincere desire’
and direction for change In the future South Africe by all’

of those concerned with educatlon and Speélalized Educatlbn,7

In particular.
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