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EXPLORING THE NOTION OF EDUCATIONAL TRANSFORMATION: 

IN SEARCH OF CONSTITUTIVE MEANINGS

Berte van Wyk

University of Stellenbosch

The need for change in higher education is recognised in order to serve a rapidly changing world. It is clear that institutions need to acquire greater flexibility and capacity to change, and transform themselves to preserve their most fundamental traditions and values (Duderstadt 2000:262). We premise our ensuing exploration into meanings which constitute educational transformation on the assumption that transformation would not be possible, or successful, outside of the democratic context of our country. Educational transformation is not only aided by democracy, but in turn, provides impetus to the democratisation of other spheres of society.  Consequently, we explore educational transformation along democratic practices which include, equity and redress, critical inquiry, communicative praxis and nation building. 

WHAT CONSTITUTES TRANSFORMATION?

Educational transformation implies fundamental change, as opposed to mere reform (an example is the Education Renewal Strategy of 1992 which proposed renewal under apartheid legislation) or superficial or cosmetic change. We want to develop this notion even further by describing transformation as democratic change. Transformation is embedded in a political, social, cultural and economic context. Political change, from apartheid to democracy, is the primary vehicle for social, cultural and economic transformation.    

The vision for the transformation of the higher education system in South Africa is articulated in the Education White Paper 3: A Programme for the Transformation of Higher Education of 1997. Central to this vision is the establishment of a single, national co-ordinated system, which must meet the learning needs of citizens and the reconstruction and development of society and the economy. The National Plan for Higher Education (2001) outlines the framework and mechanisms for implementing and 
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realising the policy goals of the White Paper. The core intent of these policies, articulated by eight conditions, are encapsulated in the following two paragraphs.  

The transformation of the higher education system and its institutions requires (White Paper 3 1997:5-6):

· Increased and broadened participation. It refers to increased access for black, women, disabled and mature students.

· Responsiveness to societal interests and needs. The needs of an increasingly technologically-oriented economy must be met by providing research, highly trained people and the knowledge to equip a developing society.

· Co-operation and partnerships in governance. This relates to a reconceptualisation of the relationship between higher education and the state, civil society, stakeholders, and among institutions. 

The National Plan (2001:14-15) addresses five key policy goals and strategic objectives central to achieving the overall goal of transformation. These are:

· To provide increased access to higher education to all irrespective of race, gender, age, creed, class or disability and to produce graduates with the skills and competencies necessary to meet the human resource needs of the country.

· To promote equity of access and to redress past inequalities through ensuring that the staff and student profiles in higher education progressively reflect the demographic realities of South African society.

· To ensure diversity in the organisational form and institutional landscape of the higher education system through mission and programme differentiation, thus  addressing regional and national needs in social and economic development. 

· To build high-level research capacity to address the research and knowledge needs of South Africa.

· To build new institutional and organisational forms and new institutional identities through regional collaboration between institutions.

A cursory glance of the literature reveals there are many concepts in use to describe changes in education.  There include, reform (Mauch & Sabloff 1995, Eisemon & Holm-Nielsen 1995, Switzer 1996, Kogan & Hanney 2000), change (Hirsch & Weber 1999, Brennan et al. 1997, Meyerson 1998, Ramaley 2000), reconstruction (Cuthbert 1988, Donaldson 2001) restructuring (Eggins 1988, Gumport 2000), and transformation (Harvey & Knight 1996, Matthews 1998, Duderstadt 2000, Waghid 2000, van der Merwe 2000, Eckel 2001). There are many debates on the concept, and we shall firstly focus on those in South Africa.

Transformation, as expressed in the Education White Paper 3 (1997), captures the objective to break with the apartheid past, while acknowledging some of the contributions and strengths of the old (apartheid) system (Moja & Hayward 2000). Waghid (2002:459) asserts that transformation in higher education involves a process of new knowledge production, reflexive action, which means seeing new problems and imagining new ways 
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of approaching old problems and, deconstruction and reconstruction or constant exploring beneath surface appearances to respond to a future that cannot be imagined. Van der Merwe (2000:82) follows the same argument  when he says: Transformation requires a paradigm shift, the abandoning of old ways of knowing and doing and the adoption of a new, broader definition of reality. Transformation takes place at different levels: governance, demographics, core institutional functions, vision/mission and organisational culture (Fourie 1999:277).

Transformation is meant to be a fundamental and deep-rooted restructuring process ultimately directed at national development. It means a substantial and meaningful degree of popular participation in key initiatives. This means empowering the disempowered, i.e. the reorganisation of power relations which focuses on common interest rather than special interest. Moreover, it addresses the issues of gender and racial equality. When applied to the role of universities Fehnel claims that it alludes to the bringing about of fundamental changes in the system of higher education in South Africa in order to adapt to the transformative national and regional realities of the 21st century (Higgs 2002:12). 

In the United States of America (USA), the term transformation has been used to differentiate it from other types of change, such as adjustments, innovations, isolated, and surface-level change (Eckel 2001:110). Transformation is a process of transmutation of one form into another (Harvey & Knight 1996:10). In the educational realm this refers, in part, to changes in the knowledge and abilities of students – the development of domain expertise – but it also refers to the process of coming to understand. The idea of critical transformation sees quality in terms of the extent to which the education system transforms the conceptual ability and self-awareness of the student (1996:11). Transformation is not just adding to a student’s knowledge or set of skills and abilities. At its core, transformation, in an educational sense, refers to the evolution of the way students approach the acquisition of knowledge and skills and relate them to a wider context (1996:12).

Transformation (Green & Hayward 1997:6) implies rethinking rather than tinkering – reexamining the ways of conducting the business of higher education and altering fundamental aspects of its structure and operation.  According to Dolence and Norris (1995:20) transformation is not a purely linear process, but rather, four interlocking sub-processes:

1) realigning higher education with the Information Age;

2) redesigning higher education to achieve this realignment;

3) redefining higher education to achieve this realignment vision; and

4) reengineering organisational processes to achieve dramatically higher productivity and quality. 

A certain level of clear strategic thinking and fundamental realignment must precede and shape the processes of redesigning, redefining and reengineering. All four components must eventually work simultaneously. These four processes are interconnected, perpetual and mutually reinforcing. My emphasis is on understanding the process of 
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transformation, to this end Dolence and Norris posit that understanding the characteristics of the four components can illuminate the pathways to transformation, and enable educational leaders to redirect campus processes and resources to transformative ends.    

Duderstadt (2000:268) poses the critical question: How does an institution as large, complex, and tradition-bound as the modern university transform itself to fulfil its mission, achieve its vision, and move forward its strategic intent during a time of great change? Some people contend that major change in higher education can occur only when driven by forces outside the academy, which is particularly true in the South African situation. Government set the tone by producing various policies to compel universities to change. From transformation efforts at the University of Michigan and the experiences of other organisations in the private and public sector, Duderstadt (2000:269-70) identifies several features of the transformation process that should be recognised at the outset:

· It is critical to define the real challenges of the transformation process properly. The challenge is neither financial nor organisational, it is the degree of cultural change required. We must transform rigid habits of thought and organisation that are incapable of responding to change rapidly or radically enough.

· True faculty participation in the design and implementation of the transformation process is necessary, because the transformation of faculty (faculty is an American term which refers to academics in the South African context) culture is the greatest challenge of all. The creativity and the commitment of the faculty are essential to success. Policies come and go but change happens in the trenches where faculty and students are engaged in teaching and research.   

· The involvement of external groups is not only very helpful, but also necessary to provide credibility to the process and to assist in putting controversial issues on the table (e.g., tenure reform).

· Universities, like most organisations in business and government, are rarely able to achieve major changes through the motivation of opportunity and excitement alone. It often takes a crisis to get the community to take the transformation effort seriously, and sometimes even this is not sufficient.

· The president (the Rector in our context) must play a critical role as leader, educator, and evangelist in designing, implementing and selling the transformation process to the entire university community. 

The transformation process must encompass every aspect of institutions, including the mission of the university, financial restructuring, organisation and governance, general characteristics of the university, intellectual transformation, relations with external constituencies, and cultural change (Duderstadt 2000:270). The most important objective of any broad effort at transformation is not so much to achieve a specific set of goals, but rather to build the capacity, the energy, the excitement, and the commitment to move toward bold visions of the university’s future. The real aims include removing the constrains that prevent the institution form responding to the needs of a rapidly changing 
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society, removing unnecessary processes and administrative structures, and challenging, exciting, and emboldening the members of the university community to view institutional transformation as great adventure. To this end, Duderstadt (2000:271-72) suggests that a possible approach to transform would include the following steps: 

Step 1: Commitment at the top

The senior leadership of the university must buy into the transformation process and fully support it. The governing board (Council) must support, or at least not resist, the transformation effort. I regard commitment at the top as crucial. University managers are well placed to influence academics and other sectors of institutions and create the energy to deal with issues.  

Step 2: Seeking Community Involvement

It is important to provide mechanisms for active debate concerning the transformation objectives and process by the campus community. Effective communication is critical for the success of the transformation process. 

Step 3: Igniting the Sparks of Transformation

Individuals at all levels of the university must be identified to become active agents of transformation. Leaders must be selected (executive officers, deans and directors, chairs and managers) who not only understand the profound nature of the transformations that must occur in the years ahead, but who are effective in leading such efforts.

Step 4: Controlling and Focusing the Transformation Agenda

Since the transformation of a university is broad and multifaceted, part of the challenge is to focus members of various constituencies on those aspects of the agenda that are most appropriate for their attention.

Step 5: Staying the Course

Large organisations will resist change, they will try to wear leaders down, or wait them out. Leaders throughout the institution must carefully consider the issues compelling change, and be encouraged to board the transformation train.    

This concludes my preliminary analysis of the concept of transformation, as the various pronouncements are adequate in building an understanding of the concept. The ideas of Higgs, Waghid, Harvey and Knight, Duderstadt, Green & Hayward, and others, confirm that transformation is complex, fundamental and deep-rooted and relates to a wide range of issues such as governance, mission, finance, culture, external stakeholders, quality, gender and intellectual property. Educational transformation is a worldwide phenomenon experienced by many universities. This brings us to a discussion of logically necessary conditions which have to exist before educational transformation can occur. 

LOGICALLY NECESSARY CONDITIONS OF EDUCATIONAL TRANSFORMATION 

The four conditions we have identified as critical for educational transformation include the following: equity and redress, critical inquiry, communicative praxis and nation-building.   
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Equity and redress 

Equity has been a cornerstone of educational policy since the inception of publicly funded mass education systems during the nineteenth century.  Equity means fairness, but fairness is a two-edged word.  Being fair involves both giving to each according to the common lot (horizontal equity) and giving to each according to need and merit (vertical equity). Equity raises questions of redistribution, of reshaping the way in which resources are allocated, of tampering with the existing economic pie (Paquette 1998:41).   

At this stage we want to distinguish between equity and equality.  Iris Young makes the point that equality refers not primarily to the distribution of social goods, though distributions are certainly entailed by social equality. Equality refers primarily to the full participation and inclusion of everyone in a society’s major institutions, and the socially supported substantive opportunity for all to develop and exercise capacities and realize their choices (1990:173).  We regard political equality, which have achieved with the adoption of our new Constitution, as necessary in order for equity to be established. Andrew Donaldson views equity as a commitment to equality of educational opportunity (2001:64). Samoff argues that equity refers to justice, whereas equality refers to the principle of sameness (Sayed & Jansen 2001:253).  Equity, according to Samoff, includes the distribution of educational services so that all may be able to be equal.  Equity in this approach can be perceived as a strategy to achieve equality.  This differs somewhat from my view that political equality serves as a vehicle to achieve equity. For Samoff, equality implies that in a democratic system non-one should be treated differently. 

We want to start the discussion on redress by considering the Principle of Redress as articulated by John Rawls:  

This is the principle that undeserved inequalities call for redress; and since inequalities of birth and natural endowment are undeserved, these inequalities are to be somehow compensated for. Thus the principle holds that in order to treat all persons equally, to provide genuine equality of opportunity, society must give more attention to those born into the less favourable social positions.  The idea is to redress the bias of contingencies in the direction of equality.  In pursuit of the principle greater resources might be spent on the education of the less rather than the more intelligent. At least over a certain time of life, say the earlier years of school (Gorr 1991:43).

The Principle of Redress touches on several aspects that deserve closer examination. The first is that of undeserved inequalities. Our observation is that the black majority in South Africa have suffered from undeserved inequalities.  An injustice was done, which resulted in such inequalities. Our second point is that redress must address the bias in the direction of equality. With his careful formulation John Rawls acknowledges that equality may never be achieved, but there must be movement in that direction. Our final point relates to the issue of allocation of resources. It is well documented that under apartheid resources allocated favoured whites and disadvantaged other groups. A logical step of redress will therefore be to allocate more resources for blacks to allow them entry into higher education.   
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The last part of this section deals with two further aspects of equity and redress.  The first is the issue of distribution, which relate to distributive justice, and secondly there is the issue of affirmative action.   

Distributive justice

In the South African context, the idea of justice and equality as differential distribution stands in contrast to the notion of equity and equality as uniformity and standardisation across the education system.  This conception of equity and equality excludes any consideration of difference as a criterion of provision.  For example, it extricates race as a category of provision and policy analysis (Sayed 2001:254).  Sayed notes that this conception does not imply redistribution in the sense of taking away from others, specifically the privileged white minority. The conditioning of distributive justice means bringing everyone up to a certain level (however defined) without taking away from anyone. The only way we see this vision to be realised is to radically increase resources to address the historical backlogs of the black majority.     

How can distributive justice at universities lead to educational transformation?  Brian Barry regards distributive justice as an attribute of institutions (1989:355).  He argues that an institution can be considered just or unjust.  When we ask about the justice of an institution we are inquiring into the way it distributes benefits and disabilities, privileges and disadvantages, equal or unequal opportunities, power and dependency, wealth (which is a right to control the disposition of certain resources) and poverty.   The judgement that an institution is unjust must count very strongly against its overall acceptability. We can now conclude that a just institution must therefore aim to eradicate racial, gender and historical imbalances. On the other hand, it will be unjust to continue to exclude marginalised groups. To do justice, affirmative action must be practised, which is the focus of the next sub-section.       

Affirmative action 

Iris Young argues that affirmative action is an instance of the application of the distributive paradigm of justice (1990:193-225).  It defines racial and gender justice in terms of the distribution of privileged positions among groups, and fails to bring into question issues of institutional organisation and decision-making power. She questions the assumption that positions should be distributed according to merit by measuring the individual technical competence of persons and awarding the most competitive positions to those judged most qualified according to impartial measures of such competence. Merit is therefore not unproblematic. She argues that impartial, value-neutral, scientific measures of merit do not exist, and that a major issue of justice must be who decides what are the appropriate qualifications for a given position, how they will be assessed, and whether particular individuals have them.  

To relate to what Young is saying, we will consider staff appointments at universities.   Generally speaking, there is a view that there are not enough competent black academics to fill available positions.  It is argued that this hampers staff equity. Iris Young is asking who decides on these matters, etc. Our concern is what is being done to rectify the
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shortage of black academics? It arises from the observation that apartheid deliberately affirmed white Afrikaners to raise their social and educational status. Iris Young argues that since affirmative action programs require that racially or sexually preferred candidates be qualified, and indeed often highly qualified, they do nothing directly to increase opportunities for blacks and women whose social environment and lack of resources make getting qualifications nearly impossible for them. 

We favour of affirmative action for two reasons, of which the first is that it compel institutions to change. The second is related to justice in that institutions can, through affirmative action, demonstrate their commitment to correct the wrongs of the past. In essence, distributive justice and affirmative action are meanings which constitute the condition of equity and redress, necessary before educational transformation can occur. 

Critical inquiry

The condition of critical inquiry is rooted in critical theory.  Critical theory wants to explain a social order in such a way that it becomes itself the catalyst which leads to the transformation of this social order. How can an explanatory theory accomplish this? Brain Fay explains that critical theory requires liberation from a social order occur partly as the result of the absorption of itself by its audience – that liberation result from the enlightenment of the subjects of critical theory. Such a process of enlightenment is sometimes called raising the consciousness of the oppressed. But enlightenment by itself, Fay argues, is not enough. To have the practical force it requires, critical theory must become an enabling, motivating resource for its audience – it must empower them. This empowerment has emancipation as its goal (Fay 1987:27-29). A critical theory is propounded with the specific end in mind of providing people with a systematic critique a systematic critique of their own self-understandings and social practices in order to provide them with the knowledge on the basis of which they can change the way they live (1987:39).  The term critical theory is ineluctably connected with the Frankfurt School (principally the social theorists Horkheimer, Marcuse, Adorno, and Habermas).  Critical theory is a special term that is self-conscious about its historicity, its place in dialogue and among cultures, its irreducibility to facts, and its engagement in the practical world (Calhoun 1995:11). 

Two key points emerge from the above discussion. One relates to emancipation.  The emancipatory interest is the guiding interest of critical theory and of all systematic reflection, including philosophy (Roderick 1986:57). If we contrast critical theory with apartheid education, then the latter aimed to make black people subservient. It did not want blacks to question the status quo; it did not want blacks to become critical thinkers. It is thus appropriate for us in a democratic dispensation to consolidate the gains of political liberation by embracing critical theory at our universities. By doing so universities can produce a new type of graduate that can function more productively in the real world. A second issue is that critical theory offers the alternative of emancipating people by providing them with the knowledge to change their own lives.  
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Communicative praxis

In this section we examine the role that communication can play in achieving educational transformation. We have chosen Jűrgen Habermas’ Theory of Communicative Action as a focus for this discussion. Contrary to his title, we chose Communicative Praxis as the topic for this section. Our reason is that Habermasian action denotes specific forms of communication which he calls islands in the sea of praxis (Outhwaite1994:112). In this sense, praxis can be viewed as the broader picture in which action is embedded.  Communicative action can therefore be seen as part of praxis, hence our title. Higgs (2002:15) confirms that philosophically, communicative action is more properly called communicative praxis.  

Praxis means reflective activity. It does not include instinctive or mindless activity like sleeping, walking or undertaking repetitive work tasks.  Praxis is what changes the world, so Harvey claims. For the critical social researcher knowledge is not just about finding out about the world but is about changing it.  It is important that critical social research engages praxis. The critical social researcher is not interested in the specific actions or reasons for action of an individual, as they are simply indicative of social groups operating within an oppressive social structure and/or historical juncture. Critical social research must take into account that changes in social formations are the result of praxis. Harvey suggests that critical social research is as much about questioning the nature of knowledge as it is about the critique of knowledge.  Knowledge changes not simply as a result of reflection but as a result of activity too.  This ties in with our argument that rethinking must not just be a passive process, but must be geared towards action.  Knowledge changes as a result of praxis. The activity of engagement is at the root of further development of knowledge (Harvey1990:22-23).

Habermas insists that communicative action is not identical with communication, though it takes place by means of communication: it designates a type of interaction that is coordinated through speech acts and does not coincide with them (Outhwaite 1994:72). This means that not every form of communication is communicative action.  I regard this as a very important distinction. We shall will now attempt to demonstrate the meaning of communicative action is, as advocated by Habermas. 

A speaker tries to reach understanding with another person through a speech act.  A speech act situates the linguistic expression in relation to the speaker, in relation to the hearer, and in relation to the life-world (Habermas 1998:246). Speech acts serve generally to coordinate actions through making possible a rationally motivated agreement between several actors; the two other forms of language – representation and expression – are also involved in this. For the ideal speech situation, and along with it, for the achievement of a discourse, Habermas gives four conditions derived from the classes of speech acts named:

1. All potential participants to a discourse must have the same chance to employ communicative speech acts so that at all times they may open discourse, as well as perpetuate it through address and reply, question and answer.
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2. All participants in a discourse must have the same chance to put forward interpretations, assertions, recommendations, explanations and justifications, and to problematise their validity claim, to establish or reject it, so that no preconceived opinion escapes discussion or criticism for any length of time … 

3. The discourse allows only for speakers who have an even chance as active subjects to employ representative speech acts, that is, those who can express their views, feelings and wishes …(This is the guarantee) that the active subjects are true to themselves, also as when they function as participants in the discourse, and they make their internal nature transparent.

4. The discourse allows only for speakers that have an even chance as active subjects to employ regulative speech acts, that is, to command and to resist, to allow and to forbid, to make and retract a promise, to account for something and to owe an explanation (Horster 1992:34).


Drawing on his account of the communicative competence of social actors, Habermas distinguishes between action oriented to success and action oriented to understanding and between the social and non-social contexts of action.  Action oriented to success is called instrumental by Habermas when the action can be understood as following technical rules and can be evaluated in terms of efficiency in dealing with the physical world (a nonsocial context). Action oriented to understanding, which can only take place in a social context, Habermas calls communicative action.  Communicative action occurs when social intercourse is co-ordinated not through the egocentric calculations of the success of the actor as an individual, but through the mutual and co-operative achievement of understanding among participants (Roderick 1986:109). 

A key concept in Habermas’s communication theory is that is life-world.  According to Husserl the life-world consists of individual skills, the intuitive knowledge of how one deals with a situation; and from socially acquired practices, the intuitive knowledge of what one can rely on in a situation, not less than, in a trivial sense, the underlying convictions (Hortser1992:21). Human beings’ communication with one another is only possible in the trusted surroundings of life-world; moreover, knowledge of the life-world is contained in language. Thus, in the process of communication, we have at our disposal a comprehensive surrounding for our life-world. With the increasing rationalization of the life-world, the underlying convictions contained in language can be brought to discussion and made the object of scientific examination. The components of the life-world – culture, society, and personality structures – form complex contexts of meaning that communicate with one another, although they are embodied in different substrata (Habermas 1998:249). Cultural knowledge is embodies in symbolic forms – in objects of utility and technologies, in words and theories, in books and documents – just as much as in actions.  Society is embodied in institutional orders, in legal norms, or in webs of normatively regulated practices and customs. Finally, personality structures are embodied in the substratum of human organisms.

Outhwaite (1994:112) states that although Habermas’s detailed arguments for the primacy of communicative action are not entirely successful, he has surely identified an 
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important sphere of human action which connects in important ways with our intuitions about consensual decision making and participatory democracy, as well as about our use of language. This connection between communicative action and participatory democracy interests me greatly. I can see where he draws this conclusion from, as Habermas makes clear reference to representative speech acts as a condition in the third class of speech act of the ideal speech situation. 

Moreover, communicative praxis is internally connected to communicative rationality, a central concept in Habermas’s attempt to provide a normative foundation for critical social theory (Roderick 1986:11). Communicative rationality is expressed in the unifying force of speech oriented toward securing understanding. The communicative use of linguistic expressions serves not only to give expression to the intentions of the speaker but also to represent states of affairs (or to presuppose their existence) and to establish interpersonal relations with a second person. A three-fold relation exists between the meaning of a linguistic expression and (a) what is intended by it, (b) what is said in it, and (c) the way in which it is used in the speech act. With his speech act, the speaker pursues his aim of reaching understanding with a hearer about something. The speaker has an illocutionary aim: the speech act is first of all supposed to be understood by the hearer and then – so far as possible – accepted (Habermas 1998:315-316).

The concept of communicative rationality may be explicated formally in terms of the different modes of argumentation appropriate for evaluating the validity claims raised in connection with the three dimensions of communicative action: external nature, society, and internal nature (Roderick 1986:114). In communication directed at external nature (the cognitive-instrumental sphere) rationality consists in expressing grounded views and acting efficiently and includes the ability to learn from mistakes. The mode of argumentation proper to this dimension is theoretical discourse in which controversial truth claims are made thematic. In communication directed at society (the moral-practical sphere) rationality consists in justifying actions with reference to established norms, in acting prudently in situations of normative conflict, and in judging disputes from the moral point of view’ oriented to consensus.  The mode of argumentation proper to this dimension is practical discourse in which claims to normative rightness are thematised. In communication directed at internal nature (the evaluative and the expressive spheres), rationality consists in interpreting the nature of your own wants and needs (as well those of others) in terms of culturally established standards of value, and even more so, in adopting a reflective attitude to the standards of value themselves. Here we cannot expect universal assent, so the mode of argumentation is not discourse but aesthetic criticism in which the adequacy of value standards is made thematic. 

For Habermas, the arguments reproduced in the psychoanalytic dialogue also belongs to this dimension (internal nature). In this context, rationality consists in being willing and able to free oneself from illusions due not to factual error, but to self-deception.  The mode of argumentation here is therapeutic critique which serves to clarify systematic self-deception. Finally, in communication directed at language itself, rationality consists in overcoming disturbances to communication through a readiness to come to an 

INTERNATIONAL JOURNAL OF SPECIAL EDUCATION



       Vol 18, No.2.

understanding and reflection on linguistic rules. Both the comprehensibility of symbolic expressions and the meaning of these expressions may be reflectively examined.  

Hence, the condition of communicative praxis can be understood in terms of the following concepts: reflexivity, engagement, understanding, discourse, democracy, freedom, and agreement or consensus. Without these constitutive meanings, educational transformation cannot be said to happen.  

Nation-building

Historical precedents show that nation-building can be reconciled with democratic government. There can also be undemocratic nation-building that ranges from subtle discrimination to genocide. Aspects of nation-building that merit attention in the South African context are community reconciliation and a culture of tolerance as a prerequisite for democratic nation-building (Rhoodie & Liebenberg 1994:3-4).

There are various modes of nation-building (Schlemmer 1994:461-466). The first mode is that of reconstructing the formal machinery of the state in such a way as to accord all citizens equal rights and status.  For those citizens who accept the concept of a single system of government, these new provisions can be considered as laying the structural basis of a nation.  In terms of a second mode the government of a new state will seek to employ various mobilising strategies to create a unifying consciousness or sense of national community.  This can be achieved through the use of national symbols, festive events, monuments and patriotic rhetoric. 

We shall briefly discuss several constitutive meanings of nation-building identified in the above discussion. These include: truth and reconciliation, citizenship, and tolerance. 

Truth and reconciliation 

There is no clearer demonstration of the importance of truth and reconciliation in the new South Africa than the formation of the Truth and Reconciliation Committee (TRC). The TRC was geared not only towards building a state of right, but also towards using human rights talk to construct a new national identity. After the TRC was established in late 1995, the language of reconciliation and rights talk more generally became synonymous with the term ubuntu. Ubuntu is used to define just redress so as, in Tutu’s words, to go beyond justice to forgiveness and reconciliation (Wilson 2001:9-11). Ubuntu imply both compassion and recognition of the humanity of the other (Asmal et al. 1996:21). The complexity of the concept of truth resulted in the TRC adopting four notions of truth: factual or forensic truth, personal or narrative truth; social or dialogue truth, and healing and restorative truth (TRC Report, Vol 1, 2002:110).  For Gadamer, truth (certainly political and social truth) is the result of an openness and a willingness to reach agreement in dialogue which does not foreclose the possibility that the convictions of others could be right (Roderick 1986:68). 

The notion of reconciliation we wish to introduce is that of healing of the wounds.  This notion is underscored by the titles: To remember and to heal … (Botman 1996) and The healing of a nation? (Boraine 1995). Our thesis is that apartheid atrocities left many 
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wounds on the black majority, and reconciliation is needed to heal those wounds. In the political context, reconciliation is a shared and painful ethical voyage from wrong to right, and also a symbolic settling of moral and political indebtedness. It is, as Andre du Toit puts it, a conscious and justified settling of accounts with the past (Asmal et al. 1996:47). Genuine reconciliation involves moral and political restitution in the sense of the German term wiedergutmachung, which means to make good again.  We agree that we cannot really embark on the process of making good the history of South Africa unless we acknowledge precisely what bad there is to undo. 

The TRC may have concluded its work, but the process of truth and reconciliation is not completed.  While universities have not been under the spotlight of the TRC, they are certainly not exempted from their responsibility to contribute to nation-building.  

Citizenship  

Citizenship can be defined as an ensemble of rights and obligations that determine an individual’s access to social and economic resources.  Citizenship is itself one of the most important resources which a society ascribes to a person as a legal personality. This juridic identity is part of a civil society organised around a set of values that can broadly be defined as civic virtue. Citizenship can be seen as: (1) an inclusionary principle for the distribution and allocation of entitlements, and (2) an exclusionary basis for building solidarity and maintaining identity (Turner 2000:23). 

Citizenship is a valuable practice and it is desirable for people to function effectively as citizens. According to the liberal conception citizenship should be understood as a set of rights and corresponding obligations enjoyed equally by everyone who is a citizen of the political community in question (Miller 2000:82). To be a citizen is to enjoy rights to personal security, to freedom of speech, to vote and so forth; correspondingly one has to an obligation to keep the law, and generally not to interfere with others’ enjoyment of their rights. Central to the liberal view is the idea of a fair balance of rights and obligations: this is expressed in the now-classic exposition by T.H. Marshall and more recently in the work of John Rawls. Parekh (2000:183) and Carens (2000:213) maintain that citizens should enjoy equal rights. 

By contrast, the republican conception, while not denying the importance of citizen rights, places more weight on the idea of the active citizen who takes part along with others in shaping the future direction of his or her society through political debate.  Citizenship here is less a legal status (though it must of course be that too) than a role which the citizen assumes as a full member of the community. To be a citizen one must think and behave in a certain way: one must have a sufficient measure of what the older republican tradition called public virtue (Miller 2000:82).

Geoffrey Stokes (2002:29-43) deals with citizenship in a very novel way by defining it in terms of democratic theories. For him, the practice of good liberal democratic citizenship is largely confined to the requirement of voting in elections and possibly serving on juries. In this model, most citizens give up their power to govern to representatives and merely give periodic consent to governments formed by their representatives. 
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The ideal republican citizen is one who is imbued with civic virtue, which means giving priority to the public (civic) good over one’s private interests.  The ability to maintain a critical and reflective distance from one’s own interests and desires is a central feature. The good developmental citizen participates in political activity wherever possible, at all levels within a polity. Citizens will vote in elections, but also participate in the other non-political associations of civil society. The ideal citizen in a deliberative democracy is an active one enquiring many diverse capacities. Central is the ability to engage in dialogue and communication. Ideally, citizens do not form their preferences solely according to their previously established statutes, role or identities. As well as the ability to listen carefully to others, and open themselves to revisions of their earlier position and interests, citizens need to have the moral strength to accept the decisions arrived at.  In sum, some people think of citizenship mainly in terms of duties and rights (the liberal conception), others think of it as involving community membership and a responsibility to promote the community’s welfare actively (the republican conception). With regards to educational transformation, citizenship is very important in the building of nationhood. Universities must educate citizens so they can lead a productive life, and build a society based on respect for differences.   

Tolerance

Tolerance occupies an ambiguous position in political life (Phillips 1999:126). John Horton describes the core conception of toleration as a deliberate choice not to interfere with conduct of which one disapproves. Tolerance seems to depend on defining an appropriate arena within which people can express the opinions and pursue the activities of which others disapprove. For us, tolerance becomes necessary as people interact and participate in public activities related to educational transformation. Where a public opinion is expressed, a citizen has to mindful that, as we live in a multicultural and diverse society, not all people share the same views and cultural understanding.  Apartheid has created a racially polarised society, and tolerance is a necessary condition for citizens to live in harmony and peace. Festenstein (1999:149) explores tolerance where people debate and discuss publicly in a more formal manner. This area is important as it expose contradictions more sharply. Also, this area may be more applicable to educational discourse. Participation in public deliberation does not only require toleration, in the sense of passively permitting another person his/her views, it also requires civility or deliberate inclusion: that we make the effort to listen to, and comprehend, different views, with the aim not only of putting across our own reasons and arguments but of reaching an agreement (consensus).   

Conclusion

This article shows that educational transformation is a complex phenomenon, and the analysis thereof has occupied many theorists.  It is also an international phenomenon, which seems to touch almost every aspect of the university.  In our analysis of transformation we attempted to explore logically necessary conditions of the condition. Unless these conditions exist, educational transformation would be difficult to implement or happen. Hence, without transformation South African universities are unable to meet the needs and demands of our new democracy.
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SPECIAL EDUCATION TRIBUNALS IN ONTARIO

Angela Valeo, 

York University

Until very recently in many countries, and certainly in Canada, children with severe exceptionalities (those who were blind, deaf, or deemed mentally incompetent) were excluded from attending regular schools. Responsibility for their education fell to private institutions, government funded segregated schools, or parents. However, over the last thirty years, the United States, the United Kingdom, and Canada have enacted legislation mandating school boards to assume responsibility for all students regardless of ability and to provide special education programs and services without cost to parents. These governments also created processes for school boards to follow in order to ensure that students were correctly identified and appropriately allocated those special services and programs. 

Furthermore, parents were, for the first time, allowed a role in the identification and placement of their children through an appeals process. England created The Special Needs Tribunal while the United States implemented Due Process Hearings. In Canada, education is a provincial/territorial responsibility and each of the ten provinces and three territories has control of the directions and structures of their educational system. However, those provinces and territories which have a clear directive to accommodate students with special needs have implemented appeal processes to adjudicate disagreements in identification and placement of these students. Appeal processes range from regulations which direct local school districts to establish an appeal procedure (e.g. British Columbia and Saskatchewan) to the creation of more formal bodies of appeal such as Tribunals (e.g. Alberta and Ontario). In the province of Ontario The Education Amendment Act (1980), commonly referred to as Bill 82, established the most comprehensive changes to special education in Canada. Advocacy groups and parents had lobbied intensely to ensure that they would not be left out of the decision making process, but would have a voice in the education of their children with special needs (Marshall, 1990).
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Under Bill 82, parents who are dissatisfied with school boards’ identification and placement of their children with exceptionalities, are given the right to appeal the decision to a Special Education Appeal Board. Parents who are dissatisfied with the Appeal Board’s decision have the right of further appeal to a provincial level Special Education Tribunal. The Tribunal’s powers and authority are determined by the Statutory Powers and Procedures Act which guides the direction of all Administrative Tribunals, and the Tribunal’s decision is final and binding on all parties. Between 1980 and 2000, Ontario’s Tribunals heard 27 appeals.
Appeal Processes in the United States and England
American due process hearings. Due process hearings in the United States are inherent in Public Law 101-476 known as the Individuals With Disabilities Education Act (IDEA). Under IDEA (originally P.L. 94-142) students with exceptionalities are guaranteed a right to a free public education in the least restrictive environment (Yell, 1998). Parents of students with disabilities are also allowed access to a full hearing and voice in the labelling and placement of their children. Due process hearings ensure parental voice and participation in decisions at the local school district level. Ontario’s Bill 82 was modelled after the original Education for All Handicapped Children Act (EAHCA, P.L. 94-142) of 1975. However, there are some critical differences between the U.S. and Ontario contexts. First, American legislation clearly endorses placement in the least restrictive environment, whereas Ontario’s legislation does not. Secondly, parents in the United States can appeal programming issues directly. Ontario legislation is very clear in prohibiting discussion of programming at any level of appeal. 

American studies have investigated a number of factors related to hearings. Study findings vary considerably from State to State and it is difficult to generalize across situations, but there are some common themes which emerge from the American literature. First, placement appeared to be the most frequently contested issue (Bertken, 1981; Kyle, 1985; Liberty, 1985; O’Connor, 1989; Tarola, 1991;Webb, 1994). Many studies, however, pointed out that may be the result of a funding structure which allows for public funds to pay for private educational placement in areas where the public school cannot provide a suitable program. In many States, parents were using the hearing process specifically to access public funds for private school placements. Secondly, parents are, in the main, dissatisfied with due process hearings and feel they are the David faced with the school board’s Goliath (Handley, 1998; Penland, 1985; Romano, 1982; Simpson, 1984). Despite the fact that parents, rather than schools, are the main instigators of hearings, parents have found little success. Third, although groupings of students according to type of disability (where reported) varied from State to State, it would appear that students identified as having a learning disability or students with mental retardation were the focus of process procedures more so than any other group (Eubank, 1984; Liberty, 1985; O’Connor, 1989; Tarola, 1991; Wolf, 1983). Lastly, without exception, across the U.S., it was clear that school districts prevailed in due process hearings (Bertken, 1981; Eubank, 1984; Howard, 1991; Jackson, 1988; Kyle, 1985; Liberty, 1985; O’Connor, 1989; Tarola, 1991; Webb, 1994; Wolf, 1983). Both Webb (1994) and Tarola (1991) cited a success rate of 75% for school districts. In short, it appears that a cluster of factors in U.S. appeal cases need to be considered in drawing 
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together the studies and that the interactions are highly complex. What can be stated with certainty, however, is that American appeals, despite parental resources, favour the schools more often than the parents.

England’s Special Educational Needs Tribunal. The Special Educational Needs Tribunal (SEN) in England was established by the Education Act of 1993. The SEN of 1993 replaced an earlier two-tiered system of appeal known as a Local Authority Panel of elected members. The Local Authority Panel was replaced by what was felt would be a more effective, efficient, and fairer method of arbitrating disputes between parents and school districts. The SEN’s function is to hear and make decisions about children’s special educational needs in cases where the parents cannot agree with the local education authorities (LEAs). As with Ontario’s Tribunal, it is an independent body with no ties to the school districts. In the English model of special education services, local education authorities must carry out a formal assessment of a child’s needs if requested by the parent, and must issue a statement of the child’s special needs. Not carrying through with either of these are grounds for appeal. Descriptions in the statement of needs and statement of special educational help can also be addressed. However, parents cannot appeal the manner in which the school authorities carried out the student’s assessment, the level of funding provided in order to meet the child’s needs, and the way in which the school is meeting the student’s needs. In this last respect, the English Tribunal is similar to the Ontario model in that student assessment practices, level of funding and programming issues are also not appealable in Ontario.


There appears to be little qualitative analyses of the English Tribunal process. Much of the information available is factual data presented in reports compiled by the SEN President. For example, the 1998/99 report showed that the Tribunal system has, indeed, proved to be very efficient at processing claims taking approximately four months to dispose of an appeal. Since 1994, the volume of appeals have been increasing with 2412 appeals registered in the 1998/99 year. There appear to be some interesting trends in that a large number of appeals brought forward by parents are withdrawn at the last minute. There is some concern about this occurrence and qualitative studies of the problem have been commissioned from several English universities. The data also show that (a) many appeals involve a school authority’s refusal to assess students, (b) disabilities related to literacy comprised the greatest number of appeals, and (c) there has been an increase in the number of cases involving autism. Overall, parental success at English Tribunals requires more intensive study. However, a study by Kenworthy and Whittaker (2000) noted that many Tribunal representatives hold strong biases against the inclusion of students with exceptionalities into mainstream education calling into question the Tribunal’s fairness in arbitrating cases involving the rights of students with disabilities to be educated in the regular classroom.

Purpose of This Study

Efforts to isolate significant factors in American due process hearings have led to extensive analyses of hearing decisions in the United States. Recent investigations of Special Needs Tribunals in England have raised questions regarding the impartiality of those Tribunals.
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An analysis of Ontario’s Tribunal hearings could provide important commentary on the current state of special education and parent/board conflicts in Ontario, as well as an understanding of how Tribunals are being actuated by the players in special education. Such an analyses may be of interest to other provinces or countries considering more formal avenues of arbitration in the area of special education. Thus, this research examined the foundation on which Ontario Special Education Tribunal decisions were made, the range of challenges advanced by parents and their advocates, and the arguments advanced by school boards for placement. 

The constant comparative method was used to investigate all Tribunal decisions made between 1980 and 2000. The Tribunal hearings in this study are extremely varied; individual factors and characteristics of each case not only vary widely because they involve different people with a multiplicity of issues, but because the Tribunal panel itself is supposed to be sensitive to these individual differences and make its decisions based on the distinctive merits of each case. The constant comparative method was chosen on the basis of its suitability to data which is highly diverse and comprises extensive situational variation (Sherman & Webb, 1988). As part of grounded theory methodology, the constant comparative method has the potential to provide insights into previously unanalysed and multifarious data (Sherman and Webb, 1988). Hearing decisions are public documents and were obtained from the Ministry of Education. 

Identification and Placement Under Bill 82
Ontario’s Ministry of Education requires early identification of children who require accommodation to their educational program and may need special education services (Ministry of Education, 2001). Identification is begun by the regular classroom teacher who may recommend a student for further assessment. The principal of the school decides whether or not to refer the student to an Identification, Placement, and Review Committee (IPRC) which determines whether the student is exceptional and assigns a category of exceptionality. Placements can range from regular class with appropriate special educational services to assignment in a self-contained special education program. Programming discussions are not permitted at the IPRC. The specifics of programming are left to each individual school to determine. Parents have the right to attend and participate in all IPRC discussions.

The Special Education Appeal Board. For parents who disagree with an IPRC’s determination of the identification and/or placement of their child, there exists the option of appealing to the Special Education Appeal Board (SEAB). SEAB is an informal committee comprised of three members with both the school board and the parent appointing one participant each and jointly agreeing to a third person as chair. It is formed only when an appeal request is made. Its role is to consider the IPRC judgment and make non-binding recommendations to the school board.

The Special Education Tribunal. If parents are dissatisfied with the SEAB recommendation or the school board’s response to it, they have the option of appealing to a Special Education Tribunal. Unlike the IPRC and SEAB, the Tribunal’s procedures are 
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strictly regulated by the Statutory Powers and Procedures Act, and subject to rules of natural justice and fairness which apply to all Administrative Tribunals. As such, it is a quasi-judicial forum wherein both appellants and defendants can choose to be represented by legal counsel. The Tribunal is directed to consider whether the student was correctly identified as exceptional and whether the placement assigned was appropriate. It does not have the authority to make recommendations on programming. The Tribunal’s judgement is final and binding on both parties.




Results and Preliminary Discussion

Factual Summary
Factual data analyses revealed that appeals are more likely to involve male students than female students (approximately 20 % more often), are more frequent at the elementary school level than the secondary level (20 % more), and most often concern issues of placement than identification (more than 50% as often). One-third of cases concerned the placement of students with multiple handicaps in the regular classroom. It is clear that rulings favoured the school board; parental appeals were denied in 19 out of 27 (70%) of cases. Approximately one-half of parents were represented by legal counsel, whereas boards were represented by legal counsel in almost all cases
. The first appeal was initiated in 1984 with 15 cases heard in the first five years (1984 to1988). Tribunal appeals dropped significantly during the next five years with only five appeals initiated between1989 and 1993, and seven more from 1994 to 2000.


A breakdown of groups according to exceptionality label was attempted. However, the task proved difficult because many different labels were used to describe the students involved with some labels crossing into other categories. The Ontario Ministry of Education is very clear in defining categories of exceptionalities. Currently there are eight categories of definition (Ministry of Education, 2001). The labels used by the boards involved in Tribunal hearings numbered 19. Some of the labels are similar to those used by the Ministry as for example, Learning Disability, Autism, Behavioural, Gifted. Others appeared to have overlapped categories, as for example, Autism-Behavioural, Down Syndrome-Slower Learner, MH-Communication-Behavioural, Trainable Retarded-Autism. Provenance of these overlapping categories is unclear.
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Role of The Tribunal
Reading through the Tribunal hearings, it quickly became apparent that each party in the proceedings (i.e. the parents [the appellant], the board of education [the defendant], and the Tribunal) held different views regarding the role, purpose, and authority of the Tribunal. 

Parents. For parents, the Tribunal appeared to be an opportunity to have their views, not only heard, but heard fairly. In one-third of cases parents sought redress of perceived unfairness at the Identification, Placement, and Review Committee (IPRC) and Appeal Board levels. However, the most significant area of appeal to the Tribunal (14 of the 27 cases) was that of programming. The mandate of the IPRC is to consider only issues of identification and placement. The student’s programming needs are believed by school boards and Appeal Committees to be issues which fall outside of this process and are, therefore, not discussed. The rationale is that specifics of programming are dealt with in the Individual Education Plan (IEP) which is created by school authorities, in conjunction with parents, either before or after the IPRC  meeting. All parents expressed disappointment and frustration that the IPRC could not address IEP development making it difficult for parents to really know what kind of educational program their child would receive. Unable to discuss programming at the IPRC and Appeal Board, parents felt the Tribunal was an appropriate venue to finally discuss the belief that their children were not receiving the type of educational program they required. Programming issues could be grouped into four areas of concern (a) a need for specialized personnel, (b) a need for programs offered by other boards but not available in the local board, (c) a need for programs which offered expressive communication skills, and (d) a desire by parents to have more information about, and more input into, their children’s programming.  

Boards of Education. A Tribunal hearing for boards triggered a need to defend decisions regarding the identification and placement of a student considered exceptional. Additionally it was clear that being defended was what to board personnel appeared to be an inherent board autonomy to control programming and other educational decisions. In this regard boards believed themselves beholden only to the Ministry of Education and the Education Act. Thus, school boards did not hesitate to directly challenge the authority of the Tribunal to consider programming issues. Tribunals were informed by school board representatives, in no uncertain terms, that programming decisions, teacher qualifications and expertise, development of the IEP, and the purchasing of programs from other boards did not concern the Tribunal.

By far the most prevalent stance taken by the boards (22% of cases) was one of reiterating that they were complying with the requirements as set out by the Ministry of Education through the Education Act. In Ontario, a school board’s general special education plans must be approved by the Ministry of Education. In light of the Ministry’s approval, boards felt they were complying with the regulations and were not additionally accountable to a Tribunal.

The Special Education Tribunal. In the final analysis, however, what is most significant for all, is not what either parents or school boards believed to be the function of the Tribunal, but rather, what the Tribunal believed of itself. In this respect, the picture is 
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clear on some topics and equivocal in others. First and foremost, Tribunals have consistently opined themselves to hold the child’s best interests at heart. This principle has been foremost in guiding their procedures and decisions. It is this axiom, for example, which has allowed all Tribunals to refute boards’ attempts to have a case thrown out on legitimate technical grounds; it is this axiom which has allowed Tribunals to alter procedures in order to ensure a fair hearing for parents without legal counsel; and it is this axiom they adhered to in rendering final judgments. 

Tribunals were also explicit about that fact that their jurisdiction extended only to the consideration of either identification, placement, or both. The limitations placed upon them by the Education Act were usually stated clearly before a hearing began, and Tribunals appeared very attentive to Ministry policy. Nonetheless, they did allow parents to voice their concerns regarding programming issues, and this is one area where the Tribunals’ deliberations varied over time and where the picture became ambiguous. Initially Tribunals appeared to deal quite severely with parents who wanted to discuss their child’s programming. This was particularly so in the early cases between 1984 and 1986. The Tribunal in Dolmage (1984) was adamant that programming was a matter outside its scope and that programming issues belonged to the school board and so ruled. Dolmage took the issue before the Provincial Courts and the Court’s observation on the matter (that programming was an intrinsic part of determining placement) only appeared to cloud the picture further. Subsequent Tribunals took up the provincial judge’s commentary differently depending on their interpretation of what the observation meant. Some used it to justify ordering boards to comply with programming issues, while others used it to argue against having to rule on programming issues. 

However, there appeared to be a definite shift in how Tribunals dealt with the issue of programming over time, with post 1992 Tribunals appearing more comfortable investigating programming and mandating school boards to seriously attend to the IEP. It is unclear why the shift has occurred given that the legislation has not been altered and Tribunals continue to be restricted to making binding recommendations only on identification and placement. Nonetheless, the shift is significant and may reflect acceptance of the reality that placement cannot be discussed separately from programming. 

Labeling/Identification and Programming
In one-third of cases, labelling appeared to be a highly contentious issue between parents and boards of education. For many parents the identification their child received implied a certain type of programming which they did believe would meet the needs of their daughter or son. Particularly disputed in early cases was the label Trainable Mentally Retarded (TMR).
 In addition, many parents felt that the label was the only base they had 
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from which to assess whether their child’s needs would be adequately met. Thus, parents often sought to change a label, or have an alternative designation applied, in the hopes of affecting the kind of programming that would be delivered. 

School boards, on the other hand, appeared to display both a casualness and indifference to the implied meanings of labels, while also choosing to defend certain designations over others. For example, in one case the school board changed a student’s designation from Trainable Retarded (TR) to Multihandicapped (MH) and recommended placement in an MH class, only to place the student in the same TR class as previously with merely a name change (Dolmage, 1984). In this particular case, the parents were concerned that a TR placement would deny their child the opportunity to learn expressive communication and the opportunity to associate with non-handicapped peers (p. 3). The parents in Lewis (1985) were specifically seeking a Multihandicapped (MH) designation for their child as they were seeking placement in the regular classroom. They felt that the Trainable Retarded (TR) label the child had been assigned by the IPRC committee would result in placement in a segregated school for Trainable Mentally Retarded students. The board felt that the child was not a candidate for their MH classes because the students in the MH class were believed to function at a higher level. In this case the label carried clear distinctions for both the parents and the school board and indicated a certain kind of program over others. The appellant in Labute (1988) sought to have her child’s designation changed from Trainable Retarded/Communication/Autism to Communication/Autism. The parent felt her child would have more options with an Autism label. Without the Autism label taking precedence, it was felt that the child’s communication and socialization needs would be ignored.


Student Assessments and Files
There are two other findings which are of significance and which will be summarized together. First is the issue of keeping paperwork in order and proper handling of student cases. The process of identifying and assessing a student as exceptional is delineated by the Ministry of Education which describes guidelines and procedures to ensure that accurate files are maintained by the boards of education (Ministry of Education, 2001). In 8 of the 27 hearings, the management of a student’s case appeared to be a concern for the Tribunal. The boards were reprimanded forcefully by the Tribunals for failure to adequately assess students’ needs and maintain correct documentation, for being remiss in not assigning a single person to oversee the students’ program in order to ensure some measure of accountability and general organization, and for failure to pursue appropriate services. It challenging to draw conclusions from this finding due to the difficulty of  teasing out what is cause and what is effect in boards’ management of cases. That is, it is difficult to unravel whether careless paperwork contributed to the cases proceeding to the Tribunal level, or whether the hearings simply revealed a lax approach by the boards. In any case, it seems that careless paperwork, while incurring severe admonition from Tribunal members, did not factor significantly in their final decisions; despite the Tribunals’ censure, seven of the eight cases were lost by the appellants. On the second issue of evidence, it was found that in cases where formal testing was unreliable, as for example, for students with developmental handicaps and limited expressive ability, Tribunals gave considerable weight to the verbal testimony of
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teachers. Furthermore, teachers’ objective observations in the formal setting of the classroom were often given more credence than were subjective parental observations in the home. In five of the hearings Tribunals commented that parental testimony could be regarded as perhaps being too subjective and occurring in too different a context to be applicable to the formal classroom situation (Rowett,1986; Eaton, 1993; Kavelman, 1985; Stone, 1985; Stutt, 1993). The daily classroom observations of the classroom teacher were routinely granted a high degree of credibility in Tribunal decisions.



Summary and Discussion

 The range of issues appealed to Tribunals by parents in Ontario varied. Some parents sought more restrictive placements for their children in congregated settings (more likely to involve students identified as gifted or learning disabled) while others (mainly parents whose children were labeled multi-handicapped) asked that their children be educated in the regular classroom. However, beyond the individual issues under which appeals were initiated, everyone shared a conviction that their issues were serious enough, and valid enough to pursue to the Tribunal level of appeal. Despite legislation restricting appeals solely on grounds of disagreements with identification and/or placement, the most frequently contested issue before a Tribunal was that of educational programming. The legislation was (and still is) clear that Tribunals could make rulings only on issues of placement and/ or identification. Nonetheless, Tribunals faced the challenge of contending with programming issues very early in their existence (Dolmage, 1984) and programming questions recurred continuously through-out the 16 year period reviewed. Judging by the inconsistencies in the manner in which programming discussions were taken up by various Tribunal panels, it was clear that programming deliberations, though not part of the Tribunals’ mandate, could not easily be dismissed. It became noticeable that later Tribunals were more comfortable discussing and involving themselves in programming discussions than were earlier panels despite the legislation. In fact, it would appear that Tribunals found that programming and placement could not be discussed separately as the legislation seems to suggest, but, in reality, are intricately connected.  Also related to issues of programming was that of labeling, with parents expressing strong feelings that the student’s label, rather than the Individual Education Plan (IEP), affected the type and quality of programming their child would receive. Certain labels such as Multi-handicapped (MH), Learning Disabled (LD), and Autism were believed to provide more placement options while labels such as Trainable Mentally Retarded (TMR) and Behavioural were seen to be much more restrictive. In situations where the student was identified as having more than one exceptionality, the order of occurrence of the labels was believed to be the one which determined placement. Furthermore, parents expressed a desire to be involved in the development of the IEP and participate in programming discussions early in the identification and placement process of their child. For many parents, there was too great a distance between programming issues as laid out in the IEP, and discussions at the IPRC, especially with reference to the particulars of classroom instruction. Although, parents have a right under the legislation to be involved in the development of an IEP, it was unclear why parents in these appeals felt excluded 
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from that process. For boards, it seemed that labels were significant in determining placement and they were wary about the order in which labels were assigned in cases where more than one exceptionality had been identified.
Tribunals appeared flexible in hearing testimony from both boards of education, most often represented by lawyers and adopting an aggressive defensive position, and from parents, about one-half of whom used legal representation. In cases where a hearing could have been thrown out on technical grounds, Tribunals allowed the case to proceed in an effort to resolve the issue in the best interests of the child. It should be recognized, however, that the use of the best interests of the child approach is not without controversy and its paternalistic underpinnings have been questioned by advocates of children’s rights (Milne, 2001).

According to Marshall (1990) the creation of a Special Education Tribunal in Ontario was a hard won right by parents and advocates acting for children with disabilities. The original version of Bill 82 did not contain any appeal rights for parents and in this respect did not involve parents in educational decisions concerning their children made by school boards. It was only through intense lobbying efforts that a Tribunal system was established (Marshall, 1990). Judging by the number of cases put to the Tribunal within the first five years of its creation which numbered 15 (more than one half of the cases heard over the 16 year period), it may be supposed that parents initially had high hopes of pursuing justice through the Special Education Tribunal but may have been quickly disappointed. A rise in the number of education related cases appearing before the Human Rights Tribunal in the early 1990s (mainly by parents seeking inclusive placements) may indicate that parents have turned to the use of the Human Rights Code to appeal some educational issues after having seen the record of success before the education Tribunals.
Implications
Analysis of Ontario’s Special Education Tribunal hearings has shown that the Tribunal may not be the vehicle for parental voice and involvement that it was originally intended to be. This is especially so for appeals concerning the inclusion of students with multiple handicaps into the regular class. The legislation envisioned an equal, collaborative relationship between school boards and parents, but the practice of school boards has shown otherwise. Boards’ practices are in part supported by legislation which is vague and noncommittal. What follows is a discussion of the implications of these findings for the Ministry of Education, for school boards, for parents of, and those with disabilities, and for Faculties of Education.



Implications for Ontario’s Ministry of Education. There is a serious lack of direction from the Ministry regarding the role and discussion of programming in placement decisions by school boards. Tribunals have allowed programming discussions to occur and have also, more recently, paid closer attention to the IEP, but regulation 181/98 and the Education Act do not impose any direction on school boards to justify placement decisions on the basis of programming advantages. Parental voice on programming is clearly absent from the legislation, yet it would appear from this research that programming issues are what parents really want to discuss and are at the core of much 
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tension between parents and schools. Thus, the Ministry should review the legislation and its policy regarding programming responsibility. Implications for school boards. It would appear from this research that school boards are not without blame in allowing deliberations with parents to reach the Tribunal level. In many of the appeals, communication between parents and boards had completely broken down forcing parents to appeal the case. The careless monitoring and assessment of students’ files as well as the presumptuous attitude towards labeling and programming decisions also contributed significantly to heightened tensions between parents and school boards. It is recommended that school boards (a) attend to the spirit of the legislation and accept parents as partners in their child’s educational path, (b) accept that parents do have contributions to make about their child’s strengths and develop strategies for taking up their insights, (c) examine internally the connection between programming and placement so that placement decisions can be discussed with detailed reference to programming.

Implications for parents of children with disabilities, and for people with disabilities. The Tribunal has not been a viable route for parental voice and involvement in the educational process of children with disabilities. Children with severe or multiple exceptionalities whose parents desire an inclusive placement have been particularly ill served by the Tribunal process. However, boards’ attitudes and behaviour notwithstanding, it is recommended that advocacy groups for people with disabilities continue lobbying government for changes to legislation which allow discussions on programming to take place at the IPRC level.

Implications for Faculties of Education. The last key role players are the Faculties of Education who are responsible for training all future teachers and developing research aimed at understanding the issues which are played out in the field. In this respect, Faculties will need to (a) graduate regular classroom teachers who have an understanding of the development of an IEP, and its role in allowing students with exceptionalities access to the curriculum in the regular classroom, (b) develop an appreciation in teachers of the key role that parents play in the educational process of all students, and especially in those with disabilities, and provide strategies enabling teachers to work collaboratively with parents, and (c) provide teachers with knowledge of inclusive principles of education.

Limitations of the Study

The findings of this study are constrained by several factors. First, summaries of Tribunal decisions rather than the original transcripts of the hearings were used for analysis. While a Tribunal’s written decision is a legitimate legal document and constitutes acceptable data, it is, nonetheless, a descriptive summary of the proceedings written from the perspective of the Tribunal chairperson. Although only the facts relevant to the decision form the basis of the report, it must be noted that selection of those facts would be influenced by the chairperson’s biases. Transcripts of the hearings are not retained by the Ministry of Education.
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THE EFFECTS OF WORK THEN PLAY IN COMBINATION WITH A TOKEN ECONOMY ON THE FREQUENCY OF INAPPROPRIATE BEHAVIORS FOR AN ELEMENTARY SCHOOL CHILD WITH AUTISM
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The purpose of this research was to reduce the disruptive behavior of a 7-year–old boy with Autism.  He was enrolled in a self-contained special education classroom. The child engaged in high rates of multiply disruptive behavior.  The frequency of bomb noises, inappropriate talk, and inappropriate physical contact were measured.  After baseline, a positive behavior support plan was developed and implemented.  The plan consisted of a combination of work then play schedule and a token economy. The work and then play schedule was set up so the child could visually see the work tasks that needed to be completed as well as the consequences for completing his work.  The overall outcomes indicated a clear reduction in all three of the behaviors measured.  The benefits of using pictures and tokens within a positive behavior support plan methodology is discussed.  

Functional analysis (FA) and Positive Behavior Support (PBS) have helped teachers and others gain an increased understanding of variables that maintain inappropriate responding in the schools (Sugai, Horner, Dunlap, Heineman, Lewis, Nelson, et al., 2000).  For challenging behavior, including those that are not self-injurious, one way of selecting a potentially effective treatment is to complete a functional analysis to determine which events maintain the behavior (Iwata, Dorsey, Slifer, Bauman, & Richman, 1994).  FA has typically identified three distinct classes of consequences that 
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maintain challenging behavior, this information is then incorporated into a positive behavior support plan (Carr, Dunlap, Horner, Koegel, Turnbull, & Sailor et al., 2002).  First, challenging behavior can be maintained by consequences delivered via the behavior itself.  This is often labeled as behavior maintained by automatic reinforcement (Iwata et al., 1994).  The two social variables which have been found to maintain disruptive behavior are positive reinforcement in the form of social attention and negative reinforcement in the form of escape from tasks or work. 

Many behavior plans have been developed for the purpose of reducing challenging behavior maintained by positive and negative reinforcement.  One procedure that has been effective in the past is a token program with contingencies that allow the teacher to reward the absence of the target behavior (McLaughlin & Williams, 1988).  When such a program is implemented, disruptive behavior is eliminated via differential reinforcement of appropriate behavior (DRA) such a working on class assignments.  Thus, the child is taught a more efficient response to gain a desired consequence and, at the same time, challenging behavior is reduced though a positive means (Durand & Carr, 1991).

The major purpose of this study was to decrease the frequency of inappropriate behaviors of an elementary special education student with Autism.  This behavior was selected by the members of the student’s multi-disciplinary team to facilitate inclusion in a general education setting.  The last purpose was to continue to combine and extend our previous work (Simmons, Derby, & McLaughlin, 2000; Vu, Derby, Auvil, Hanks, Babb, McGee, & McLaughlin, 2002) regarding the technology of functional analysis with the daily measurement and analysis systems employed in Precision Teaching (Lindsley, 1991, 1992; West, Young, & Spooner, 1990).

Method

Participant and Setting

The participant was a 7-year-old boy with Autism. He was attending a general education kindergarten, but received 585 minutes of pull out special education services a week and 240 minutes of in class special education services a week.  The student also attended class with his kindergartner peers for physical education, music, computers, library, and centers.  Thus the participant did attend the general education classroom.  At the start of data collection, the participant required a one-to-one instructional aide to acquire new tasks and skills.  The child also took Risperdal (anti-psychotic agent, management of psychoses) that was administered at home early in the morning and at night. 

The setting was in a self-contained special education classroom. There were nine students and five adults (a certified special education teacher, a student teacher, and three para-educators). The participant in the classroom required one-on-one or small group instruction. 

Dependent Variable and Measurement Procedures

There were three dependent variables.  The first was the total number of bomb noises defined as loud verbal sounds that mimicked a bomb exploding.  The second was 
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inappropriate physical contact defined as: putting his head down to avoid work, hitting or pushing staff away, or leaving a work task (elopement) before it was complete.  Finally, inappropriate talk defined as yelling, sound effects and verbal comments from various television shows.  
Experiment’s Design and Conditions

A token program combined with a positive behavioral support plan (work then play) was implemented after a baseline condition.  This yielded an AB single case design (Kazdin, 1982) across behaviors.  A token economy in combination with work then play was implemented to reduce his inappropriate behaviors during work tasks and play tasks.     

Baseline.  During baseline the participant completed a work task then had a choice of play activity.  This was the participant's normal routine. Data were collected on the number of bomb noises made, physical contact (defined above) and inappropriate talk (defined above). Data for inappropriate talk was only taken for work tasks since play tasks were the participant’s time for play.  Baseline data were recorded for an entire work or play task.  However, for inappropriate talk, the time of a work task ranged from 3 minutes to 8 minutes.  Baseline was in effect for 7 sessions across 9 school days.  

Positive behavioral support plan and token system.  The intervention that took place is stated in the Positive Behavior Support Plan.   The participant was given the choice to work and then play.  This was completed using a picture of working and then pictures of the various consequences that he could earn.  The participant had to complete the entire work task in order for him to earn a reward.  The menu of rewards, determined via a preference assessment, consisted of playtime, edibles such as popcorn, Skittles, resting on a blanket, and looking at a book Where is Waldo?  When the participant began his work task he was shown a picture of a handful of popcorn.  If he engaged in any inappropriate behavior, the picture card was turned over and he was required to continue working.  When he earned playtime, he was also provided a popcorn reward if no inappropriate behaviors were emitted.  The same recording procedures were employed as in baseline.  This was in effect for 7 data days.  

Reliability of Measurement

The reliability checks were during a work task of labeling shapes. The certified special education teacher of the classroom carried out the reliability checks.  The percent of agreement was calculated by dividing the smaller number of behaviors recorded by the larger and multiplying by 100.  The percent of reliability for all three behaviors was 100%.  

Results

Overall the results of the study showed a decrease in the disruptive and inappropriate behaviors. During baseline the average number of bomb noises was 3.77 (range: 0-8), the average number of inappropriate physical contacts was 1.83 (range: 0-3), the average number of inappropriate talk outs was 3.3 (range: 2-4). 
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When the positive behavior support plan plus a token economy was in effect, bomb noises declined to an average of .71 (range 0-4).  The mean number of inappropriate physical contacts also declined to .71 (range: 0-2).  For the last measure (inappropriate talk), the average number of inappropriate talk outs during his work task was 1.33 (range 0-4).  A paired t test indicated a significant difference between baseline and PBSP and the token economy (t = 5, df = p = .0377).  

Discussion

The results show that the positive behavior support plan with its token program was successful.  The inappropriate behaviors decreased with the token economy and work then play schedule were employed. The child's responding to the contingencies was, at times, somewhat variable.  Since the child was young had been diagnosed with the autism spectrum (Perko & McLaughlin 2002) may mean that more time on the part of the participant was needed to be fully successful on all three measures.  

Along with the implication of the new behavior plan was an addition of reading and math goals to the child's IEP.  The academic goals that were added escalated the inappropriate physical contact at times towards the instructor of the lesson.  The reason of the escalation was that reading and math lessons appeared to be aversive for the child.  The participant has started to understand the concept of the token economy and his behaviors of concern should continue to decrease. As he gains more skills through his IEP he will be able to take the kindergarten assessment and QRI in the future.

The outcomes revealed that inappropriate physical contact was the only behavior that showed three consecutive data points above the criteria desired in the Positive Behavioral Support Plan.  Though Precision Teaching data analysis methods indicate that one should change your intervention if there are three consecutive data days above the minimum rate of progress for deceleration targets (West et al., 1990), it was our view that more time would be needed for him to understand the contingencies and consequences outlined in the participant's behavior plan 

The cost of this research was minimal.  The lay out of the work task chart board was made with supplies of the special education extra effort of the instructor because of the one-to-instruction that was necessary to carry out the behavior plan.  The outcomes also provide additional support for the use of Precision Teaching with its measurement and evaluation procedures, combined with other methodologies such as positive behavior support (PBS) and functional analysis (FA).  This extends our previous research (Simmons et al., 1990) with functional analysis, and other studies with Direct Instruction (Drago, McLaughlin, & Stookey, 199

There were several limitations of this research.  First, only one participant was employed.  Second, the use of an AB design prevents one from drawing firm conclusions regarding the outcomes.  It would have been more rigorous to employ a multiple baseline design across behaviors (Kazdin, 1982).  Finally, it would have been more if data could have been gathered with each of the behaviors each day.  However, problems in attendance, staffing, and scheduling did not allow this to take place.

INTERNATIONAL JOURNAL OF SPECIAL EDUCATION



       Vol 18, No.2.

References

Carr, E. G., & Durand, V. M. (1985).  Reducing behavior problems through functional communication training.  Journal of Applied Behavior Analysis, 18, 111-126.

Carr, E. G., Dunlap, G., Horner, R. H., Koegel, R. L., Turnbull, A. P., & Sailor, W. et al. (2002).  Positive behavior support:  Evolution of an applied science.  Journal of Positive Behavior Interventions, 4, 4-16.  

Iwata, B. A., Dorsey, M. F., Slifer, K. J., Bauman, K. E., & Richman, G. S. (1994).  Toward a functional analysis of self-injury.  Journal of Applied Behavior Analysis, 27, 197-209.

Kazdin, A. E. (1982).  Single case designs:  Methods for clinical and applied settings.  New York:  Oxford University Press.  

Lindsley, O. R., (1991).  Precision teaching's unique legacy to B. F. Skinner.  Journal of Behavioral Education, 1, 253-266.  

Lindsley, O. R., (1992). Precision teaching:  Discoveries and effects. Journal of Applied Behavior Analysis, 25, 51-57.

McLaughlin, T. F., & Williams, R. L. (1988).  The token economy in the classroom.  In J. C. Witt, S. N. Elliott, & F. M. Gresham (Eds.).  Handbook of behavior therapy in education (pp. 469-487).  New York:  Plenum.

Perko, S., & McLaughlin, T. F. (2002).  Autism:  Characteristics, causes, and some educational interventions.  International Journal of Special Education, 17(2), 59-68.  

 Simmons, E. K., Derby, K. M., & McLaughlin, T. F., (2000). The use of functional analysis and precision teaching to reduce the challenging behavior of a toddler with autism.  Journal of Precision Teaching  and Celeration, 15(2), 20-55.

Sugai, G., Horner, R. H., Dunlap, G., Heineman, M., Lewis, T. J., Nelson, C. M. et al. (2000).  Applying positive behavioral support and functional analysis in the schools.  Journal of Positive Behavior Interventions, 2, 135-141.  

Vu., C., Derby, K. M., Auvil, M., Hanks, C., Babb, M., McGee, A., & McLaughlin, T. F. (2002).  Comparison on DRAPP and FCT during treatment and extinction procedures.  International Journal of Special Education, 17(2), 69-77.  

West, R. P., Young, K. R., & Spooner, F. (1990). Precision teaching: An introduction. Teaching Exceptional Children, 22(3), 4-8.

International Journal of Special Education

2003, Vol 18, No.2.

GOOD AND POOR READERS – WHAT CAN WE LEARN FROM THE STRUCTURAL ANALYSIS OF THEIR READING COMPREHENSION
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Transition from the stage when a child learns to read, to the stage when he/she uses reading for acquiring new knowledge is a turning point to which less attention has been given than to the earlier stages of reading development.  The aim of our research was to analyze the structure of reading in good and poor readers of fourth grade children, in Slovene primary schools. With children that age, reading comprehension has already taken the central position in their reading development; reading is considered as a mastered skill, needed in the process of acquiring extensive knowledge. The application of instruments which involved the linguistic as well as the reading variables enabled us to study the latent structure of reading by means of multivariate analysis. The results manifested four latent dimensions, pointing out the particularities of the structure of reading in our sample. They also showed that the readers involved in the sample are still at the level of acquiring the reading techniques. Effective reading comprehension is influenced by many other factors – word comprehension; comprehension of rules for applying words in sentences and texts; spatial abilities, influencing an individual’s ability to form inner concepts. There is a strong need for integrating analytic and synthetic levels of an individual’s functioning.

Reading is one of the most significant communicational activities of every individual. The level of reading skills influences many of our activities. The interest of this research lies in the significance of the reading skills in time of schooling; namely, developed reading skills are a basic condition for a child’s advancement in school, especially at the level where written sources become important for the acquirement of new knowledge. There are many children whose level of reading skills does not enable them to learn by reading, the consequences of which a child can feel in many fields, especially in the field of academic achievement, self concept and personal growth.
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The analyses show that children with reading difficulties develop the skill of identifying words, but fall behind their peers in the level of reading skills, even at the end of schooling. American researchers state that 75% of children with reading difficulties in the third grade still fall behind their peers even in the ninth grade (Lyon, 1996). The results of the international research on reading literacy, which included Slovenia among other countries, on average indicate poor reading literacy of Slovene third graders (Elley, Gradisar, Lapajne, 1995).

An earlier research on reading skills (Pecjak S., 1988) gives an insight into the characteristics of reading skills in Slovene fourth graders: one fifth of the children achieve reading rate below average, there is a high percentage (nearly half of the children) with poor comprehension of the text read; one in three children has poor reading habits (sub vocalization, reading without being concentrated).

Poor reading often remains undetected, so the help needed cannot be provided. Poor reading often influences lower academic achievement in higher grades.

Attention should be given to the means of identifying children who need additional support even at later stages of reading development, and to the means of determining the most important factors which contribute to poor reading skills and which can be influenced upon. Our research is therefore an attempt to contribute to the successful solving of this particular problem.

Theoretical settings

In theory we followed the authors who, in dealing with the concept of reading, take all its complexity in consideration: 

-who consider perceptive as well as the cognitive processes within the process of reading 

-who acknowledge different principles of reading, according to different stages of reading development 

-who acknowledge that reading can reach different levels of complexity

-who acknowledge that reading is a learning process which progresses according to particular principals during the systematic learning

-who consider reading as an interaction between a reader, a text and the contextual factors of reading (reader’s previous knowledge, his/her expectations…) – i.e. it is influenced by the variety of linguistic factors (phonetic knowledge – identification of sounds and symbols, recognizing the meaning – semantic knowledge, recognizing the grammatical patterns – syntactical knowledge, recognizing the characteristics of the texts – discursive knowledge 

One of the most important models of the reading development theory is that of J.S. Chall. Her theory was acknowledged through the researches of various other authors. We can relate to this model because it exposes the relation between learning and teaching of reading, namely, the development of reading is regarded as the development of reading skills and strategies, supported by efficient teaching of reading.

Her view of the progressive development of reading has numerous advantages, which can be applied in various fields. With the teaching of reading we can optimize the teaching strategies according to the stage of reading development. The notion of progressiveness 
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can be used in evaluation and in defining various metrical instruments; with defining and understanding the difficulties in reading; in research we can clearly define its objectives by considering various developmental stages. It is also significant for the theory of the processes that take place in the reading development, because they can assist in clearing the differences and pointing to the similarities between various current theories on reading.

Components of reading comprehension measurements

Studies dealing with reading of different age groups of good, average and poor readers, point out that reading comprehension is influenced by an interaction of various skills. A study of particular relevant components of reading is thus a common approach in this field.

Aaron’s study (1991) makes an attempt to associate the variance of reading comprehension with listening comprehension and a battery of reading tasks.

The study in which Stanovich, Nathan, and Vala-Rossi (1986) made the comparison of reading between good readers of the 3rd grade and poor readers of the 5th grade, associated reading comprehension with the receptive vocabulary, phonological awareness, rate of word naming, rate of decoding and usage of context. The results indicate a high correlation between the decoding of particular words and decoding words within a context, as well as between the word naming and vocabulary. In his research (1993) Ehrlich involved the cognitive, metacognitive and motivational components of reading comprehension of good and poor 7th grade readers. He established that word identification is an adequate predictor of reading comprehension in poor readers, while in good readers, it is the analogous thinking which predicts the reading comprehension.

Carver’s research (1992), in which various reading tests for 1st – 8th grade students were applied, deals exclusively with the reading variables. It showed that efficiency, accuracy and rate of reading are the most significant factors identified in the research. 

An earlier study carried out by Klesgold, Resnick and Hammond (1985) deals with a correlation between the rate and accuracy of reading and their importance for the reading comprehension in 1st – 3rd graders.

Reading is therefore a complex process, which, on the elementary level of learning, demands young reader’s focusing on its many aspects. Particular components gradually become automatic, which enables the reader to focus on the meaning of what he/she has read. Sometimes readers still have to apply the strategies they used at the lower levels of reading, for instance, to correct the mistake made at reading or when they come across the discrepancy between what they have read and their expectations; or when they are faced with an unknown word. An experienced reader can, however, fully place his/her attention to the reading comprehension.
We have to bear in mind that particular components, rather than becoming linearly involved in the process of reading, operate in constant interaction. Some of them are significant at the beginning of schooling and some of them become prominent in further development of reading. Chall explains that overall, there are two phases – the phase of 
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learning to read, which includes the first two stages of Chall’s five - stage developmental theory, and the phase of learning by reading, which includes the 3rd, 4th and 5th stage. Reading comprehension is thus a component which is significant even at the earliest stages of the process of learning – learning to read, and defines the further process of learning – learning by reading (Chall, 1996, a).

The level of reading in 3rd and 4th grade primary school children progresses from the decoding process to reading comprehension, and to those strategies which support the text comprehension. Chall’s theory also emphasizes the belief that the mastery of decoding words enables children to progress to the level of reading comprehension. The theory was confirmed by other authors with stressing that decoding (automatic and fluent) is followed by comprehension (Ehri, 1995). Only then we can confirm proper reading comprehension.

Apart from the components of reading, comprehension of spoken language - listening comprehension is also associated with reading comprehension.

The test results show the differences between listening and reading comprehension in the sample of poor readers as well as in the sample of readers - beginners. With the development of reading skills these differences gradually disappear. A correlation between listening and reading comprehension increases from the 1st to the 5th grade. We can conclude that the skills needed for the appropriate comprehension of the written language are similar to the skills needed for the spoken language comprehension, after the word decoding has been mastered. The nature of the relation between listening and reading comprehension is thereby to a large extent dependent on the developmental stage of reading and the achieved reading skills; it is also immensely influenced by the demands of the text which children listen to or read (Hoover and Gough, 1990). Comprehension is supposedly better at listening than at reading when a child develops poor reading skills and when the reading material is too demanding for him/her. However, when a child develops corresponding reading skills and when the reading material is suitable for the level of his/her reading development, reading and listening comprehension become balanced. 

Research issues and objectives

Research issues 

Reading skills are one of the common subjects of special - educational proceedings. Many children with learning disabilities have difficulties in reading. There can be a deviation in the development of reading; we can witness the backwardness in the ability of decoding and comprehension. The majority of children with reading difficulties are successful at word decoding (Lyon, 1996), but nevertheless do not catch up with their peers in other reading skills. Where can we find the reason? One could find it in the complexity of the process of reading which depends on the reciprocal interactions of numerous factors. Since we usually fail to associate learning difficulties in older children with difficulties in reading, the problem is not given proper consideration. The difficulties then arise in all other academic fields, since reading becomes insufficient for learning from the multitude of written sources with which children are faced.
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The final objective we are trying to achieve through the teaching of reading in the scope of language is the reading literacy of children. To achieve this objective, various conditions have to be met. Usually there are three of them which are directly associated with the development of reading:

- comprehension of what has been read; a child then understands the meaning of what he/she is reading

- forming a positive attitude towards reading

- development of metacognition of the reading process (Pecjak S., 1995)

We limited in our research to the first condition, even though one has to be aware that for achieving the final objective of reading literacy all the conditions are significant, along with the variety of other linguistic factors and a child’s previous knowledge.

The objectives of our research were to identify the factors associated with reading comprehension in the group of 4th grade children. The majority of researches dealing with reading comprehension involve variables associated with a language (vocabulary, listening comprehension, word naming) or variables directly associated with reading (rate, accuracy and comprehension). Our research, however, involves variables of both areas, on the population of children that are, according to Chall’s developmental theory, at a critical transition in the development of reading (Chall, 1996).

Research objectives

We tried to establish the structure of reading comprehension, which represents one of the significant elements in the development of reading literacy. This general objective can be precisely defined with the following partial objectives:

· defining how the variables used in the research correlate into the latent structure of reading comprehension on a whole sample; 

· defining the proportion of particular latent factors which, within our system of variables, most accurately elucidate the process of reading comprehension of our sample;

· presenting the correlation between the manifested variables of our system and its latent structure

Method

Sample

The sample included 101 fourth grade children (aged 10 and a month to 11 and nine months) in eight Slovene primary schools. They were classified as good (51) and poor readers (50) by their teachers (according to the criteria for defining good readers - formed beforehand).
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Variables and metrical instruments

We observed a group of good and a group of poor readers, according to the variables acquired in the process of testing, where we used a variety of tests available to us. All the variables included in the statistical processing reach the level of the interval scales.

Table 1: 

Variables

	Variables
	Variable Labels 
	Description 

	RAVEN
	The Raven's progressive matrices
	number of correct answers (samples)

	ANALOG
	Analogies test
	test score

	SPATIAL
	Spatial abilities
	sum of successfully linked successive numbers

	SILENT
	Silent reading – comprehension 
	reading comprehension score (silent reading)

	LISTEN
	Listening – comprehension
	listening comprehension score 

	RRT
	Rapid reading test – complete test
	number of correct answers in the complete test

	RRT_3
	Rapid reading test -  3 minutes 
	number of correct answers in the span of 3 minutes

	RRT_T
	Rapid reading test – time  
	overall time of the test solving

	ORAL_C
	Oral  reading – comprehension
	reading comprehension score  (oral reading) 

	ORAL_T
	Oral reading  –  time
	time of loud reading

	ORAL_M 
	Oral reading – number of miscues
	number of miscues (oral reading)

	VOCAB
	Vocabulary  – complete  test
	vocabulary score – complete test

	VOCAB_H
	Vocabulary – subtest

homonyms
	subtest score

	VOCAB_A
	Vocabulary - subtest   antonyms
	subtest score

	VOCAB_ S
	Vocabulary – subtest  synonyms
	subtest score

	VOCAB_M
	Vocabulary – subtest   metonyms
	subtest score

	WORDS
	Verbal productivity
	number of words used in sentences

	GRAMMAT
	Grammaticality 
	number of grammatically correct sentences

	COMPLEX
	Complexity 
	average number of correctly used words in sentences  

	PRODUCT
	Overall verbal productivity assessment
	overall assessment: productivity, syntactic accuracy and complexity  
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The size of the sample meets the demands of the quantitative relation between the number of variables and the number of subjects in the research. For the purpose of the research we used a variety of instruments. The reliability of all tests was assessed by the Cronbach’s alpha model. We also used three psychological tests, carried out and evaluated by a psychologist (The Raven’s Progressive Matrices, spatial abilities and analogies tests).

The Raven's Progressive Matrices test is a non - verbal test, designed to assess an individual’s general intelligence. Apart from the general - intelligence factor, the test (to some degree) also involves the visual - spatial factor; some tasks can be solved by using the verbal logic, spatial visualization and by visual comparisons (The Raven’s Progressive Matrices test, Information on the test, 1990). 

The Spatial Abilities test assesses an individual’s spatial agility, ability of quick sequential movements - associated with the visual aspect of an individual’s reading, and indirectly with an individual’s ability of spatial visualization, significant for reading comprehension. 

The Analogies test assesses an individual’s level of analogous thinking, significant for reading comprehension. The test includes 25 tasks, set as the incomplete statements the testee needs to complete. 

The Rapid Reading test (RRT) is used to assess the reading comprehension, with the emphasis on the rate of reading. We measured the number of correct answers in the span of three minutes, the number of correct answers in the complete test (without the time limit), and the complete time of the test solving.

The Vocabulary test assesses the word comprehension and the extent of the vocabulary.

The Reading Comprehension test - silent reading consists of various texts and questions for assessing different levels of comprehension (from reproduction to deduction).

The Listening Comprehension test assesses comprehension, with children answering the questions after listening to the sound - track of a short narrative.

The Reading Comprehension test - oral reading assesses the comprehension of what has been read (answering questions after reading), as well as the technique of reading - rate and accuracy of reading. We measured the time of reading and the number of miscues, by listening to the recorded reading of each individual child.

The Production of the Written Language test assesses the syntactical knowledge - syntactical accuracy and complexity of the sentences and evaluates the number of produced words.
Data processing

Before applying the main statistical method – factor analysis, we obtained some general information about the applied system of variables (by means of descriptive statistics). Due to abnormal distribution of particular variables, we decided to normalize the results of all tests and for that purpose used normalized T – values in additional analyses.

The application of analysis of variance asserted the differences between the two groups of readers included in our sample, the differences being level not structural. Additional analyses can be carried out on a complete system of variables. Our sample did not include 
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children with specific reading difficulties, who differ from the readers of the same age not only on the level of reading achievements but also on the level of the reading structure.
Results 

Basic research findings

The research contributes some findings in the field of reading comprehension of fourth - grade children. It is also a contribution to the researches which assert the significance of accurate and automatized reading for directing one’s conscious mental capacities towards the comprehension of what has been read.

Significant correlations between the manifested variables

The correlation between the variables alone provides possibilities for inference about particular characteristics of reading, which appear with the group observed in the research.

High correlation between the variables of reading comprehension (SILENT and RRT), rate (ORAL_T, RRT_T) and decoding accuracy (ORAL_M) can be associated with the findings that children who read quickly and fluently and make only few mistakes understand better what they have read. Chall (1996) in her developmental reading theory, as well as Gough and Tunmer (1986) in their model of reading, state that comprehension is subsequent to decoding.

Gough and Tunmer believe that comprehension is conditioned by accurate and quick decoding. Chall, however, stresses the significance of accuracy and automatization of word decoding at the secondary level of reading development, which at the following level provides efficient comprehension of the text.

Our results correspond to Chall’s findings in one additional dimension. The author stresses that efficient comprehension demands accuracy as well as automatization of decoding, and points to high correlation between the two components. Our research confirms her findings. We can observe high correlation between the variables ORAL_T and RRT_T on one side and ORAL_M on the other – between the variables measuring rate and automatization and a variable measuring the accuracy of reading. Both components are significant for evaluation of decoding. Eghert (1998) points out that accuracy of decoding explains up to 46% of the variance of reading comprehension in 4th and 5th grade children in schools of the USA. The rate of decoding also contributes to the explanation of reading comprehension, though to a smaller degree than accuracy. Automatization contributes to comprehension in the way that it enables the reader to direct all his/her mental capacities towards comprehension.

There is also a high correlation between the comprehension variables and the vocabulary, which is also in accordance with the findings of other authors who say that vocabulary is a significant factor of successful reading, not only at the initial stages of reading development, but also at subsequent levels, when comprehension becomes prominent. Carver (1992) studied the factors evaluated by three different tests of reading comprehension, which were used with 3rd to 8th grade children. He established a high correlation between the vocabulary and the results achieved at particular tests. Eghert’s research (1998) points out the importance of the correlation between the reading 
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comprehension and the expressive as well as the receptive vocabulary. She established a lower correlation between the reading comprehension and the rapid word naming, which measures the time a child needs for recalling a familiar word from the long – term memory. This test is to a large extent dependent on phonological processes, which are more significant at the initial stages of reading – rapid word naming is thereby strongly associated with decoding and less with reading comprehension.

Since reading comprehension is not only dependent on the development of particular components (e.g. automatized and accurate decoding), but also on the efficiency of integration of various skills and abilities, the inclusion of listening comprehension in research is also important. Gough and Tunmer (1986) stress that listening comprehension contributes significantly to the efficient reading comprehension. The correlation between the variables of reading and listening comprehension (LISTEN) in our research is statistically important, but to some degree lower. The difference can be explained by the fact that in our sample, it is the reading technique itself which is the most influential factor of reading comprehension. Later, however, when the technique is automatized, the results of listening and reading comprehension become more and more correlated. Stanovich, Cunningham and Feeman (1984) even report that the correlation increases from the 1st to the 5th grade. There are numerous factors which contribute to the efficient reading comprehension; that is why one should not be surprised at the fact that with children who manifest difficulties at initial process of reading literacy, difficulties in the field of reading comprehension can be expected. Even individual correlations point to the significant factors of reading comprehension. The structure that grasps the complete system of the manifested variables of our research is obtained by the results of the factor analysis.

Factor structure

Factor analysis, by means of which we tried to obtain an insight into the structure of reading in children included in our sample, is not a commonly applied methodological approach described in the contemporary literature on reading, but it is found in earlier researches. Davies (1968, in Review of Research, pg.8) studied eight manifested variables of reading and identified four different factors. Thorndike (1971, same source) reduced those four factors to three. The first factor – the vocabulary proved to bear the most significance; all other factors were difficult to interpret. Spearritt (1972, same source) again identified four, closely related factors. Farr (1969, same source) reports about numerous attempts of factor analysis application, with the result of a single general factor, which explained the major part of the system’s variance. The conclusion of these different researches was that reading comprehension in children, aged between nine and nineteen, is a uniform skill which cannot be explained by various components, as it is the case with reading at initial stages of reading development, where numerous components have been identified.

By means of factor analysis we managed to identify four factors on our system of variables, which can be interpreted. Our first factor demonstrated a high correlation with the majority of manifested variables and interpreted up to 43% of the variance of the complete system of variables. 
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Table 2: 

Total Variance 

	
	Initial Eigenvalues
	Extraction Sums of Squared Loadings

	Component
	Total
	% of Variance
	Cumulative %
	Total
	% of Variance
	Cumulative %

	1
	8,716
	43,580
	43,580
	8,716
	43,580
	43,580

	2
	2,029
	10,147
	53,727
	2,029
	10,147
	53,727

	3
	1,912
	9,558
	63,285
	1,912
	9,558
	63,285

	4
	1,090
	5,450
	68,736
	1,090
	5,450
	68,736

	5
	,909
	4,546
	73,282
	 
	 
	 

	6
	,841
	4,206
	77,488
	 
	 
	 

	7
	,697
	3,487
	80,975
	 
	 
	 

	8
	,562
	2,811
	83,786
	 
	 
	 

	9
	,530
	2,651
	86,437
	 
	 
	 

	10
	,520
	2,601
	89,039
	 
	 
	 

	11
	,433
	2,166
	91,205
	 
	 
	 

	12
	,379
	1,896
	93,100
	 
	 
	 

	13
	,335
	1,674
	94,774
	 
	 
	 

	14
	,325
	1,624
	96,399
	 
	 
	 

	15
	,262
	1,312
	97,711
	 
	 
	 

	16
	,162
	,812
	98,522
	 
	 
	 

	17
	,159
	,797
	99,319
	 
	 
	 

	18
	8,182E-02
	,409
	99,728
	 
	 
	 

	19
	4,264E-02
	,213
	99,942
	 
	 
	 

	20
	1,170E-02
	5,848E-02
	100,000
	 
	 
	 


The first factor, which we named The Cognitive - Verbal Factor, manifested the highest correlation, particularly with the vocabulary and all of its subtests, which corresponds to the above stated research results. The factor additionally includes all variables measuring the reading and listening comprehension and the cognitive level of an individual.

The second identified factor is correlated particularly with the variables, by means of which we assessed the knowledge of syntactical and grammatical rules in writing tasks, and with the mistakes made at loud reading. Since above mentioned variables represent successive processing of information (which can be observed at the language formation as well as at loud reading), the factor was named The Factor of Successive Information Processing. If comparing this factor and the first factor, which denotes global, simultaneous reasoning, one can notice that there are two levels of cognitive functioning of an individual, which need to be integrated reciprocally. 
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Table 3:

 Rotated Factor Matrix


Since the third identified factor clearly points to the efficiency of reading, we consequently named it The Factor of Reading Efficiency. The factor is in high correlation with the variables assessing rate and accuracy of reading and silent reading comprehension. It indicates the principles that are probably specific for the level of reading of the observed age group. It shows that a reader can efficiently concentrate only on one component; the technique of reading in particular, if the task demands the reader to read aloud and rapidly. With silent reading, if rate and accuracy of reading are disregarded, the reader concentrates on comprehension. The factor of efficiency is the subject of Carver’s analyses (1992) as well. In four factor analyses of the reading comprehension tests he identified one, or in some instances, two factors. In cases where only one factor has been identified, it was interpreted as reading comprehension, in cases where two factors were identified, they were interpreted as the factors of rate and accuracy of reading. In our system of variables, similarly, this factor provides interpretation of the significant part of the system’s variance.

The fourth factor, which bares somewhat less significance (in respect to the explained variance), is associated with variables representing spatial abilities; with some vocabulary 
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subtests and with the variables representing the cognitive level of an individual. We named it The Cognitive - Spatial Factor. 

Although the variables in question are very diverse, the explanation we are trying to make is that spatial abilities and the general cognitive level of an individual bear the significant role at forming inner concepts, which are very important for word and texts comprehension. 

The results of our research can be summarized in the following paragraphs:

· Since the research included a variety of measurements, for which we assumed to have some value for illuminating the reading comprehension within the tested sample of children, factorial structure showed characteristically different factors.

· The results are a contribution to other researches confirming the significance of accurate and automatized reading, which is essential for a reader to be able to direct his/her mental capacities towards comprehension of what has been read.

· Readers included in our sample are still at the level of acquiring reading technique and are only just entering the level of proper reading comprehension – reading to learn – acquiring new information. Age limits, which are set in Chall’s developmental reading theory, don’t hold completely true for the children in our country; the differences are to be found in the age of school entry and introduction of the reading literacy process, as well as in the structure of Slovene and English. The differences between written language and pronunciation obligate English school programs to emphasize the reading technique training in the initial grades of schooling. The findings about which level of reading development children achieve at particular age, provide valuable guidelines for the selection of suitable reading materials and tasks. If a child still deals primarily with the reading technique (according to Chall’s theory that is the second level), the selected reading materials need to contain familiar contents or at least familiar structures, for a child to master the knowledge he/she already has and thus can focus on comparing the contents with his/her own vocabulary and the previous knowledge. In this way a child gradually builds up the skills, such as the skill of context using, fluency and reading rate, the mastery of which supports a child’s interest in reading - the element that is essential for further reading. Even at the next level, which is considered as the introduction of learning by reading, a reader has to be faced with texts, technically not too demanding and contextually unambiguous, so that he/she can estimate it only from a single point of view (Chall, 1996). The familiarity with child’s developmental stages of reading and the structure of his/her knowledge can thus help a teacher understand a child’s needs in the field of reading.

· Apart from the efficient reading techniques, efficient reading is influenced by the factors of comprehension – comprehension of words as well as the rules of their usage in sentences and texts. We should not, however, disregard the importance of spatial abilities, which, besides indicating one’s ability of orientation, denote the ability important for comprehension, because they influence an individual’s abilities of forming inner concepts. To conclude, we can say that there is a need for integrating analytic and synthetic levels of an individual’s functioning.
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Conclusion

Some authors state that owing to some successful programs of reading literacy, many children reach the highest level of reading more rapidly than some years ago. We have to bear in mind, however, that there are still many children who fail to progress in reading in an equal manner as their peers, which becomes an obstacle in progressing in other academic fields, where reading is a means of learning. Teaching profession demands from a teacher to be able to identify the reading difficulties and to provide suitable support. We have to consider the fact that in the first schooling years, the importance, as regards the reading lessons, falls on learning and mastering the skill of decoding; from that stage onward, lessons are no longer focused on reading as such, but on learning by reading. Difficulties in comprehension at that stage become more and more evident; expectations become higher and reading materials more demanding. Reading development is thus not a process which concludes at the age of ten (if children that age are still focused on decoding). Particular components of reading, where difficulties appear, have to be developed furthermore. There is, however, a need for a systematic development of reading strategies in all children in order to make reading an efficient device for acquiring new knowledge.
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Making parents realize their therapeutic role in the shaping of the disabled child’s  personality constituted grounds for undertaking experimental research of self-acceptance. The comparison between two groups, one consisting of 40 visually impaired and 30 non-visually impaired teenagers resulted in statistically significant differences. 

The concepts of acceptance and self-acceptance derived from the concept of self-image psychologist Reykowski  (1976,1979,1987) as part of his multi-level theory of personality.

Self-image is of great importance in psychological development since what one is in one’s own eyes determines one’s attitudes towards life. It influences one’s interpretation of the intention of others, the manner of interaction with society and the feelings of the individual (Reykowski, 1987). Knowing oneself is one of the requirements of the successful addaptation to life in society and of the development of a healthy frame of mind.

There is no universally accepted definition of self-image, furthermore self-image and self-concept are being used interchangeably in literature. James (1890) defines self-concept as a general sum of what a man can call his own. He distinguishes material I self, social I self and spiritual (intellectual) I self. Nuttin (1968) characterizes self-image as the avareness of one’s own existence and functioning. Reykowski (1976) ascribes several features: perceptions of one’s own appearance and physical characteristics, one’s own abilities and skills,  attitudes and needs,  position in society, opinions and convictions concerning the problem what an individual can expect from other people.

Several authors (Niebrzydowski, 1976; Kozielecki,1982; Lukaszewski., 1984; Obuchowski, 1993) stress the existence of real I and ideal I. Proportions of the 
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differences between the various kinds of I-s create the basis of  opinions about self-evaluation and self-acceptance.

The experience of being important belongs to one of the first experiences of  man – in the very first days of its life a baby is usually valued by his parents by the mere fact of his existence. But this absolute (unconditional) value is quickly replaced by conditional value and the process of socializing within the family is learning how to earn social approval and at the same time acquire knowledge about self-value. These early social experiences form the basis  of the knowledge about oneself and the degree of acceptance from society (environment) is conduccive to self-acceptance..

Social experience of persons with physical disability may  not promote the formation of a positive self-image (Majewski, 1971; Ossowski., 1982; Sekowska, 1985; Larkowa, 1987). Even if such an image is created  – which is connected to the acceptance of impairment (Ossowski, 1979) – then the kind of social interactions may not bring gratification in the form of the approval of behaviour. The lack of social approval is connected with experiencing emotions of a negative character. In the following, situation the formation of a positive self-image, knowledge of self-value and self-acceptance may be brought in question. The acceptance of disability as a permanent fact does not necessarily imply self-acceptance which consist, first of all, of self-esteem and which is the result of social experience and not a direct result of the disability itself.

The problem of the relationship between self-esteem of teenagers with visual impairment and specified educational impact constituted the subject matter of investigations carried out with 40 teenagers, aged 15-19, consisting of 6 blind persons, 11 with some residual vision and 23 partially sighted persons. These visually impaired teenagers were selected by the analysis of medical records. They were students of five special schools for visually impaired children. All teenagers (15-19 yrs of age) who were enrolled in these schools in 1998-2000 were included in the study .The main criterion was that the  visual impairment  occured when before three years of age. They came from the following types of schools: Lyceum (14 persons), Electrical Technicum (technical high school - 11 persons) and Textiles Technicum (15 persons). Students of these schools graduate with final examinations after four years of studying (matriculation) and in the technicum - practical exams. The results were being compared with the results of a group of 30 teenagers with good eyesight at the same age. They were students of the same types of common schools, 15-19 years of age without visual impairment.

Instrument Used

The instrument used was The Adjective Check  List (Gough and Hailbrun ( Polish version adapted by Laboratory of Psychological Methods in Polish Academy of Sciences in 1983) The level of self-acceptance was measured by Index D in The Adjective Check List. Parent acceptance was examined by projective test: the test of unfinished sentences (Konarska, 2002) and the results evaluated by qualified judges. The test with method of its interpretation has been published ( Konarska, 2002, p. 213-217 ). 
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Statements of teenagers were compared  to children’s acceptance by their parents. It was possible to get 12 marks maximum. In this test, acquisition of 12 marks designates  lack of acceptance by the parents. Correlations between level of acceptance from the unfinished sentences test and level of self-acceptance ( Index D)  was calculated by the Wilcoxon test from the statistical program SPSS.   

With respect to the level of self-acceptance there were significant statistical differences between teenagers with visual impairment and teenagers with good eyesight on several scales of the test. 

Referring to the possibility of taking advantage from the index of self-esteem in the ACL test as level of self-acceptance  ( Drwal, 1995), the following  pattern proposed by  Drwal was used:
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n — quantity of group; x — means ;  t — value of t-Student test; p — statistically significant level. 
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Teenagers with visual disability demonstrated the lack of confidence in being able to conduct their own life by themselves. They have a tendency to look for professional help in solving their problems. They showed inclinations towards subordinating themselves to others and they were not eager to impose their will upon another individual. At the same time, they showed a need to have heterosexual contacts, a great need of being recognized and having friendly relationships with many people.They have also shown timidity in social contact as well as defensive attitude.

Teenagers with good eyesight are were more energetic, self-confident, dominating, and spontaneous in action.

But they also demonstrated the  need to understand themselves and others, disposition to impatience, weariness and the lack of persistence in aiming at a definite goal.

Teenagers with visual impairment – on the other hand – gave evidence of persistence in action they undertake, but at the same time they demonstrated inclinations towards routin and well-planned actions This may result from their trust in the verified ways of conduct and their insufficient trust in themselves.

The unfinished sentences concerned the perception of parents of the behaviour of teenagers in reference to respective scales of the Adjective Check List.

Generally it can be concluded that the higher is the level of self-acceptance, the more positively was evaluated the behaviour of teenagers  by parents and the higher was the emotional bond between parents and their children.

TABLE 2

Correlations between emotional bond and self-acceptance.
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where: SNSAMOOC – self-esteem of teenagers with visual impairment.

SNZWEMOC – emotional bond of teenagers with visual impairment.

WSAMOOC – self-acceptance of  teenagers from control group.
WZWEMOC – emotional bond of teenagers from control group.

Correlation between emotional bond in family and level of self-acceptance in the group with visual impairment of teenagers was high ( -0,788 ) and in the control group – moderate ( -0,441). Both this values are statistically significant.The correlation was 

INTERNATIONAL JOURNAL OF SPECIAL EDUCATION
                                                  Vol 18, No.2.

negative because the higher  values of emotional bond correlated with lower values of self-acceptance and vice-versa.  

The parents of disabled teenagers put a greater stress on persistence in actions and bearing up against failure when compared to the parents of teenagers with good eyesight. The value of social contacts in life and sensitivity to the needs of other people were stressed in a similar way.

The parents of teenagers with good eyesight valued highly independence, they accepted self-dependence and courage in undertaking acctions, but they were not always interesed in the effects of such actions leaving the evaluation of results to children themselves. They were not particulary interested in social contacts of their children – they interfered only in case of doubtful contacts.Such an attitudes of parents is clearly reflected in self-perception of teenagers in both groups. The disabled teenagers built resistance to failures and persistence in acting, aiming at establishing social relationships and understanding others, but – maybe due to the great interest of their parents in these matters – they were characterized by lack of trust in themselves and depended on  more experienced persons.

As far as teenagers with good eyesight were concerned they trusted themselves and desired to dominate without any need to understand others. The spontaneity in undertaking actions is accompanied by impatience and lack of persistence. Analysing parent’s behaviour one arrives at a conclusion that they accepted mainly the independence and self-dependence of their children without teaching them how to overcome difficulties wich probably resulted from the fact that they did not realize that these difficulties exist as much as the parents of children with visual impairment did. 
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The purpose of this study was to improve student sight word vocabulary through the use of reading racetracks and flashcards.  The participants were three nine-year old males diagnosed with a learning disability.  The research was carried out in a resource room in an elementary school in the Northwest.  The outcome measured was the number of correct words and errors said per min from flashcards directly after completing a reading racetrack.  The reading racetrack procedure was evaluated in an ABAB single case design.  The results indicated that reading racetracks are effective in increasing children’s sight word vocabulary.

It  has been noted that students who read well, typically achieve in school (Slavin, 1996; Slavin, Madden, Dolan, Wasik, Ross, & Smith, 1994).  Conversely, students who have difficulty in reading have a greater instance of dropping out of school and have less success in work and other life skills (Howard, McLaughlin, & Vacha, 1996).  Many educators continue to disagree as to how to improve their reading skills so all the students will be able to read when they exit school (Anthony, Rinaldi, Hern, & McLaughlin, 1996; McDonald, Weber, & McLaughlin, in press.  Rinaldi & McLaughlin, 1996; Rinaldi, Sells, & McLaughlin, 1997; Slavin, 1996). 

We used the  reading racetrack procedure and Precision Teaching techniques to improve the accuracy and fluency that students read Grade Two Priority Words in isolation.  Another purpose was to replicate and extend the findings of Rinaldi and McLaughlin 
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 (1996).  In the present replication a more rigorous experimental design than Rinaldi and McLaughlin (1996) was used to determine if the use of reading racetracks could increase correct rate and decrease errors for words read in isolation and flash cards were added.  The final purpose of this study was to see if using reading racetracks on a daily basis improved student sight word vocabulary for three students identified with learning disabilities.  Data were collected on a loose-leaf paper while the students read their racetrack and flashcards.  These data were later transferred onto a raw data collection sheet.

Method

Participants and Setting

There were three participants in the study.  Taylor, Bobby, and Daniel were nine- year-old males all diagnosed with a specific learning disability.  Their reading levels were all at least a year below their current grade level.  Taylor and Bobby received services for thirty minutes of reading right before lunch and thirty minutes of math right after lunch.  They also both received in-class services.  Daniel received services for written language and reading for one hour at the end of the school day.  

The research took place in the special education resource room.  The resource room was housed in an elementary school in a large urban setting in the Pacific Northwest.  The school was located in a low socioeconomic area where over 70% of the students qualified for free and reduced lunch.  The data for Taylor and Bobby was gathered both immediately before and after lunch, depending on what the students needed to get completed that day.  When these data were collected, there were two adults and three to seven other kids in the room.  The data for Daniel were gathered with only the first author during the last 15 minutes of the school day.  

Dependent variables and Measurement Procedures

The dependent variable measured was the number of words on flashcards said correctly in a one-minute timing.  During both baseline phases, the students read words on flashcards that were new to them.  While they read the words, corrects and errors were recorded for one minute.  There were two sessions in the second baseline.  In the first session, the students read the flashcards from the first intervention without doing the racetrack.  In the second session, the students read their new set of words without doing the racetrack.  During intervention, they did the racetrack for a one-minute timing and an error drill on the words they missed.  Immediately following, they read the same flashcards they did for baseline while corrects and errors were measured again.  The same procedure was followed for the second intervention.

Experimental Design and Condition

An ABAB single case replication design (Kazdin, 1982) was employed to evaluate the effectiveness of the Reading Racetracks Procedure.  

Baseline 1 and 2.  During baseline, students were timed for one minute on flashcards based on words that were not in their immediate sight word vocabulary.  The first baseline was in effect for three days with flashcards the students did not practice.  The
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second baseline was in effect for two days.  On the first day, the students read the flashcards from their first baseline and intervention and on the second day, they read a new set of flashcards that included the words on their new racetrack.  

Reading Racetracks and Flash Cards 1 and 2.  Students were told the words that they missed during the racetrack.  The researcher pointed to the word again and asked 

what word?  After that was done with every word, the researcher randomly pointed to all words missed and asked the child to say them until firm.  

The second reading racetrack and flash card phase followed the same procedures as the first intervention, except new words were used on the racetrack and the flashcards.

Reliability.  

Reliability of measurement was taken once during each phase change.  The resource room teacher recorded number of corrects and errors during the one-minute flashcard drill the same time the researcher did. Every phase, but the second baseline had 100% reliability.  The researcher and observer were off on just one word on the first day of the second baseline for Taylor.

Results

For Taylor, the mean correct rate during baseline-1 was 9  with a range of 8-11. The mean correct rate during the first reading racetracks and flashcards was 28.8  with a range of 9-46.  The mean correct rate during baseline-2 was 17.5  with a range of 7-28.  The mean correct rate during the second reading racetrack and flashcard phase was 30.714 with a range of 21-44.  
For Taylor, the mean error rate during baseline-1 was 12  with a range of 10-16. The mean error rate for the first reading racetracks and flashcards was 4.5  with a range of 0-11.  The mean error rate during baseline-2 was 4.0 with a range of 0-8.  The mean error rate for the second reading racetrack and flashcard phase was 1.0 with a range of 0-4.  

For Bobby, the mean correct rate during baseline-1 was 5.3 with a range of 4-6. The mean correct rate during the first reading racetracks and flashcards was 19.625  with a range of 10-33.  The mean correct rate for baseline-2 was 18 with a range of 8-28.  The mean correct rate during the second reading racetrack and flashcard phase was 27.56 with a range of 20-35.  For Bobby, the mean error rate during baseline-1 was 5.0 with a range of 3-6. The mean error rate for the first reading racetracks and flashcards was 1.428  with a range of 0-3.  The mean error rate for baseline-2 was 2.0 with a range of 0-4.  The mean error rate for the second reading racetrack and flashcard phase was .222 with a range of 0-1.

For Daniel, the mean correct rate during baseline-1 was 7.66 with a range of 3-11. The mean correct rate during the first reading racetracks and flashcards was 33.71 with a range of 21-41.  The mean correct rate for baseline-2 was 16.5 with a range of 10-23.  The mean correct rate during the second reading racetrack and flashcard phase was 28 with a range of 20-44.  The mean error rate fir Bobby for baseline-1 was 8.33 with a range of 7-9.  The mean error rate for the first reading racetracks and flashcards was 3.143  with a range of 2-6.  The mean error rate for baseline-2 was 2.0 with a range of 1-

INTERNATIONAL JOURNAL OF SPECIAL EDUCATION
                                                  Vol 18, No.2.

3.  The mean error rate for the second reading racetrack and flashcard phase was 1.148 with a range of 2-0.

Discussion

This study showed that the reading racetrack is and remains an effective in improving fluency of sight words for the three students with mild disabilities.  Our participants improved their sight words by doing reading racetracks and the flashcards together.  They enjoyed being timed and seeing how many words they could say correctly in a minute.  Each student improved in their corrects and errors.  Although some students’ improvements were greater than others, they all gained fluency.  Taylor improved from 8 words correct per minute to 44 and from 16 errors per minute to 0.  Bobby improved from 3 words correct per minute to 35 and from 6 errors per minute to 0.  Daniel improved from 3 words correct per minute to 44 and from 9 errors per minute to 0.  On the last session, each student had a big jump in their corrects and they all had zero errors.  The significant improvement can be attributed to the fact that the students had a fourth grade partner to whom they read the racetrack and the flashcards.  In each of the previous sessions, they all worked with the researcher one on one.  The first author felt the new situation with the chance to impress their older peers helped them excel.  Those final results show that the reading racetrack can be a good motivator, especially when said to their peers. 

Another aspect of this program that makes reading racetracks very attractive and practical is the fact that after the initial session, subsequent daily sessions were easy to implement, manage, and carry out.  This was also found in our first study (Rinaldi & McLaughlin, 1996), and in an additional replication (Anthony et al., 1997).  It is also our opinion that this program in conjunction with classwide peer tutoring (CWPT) (Greenwood, Delquadri, & Carta, 1988) or flashcards could offer individualized instruction for an entire classroom in less than 10 minutes of daily classroom time.  One could employ reading racetracks rather than the forms that Greenwood et al., (1988) use.  This could also be true for the forms that support for spelling and math facts.  This could be especially valuable in grades one and two when students are expected to learn and remember sight words that do not follow the phonetic rules.  

The use of flashcards was also easy to implement in the classroom setting.  Stone, McLaughlin, and Weber, (2002)have urged the use of flash cards to assist students in various academic disciplines.  The combining of reading racetracks with flash cards appears to also be a fruitful area for future classroom research.  
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In this article we describe and reflect on the combined use of quantitative and qualitative methods in a special educational needs study. The article reflects on how different research methods/techniques produced contradictory data, and highlights the limits of certain data production techniques when working with issues related to deep feelings/emotions. 

Thomas Kuhn’s (1962) The Structure of Scientific Revolutions propelled a re-examination of the scientific world and sparked an interest in alternative paradigms. The period 1960 to 1989 could be characterized as a period of contestation in the social sciences as to what might be considered legitimate research – the contestation often referred to as the paradigm wars. One version of the paradigm wars was the debate between quantitative and qualitative paradigms. This debate had strong defenders on both sides who argued that quantitative and qualitative research approaches were incompatible. However, the period 1989 to 1994 marked the decline of the paradigm wars. Salomon (1991) competently argued in an article, Transcending the Qualitative-Quantitative Debate: The Analytic and Systematic Approaches to Educational Research, that the two approaches to research were complementary. The basis for this argument was that the world should be perceived as actual by researchers rather than researchers switching epistemological grounds to fit the problem (see Creswell, Goodchild & Turner 1996: 110). Or, as Patton (1990: 38-39) writes:

Rather than believing that one must choose to align with one paradigm or the other, I advocate a paradigm of choices. A paradigm of choices rejects methodological orthodoxy in favor of methodological appropriateness as the primary criterion for judging methodological quality. The issue is 

INTERNATIONAL JOURNAL OF SPECIAL EDUCATION
                                                  Vol 18, No.2.

whether one has made sensible methods decisions given the purpose of the inquiry, the questions being investigated, and the resources available. The paradigm of choices recognizes that different methods are appropriate for different situations.  

We support the idea of viewing research approaches as complementary frameworks rather than competing paradigms and discuss in this article the combined use quantitative and qualitative approaches in investigating the subjective perceptions of the stress and coping of mothers who have children with an intellectual ability. Some of the findings of this study have been reported in an earlier article (see Hill, Newmark & Le Grange 2003). This article, however, describes and reflects on methodological considerations.

Quantitative and qualitative approaches in this study

The research design of the study included both quantitative and qualitative methods of producing data. We choose to use the term data production instead of the commonly used term data collection. Data is not out there (to collected) but rather constructed data through human will and intention. Quantitative methods produce data in the form of quantitative indices (numbers), while qualitative methods emphasize individual descriptive data. Two questionnaires were used to obtain quantitative information in terms of nominal (true/false) data and ordinal data respectively. A more detailed discussion of the questionnaires follows later as well as representations of samples of the instrument items. 

At the end of each questionnaire considerable space was provided in case respondents wished to make additional comments to the structured format of the questionnaires, thus allowing for the possibility of obtaining qualitative data. Follow-up interviews were also conducted with the aim of generating more qualitative data. The use of interviews in this study reflects a case study approach, about which Huysamen (1998:168) says: [they] are directed at the understanding of the uniqueness and the idiosyncracy of a particular case…. 

It was assumed that the use of a qualitative approach (semi-structured interviews) would complement the quantitative data obtained from the questionnaires. The interviews aimed to refine understanding of possible issues from the completed questionnaires through the use of considered questions and careful assessment of responses. Since the semi-structured interviews were guided by the responses to the questionnaires the design approach might be described as emergent. An emergent research design allows for multiple realities (albeit screened through analyses) to be represented (Eloff, Engelbrecht, Swart & Oswald, 2002). The written response format of the questionnaires was seen as complementary to the spoken format of the semi-structured interviews. The combination of written and verbalized responses, were aimed at catering for the different personality preferences of different participants. In a process of triangulation (Creswell, 1994:174), the research aimed to elicit possible trends in the ways in which mothers feel about, and cope with their young children with an intellectual disability through data comparisons across participants and between questionnaire and interview data for each participant.
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Creswell compares the opposing assumptions of quantitative and qualitative research: 

1)
In quantitative research the researcher starts from a theoretical base and sets out to obtain data that accord with the theory; qualitative research develops theory as the research proceeds, being open to new avenues of enquiry according to what emerges from the data. Qualitative research compares findings to existing theory after the active research process. In the more quantitative part of this study already validated questionnaires were used. The questionnaires’ items reflected the theory, which suggested that parents of young children with an intellectual disability tend to experience greater feelings of stress than do parents whose children do not have an intellectual disability. The more qualitative part of the study made use of some data obtained from the questionnaires, but the researcher also listened for difference in the emerging data.

2)
Quantitative research involves gathering quantifiable data, whereas qualitative research relies on descriptive data reports: it focuses on research subjects’ unique perceptions and experiences. In this study the questionnaires were analysed in terms of the number of positive relative to negative responses for the first questionnaire and in terms of the number of responses for each of the five coping styles represented by the different subsections of the second questionnaire (see later discussion). 

3)
Quantitative research makes generalizations about the nature of the topic being researched; qualitative research aims to gather more specific data. The intention of this research was explorative, and without the intention to generalize the findings beyond the group of participants. Instead, responses from the questionnaires were used as generalizations from which to devise a tentative interview schedule. 

4)
In quantitative research the researcher has a clear notion of the procedures that (s)he intends to follow in order to produce data; in qualitative research the researcher has a general idea of the research design, but the design is more flexible and emerges as the research proceeds. In this study clear written instructions were given to participants for the completion of the questionnaires. The interviews were started with common, initial questions about the family’s functioning, but thereafter the interviewer (in this case the primary researcher) guided the direction of the interview based on emerging verbal content relevant to the particular participant.

5)
Quantitative research requires the reliability and validity of the measuring instruments to have been established before the research is undertaken; in qualitative research the researcher attempts to verify the data through various means such as the use of thick description. The questionnaires that were used in the study derived from already established research instruments that had been tested both reliability and validity (see Hill 2002 for more detail). ‘Thick description’ was obtained through tape recording and transcribing the interviews and analyzing the data for anticipated and emerging themes (see Hill 2002 for greater detail)). (Creswell1994:162)
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Semi-structured interviews were used to obtain qualitative data so as to complement the quantitative data produced from the two questionnaires. The questionnaires provided a predetermined set of questions to be answered by the participants for the purpose of producing quantifiable data (i.e. the questionnaires required nominal or ordinal responses), to provide a general impression about how the participants feel about and cope with their young children with an intellectual disability. In contrast to the questionnaires, the semi-structured interviews were partially guided by the participants’ free associations of ideas, which are described fully (thick descriptions), based on the tape-recordings and transcribed notes from each interview. The latter provided unique representations of each participant’s subjective experiences. We now turn to a more detailed discussion of the questionnaires and semi-structured interviews.

The Questionnaires

The first questionnaire was on the QRS (Short Form of the Questionnaire on Resources and Stress). The original form of the questionnaire, comprising 285 questions, was developed by Holroyd (1974); the currently used, shorter form has been used by Friedrich, Greenberg & Crnic (1983). The shorter QRS consists of 52 items each requiring a true or false response. The first questionnaire (refined to 51 questions in my study) focused on the feelings mothers experience regarding their children with an intellectual disability. At the end of the questionnaire space for participants’ comments additional to their questionnaire responses, or for participants to comment on the questionnaire itself was provided.

TABLE 1:

Sample questions of QRS (Short Form of the Questionnaire on Resources and Stress)

	1------------- doesn’t communicate with others of his / her age group.
T
F

2 Other members of the family have to do without things because of -------------.










T
F

3 Our family agrees on important matters.




T
F

4 I worry about what will happen to ----------- when I can no longer take care of him/ her.









T
F
5 The constant demands for care for ---------- limit growth and development of 
   someone in our family.
 





T
F


The second questionnaire was based on the WC-R (Ways of Coping-Revised Questionnaire), as used by Folkman and Lazarus (1985). The WC-R consists of 48 items originally in 5 different categories but presented here as one continuous sequence of questions, albeit in the same sequence as in the original questionnaire. The 5 original categories included 1) practical coping 2) wishful thinking 3) stoicism 4) seeking emotional social support and 5) passive acceptance. Practical coping questions describe proactive behaviour by the mother. Wishful thinking questions include descriptions of behaviours that are not proactively task-oriented. The questions on stoicism include behaviours that either aim at ignoring the problem, or behaviours that exclude interaction with others on the topic of the child’s intellectual disability. The questions on seeking emotional social support describe behaviours indicating a proclivity for approaching 
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others to provide support. The passive acceptance questions are described in terms of avoidance behaviours. The second questionnaire required participants to choose between the following response possibilities for each question: 1 = not used; 2 = used occasionally; 3 = used often; 4 = used a great deal. The second questionnaire focused on preferred ways of coping used by mothers with a child having an intellectual disability. As for the first questionnaire, space was provided at the end for any comments that the participants might wish to add to their questionnaire responses. A sample of the WC-R questionnaire is represented in Table 2 below.

TABLE 2:

 Sample items from the WC-R (Ways of Coping-Revised) questionnaire

	1 I try to analyze the situation in order to understand it better.  1
2
3
4

2 I make a plan of action and follow it.


    1
2
3
4

3 I talk to someone who can do something concrete about the problem.  

    1
2
3
4
4 I think up a couple of different solutions to problems.
    1
2
3
4

5 I try to come out of experiences better than when I went in.   1
2
3
4


The Semi-Structured Interviews

Semi-structured interviews were used to get spoken responses of the participants to complement their written questionnaire responses. Cantrell (1993:96) refers to the importance of interviews for data production in interpretative studies and especially mentions the importance of describing participants’ own words. 

The follow-up interviews for this research were semi-structured. The analyzed data were used from the completed questionnaires as a guide to further information gathering during the interview process. Individual interview schedules were designed to guide the interview process, focusing on the most salient points taken from each participant’s completed questionnaires.  The interviews were audio-taped if agreed to by interviewees. Bogdan and Biklen (1982:74) define field notes as a written account of the researcher’s sensory and cognitive experiences. Field notes taken during the interviews included some observations of non-verbal behaviours too, for example discrepancies between verbal assertions and non-verbal body language. Each interview was approximately a half an hour long.

The interviews (Creswell, 1994:82) involved meetings between each of the participants and the primary researcher for the purpose of elucidating and elaborating upon the themes that emerged from the completed questionnaires, and for noting any contradictory data that might have emerged in the course of the conversation. The interviews were semi-structured because the themes that emerged from the questionnaires were used as a tentative guide. The themes most relevant for a particular participant were highest on the agenda for that particular interview. The interviews started with a more general question 
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before asking more specific questions. The primary researcher aimed to elicit data pertaining to the themes through a general question (common for all) and to use the specific questions only if the desired topics were not mentioned initially. All the questions were open-ended to encourage detailed responses from participants. An interview schedule designed for interviewee 1 is represented in Table 3 below.

TABLE 3: 

Individual interview schedule

	Name: Participant No. 1.




Tel.

Date: February 2002

Child’s name: X

Other: 8 year old son. Self-employed.

Found the T/F choice too limiting: lots of omissions & qualitative comments in & after text.

Practical & more use of social supports than others.

“Unstable” answering the questionnaire; “grateful: things could be worse”; guilt re. sad feelings. Not easy to relax.

Questions:

Describe your family life since the birth of the child.

What helps/hinders coping? (see “other”).

How do you feel about the future of the family and the child? “I’ll always take care of her.”

How did you feel about completing the questionnaire? “tricky,”

Secondary questions

Who accepts the child most/least?

Who takes primary responsibility for the child? Associated feelings: guilt/sadness?” Not easy to relax.”

Probes:

Why practical coping versus social supports? If the latter, when would use, whom would turn to and why/why not? 
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The First Questionnaire Responses

As mentioned the first questionnaire (revised QRS) comprised 51 questions requiring a true or false response. All twelve of the participants completed the first questionnaire. The first questionnaire responses of each participant were scored in terms of whether the responses indicated either a positive or a negative impact on the family. Eleven of the twelve participants obtained higher positive than negative scores. Nine of the twelve participants made qualitative comments. Ten of the participants omitted at least one of the questions. The respondents struggled with the true/false response options of the first questionnaire, since the options did not always adequately express how the respondents felt about the related question content. The participants omissions and related questions are presented in Table 4. 

Table 4:

 First Questionnaire-Question Omissions

	Question Number and Content
	Number of Omissions

	Question 12: In the future, our family’s social life will suffer because of increased responsibilities and financial stress 
	4

	Question 13: It bothers me that---will always be this way.
	3

	Question 31: It is easy for me to relax.
	3

	Question 37: ----cannot remember what he/she says from one moment to the next.
	4


The above omissions on the questionnaire indicated possible issues to probe during the interview stage of the research process. The following question types were included in the interviews:

1) a question about the mothers’ perceptions about the future functioning of both the family and the child with an intellectual disability; 

2) a question about accepting the child with an intellectual disability; and 

3) a question about who takes primary responsibility for the child with an intellectual disability.

The Second Questionnaire Responses

Eleven of the twelve participants completed the second questionnaire. The one participant who omitted to complete the second questionnaire did so erroneously and was happy to complete it at the time of the semi-structured interview. There were few omissions on the second questionnaire. The omissions for the second questionnaire appeared to have been done inadvertently, for example, a whole page was omitted from one of the participant’s responses. There were no overlaps of omissions to questions between participants. Common concerns for many of the participants included: 

1) worrying about the future care of their child with an intellectual disability; 

2) other people finding it difficult to understand their child’s speech; 

3) the child with an intellectual disability’s limited abilities; 

4) not seeing the child with an intellectual disability as a problem in the family; and 

5) feelings of worry rather than feelings of depression. 

The above concerns were considered when planning the interviews. 
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Nine of the twelve participants made qualitative comments at the end of the first questionnaire. Participants tended to make reference to particular questions rather than making general comments. The reference to particular questions was particularly evident in cases where a participant found the true/false response options too restricting to reflect their feelings. The restricting format of the first questionnaire was confirmed during the interviews. Seven of the twelve participants made qualitative comments at the end of the second questionnaire, although the comments tended most often to be of a general nature rather than referring to any particular question. The qualitative comments reflected feelings of sadness together with feelings of guilt about feeling sad, given that circumstances could have been worse. Several participants commented on acting positively. Reference by the participants to accepting their child with an intellectual disability, and to the participants’ experience of completing the questionnaires were also reflected in the qualitative comments. Details of feelings expressed by participants are reported in an earlier article (see Hill, Newmark & Le Grange 2003:38)

First and Second Questionnaire Comparisons

Many omissions were apparent on the first questionnaire for many of the participants in contrast to the second questionnaire, where there were hardly any omissions by the participants. The qualitative comments made at the end of the first questionnaire tended to be question-specific, rather than general comments. As noted the participants omitted questions on the first questionnaire because they found the true/false format problematic. Only one participant felt that her personal development was being compromised by the care-giving demands of her child (as indicated on the first questionnaire). 

The analysis of the questionnaire data, including comparisons between the two questionnaires for each participant, allowed the researcher to form a picture of each participant. A comparative analysis of the responses across the different participants suggested themes from which the interview questions could be derived. 

Between Participants’ Questionnaire-Interview Comparison

The participants tended to indicate opposite responses on the questionnaires in comparison to the interviews. The data gained from the questionnaire responses reflected the participants in a more flattering way than did the data from the interviews. An example of the above contention: participants might indicate that caring for a child with an intellectual disability poses no strain on their coping ability, whereas the same participants indicated during the interviews that caring for a child with an intellectual disability poses a considerable strain on their coping abilities. The contradictory nature of the questionnaire relative to the interview data highlights the importance of combining quantitative and qualitative methodology components in such studies. The use of either methodological approach alone would have resulted in a less accurate understanding of the research problem.

It may be useful to consider Furnham’s lay theory (1988, cited by Skinner, 2000:39-43) as providing a possible explanation for the conflicting questionnaire-interview data that my study generated. Lay theory is the study of the lay person’s implicit construction of 
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reality. Furnham (1988, cited by Skinner, 2000:39-43) notes that, in contrast to scientific theories, lay theories are often inconsistent, with two mutually contradictory ideas or beliefs being held simultaneously by an individual without cognitive dissonance occurring. Lay theory says that individuals derive explanations of the world from their own experiences, personal histories and from whatever knowledge they can glean from other sources. Any explanation about a particular topic reasoned by an individual is likely to be embedded within the context of the given individual’s network of beliefs about life in general. Groeben (1990, cited by Skinner, 2000:42) believes that lay theories have a core influence on behaviour. 

Critical reflections on the use of quantitative and qualitative methods

The most apparent shortcoming in the research design is that mentioned in an article on the WC-R (Knussen et al., 1992:776), where reference is made to response bias, i.e. a tendency of participants to answer according to perceived social desirability of the response alternatives. Similarly, Huysamen (1998:66-67) refers to the reactivity of research or Hawthorne effect, i.e. the impact on participants’ knowing that they are part of a research undertaking. The Hawthorne effect is anticipated both because the researcher is an unknown semi-professional psychologist and because of the involvement of the school in terms of the principal encouragement of mothers to participate in the present research. Some attempt to address this problem is reflected in the semi-structured follow-up interviews. However, we would argue that participants who agreed to take part in the interview phase of the research as well as in the completion of the questionnaires might well be those individuals most impacted by the Hawthorne effect. With hindsight the researcher could have done a piloting test re-test with the questionnaires’ refinement group participants to increase the reliability of the questionnaires.

The above contention about the Hawthorne effect also highlights another shortcoming of the research design: that the voluntary nature of the participant participation may at each level (questionnaires and then interview) mean that participants select themselves. The result of self-selection is that the resultant data findings are biased and constrain the possibility of generalising the findings to other populations. Data bias is also anticipated because of the participant selection being from only one school and so involving a very small sample, which again might restrict the possibility of generalising data results to other populations. However, Merriam (1998:210, cited in Engelbrecht, Swart and Eloff, 2001:257) reminds us that when working within a qualitative methodology it is assumed that the general lies within the particular; that is, what we learn in a particular situation we can transfer or generalise to similar situations subsequently encountered. Similarly, the analysis of data looking for trends in the ways in which mothers feel about and cope with their child with an intellectual disability may offer only tentative indicators of feelings and behaviour. The sample size constraints were unavoidable given the limited scope of a Master’s study. The researcher’s aim was therefore not to attempt to generalise the findings beyond the research group used, but rather to view the findings as a starting-point from which further research might be informed. The triangulation of quantitative and qualitative data in the study may, to some extent, serve to ameliorate concerns about the Hawthorne effect and sample bias.

INTERNATIONAL JOURNAL OF SPECIAL EDUCATION
                                                  Vol 18, No.2.

The psychological discomfort commented on by some of the participants in the study, gave me cause for concern. A caution before administering the questionnaires about the possible negative impact of participation might be useful, together with a clearer indication about the possible benefits of participating in such a study (such as the opportunity to work through feelings and to discuss concerns with the researcher). 

The participants found the first questionnaire’s true/false format too limiting to adequately answer some of the questions in a way that clarified their feelings about the question content. To compensate, the participants preferred to write qualitative comments on the questionnaire. The use of qualitative comments in place of quantitative responses meant that scoring the true/false questionnaires involved some of researcher subjectivity in interpreting whether a particular qualitative comment reflected a true or a false response option. For future research one might not use the questionnaire format, although it was most appropriate for eliciting useful initial data.

The criticisms of this research might guide future research. The use of a true/false questionnaire was found to be less useful than the Likert-type scale for assessing a subject as emotionally laden as coping with one’s child with an intellectual disability. Also, the emotional discomfort reported by some of the participants suggests that future research might be more careful about addressing this possibility with potential participants beforehand. Importantly, this study highlights how crucial it is to use both qualitative and quantitative methods it certain instances.
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This article addresses the question whether critical theory can contribute towards enacting democratic teacher performance in schools. With reference to the Norms and Standards for Educators of 2000, we argue that critical educational theory offers an adequate framework of thinking and acting to engender democratic teacher performance in schools.

Using conceptual analysis, this article shows that one first needs to understand the meanings of concepts before one can consider implementing them. Many of the problems facing teachers in schools involve them not having sufficient understanding of educational concepts. Hence, they seemingly find it difficult to effectively implement policy. This results in the fact that democracy remains undermined. This article provides a modest attempt to show that democracy does not have to be sacrificed. However, then it requires teachers to use principles of critical educational theory to ensure that effective policy implementation does occur in schools. 

The Department of Education (DoE) released several education policy documents over the past decade of which the following are examples: The White Paper on Education and Training (1995), the South African Schools Act (1996), and recently the Norms and Standards for Educators (2000). Like other employers, the DoE expects teachers or educators (employees) to implement these policy documents in schools. Unfortunately many of the education policy issues announced in these documents are not understood by teachers who often claim that subject advisors, circuit managers and school principals do not establish opportunities for teachers to interpret, analyse and implement policy. Certainly in a local school where this research was done, many teachers complain of a 
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lack of knowledge about education policy documents and then demands are placed on them to enact policy. 

In this article we wish to explore some aspects of the Norms and Standards for Educators policy document and look at some of their implications for democratic teaching and learning practices in schools. 

Not much research has been done in the field of conceptual analysis in relation to democratic teaching and learning in South African schools. A lot has been written about educational equity and school governance (Motala & Pampallis, 2001) and educational management in school reform (Fleisch, 2002) in South Africa. However, very little has been researched about the effective implementation of the Norms and Standards for Educators and their implication for teaching and learning. It is in this area of conceptual analysis of education policy that we hope to contribute towards the ongoing debates regarding the implementation of policy and its implications for democratic teaching and learning in schools.    

In this article, our goals are twofold: Firstly we shall analyse the meanings of concepts which make up the Norms and Standards for Educators, that is, analysing meanings associated with (teacher) education policy. Secondly, we shall explore whether these meanings of education policy can be enacted democratically in relation to teaching and learning in public schools, with particular reference to some of Lungiswa’s (co-author) own teaching experiences. 

We are attracted to critical educational theory for the reason that, as we shall argue for later on, such a theoretical framework aims to look at meanings and self-understandings of agents of change (for example, teachers who are serious about making policy work in schools). Critical educational theory also aims to emancipate and empower people as well as improving their situations. According to Carr and Kemmis (1986: 162) critical educational theory strives to bring about self-reflective inquiry amongst people which can give rise to conditions which can replace one distorted set of practices with another, hopefully less distorted set of practices. Our contention is that critical educational theory could help teachers to better understand education policy with the intention to bring about meaningful change in schools. 

Our research method relies heavily on an analysis of concepts as explained by Hirst and Peters (1998). According to them, analysing a concept involves getting to know the underlying meanings, what they refer to as logically necessary conditions, which make concepts what they are. In others words, conceptual analysis is about finding out the underlying features which constitute concepts. For example, education is a social practice. An underlying meaning, which makes education what it is, is that people engage in social practices – they share ideas, thoughts, perceptions, understandings in a climate of conversation and discussion. Thus, our research procedure involves conceptually analysing what meanings underscore the Norms and Standards for Educators. In this way, we would be better positioned to make evaluative judgments about the implementation of these roles teachers ought to enact in schools. 
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We shall firstly show how conceptual analysis can be used to explore education policy with reference to the Norms and Standards for Educators (2000). Secondly, we shall examine constitutive features of critical educational theory as a research paradigm (theoretical framework), which can guide effective teaching and learning practices in schools. Thirdly, we analyse the Norms and Standards for Educators. In addition we attempt to answer the question whether the seven roles reflected in the Norms and Standards can in fact bring about emancipatory practices in relation to teaching and learning in schools. Finally we show how reflexive competences associated with the roles teachers need to enact can lead to an emancipatory classroom. 

Critical Educational Theory And The Norms And Standards For Educators

Critical educational theory is concerned with getting to know the self-understandings of people, as well as the notion that our research actions will change others, and an understanding that we too must be open to change (Waghid, 2000: 33). Implicit in such a notion of critical educational theory is an understanding that one needs to know one’s reasons for performing actions, interpret them, and whatever actions one pursues should be done for the betterment and transformation of society as a whole. In this way, critical educational theory has an emancipatory agenda. 

 Waghid (2000: 34) posits that inherent in the process of investigating how our research actions will change others, we are (should be) rational, that is, we are crafting meaning and understanding of critical, active inquiry within our research discourse, we conceptualise what we are doing and write about our knowing. This claim maintains that whatever one researches, one needs to engage in practices which could lead to a positive impact on our lives and those of other human beings in society. This means that one needs to understand human actions and to be able to correctly interpret what is meant by their actions with the view to improve such actions or to establish conditions, which might result in improved practices. Gibson (1986: 2) states, critical (educational) theory is not simply explanatory, but is committed to enabling change towards better relationships towards a more just and rational society. Thus, besides getting to understand human actions, in particular meaning which shape their actions, critical educational theory has as its goal to allow individuals and groups of people to be in control of their own situations whereby they could be set free (liberated). For example, when teachers have to enact education policies, such as the Norms and Standards for Educators, based on their understandings of the document, they are said to be in control of their situation for the reason that they have analysed these policies and the possible impact it might have on improved classroom practices. They are free to reason about these policies and to critique such policies. They have a voice in such matters since at the end of the day they are the ones who will be in the forefront to put these policies into practice.

In essence, critical educational theory supports the notion of standing up if you are not satisfied with what you see. According to Gibson (1986: 5) critical (educational) theory argues that the identification of conflicting interest(s) is more truly revealing than other approaches. This statement implies that it is crucial to be able to remove or to be able to reach consensus about educational issues. Of course, it is natural for people to have 

INTERNATIONAL JOURNAL OF SPECIAL EDUCATION



       Vol 18, No.2.

different views about certain issues, but conflicting issues need to be picked up, discussed and positive resolutions be achieved, thus ensuring possible emancipation in education. 

Before we show how critical educational theory can bring about improved practices in relation to the roles teachers ought to enact in schools, we shall firstly conceptually analyse what the Norms and Standards for Educators entail. This is necessary if one wants to know the implications of these Norms and Standards for teaching and learning in the classroom.

Learning Mediator

According to the Norms and Standards document (DoE, 2000: 13), an educator (teacher) will mediate learning in a manner which is sensitive to the diverse needs of learners, including those with barriers to learning, construct learning environments that are appropriately contextualised and inspirational, and communicate effectively showing recognition of and respect for the differences of others. In addition an educator will demonstrate sound knowledge of subject content and various principles, strategies and resources appropriate to teaching in the South African context.  

Our understanding of an educator as mediator between himself / herself and learners is that an educator is there to provide help to learners and also to help learners who are having difficulties (say for example in reading and writing) and to enable them to understand the content of the subject matter. In other words, as a mediator, an educator puts subject matter into context by establishing favourable conditions for learning. Also, an educator uses different strategies to clarify subject matter and to communicate the necessary knowledge to learners who in turn make meaning or construct diverse understandings.  Thus, as a mediator an educator does not merely transfer knowledge to learners, but establish conditions in classroom practices whereby learners can construct different understandings of concepts taught.    

Interpreter And Designer Of Learning Programmes And Materials

The Norms and Standards document (DoE, 2000: 13) emphasises the role of an educator as one who understands, interprets and designs learning programmes. In addition as interpreter, an educator identifies requirements for a specific context of learning, selects and prepares suitable textual and visual resources for learning. An educator also selects, sequences and paces the learning in a manner sensitive to the differing needs of the subject / learning area and learners.

In order for an educator to be an interpreter and designer, he or she acts as a specialist when it comes to the subject matter. He / she has insight into the subject matter. Moreover, as a designer, an educator needs to be creative in order to come with their own designs of learning materials. An educator also needs to know what resources will be required in a given subject matter, that is, he / she needs to be selective of what should be used albeit theoretical or visual resources in relation to learners’ level of understanding.
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Leader, Administrator And Manager

The Norms and Standards document (DoE, 2000: 13) points out that an educator will have to make decisions appropriate to the level of learners’ understanding. He / she also needs to manage learning in the classroom, as well as carrying out classroom administrative duties efficiently, and participating in school decision-making structures. These competences will be performed in ways, which are democratic, supporting learners and colleagues, and that demonstrating responsiveness to changing circumstances and needs.

As leader, an educator takes initiative as far as the constructive teaching of learning material is concerned. Educators, as leaders, are there to teach learners to become decision makers and to be able to make decisions that will impact positively, even on their own lives. Furthermore, an educator must be able to manage their classrooms especially their learners, inculcating in them good managerial skills because learners need to manage their own learning processes. Similarly, as administrator and educators has to prepare students’ class lists, marks sheets and work portfolio files. 

Scholar, Researcher And Life Long Learner

An educator needs to achieve ongoing personal, academic, occupational and professional growth through pursuing reflective study and research in their learning area, in broader professional and educational matters, and in other related fields (DoE, 2000: 13). What this means, is that an educator needs to upgrade his / her professional qualifications by pursuing further education at tertiary institutions. In other words, an educator needs to seek more knowledge to improve their knowledge in their specific learning areas. This in turn, can improve the quality of their teaching assessment and also make them more capable of improving their classroom practices. 

Community, Citizenship And Pastoral Role

The Norms and Standards document (DoE, 2000: 14) accentuates that an educator needs to practise and promote a critical, committed and ethical attitude towards developing a sense of respect and responsibility towards others. An educator will uphold both the Constitution and Bill of Rights and promote democratic values and practices in schools and society. Within the school, an educator will demonstrate an ability to develop a supportive and empowering environment for the learner and respond to the educational and other needs of learners and fellow educators. Furthermore, an educator will develop supportive relations with parents and other key persons and organisations based on a critical understanding of community and environmental development issues. One critical dimension of this role is HIV/AIDS education. In addition, an educator needs to practice and promote democracy outside and inside the classroom following the guidelines of the South African Constitution and Bill of Rights. Within the institution, an educator has the task of supporting learners who seem to lack the ability in their various learning areas, as well as empowering other teachers with the knowledge that he / she possesses. 

Assessor 

The Norms and Standards document (DoE, 2000: 14) explains an educator’s role as an assessor or one who will understand that assessment is an essential feature of the teaching 
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and learning process, as well as knowing how to integrate it into this process. An educator will have an understanding of the purpose and methods of teaching and learning and will be able to provide helpful feedback to learners. An educator as assessor will design and manage both formative and summative assessment in ways that are appropriate to the level and purpose of the learning and meet the requirements of accrediting bodies. Also, an educator as assessor understands how to interpret and use assessment results to incorporate into the teaching process for the improvement of learning programmes.

Our understanding of the role of an educator as an assessor is that an educator needs to be able to assess learners as a means of measuring what has been taught to learners. Assessment helps an educator to see what learners understand. An educator needs to understand what to assess and how to go about doing assessment. Assessment also helps an educator because you are able to give learners feedback. Learners would then be able to correct their mistakes by trying to understand what they did not understand. It is the prerogative of an educator to assess learners correctly, for instance, summatively or formatively, as well as to make sure that learners’ portfolio files are in good order in terms of what is supposed to be in the files. The way an educator assesses must be in line with the guidelines or requirements of the accrediting bodies. 

Learning Area / Subject / Discipline / Phase Specialist

The Norms and Standards document (DoE, 2000: 14) makes it clear that an educator will have to be well grounded in the knowledge, skills, values, principles, methods and procedures relevant to the discipline, subject learning area, phase of study or professional or occupational practice. An educator needs to know about different approaches to teaching and learning (and where appropriate, research and management), and how these may be used in relation to learners and their contexts.  By implication, an educator will be well trained with knowledge pertaining to the area of his or her specialisation. This would enable an educator to come with relevant approaches towards the subject and will also show his / her ability to use these approaches in different situations. 

Now that we have expounded on the seven roles the Norms and Standards policy document envisages teachers (educators) should enact, we shall briefly look at the competences learners need to demonstrate in relation to teachers performing these roles. This is necessary for the reason that many of these competences seem to be in line with the basic idea of critical educational theory, that is, bringing about a liberatory change in learners’ self-understandings and situations.  

Critical Educational Theory And Reflexive Competences

The Norms and Standards policy document discusses three kinds of competences: practical, foundational and reflexive. Firstly, practical competence refers to an ability a learner demonstrates whereby he / she can consider a range of decisions and possibilities which can be followed and to perform the chosen action, for instance, by adjusting teaching strategies to cater for different learning styles. Secondly, foundational competence exists whereby a learner demonstrates an understanding of the knowledge and thinking which underpin actions taken, for instance, understanding different learning 
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styles. Thirdly, reflexive competence involves learners demonstrating abilities to integrate or connect performances and decision making with understanding and with the ability to adapt to change and unforeseen circumstances and to explain the reasons behind these actions. For example, reflecting on the extent to which objectives of the learning experience have been achieved and deciding on adaptations where required (DoE, 2000: 15-16). 

Our focus is on reflexive competence for the reason that critical educational theory is also geared towards bringing about a change in learners’ self-understandings and their situations. What these competences point out is that after teachers have enacted their roles as mediators; interpreters and designers; leaders, administrators and managers; communitarians, citizens and pastors; scholars, researchers and lifelong learners; assessors; and learning area specialists, they should be able to demonstrate reflexive abilities. Therefore we shall only look at selected reflexive competences of teachers whilst performing their seven roles and which link strongly with critical educational theory. 

 Some of the reflexive competences teachers could show while enacting their seven roles include the following: 

· Reflecting, analysing, making judgements, critically evaluating and assessing learning related activities in the classroom and changing educational circumstances;

· Managing and constructing a democratic classroom which is sensitive to culture, race and gender differences;

· Promoting liberal values such as respect for human rights and resolving conflict;

· Nurturing team teaching;

· Adapting school extra curriculum programmes in response to needs, comments and criticism;

· Reflecting on ethical issues in religion, politics and the environment; and

· Cultivating an awareness of citizenship (DoE, 2000: 15-22). 

In our view, if teachers demonstrate these competences while performing their roles, as well as linking these competences to the basic idea of critical educational theory, emancipation can be achieved in teaching and learning experiences in the classroom. This would be the focus of the last section.  

Can The Norms And Standards Enact An Emancipatory Education?

Unquestioningly the seven roles teachers have to enact according to the Norms and Standards policy document have the potential to emancipate them and learners if these roles are performed in relation to critical educational theory. It is to such a discussion that we shall now focus our attention.  
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Learning Mediator 

As a learning mediator we would have to be critical about what is taking place in our own classroom. This means, one needs to be sensitive to the diverse needs of learners and also try to break the impediments that make learners not to be able to write, read or to grasp the content of the learning area. In other words, we would strive to know the self-understandings of learners, that is, understanding the meaning of our own and their actions. If an educator respects the differences of others and try to empower those who seem to lack understanding in a certain learning area, then he / she is on the road to emancipate others – an idea which seems to be in line with critical educational theory. In essence, if one’s role as a mediator of knowledge is going to be successful, one needs to establish conditions whereby one reflects, analyses, critically evaluates and makes judgements of the teaching and learning activities in one’s classroom. 

Interpreter And Designer Of Learning Programmes And Materials 

As a critical interpreter and designer one would not hesitate to initiate activities that will develop the critical thinking capacities of learners. This implies that one needs to design learning materials and programmes in such a manner whereby learners would be encouraged to actively engage in the learning process. One should not treat them as outsiders in the classroom because they need to interpret what one teaches in terms of the content of the learning area. This means that one’s planning of the curriculum has to be attuned to establishing conditions, which encourage learners to participate in activities. This also means that one needs to constantly improve the materials of the subject content that is relevant to learners. In this way, a democratic ethos in relation to quality learning materials can be achieved – an idea which is in line with critical educational theory.   

Leader, Administrator And Manager

As a reflexive educational leader, one would be faced with a crucial job, which involves taking decisions that will affect one’s classes. As a leader, one needs to guide others including fellow educators. In this way, an educator can help in liberating others’ thinking. As a reflexive administrator, a teacher has to keep record of her / his classroom performances. When a teacher is practicing democracy in his / her classroom he / she establishes and constructs a pleasant atmosphere for learning allowing learners’ voices to be heard in a logical and rational manner. In addition, as a reflexive manager of classroom activities, one needs to take the initiative to re-arrange desks in a manner that would undermine the transmission mode of teaching. Arranging desks in different ways can also encourage a discussion-centric classroom. 

Community, Citizenship And Pastoral Role

We consider this role teachers ought to perform in schools of great importance, in particular encouraging active citizenship within learners. The question is: what can one do to encourage active citizenship within learners? First and foremost is the recognition of the achievements of learners in school and extra-curricular activities. This will indicate to them that they have a positive impact on society, which would promote a sense of responsibility within learners. Secondly, teachers need to empower learners with skills to help them recognise that they too can be agents of change. In this way, learners would not 
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feel disengaged from school matters, which in turn would reduce their sense of alienation and restore their belief in democratic processes.  

Certainly Outcomes-based education (OBE) fits well with this role a teacher can perform since it emphasises critical thinking and the fact that learners can take responsibility. In turn, these attitudes of a sense of community and citizenship can cultivate in learners a sense of out-reach within their society. For example, a teacher can aid this change in attitude by integrating community work with learners’ school projects. Learners could then comment on and criticise such projects – an idea which links up with building the reflexive competence of learners within a critical way. Moreover, in these subject related school projects, teachers could promote the liberal values of respect for human rights, tolerance towards diverse religious views, and the idea that one has to be critical of authority, even of teachers. 

Scholar, Researcher And Lifelong Learner

We consider these roles teachers ought to perform as necessary to effective teaching and learning occurring in the classroom. Surely a teacher who is continuously researching new ways of encouraging active learner participation in the classroom demonstrates a high level of reflexive competence. When such a teacher uses his / her improved ways of teaching to promote critical thinking and sound judgement in classroom practices, she / he is said to be critical. 

Furthermore, a teacher as scholar is prepared to initiate debate and conversation through her / his classroom activities. Learners in such a teacher’s classroom feel free to differ with one another. Yet, they respect one another in the sense that they do not just agree with everything everybody else says. But then, such a teacher is not threatened by what learners think or suggest. Learners know the teacher is open to correction and is always prepared for debate and conversation. A teacher in such a position also realises that he / she must be updated with recent developments in education. In essence, such a teacher is in fact a lifelong learner – an idea of reflexive competence, which connects with critical educational theory.  

Assessor

Nowadays much is being said of formal, continuous assessment in the classroom. In this regard the teacher needs to find ways and means to bring about effective assessment of learners’ work. We think of Lungiswa’s own Grade 8 Xhosa (African language) classroom whereby learners were asked to make group presentations about the importance of language in expressing ideas. Together with another language teacher we assessed the presentations of learners and gave them valuable critical feedback. Learners could also question the presentations of others with the aim to improve their understanding of language issues. Thus, a teacher’s role as an assessor should not be separated from stimulating critical thinking and challenging in her / his classroom – an idea which once again connects with reflexive competence.    
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Learning Subject Specialist

A teacher must demonstrate the competence that he / she knows the content of the subject matter taught. But then, knowing subject content is not sufficient to engender critical thinking and discussion. It is more at the level of making educational judgements on educational issues arising from classroom practice where a teacher’s specialised subject knowledge would actually be valued. Much of the research a reflexive teacher is involved with arises from real educational problems. A teacher who possesses subject knowledge can demonstrate an understanding of the implications of this knowledge for further research. Moreover, a subject specialist also has the competence to make critical judgements on the relationship between different subject disciplines. In this way, a teacher demonstrates critical competence. 

In essence, a teacher who demonstrates reflexive competence in enacting his / her seven roles in the classroom can create opportunities for critical thinking, discussion, debate, active learner participation, and an awareness of citizenship. These values are all connected to the idea of critical educational theory. 

Finally, these values are also internal goods of democracy, which suggests that for teachers to enact these roles, they would actually be fostering a democratic classroom atmosphere. Why is this so? For Gutman and Thompson (1990: 1) a democracy secures a central place for moral discussion and deliberation in various forms of life. They argue that the promise of a democratic theory lies in a concern for finding terms of cooperation that each citizen can accept for the reason that contemporary societies are driven by deep conflict and moral disagreement (Gutman & Thompson, 1996: 26). Benhabib (1996: 68) explains democracy as  a model for organizing the collective and public exercise of power in the major institutions of a society on the basis of the principle that decisions affecting the well-being of a collectivity can be viewed as the outcome of a procedure of free and reasoned deliberation among individuals considered as moral and political equals. In other words, classroom practices are legitimate insofar as activities are produced in a process of discussion and debate in which teachers and learners, going beyond mere self-interest and limited points of view, reflect on the general interest of education. 

Walzer (1983: 304) contends that democracy puts a premium on speech, persuasion, rhetorical skill and the person who makes the most persuasive argument gets his / her way. Benhabib (1996: 69) states that democracy is a necessary condition for attaining legitimacy and rationality whereby all learners should have the same chances to initiate speech acts, to question, to interrogate, and to open debate; all have the right to question the assigned topics of conversation; and all have the right to initiate reflexive arguments about the way in which they are applied or carried out say, in classroom practices (Benhabib, 1996: 70). Hence, demonstrating reflexive competence through enacting the afore-mentioned seven roles, teachers are in fact critical agents of democracy – an idea that can manifest in classroom practices if implemented along the lines of critical educational theory. 
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Conclusion

This article has shown how conceptual analysis can be used to find out meanings associated with concepts in an important education policy document for teachers in South Africa. The main argument has been that unless one understands what the Norms and Standards for Educators mean, one would not be in a position to show how classroom practices (teaching and learning) can be improved. We have shown that teaching and learning in and beyond the classroom can be improved if actions are connected to critical educational theory. Finally we have shown that the Norms and Standards for Educators hold much promise for enacting transformative practices, which in turn can lead to a heightened form of democracy in classroom practices.  
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 Science for all is a call made in several international and national policy documents. In this article we reflect on the teaching of science thinking skills to learners with special needs as a response to the call to make science accessible to all learners. More specifically we discuss and report on the preliminary findings of research done in a South African classroom aimed at mediating thinking skills to learners with special needs. 

For many years science teaching has been dominated by the transmission of content knowledge to learners. School science education programmes were designed mainly to meet the needs of Higher Education and in so doing became the vehicle for the training of scientists. In order to achieve this aim, over the years more and more content knowledge was included in school science syllabuses. However, with the information explosion the teaching of scientific facts has become problematic since scientific knowledge is being produced at too fast a rate for all of it to be included in science education programmes (Wellington 1989 :12). Moreover, Simpson (1987: 9) describes the failure of the content-led approach as follows: The majority (of pupils) failed to attain the level of mastery of school science which would allow them to proceed to certificate courses; of those who did, some failed to achieve levels which would allow any recognition of attainment, and many were awarded certificates on the basis of performance, which if described in criterion reference terms, indicated that 50 per cent of their expected knowledge was either faulty or non-existent.

In response to the content-led approach, during the last two decades it has been suggested that individuals could learn how to think better and that thinking skills can be taught explicitly and improve with time (Costa, 1985: v) This general approach of placing emphasis on teaching thinking skills and processes became known as the process-led 
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science curriculum. Screen (in Wellington, 1989: 12) argues that the teaching of skills, particularly transferable skills, are more relevant to learners than transmitting factual content to them. But, what do we mean by thinking skills? Alvino, in his 1990 Glossary of Thinking Skills Terms (Cotton, 2000: 3) defines thinking skills as the set of basic and advanced skills and subskills that govern a person's mental processes. These skills include knowledge, dispositions, as well as cognitive and metacognitive operations. 

Jenkins (1989) argues that skills and processes are more accessible to a much wider range of ability than traditional (transmission of facts) approaches to science education would seem to allow. In traditional approaches to science teaching students with learning disabilities are labelled as having average or below-average ability, that is, having lower academic achievements than IQ scores would predict (Ormrod, 1995: 193)
.

The Instrumental Enrichment (IE) program, developed by Feuerstein (1980) consists of 14 instruments, which provide the opportunity to teach different cognitive functions explicitly. The instruments are built in a progressive way, divided into units, and enable the mediator to address specific cognitive dysfunction. Sternberg and Bhana (1986: 63) in their evaluation article describe the IE program as especially suitable for students of average or below average ability at the junior high school level…and for special, including retarded and learning-disabled, as well as normal populations (sic).

The broad aim of this research is to reflectively teach specific skills and processes that are known to be representative of problem-solving activity in science to learners with special needs, using selected Instrumental Enrichment (IE) tools when needed. Learning the skills explicitly in science programmes may help learners to transfer them to other disciplines as well. These skills and processes can serve in Millar’s (1989: 51) terms as general approaches which we all use all the time in making sense of the world. The research intends to document a praxiological account of how the nexus between an alternative approach to science teaching and the special needs of learners are played out in a South African classroom.  The research reported here is pertinent to SA because recent policies on curriculum, inclusive education and disability mandate that science processes/skills be taught to all school learners. 

Research design 

Research design is a strategic framework that guides research activities. According to Durrheim (1999) research design has four components: the purpose of the research, the research paradigm, the context and the research techniques employed. We discuss each of these four aspects briefly.   
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Purpose

The purpose of the broader study is to critically explore whether and to what extent teaching science using selected IE instruments can:

1. Contribute to the development of science thinking skills in learners with special needs.

2. Contribute to the transfer of thinking skills to other disciplines.

3. Help learners with special needs to reduce their common characteristics such as distractibility, passive approach to learning, ineffective learning and memory, poor self-concept, impulsive behaviour, and low motivation to succeed at academic tasks (Ormrod, 1995: 192).

4. Increase student engagement in the science classroom.

5. Influence the classroom-learning environment.

In this article we will report on preliminary findings associated with objectives 1 and 2 only.

Paradigm

The study is loosely framed within a critical/emancipatory paradigm using an evaluation action research (EAR) approach. Evaluation research is part of applied research - an action taken within a social context for the purpose of producing some intended result (Mouton, 1995). Action research will be used in the study for the purpose of improving the teaching of science to learners with special needs and to involve them actively in teaching/learning process. The aim of action research is to solve immediate and pressing day-to-day problems of practitioners (Mc Kernan, 1991). A key premise is that behaviour/actions should be studied in the field or in situ by the practitioners (Mc Kernan, 1991). Halsey (quoted in Mc Kernan, 1991: 4) defines action-research as a small- scale intervention in the functioning of the real world... and a close examination of the effect of such interventions. This definition suggests that it is possible to carry on action research by oneself (Kochendorfer, 1994), when the researcher is a participant observer who introduces materials and procedures for the teacher and the learner (Baird & White, 1984; Chang, 1999; Zielinski & Sarachine, 1994). 

Context

The research is taking place in a private school, Pro Ed House School that was founded in 1998 for learners with special needs. The school is located in Rondebosch, a suburb of Cape Town. The learners attending the school have been taken out of mainstream schools and placed in this special school for two or three years depending on their individual needs. After two or three years learners return to mainstream schools. There are about 12 children in every classroom and a total of 86 learners in the school. The age range of learners is between 6 and 15. Some of the learning disabilities (or so labelled) are Attention Deficit Hyperactivity Disorder (ADHD), mood disorder, dyslexia, among others.
Techniques/methods:

Data will be produced over two cycles of inquiry: the first cycle took place in 2002 and the second will take place in early 2003. In this article we report on the preliminary 
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findings of the first cycle of inquiry. During the first cycle the teacher-researcher (first author of article) designed 16 lessons on science thinking skills and processes that are in line with requirements defined in the revised South African National Curriculum Statements for the Natural Sciences Learning Area. The lessons were taught over a period of one school term during which the teaching, and learners’ progress were evaluated formatively. After each lesson the teacher-researcher reflected on her and learners’ experiences, and also did so collaboratively with the permanent class teacher. All the lessons were video-taped. The videos were viewed and analysed after every lesson. All reflections were done in order to evaluate the programme and to introduce changes into the programme. The learners answered questionnaires every week (after two lessons) regarding the skills and processes as well as the knowledge obtained during those lessons. Four quizzes (every two weeks) were also used as part of the formative and summative evaluation of the programme. An interview was conducted with the permanent class teacher concerning the programme’s effectiveness. The teacher-researcher kept a personal journal to record her reflections and the class teacher took fieldnotes based on his observations. The array of research techniques employed in the study will strengthen the trustworthiness of the research findings through triangulation of data and data production techniques. 

Negotiating access

Access was negotiated directly with the school through the school principal. The teacher-researcher and research supervisor both wrote formal letters to the school principal in which they explained to her the nature of the research and also requested her permission to conduct the research in the school.

Data production and analysis

We choose to use the term data production instead of the commonly used term data collection. Data is not out there (to be collected) but rather constructed through human will and intention. The intervention program was designed based on the assumption that science-thinking skills should be taught explicitly to learners so as to simplify the learning experience for the learners, and to create the zone for these skills to develop.  We also assumed that science content provides the context in which the skills are operationalised.

Gange (cited in Shaw, 1983: 615) describe science skills and processes that can be divided into two groups: 

· Basic processes including observing, measuring, inferring, predicting, classifying and collecting and recording data.

· Integrated processes including interpreting data, controlling variables, defining operationally, formulating hypotheses and experimenting.

In line with this, the teacher-researcher chose to teach the following basic skills: observing, measuring, comparing, inferring, predicting, classifying and collecting and recording data, as well as some of the integrated processes such as: controlling variables, formulating hypotheses and experimenting. The skills were integrated into the general 
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science syllabus for grade 6 (of 1995), using the content as the framework, but placing the emphasis on the development of skills. The activities and tasks incorporated selected IE instruments so as to afford learners with opportunities to practice the skills and to gain a better understanding of them. After implementing the lessons, the expectation was that learners would display better control over the skills, and a better understanding of the science content.

To ensure that effective and improved mediation took place the permanent teacher and the teacher-researcher collaboratively reflected on the teacher-researcher’s teaching skills and abilities, as well as changes in learner progress. In order to evaluate the programme as a whole two aspects were focused on: the teaching process concerned with the teacher-researcher’s teaching abilities and the learning process focusing on the learners’ abilities and achievements.

Methodological triangulation, based on the usage of two or more methods of data production in the study of some aspect of human behaviour (Cohen & Manion, 1994) was used to improve the validity of the findings. This was done by cross-referencing, for example, different perspectives obtained from different sources (Hitcock & Hughes, 1995). The more the methods contrast with each other the greater the confidence in the findings, and one can use verity of qualitative and quantitative methods to obtain different kinds of information and combine them to increase validity (Cohen & Manion, 1994). Elliot (quoted in Hopkins, 1993: 152-153) describes the technique as:  Triangulation involves gathering accounts of a teaching situation from three quite different points of view; namely those of the teacher, his (sic) pupils, and the participant observer… The teacher is in the best position to gain access via introspection to his [sic] own intentions and aims in the situation. The students are in the best position to explain how the teacher's actions influence the way they respond in the situation. The participant observer is in the best position to collect data about the observable features of the interaction between teachers and pupils. Methodological triangulation enables us to describe the learning-teaching experience from the teacher's, learners' and observer’s points of views. Learners completed four quizzes (every two weeks) and all classroom tasks-sheets were handed in to the teacher-researcher for purposes of evaluating learner's achievements formatively and summatively. The learners also answered 7 questionnaires regarding their feelings and understandings of science skills and content every alternate lesson. The teacher-researcher’s and permanent teacher’s direct observations were augmented with a short collaborative reflection on the lesson, highlighting the main advantages and disadvantages of it. Additionally, the videotape of each lesson was watched and transcribed by the teacher-researcher. Each reflection on a lesson was intended to bring new insights and lead to the improvement of the next lesson. Lastly, the teacher-researcher kept a personal journal that she used to reflect on her feelings and thoughts during and after the lesson, and as a basis for introducing changes throughout the teaching period. 

Data analysis consisted of a few steps that were followed, and the steps were done as a sequence for each lesson.  At the end of each sequence the lesson as a whole was 
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evaluated focusing on individual learners and the teacher-researcher. This is a more detailed description of each step taken:

1. The teacher-researcher watched every videotaped lesson and transcribed it, indicating who are the speakers and what were the different activities. This idea was adapted from Heath and Hindmarsh (2002: 109) who also explain that the transcription does not replace the video recording as data, but rather provides a resource through which the researcher can begin to become more familiar with details of the participants' conduct. The transcriptions were recorded in detail, quoting as accurately as possible learners’ responses and that of the teacher-researcher. The information was written on record cards that served as devices to enable the teacher-researcher to identify particular actions and to preserve a rough record of what had transpired. 

2. The second stage was to combine new themes that emerged in the first step with previous ideas and feelings that the teacher-researcher produced from the reflection notes of both the permanent teacher and her own. This information was used mainly to develop a wider evaluation of the lesson.

3. The third step was to construct a personal evaluation of each learner, analysing her/his performance in the classroom tasks and quizzes, combining information from questionnaires, and picking up indications of progress as reflected on the record cards of the transcribed videos. Units of meaning were produced such as a quote, a micro-change in behaviour or an achievement that might have some meaning. This idea was adapted from Maykut and Morehouse’s (1994: 134) description of the comparative method of data analysis. They use the units to compare different responses from a large-scale study whereas in this instance we worked with only 12 learners.  Therefore instead of connecting relevant units from different participants to create a category, we used the units of meaning to build a record of changes in progress, attitudes, and characteristics on every individual. The accumulative data reflected learners’ experiences. These were also recorded on cards. The results of all data produced from different sources for each learner was available on one record card. 

4. The forth step was to evaluate the teacher-researcher’s own progress as a teacher, as perceived from her watching of the video, her own reflections at the end of each lesson, and the reflections she collaboratively did with the permanent teacher. A summary of the evaluation of the teacher-researcher was recorded on a record card.

5. The last step was to evaluate the learning programme outcomes that the teacher-researcher determined prior to the commencement of the programme in the light of the data produced in steps 1 to 4. 

Preliminary findings:

Planning Behaviour

The preliminary findings are based on 8 of the 16 lessons taught. In order to meet the first purpose of the research, namely to contribute to the development of science thinking skills in learners with special needs, all lessons were designed in such a way that a specific approach or skill was mediated explicitly and bridged to everyday life contexts and scientific tasks. For example, the first approach mediated was a systematic approach to 
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perform any task. This was done by using the IE instrument Organisation of Dots (OOD) that encourages planning of behaviour. The activity comprises the following six steps:

1. Define your goal.

2. Look at what is given - gathering data.

3. Decide on a strategy.

4. Establish the rules or parameters.

5. Decide on the starting point.

6. Check whether the objective has been achieved - check your work.

In order to mediate these steps the teacher-researcher used the first unit of this instrument (OOD), as a simple and engaging task, in which the steps could be applied and their usage mediated. The nature of the task is to identify and outline within an amorphous cloud of dots, a series of overlapping geometric figures, such as squares, triangles, and so on. Planning behaviour is an extremely important ability so as to solve problems in everyday life contexts and in scientific investigations in particular. It is also a useful technique to improve ineffective learning and memory and to restrain impulsive behaviour (an action displayed by some of the learners). We practised and bridged this approach to scientific contexts using a hypothetical research problem where experiment designing was required. 

TABLE 1: 

A systematic approach to designing an experiment

	A general Approach: How to Solve a Problem
	A general approach: How to Plan an Experiment.
	An Example: How to Increase the Milk Production in Cows

	Define the goal.
	The experiment goal.
	The goal is to increase the milk production.

	Look at what is given.
	Gathering data.
	Gathering data from books, journals, Internet, and farmers.

	Decide on a strategy.
	Hypothesis formulation.
	Cows that eat more food produce more milk.

	Establish the rules or parameters.
	Changing only one variable in each experiment, repetitions and control vs. experimental groups.
	Amount of food as a variable, number of cows in each group for repetition and control and experimental groups.

	Decide on the starting point.
	Details of the specific experiment and methodology.
	Date and duration of experiment, amount of food, measurement techniques.

	Check whether the objective has been achieved.
	Comparing the data to the hypothesis and concluding.
	After experimenting, comparing the milk production in the experimental and control groups  and concluding.


Table 1 represents the usage of the systematic approach in designing an experiment. The teacher-researcher and learners discussed each step of the problem collaboratively, while 
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the teacher-researcher introduced some scientific concepts such as control variables, hypothesis formulation, control vs. experimental groups, and so on. 

After four lessons 6 of the children were able to design their own experiments with similar problems, were able to suggest possible hypotheses and understood the rules that were mediated. After six lessons 9 out of 12 were able to do so. Learners started using appropriate vocabulary whilst solving problems in classroom discussions. For example: 

Tm: By defining my goal and gathering data, I discovered that …by using what he is wearing and the objects around him, he is a chemist or a scientist. 

Cht: We have to define our goal of what we are suppose to make. We had to make a liquid but we didn't know what was it…we looked at what we had and gathered data: we had water and powder and we had to do something…to put them together…what strategy shall we use: should we measure with the jug or with the measurement cylinder… where shall we start- I followed the instructions… what were the rules: be accurate…
The permanent teacher indicated during a reflection session with the teacher-researcher (after lesson 5) that learners also started using their acquired skills in mathematics when gathering data and looking out for rules. He also stated that learners were critical of his teaching in the mathematics classroom saying to him on one occasion that, he didn't define the goal….    

In the questionnaires most (10) of the learners answered that they agree or agree strongly with these statements:

· A plan is a useful tool to solve any task,

· In order to solve a task I first define the problem,

· I change my plan when it is not helping me to solve my problem,

· I decided what steps I was going to take in order to reach my goal,

· I try and gather information before I solve the problem.

In the subsequent lessons, different aspects of the experimental planning were addressed explicitly, such as following instructions, comparing and controlling variables. Using IE instruments and other activities helped some learners to understand better the scientific concepts (which were rather difficult to grasp) as well as gain more meaning of the whole approach. 

Mediating.

Mediated Learning Experience (MLE) is a theory of learning, where the teacher, a parent or any other character in the child's life directs the child's attention to a particular object or situation, and assists him or her to interpret and gain meaning from the surrounding environment (Feuerstein, 1980). Mediation, according to Feuerstein, has to include three main characteristics for any learning experience to be meaningful and these are:

1. Intentionality, which involves a desire to teach or mediate on the part of the teacher and Reciprocity, which involves receptiveness on the part of the learner.

2. Meaning, by sharing your aims of the lesson enthusiastically and providing the key to the purpose of the activity and cultural values.

3. Transcendence, which involves applying or bridging ideas to a broader context.
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According to Haywood (1987), mediators use several, quite specialised strategies or mediating mechanisms:

1. Process questioning (how questions) such as: 

· Why do you think so?

· Tell me how you did it.

· What do you think will happen if…

2. Bridging mainly the cognitive functions or concepts and sometime also knowledge.

3. Challenging or requiring justifications for correct and incorrect answers.

4. Teaching about rules that should led to the ability to generalise.

5. Emphasising order, predictability system, sequence and strategies.

Evaluation of the teacher-researcher’s abilities to mediate revealed that Intentionality and Reciprocity were mediated well. She taught with enthusiasm and chose intriguing tasks for her learners. It appeared that learners were enthusiastic to learn: they looked forward to the lessons and responded well to the different activities introduced. The teacher-researcher mediated the meaning of science, how it is performed and why science is important and meaningful to learners. She did this by bridging the scientific approach to everyday needs such as medication, agriculture development and industry. However, Transcendence, bridging the skills to other disciplines was not sufficiently dealt with. 

Usage of mediation requires questioning. After the first few lessons the permanent teacher indicated to the teacher-researcher that she was not using all opportunities to question the learners on their thoughts and ways of thinking, and by so doing deprived learners from opportunities to grow and understand. By reflecting on her own teaching through viewing the videotapes, the teacher-researcher learnt to recognise those opportunities and became more aware of the need for her to improve her questioning abilities. By lesson 8 the permanent teacher indicated that the teacher-researcher’s abilities to clarify, ask for explanations and justifications, and mediation had improved. The permanent teacher stated that the teacher-researcher questioned learners’ ways of thinking and helped them to gain more meaning out of the learning experience. In his reflections the permanent teacher stated that the teacher-researcher spent more time listening to what learners had to say by guiding them through questions, than to help them answer in appropriate ways. It takes a few years to become a good mediator, and although there is noticeable progress in the teacher-researcher’s abilities at this stage, there still is room for improvement in this respect.

The last interesting finding so far is that although the science content played a secondary role in this programme, most of it was understood and remembered extremely well by the learners. This finding could be rewarding for teachers since a common critique of the cognitive approach to science teaching is that it consumes too much time and doesn't leave enough time for transmission of content knowledge. 
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Conclusions

In this article we presented the preliminary findings of the implementation of a learning programme aimed at improving the mediation of science thinking skills to learners with special needs. Preliminary findings show that even complex concepts such as controlling variables, formulating hypotheses etc., were understood by most of the learners (9 out of 12). The findings also indicated that the amount of knowledge transmitted through the programme, as well as learners’ ability to remember what was transmitted exceeded by far what the permanent classroom teacher had expected. If one takes the characteristics of learners with special needs (or so labelled) into account, such as ineffective learning and memory, low motivation to succeed at academic tasks, distractibility, and passive approach to learning, then preliminary findings suggest that the programme (which will be presented over two years) might prove to be successful in enabling learners with special needs to learn science.
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PERCEPTIONS OF PROBLEMS HELD BY INCARCERATED ADOLESCENTS WITH AND WITHOUT EMOTIONAL /BEHAVIORAL DISORDERS
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Adolescents who engage in deviant behaviors often report significant numbers of personal problems. In this study, four groups of 190 adolescents responded to the Personal Problems Checklist for Adolescents (Schinka, 1985). The subjects were grouped according to incarceration status and IDEA diagnosis of emotional disturbance. Significant differences were found among the groups on 3 variables: family, crisis, and school (p < .05). The results indicate that disability rather than incarceration status is a greater indicator of perceptions of problems. Although maladaptive behaviors of youth with emotional or behavioral disorders or those considered to be delinquent may be similar, perceptions of specific types of personal problems differ at a significant level.  

Attention to problems that occur as a result of delinquent behavior or violent acts within schools has increased. Although a true understanding of delinquency and school safety is sometimes clouded by media coverage of tragedies, heightened public awareness offers an opportunity to explore the factors surrounding these issues more closely. Although the overall school crime rate for students ages 12 to 18 has declined since 1993, there has been a least one multiple victim homicide in schools since the 1992-93 academic year (Annual Report on School Safety, 1999). Juveniles were arrested for 54% of arsons and 42% of all acts of vandalism. They were also arrested for 31% of the disorderly conduct offenses committed in the United States in 1999 (Crime in the United States, 2000). Although the overall juvenile crime rate has dropped in recent years, these data indicate that the issues surrounding violence and delinquency in schools still warrants research and explanation. 

INTERNATIONAL JOURNAL OF SPECIAL EDUCATION



       Vol 18, No.2.

All students who bring weapons to school, engage in violent behavior or commit delinquent acts are not necessarily eligible for school-based intervention services. While most of these students do not carry an educational diagnosis, it can be argued that many of them could be considered to have an emotional or behavioral disorder. Wolf, Braukman and Ramp (1987) conclude that evidence and consensus are growing that delinquent behaviors, especially when persistent and serious may often be part of a durable, significantly handicapping condition that is composed of multiple antisocial and dysfunctional behaviors. To advance this argument, Kauffman (2000) states that all or almost all incarcerated delinquent youth may be classified as having a disability under IDEA. However, the current federal definition excludes students who can form interpersonal relationships or who are considered to be socially maladjusted (IDEA, 1997). As a result, many students who display behaviors similar to those who have emotional or behavioral disorders do not receive the level of intervention necessary for the development of adaptive alternatives.

Adolescents who engage in delinquent acts or who have an emotional or behavioral disorder (E/BD) share many common experiences and outcomes. The National Adolescent and Child Treatment Study (NACTS) found that 66% of their sample of adolescents with E/BD had had at least one contact with the law and 43% were arrested at least once (Greenbaum, Dedrick, Friedman, Kutash, Brown, Lardieri, & Pugh, 1998). By definition, students who are considered to be delinquent have had contact with the justice system. Both groups are at-risk for dropping out of school and future incarceration as adults (Walker, Colvin & Ramsey, 1995). Addressing the needs of all adolescents who engage in delinquent acts regardless of disability status has been a challenging effort.  One means of approaching the issue is by analyzing it from the perspective of the adolescent. Eisenman (1993) states that needs of adolescents can be addressed more specifically and directly when professionals have a clear understanding of how individuals perceive their current condition. More information regarding the conditions of life circumstances from the personal perspective of students who have emotional or behavioral disorders or who engage in delinquent acts is needed.  The rationale for addressing these issues from the perspective of adolescents is also grounded within social-cognitive theory (Bandura, 1986). Social-cognitive theory contributes a structure in which to consider the significance of perceptions and subsequent effects on behavior of individuals and those within the social environment. A specific component of social-cognitive theory, reciprocal determinism, describes the triadic interrelationship between the individual, the environment, and behavior. Each of these interacting determinants has a bi-directional influence on each other. Youth who engage in delinquent behaviors as a response to some perceived environmental circumstance will receive a negative response from the environment. Poor environmental circumstances serve as setting events for poor behavior. In turn, persons and systems within the environment react to the behavior using negative and punitive responses. 

The purpose of this study was to examine potential relations between incarcerated and not incarcerated adolescents on factors delineated by the Personal Problems Checklist for 
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Adolescents (Schinka, 1985). Specifically, differences regarding perceptions of personal problems were investigated from a cohort of youth with and without emotional or behavioral disorders in both juvenile justice and public school settings. The problem areas examined were school, emotional, attitude and opinions, family and home, social and friends, and crises.

Method

Subjects

Subjects were recruited from a large urban school district in southeast Texas. Incarcerated juveniles in facilities within this district, secondary schools, and alternative schools comprised the sample. A total of 199 subjects ages 13-17 participated in this study. They were divided among four groups:  (a) 34 were incarcerated juveniles with a diagnosis of emotional or behavioral disorder (EDIN), (b) 84 incarcerated juveniles with no diagnostic label (IN), (c) 37 students with a diagnosis of emotional or behavioral disorder and no incarceration record (ED), and (d) 44 students from general education with no diagnostic label or incarceration record (GEN).  Subjects responded to items on the Personal Problems Checklist for Adolescents (Schinka, 1985). Of the original 199 cases examined, nine provided invalid data and were deleted. These cases were considered invalid because the respondents had indicated that all of the items on the checklist were problematic or responded to none of the items.  The final numbers of subjects per group were 32 incarcerated juveniles with a diagnosis of emotional or behavioral disorder (EDIN), 83 incarcerated juveniles (IN), 37 with a diagnosis of emotional or behavioral disorder and no incarceration record (ED), and 38 general education students with no diagnosis or incarceration record (GEN).  The groups included both middle school and high school students. Seventy-one percent (n=136) were male, and twenty-nine percent (n=55) were female. 
Instrument

The Personal Problems Checklist for Adolescents (Schinka, 1985) is a measure of students' perceptions of personal problems. The checklist contains 240 items that cover 13 topics including social and friends, appearance, attitude and opinions, parents, family and home, school, money, religion, emotions, dating and sex, health and habits, job, and crises. The items are stated in behavioral terms, can be administered by almost anyone in either individual or group settings, and are suitable for use in the classroom. It can be administered to 13 to 17 year olds of low average intelligence or higher in approximately 10 to 20 minutes. The checklist also includes a biographical section in which students indicate their age, gender, and grade. It is valid for research in empirical studies, and that it could provide nominative data about the prevalence of problems among different subgroups (McCarthy, 1994). Internal consistency for the data collected in the present study ranged from .71 to .91. With the exception of the attitude subscale, all of the reliability estimates were greater than .80.

 For this study only the following subscales were used: school, emotional, attitude and opinions, family and home, social and friends, and crises. The subscales that were deleted 
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were done so in response to the request of juvenile court justices involved in obtaining permission and the human subjects committee that provided oversight to the study. 
Procedures

After district, teacher, parent, and student permission were obtained, teachers distributed the checklists during homeroom period. Due to the short amount of time necessary to complete the instrument, students were asked to complete the checklist and turn it in immediately. Teachers read the items as the students completed them. In order to assure total confidentiality, upon completion of the checklist, the instruments were immediately placed in a large envelope, sealed, and returned to the principal until picked up by the principal investigator. Only completed instruments were included in the study. 

Results

Descriptives

Table 1 presents the means and standard deviations for responses on all six subscales. An examination of the group means on each subscale indicate that students identified as having an emotional or behavioral disorder regardless of incarceration status had the higher average number of perceived problems in most areas. Students who were diagnosed emotionally disturbed and incarcerated (EDIN) reported the greatest number of perceived problems in regard to school, family and home, and emotions. In comparison, students labeled emotionally disturbed with no institutionalization record (ED) demonstrated more perceived problems in the areas of emotions and family. Incarcerated youth from regular settings also reported a high number of problems in the area of emotions (see Table 1). 

TABLE 1

Means and Standard Deviations for Six Areas of Students' Perceived Problems






   Group


   

Overall

GEN

ED

EDIN
              IN

Subscale 

Means

N = 38

N = 37

N = 32
              N = 83


SOCIAL  
M 
4.63

4.23

5.49

5.09

4.27

Items=20 
SD
3.90

4.04

4.57

3.77

3.55

ATTITUDE 
M
3.10

3.13

3.38

3.53

2.81

Items=12    
SD
2.40

2.94

2.38

2.21

2.19

FAMILY   
M
5.09

4.92

5.92

6.41

4.29

Items=24     
SD
3.88

3.33

3.84

4.76

3.62

SCHOOL   
M
5.42

4.33

5.78

6.66

5.29

Items=22     
SD
3.86

2.76

4.24

4.32

3.85

EMOTIONS 
M
5.87

4.87

6.89

5.50

6.04

Items=24 
SD
5.54

5.04

6.21

5.17

5.59

CRISES  
M
3.36

2.38

4.35

4.38

2.99

Items=18 
SD
3.19

2.95

3.40

2.87

3.14
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MANOVA Results

Multivariate analysis of variance (MANOVA) was used to compare the student's responses on the six subscales. Prior to performing any statistical tests of the study hypotheses, the procedures recommended by Stevens (1996) for checking the assumptions of the MANOVA were followed. Those assumptions are (a)  observations are independent, (b)  the observations on the dependent variables follow a multivariate normal distribution in each group and (c) population covariance matrices for the dependent variables are equal (p. 238).   Assumption (a) was met due to the nature of independence inherent within a self-report study.  Assumptions (b) and (c) were tested by examining stem and leaf plots. The stem and leaf plots displayed a positive skew across all variables, indicating some deviation from normality. This skew was more pronounced for the general education not incarcerated (GEN) and emotionally disturbed not incarcerated groups (ED). Normal probability plots also indicated a possible departure from normality. 

A Shapiro-Wilk test of normality was performed to confirm the results of the stem and leaf plot examination.  Results confirmed a departure from normality, so the following transformation was applied to all six subscales in to ensure that the later tests of homogeneity of variance would not be affected: 

X( = log (X+1)

Because the minimum possible value on all six subscales was zero, a value of one was added to avoid the loss of any data. All further analyses were run on the raw scores (X) as well as the converted scores (X().
Both Box's test of equality of covariance matrices and Levene's test of equality of error variances were conducted to test the assumptions of homogeneity of variance. Examinations of the results of Box's test for the raw data were significant, which would indicate a problem with covariance. However, the transformed data resulted in non-significance. This led to the conclusion that there are equal covariance matrices, and that any problems with this test are related to non-normality. Results from Levene's test for both the raw and the converted scores were non-significant, indicating that the assumption of homogeneity of variance is valid. Thus, it was concluded that any failure to meet the assumption of homogeneity of covariance of the matrices was due to departures from normality. 
The overall test of multivariate significance analyzes the differences between all of the groups on all of the dependent variables simultaneously. This test was performed on both the raw and the converted data. The results showed that there was overall significance regardless of the status of the data, and that the resulting values were nearly equal. For the raw data, Hotelling's Trace yielded an F (18) = 1.876; for the converted data, F (18) = 1.887. Given that these results are nearly identical, all post hoc analyses were conducted on the original raw data only.

The first step in the post hoc analyses was to examine all pairwise multivariate tests to determine which groups differed based on the responses to the questionaires. The resulting F values for these tests are reported in Table 2. The results from this analysis indicate that there were four pairs of groups were found to be significantly different. 
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These four pairs were: emotionally disturbed not incarcerated (ED) /general education not incarcerated (GEN), emotionally disturbed not incarcerated (ED)/general education incarcerated (IN), emotionally disturbed incarcerated (EDIN)/general education not incarcerated (GEN), and emotionally disturbed incarcerated (EDIN)/regular education incarcerated (IN). The pairs that did not differ significantly were emotionally disturbed (ED)/emotionally disturbed incarcerated (EDIN) and general education (GEN)/ general education incarcerated (IN).

TABLE 2

Pairwise Multivariate Group Comparisons





GEN


ED


EDIN





ED

F
7.570*







EDIN

F
7.718*


0.001





IN

F
0.996


4.904*


4.580*


*  =  p  <  .05

Post Hoc Analyses

The analysis was a series of univariate t-tests used to determine which scales contributed to the differences for each significant pair. Tables 3, 4, 5, and 6 present the results of these tests. Based on the post hoc analyses, all pairs were found to differ significantly in the problem area of crises. Emotionally disturbed incarcerated (EDIN)/ general education incarcerated (IN), and emotionally disturbed not incarcerated (ED)/general education incarcerated (IN) differed significantly in the area of problems related to family. Emotionally disturbed incarcerated (EDIN)/general education not incarcerated (GEN) were also found to differ significantly with regard to perceived problems in school. Effect size estimates for these significant differences were moderate, ranging from 0.416 to 0.654.

TABLE 3

Results of t-tests Comparing Emotional Disturbance Incarcerated Group (EDIN) and General Education Incarcerated Group (IN)

Scale


t


df

effect size

SOCIAL

1.103


113

.227

ATTITUDE

1.585


113

.326

FAMILY

2.566*


113

.522

SCHOOL

1.648


113

.341



EMOTIONS  
   
 -0.470

 
113

.099

CRISES

2.170*


113

.446

________________________________________________________________________

* = p < .05
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TABLE 4

Results of t-tests Comparing Emotional Disturbance Incarcerated Group (EDIN) and General Education Not Incarcerated Group (GEN)

SCALE

t



df

effect size

SOCIAL

-0.923


69

.220

ATTITUDE

-0.640


69

.152

FAMILY

-1.540


69

.365

SCHOOL

-2.746*


69

.628

EMOTIONS

-0.516


69

.124

CRISES

-2.862*


69

.654

___________________________________________________

* = p < .05

TABLE 5

Results of t-tests Comparing Emotional Disturbance Not Incarcerated (ED) and General Education Incarcerated (IN)
SCALE

t


df

effect size
SOCIAL

1.589


118

.312



ATTITUDE

1.284


118

.252

FAMILY

2.236*


118

.435

SCHOOL

0.629


118

.123

EMOTIONS

0.748


118

.147

CRISES

2.139*


118

.416

___________________________________________________

* = p < .05

TABLE 6

Results of t-tests Comparing Emotional Disturbance Not Incarcerated (ED) and General Education Not Incarcerated (GEN)

SCALE

t



df

effect size
SOCIAL

-1.271


74

.292

ATTITUDE

-0.406


74

.094

FAMILY                       -1.210
                              74                     .278

SCHOOL

-1.776


74

.402

EMOTIONS

-1.560


74

.354

CRISES

-2.696*


74

.595

___________________________________________________

· = p < .05

Limitations

This study is limited by several factors. First, it was conducted in one location in southeast Texas. The results may not be generalizable to other locations within the United States. This study also relied exclusively on the use of self- report data. None of the data collected were verified using other sources. Another limitation is that the factors used in 
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the questionnaire may not be sensitive enough to distinguish responses from groups reliably. Since six of factors, appearance, parents, money, religion, health habits and dating and sex, had to be eliminated per the request of juvenile court justices and the human subjects committee, the validity of the overall instrument could have been compromised. Participants indicated whether an item is problematic rather than rate it according to severity or intensity. This may have forced some participants to respond to the item even if it was only slightly problematic and did not make a significant impact on their perception. 

Discussion

The purpose of this study was to examine potential relations or differences among four groups of adolescents based on incarceration status and educational diagnostic status of emotional or behavioral disorder. The Personal Problems Checklist for Adolescents (Schinka, 1985) was used to gather information regarding the perceived problems of these adolescents. Overall differences in perceptions centered on disability status more so than incarceration status. Participants with emotional or behavioral disorders in both groups (incarcerated and not incarcerated) did not differ significantly. The same result was true for the groups without emotional or behavioral disorders. Although the research literature has established that many behaviors of students with emotional or behavioral disorder and those who engage in delinquent acts may be similar, the findings of this study lend support to the notion that youth with emotional or behavioral disorder differ qualitatively in perceptions of life circumstances than others who sometimes exhibit similar behaviors. For the pairwise groups that did differ, significant differences were apparent in three areas: crises, family, and school.

Crises

The perceived problems related to crises were found to be significant across all significant pairwise comparisons. Fourteen of eighteen items within this category were indicated as being more problematic for students who had a diagnosis of emotional or behavioral disorder regardless of incarceration status. However, students in the non-incarcerated emotionally disturbed group checked almost 72% of these 14 items more frequently. An interesting aspect of the crisis variable is that more than half of the items (56%) centered on crises within the family. Students who were incarcerated and diagnosed emotionally disturbed reported 4 of the 18 items as problems more frequently. These items were: being physically hurt or abused, trouble with the police or law, a friend or family member dying, and a pet dying. 

Thoughts of suicide were reported at a rate one and one-half times higher for children who were labeled emotionally disturbed not incarcerated (ED), than for their peers in general education (GEN). One in six subjects who were diagnosed emotionally disturbed and were not incarcerated (ED), reported thoughts of suicide as compared to one in ten of their peers in general education. Reports of violence toward others were three times as high for students who were emotionally disturbed not incarcerated (ED), as they were for students from general education. 
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The emotionally disturbed not incarcerated group (EDIN) reported divorce as a problem nearly 25% of the time, compared to only 17% of students overall. The emotionally disturbed incarcerated group (EDIN) also reported it as a problem at a rate of 22%. A parent having legal problems was another crisis item on which the emotionally disturbed not incarcerated (ED) group reported more problems (19%) than any other group. It was reported slightly less problematic among students from the emotionally disturbed incarcerated group (16%). 

Unemployment related problems also rated high on responses from subjects diagnosed emotionally disturbed who were not incarcerated. The group emotionally disturbed not incarcerated (ED) reported this as problematic at a rate of 22% as compared to the emotionally disturbed incarcerated group (EDIN) at a rate of 19%. This rate is much higher when compared to general education peers who reported unemployment related problems at a rate of 3% (GEN) and 10% (IN). 

Trouble with the police or law was reported as a problem by almost 85% of adolescents incarcerated and labeled emotionally disturbed (EDIN). This finding is not unexpected, as these adolescents have been incarcerated due to their rule-breaking behavior. What might be more puzzling is why the other 15% of their group did not report this as a problem. Perhaps, due to other stressors, the remainder of the group identified as emotionally disturbed incarcerated (EDIN) did not perceive this to be a problem.

Family

In the area of family, a significant difference was observed for two pair-wise comparisons, emotionally disturbed not incarcerated (ED)/general education not incarcerated (GEN), and emotionally disturbed incarcerated (EDIN)/general education incarcerated (IN). To further explore these relations, students' response patterns for each item were examined. 

Of the 19 items, 18 were reported more often by those labeled emotionally disturbed. The items that were reported by students labeled emotionally disturbed incarcerated (EDIN) were: physical abuse, bad family reputation, sibling alcohol problems, sibling drug problems, sibling emotional problems, sick siblings, wanting to run away, and living in a bad neighborhood. Problems reported by youth categorized as emotionally disturbed not incarcerated (ED) were: being bothered by siblings, the family fighting or arguing, arguing with siblings, and siblings stealing.

Items relating to physical abuse were the most frequently indicated as problematic. It was reported by the group designated emotionally disturbed incarcerated (EDIN) at almost the same rate as in the problem area crisis. Physical abuse by family members was perceived as a problem twice as often as was reported by students emotionally disturbed not incarcerated (EDIN), and four times as often as general education students not incarcerated (GEN). This finding lends some support to the connection between perceived problems and subsequent maladaptive behavior since many students with emotional or behavioral disorders are consumers of child welfare services that include intervention for neglect and abuse (Greenbaum, Dedrick, Friedman, Kutash, Brown, Lardieri, & Pugh, 1998). 
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School 

Perceived problems relating to school were also found to be significantly different for the emotionally disturbed incarcerated (EDIN) and general education not incarcerated (GEN) groups. Students who were diagnosed emotionally disturbed and were not incarcerated (ED) perceived problems more often on 17 of 21 items on this subscale. The trend observed for this subscale was that the group emotionally disturbed incarcerated (EDIN) perceived problems most frequently in areas that correspond closely to the Federal definition of emotional or behavioral disorder. The inability to build or maintain satisfactory interpersonal relationships with peers and teachers could easily have been seen to lead this group to reporting perceived problems more frequently in this area. The items which showed the greatest differences included: not getting along with other students, not getting along with teachers, no close friends at school, teachers not interested, feeling out of place, not being interested, and getting in trouble.  Not getting along with other students was perceived as a problem by 41% of the emotionally disturbed (ED) group compared to only 15% of the general education group. Not getting along with teachers was reported at a rate of 56% by youth with a diagnosis of emotional or behavioral disorder regardless of incarceration status, again as compared to 15% of students from the general education groups. These students also reported that they felt that their teachers were not interested in them 41% of the time compared to 18% of students from general education. 
Implications and Recommendations

This study lends support to the idea that perceived problems play a role in the lives of adolescents who engage in delinquent acts or who have emotional or behavioral disorder. Adolescents with emotional or behavioral disorders reported more perceived difficulties than those without the diagnosis. Further research is needed to establish the relative contribution those perceptions of difficulties may have on the exhibition of subsequent deviant behavior as compared to other groups. While it appears that the social-cognitive perspective may be helpful in providing a framework in which to study the issues faced by these youth, the findings of this study suggest that although varying groups may display similar behaviors, their perceptions of life circumstances differ significantly. Therefore, diagnosed disability may be more of a mediating factor to explain differences in perceptions as opposed to social circumstances.  More research in this area is required before perceptions of problems are established as a significant factor relating to disability or for a propensity for engaging in delinquent acts. Schools and other agencies must take a proactive role in addressing the issues that adolescents face. Collaborative efforts that focus on various levels of prevention and intervention can serve to alleviate some of the problems these adolescents have as a result of their own behavior. Since many of the problems reported in this study had their origins within family units, support for families in dealing with issues such as poverty, unemployment and mental illness will have a positive impact on individual adolescents. Furthermore, adolescents who have histories of chronic behavior problems should be dealt with on an individualized basis. Punitive actions and incarceration such as expulsion and out of school suspension have not been effective. By systematically addressing the 
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issues these youth face, violent and delinquent acts will continue to diminish and these youth will lead productive and satisfying lives.
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Book Review

HELPING CHILDREN WHO ARE BLIND: 

FAMILY AND COMMUNITY SUPPORT FOR CHILDREN WITH VISION PROBLEMS

 Sandy Niemann and Namita Jacob,

published by the Hesperian Foundation, Berkeley, California, 2000

Reviewed by Dr. Sally Rogow, professor emerita, University of British Columbia

 


This is a well written and comprehensive book aimed at a multicultural audience. It will be valuable to people around the world seeking to understand how to support and encourage children with severe visual impairments. An excellent effort with the use of  illustrations to show how parents can enrich the lives of their children. The biographical profiles of real children give the book immediacy and relevance to many different cultures. The examples of cultural adaptations to basic intervention techniques are well described.    

The first chapters (1-4) provide important background information and encourage parents to work together to support their children and one another.  Emphasis on being responsive to children is valuable and creates the building blocks for social development. For example parents are well advised to place emphasis on play as a way for children to learn about the world. Using play to acquire skills is extremely effective and useful. Parents are also encouraged to let the child take the lead and have control over their activities. The authors clearly state that it is parents who are the experts about their children. 

The skills to be taught need to be understood and strategies developed to help the child master needed skills, such as independent movement, activities with objects, socialization and life skills. Ways of adapting activities for children who cannot see are also carefully illustrated and explained. The authors take pains to make the purpose of the activities clear and enable them to initiate interactive learning games for every age group, including infancy. Research has clearly demonstrated the value of early intervention. . 

Ways of determining how and what a child can see are also carefully explained. The authors provide good technical information in a highly readable manner. Blindness interferes with normal development in both subtle and overt ways. Giving children confidence to move with independence and orient themselves to their environments is extremely important. The authors do a good job in explaining how to encourage confidence and teach independence. 

Unfortunately, the authors did not address language and communication in sufficient detail. Language development and communication are complex issues. For children who are blind, language plays a central role in learning about both the physical and social  environments. Interest and conversational interactions are enhanced by talking directly to children and letting them know they are being spoken to. Blind children are deprived of learning conversational skills when they are simply told what to do. Language games and opportunities and communication games.  

Overall, the authors have provided an excellent resource that will be extremely helpful to parents and teachers in many different cultures. 
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� In one case, the board clearly represented themselves and the status of representation was unknown in one other.


� It should be noted that in 1993, the Ontario Ministry of Education eliminated the terms trainable retarded children and trainable retarded pupils from the Education Act (Education Statute Law Amendment Act, 1993, (Bill 4) in, Memorandum to Directors of Education from Jill Hutcheon, Assistant Deputy Minister, November 26, 1993).





� Students with learning disabilities display academic under-achievement because of lack of one or more basic skills (Rourke & Del Dotto, 1994). This could lead to cumulative educational deficits incurred by these children throughout their schooling (Conners & Jett, 1999). 
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