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PREPARING PRESERVICE TEACHERS FOR INCLUSION 

IN SECONDARY CLASSROOMS

Nancy D'Isa Turner

Notre Dame
In the last fifteen years, federal legislation and the Regular Education Initiative (REI) have prompted a reconceptualization in the way that students with disabilities are educated; many schools in the country are moving towards a fully inclusive model where students with disabilities are educated with their non-disabled peers.  This movement has vast implications for both practicing and preservice teachers, as they need to acquire the knowledge, dispositions, and performances required to successfully manage an inclusive classroom.  Teacher education programs, in the unique position of preparing future teachers for this challenge, are changing in a variety of ways.  It appears that most of these changes have focused on programs for those pursuing elementary certification; secondary classrooms have unique issues which must also be addressed.  The Campus Friends program, a field study component of a course for future secondary teachers at Saint Mary's College, Notre Dame, Indiana, is described as an example of one way to address the understandings of this audience. 

In 1975, PL 94-142, The Education for all Handicapped Children Act paved the way for students with disabilities between the ages of 5 and 21 to be educated whenever possible with students without disabilities.  The subsequent amendments to this law, the Individuals with Disabilities Education Act of 1990 and then of 1997, continued this mandate while making refinements in areas such as due process, categories served, and discipline.  These pieces of legislation, together with the Regular Education Initiative (REI) movement of the 1980s, have resulted in the current programming model in many areas of the country -- full inclusion of students with disabilities.  In 1997, the U.S. 
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Department of Education indicated that 95% of students with disabilities are educated in regular schools (cited in Lewis & Doorlag, 1999).

The implications for practicing teachers have been vast.  The role of special educators has changed dramatically, with a shift from direct provider of instruction to facilitator and consultant.  This change has resulted in increasing concern among teachers in this group.  A study by Schroth (1997) found high levels of concern among special educators in two districts moving toward inclusion regarding information issues, personal demands of inclusion, and also how inclusion would be managed.  One district implemented a plan for training teachers, providing opportunities for visitations of inclusive schools, and sharing information; a post survey indicated that the levels of concern in this group had decreased while those of the control group remained the same.  

Similarly, the new, more direct role of the general education teacher has demanded an increased understanding of various types of disabilities, types of appropriate curricular and instructional modifications, and interactions with the students with disabilities in the classroom (Sabornie & deBettencourt, 1997).  In-service training in these areas is vital and continues to be addressed as schools move to an inclusive model.  Teachers have a right and a responsibility to be prepared for the task at hand.

Teacher education programs are in a position to ensure that preservice teachers acquire the knowledge, dispositions, and performances required to succeed in educating students with disabilities before they get to the classroom.  Moreover, special education standards of the National Council for Accreditation of Teacher Education (NCATE) state that professional education programs should prepare all school personnel to contribute to the education of exceptional learners (cited in Connard, 1984, p. 1).  This, together with the Regular Education Initiative, has resulted in many states requiring introductory level special education coursework for all preservice teachers and inservice teacher recertification (Powers, 1992, p. 1).  However, requirements for coursework in special education for those planning to teach in general education varies by state, and sometimes within states for elementary vs. secondary programs.  The good news is that even one required course appears to yield significant differences in attitudes and instructional competencies among preservice teachers (Powers, 1992).  It cannot be concluded however, that these changes necessarily manifest in satisfactory instruction once the teacher is practicing.  Hopefully, this caution can be avoided with a variety of teacher preparation models that are becoming more and more common.

What are some of these models?  In addition to enriched models alluded to above, where students take perhaps one course which introduces them to special education issues, there are several others.  One option which has been developed in several areas of the country involves merging regular and special education into a unified program of study, such that 
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issues discussed in courses focus on all children, including those with disabilities (Kemple, Hartle, Correa, & Fox, 1994).  Slightly different is the idea of an embedded or infused model.  Campbell (1995) differentiates between these two in her description of undergraduate and graduate programming at Webster University, an independent liberal arts university in the midwest.  According to Campbell, embedded programs at the graduate level create opportunities for graduate students to learn about inclusive education practices at the same time they are concentrating in a specialized area of study (p. 9).  Thus, strategies for dealing with diverse learners are a part of those courses specific to a particular content strand proficiency.  She goes on to describe infused programs as those which infuse the content of the professional education program to include instructional and curricular techniques appropriate for the developmental, cognitive, social, cultural, and physical needs of diverse learners (p. 10).  A final option which is becoming more prevalent is that of mandatory dual certification; students take coursework which prepares them for certification in regular elementary (or early childhood) and special education.

These reconceptualizations of teacher education appear to focus more on the elementary, rather than secondary level.  This is unfortunate, since inclusion practices affect those at this level as well.  According to Connard and Dill (1984), who studied perceptions of secondary educators regarding their role in understanding PL 94-142, university teacher preparation faculty and public school administrators need to address jointly the unique needs of inclusive classrooms at the secondary level.  Some of these unique needs include collaborative consultation, cooperative teaching, and teaming.  Strategies in dealing with behavior and discipline issues may differ from those utilized at the elementary level.  An additional area of understanding is that of transition services for secondary students.  According to Repetto (1995):  

Teacher education programs must incorporate leadership, public relations, change agent,collaboration, communication, and time management skills into existing programs if future secondary special and regular educators (transition providers) are to be prepared to meet the demands of their jobs and to provide transition services to students to assist them in meeting their futures.  One crucial component that should be infused into secondary special and regular teacher education programs is the philosophy that education takes place in all types of settings in and out of school, and that education should be outcome-oriented to the future needs of students in their community and work settings.  (p. 136). 


 One sample model of meeting the unique needs of inclusive secondary classrooms can be found in a course and correlated field study which was developed at Saint Mary's College, Notre Dame, Indiana.

Description of the Course and Field Component

Indiana is one state, as described above, which has varying requirements for students in 
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elementary and secondary programs.  Students who are pursuing an elementary teaching certificate are required to take one introductory course in special education, while those in secondary education have no such requirement.  Prior to 1998, the teacher education program at Saint Mary's offered one course for elementary majors in accordance with state requirements.  While those in the secondary program received some information in various other courses (e.g. Reading in the Content Area), there was no one course devoted to special education issues relevant at the secondary level.

Faculty in the Education Department agreed that such a course was integral to the full preparation of secondary teachers and this became the impetus for development of Educating Exceptional Learners in Middle School, Junior High, and Secondary Classrooms.  The course provides basic information on special education models, programming at different levels, legislation relevant to both special education in general and secondary special education in particular, cross-categorical perspectives, curricular and instructional modifications in  areas such as reading and writing, discipline issues, transitioning, and post-secondary options.  A variety of speakers enhance the experience and include a special education teacher participating  in team teaching, a presentation on relevant software, and a director of special education who tells of her involvement with manifestation determination conferences and other discipline issues.  Students take a field trip to a local sheltered workshop where they hear a presentation on transition services in the schools and community and view the set-up of this employment option for adults with disabilities.  Assignments in the course include preparing a micro-teaching lesson in the student's content area with modifications apparent; another is a child advocacy project where students interview an outside agency about a particular disability and then prepare a product aimed at advocacy for that particular disability.

Most of the courses at Saint Mary's, including this one, have a field study component which is vital in connecting the theory of the course to practice.  The field experience which is a part of this course is entitled Campus Friends; once a week, young adult students (aged 18-21) with disabilities come to campus from the young adult services program at a local public school to interact with the college students on social skills.  Using the Skillstreaming the Adolescent program (Goldstein, Sprafkin, Gershaw, & Klein, 1980), students practice social skills application exercises in a structured learning environment.  Skillstreaming consists of teaching prosocial behaviors through (1) modeling, (2) role-playing, (3) performance feedback, and (4) transfer of training.  As described by Sabornie and deBettencourt (1997, p. 250), Students observe models performing the exact skill to be learned, rehearse individual behaviors, and receive feedback from other students and trainers.  Procedures are selected that increase the likelihood of demonstrating the social skill in real-life situations.  For the Campus Friends program, groups of students come in four-week sessions which focus on prosocial behaviors such as beginning social skills (e.g., asking a question, making introductions), 

4

D’ISA TURNER                 PREPARING PRESERVICE TEACHERS FOR INCLUSION

skills for dealing with feelings, skill alternatives to aggression, and skills for dealing with stress.  During the first three sessions, groups of students watch videos about appropriate and inappropriate social skills (modeling), apply what they observed to role-play situations, and receive feedback on their behaviors.  On the final day, the students with disabilities and their college friends go out into the campus environment (e.g., the bookstore, professors' offices) and attempt to transfer skills learned in the first three sessions.  College students record information about the success of the students as they transferred their learning and/or obstacles encountered.

The Campus Friends program has been successful for both parties involved.  Students with disabilities can experience learning and involvement with age-appropriate peers.  The benefits for college students are threefold:  (1) students become more comfortable in dealing with students with disabilities - hopefully understanding increases while the fear factor decreases; (2) although it is at a post-secondary level, students are directly immersed in a type of inclusion setting similar to one they could be teaching in the future, and (3) an understanding of the importance of transitioning for secondary students with disabilities should be highlighted as the college students witness first-hand the varying levels of social skill functioning.  Students commented on each of these points in journal entries that were required for each session of Campus Friends.

Conclusion

As schools across the country move toward more inclusive models of education, both preservice and inservice teachers must be prepared to meet this challenge through a sound knowledge base and development of appropriate dispositions and performances.  These three aspects of successful teaching can best be encouraged through experiences which connect theoretical information to practical issues in the classroom.  School administrators and teacher education personnel must search for new avenues to pursue this goal and establish field study or practica situations which meet the needs of the teacher, whether elementary or secondary in focus.  The Campus Friends program at Saint Mary's College, Notre Dame, Indiana, is an example of a program attempting to meet the needs of future secondary teachers.
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MAKING SPECIAL SCHOOLS ORDINARY:

IS THIS INSPIRATIONAL OR CONFUSED THINKING?

Peter S.Westwood,

University of Hong Kong
In the early 1990s special schools for students with intellectual disability in South Australia were encouraged to use the same basic secondary curriculum frameworks used by mainstream schools, adapting the various subjects as necessary for their senior students. The same assessment and reporting procedures were also to be used. This article reports the perceptions of 53 special school principals and teachers who, after seven years of implementation, were asked to identify the benefits and the disadvantages of using this approach. Results indicated some perceived benefits for students with mild degrees of intellectual disability (and their teachers), but little or no benefit for those with moderate, severe or multiple handicaps. The findings raise the issue of whether principles of social justice and equity in education, if taken to extremes, actually militate against the best interests of the most handicapped students.

In the late 1980s and early 1990s it became popular in some countries (e.g. Britain, Australia, USA) to talk about making ordinary schools special in the sense of becoming better able to meet the needs of all children. At the same time it was argued that existing special schools should become more ordinary in the sense of becoming as much like mainstream schools as possible in their management style, curriculum, teaching approaches, and the assessment of students’ learning  (Baker & Bovair, 1989; Baker & Bovair, 1990; Dessent, 1987). The rationale for these moves was based on notions of social justice, anti-discrimination, and equity. It was argued that all students have an equal right to experience a broad and enriching curriculum, while at the same time having their individual needs adequately met.
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The 1990s have seen the first of these concepts moving slowly but steadily toward fruition in many countries through the inclusive schooling movement (e.g. Daniels & Garner, 1999; Lipsky & Gartner, 1998). This article deals with the second concept, that of making special schools more ordinary. On this topic there is very little extant literature.

The context of the study: South Australia

The study reported here is based on data collected in 1997 in one state of Australia, (South Australia) where for more than twenty years strong government policies of social justice, anti-discrimination and equity have had significant influence on the educational provision for students with special educational needs. South Australia was one of the first states to embrace integration in the early 1970s, and is currently prominent among Australian states actively implementing inclusive practices in schools. At the same time, it is a state that retains (and intends to retain) a number of segregated special schools designed to meet the needs of those students who cannot cope with the physical and academic demands of mainstream schooling, even when given additional support.

The changing nature of the special school population

Given the growing movement toward integration and inclusion of children with disabilities in South Australia, it is natural that the nature of the population of students remaining in special schools has changed in recent years. For example, in the case of students with intellectual disability, the students who are mildly disabled, together with a few of the younger moderately disabled children, are now integrated with support in regular schools. This has left the more severely disabled and dependent students to form the majority population in the special schools. Some of these very dependent students have multiple disabilities and some exhibit extremely challenging behaviours such as aggression and self-mutilation. The focus of the special school curriculum therefore had to change, with even more emphasis than before being given to the teaching of skills for self-care, daily-living, communication, and socialisation. Behaviour management also emerged as a growing concern for teachers.

Outside pressures on special school curriculum

During the 1970s and 1980s in South Australia, special schools for students with disabilities had developed very effective and relevant reality-based and community-based curricula, with due attention given to the provision of training and experiences to help each individual prepare for an independent life (Casey, 1994). In the senior years, for example, emphasis was given to work-experience, community-based learning, social skills development, daily living skills, and the acquisition of recreation and leisure interests. This situation changed from 1990 due to pressure from the Education Department to encourage senior special schools to offer students with intellectual disability equal access to secondary school subjects within what is called the South Australian Certificate of Education (SACE).
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At a time when the nature of the special school population was changing quite significantly in South Australia, coincidentally the policies of social justice and equity began to cause some educators and administrators to call for a re-appraisal of the curriculum taught in special schools. It was argued for the first time that these students, regardless of their degree of disability, were entitled to receive a broad, balanced and enriching programme, as similar as possible to that enjoyed by their non-disabled peers in mainstream schools. Traditionally this had not been seen as the role of the special school. The freedom to offer something entirely different had been seen as perhaps the greatest strength of a special school. These schools in the past had had the opportunity to develop truly alternative curricula and to apply innovative teaching practices to match their students’ aptitudes and learning characteristics (Hallahan, 1998; Lewis, 1999). In this respect, a special school could be regarded as an alternative school; and according to Goodman and Kuzmic (1997) alternative schools in most education systems are usually free from the constraints placed upon regular schools in terms of a prescribed curriculum and examinations. 

The South Australian Certificate of Education (SACE)

The South Australian Certificate of Education is the basic credential that all secondary school students hope to obtain when they leave school to signify a successful completion of their studies. Within SACE, the subjects of English (or English as a Second Language), Mathematics, and Australian Studies are compulsory. A writing-based literacy assessment is also compulsory, and no student can be awarded SACE if the literacy requirement is not met. To be awarded the Certificate students must study 22 semester units, some of which may be combined into full-year courses, reach a level of successful achievement in at least 16 out of the 22 units, and satisfy the literacy assessment. Each SACE unit usually represents between 50 to 60 hours of programmed school time. Most mainstream students complete SACE within a two-year period.

From the perspective of the individual school, each unit available for SACE is described by the examination board within a document called an Extended Subject Framework (ESF). The ESF indicates the general goals and objectives for the unit, but schools are left to plan in detail the types of learning experiences and the actual curriculum content to use to achieve the goals. There is thus considerable flexibility in how schools can actually implement a particular unit. Teachers, usually working collaboratively, take each ESF and develop it as a fully detailed program of work for their own school. This program is then submitted to the examination board for accreditation.

An individual student’s achievements in SACE are reported as Successful Achievement (for those passing at or above the required standard), Recorded achievement (for those undertaking a subject but not quite meeting the standard), and Requirements not met (a euphemism for failed). On completion of the course each student is issued with this Statement of Results.
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It was argued that the principles of the Equal Opportunities Act of 1984 point to the right of every student, regardless of ability or disability, to participate in units of work and programs developed under the SACE framework (Wallace, 1993). Any failure to provide such an opportunity for students with intellectual disability could be regarded as discriminatory.

Initial reactions from principals and teachers

Staff of special schools for intellectually disabled students were not easily persuaded to believe that SACE, a mainstream school curriculum and assessment model, would suit their students’ needs and abilities. The fact that special school teachers would be expected to teach to the SACE framework became a contentious  issue. Some teachers and principals expressed deep concern that students with moderate to severe handicaps could never be expected to achieve the standard required to complete SACE subjects successfully (Department of Education and Children’s Services, 1993). Others expressed concern that if students with intellectual disabilities were awarded SACE this could be perceived as a token gesture, ultimately devaluing the Certificate in the eyes of mainstream students and the community. Another common concern was that no student with intellectual disability was ever likely to pass the compulsory writing-based literacy assessment, so it would be impossible actually to gain the Certificate even though participation in parts of the program could be recorded.

The issue entered the public arena in 1993 when the Shadow Minister for Education at that time remarked:

Some special school principals have described the policy paper entitled Framework for Post Compulsory Schooling for Students with Disabilities as inclusivity gone mad. They question how profoundly intellectually disabled students, some of whom are not even toilet trained, can be expected to study Year 11 curriculum simply because the Department wants to give all students access to SACE. (Lucas, 1993, p.1). 

The same Media Release also described the proposal as an example of Education Department social policy gone haywire, with special school students the reluctant victims.

In 1993 further serious concerns regarding the relevance of SACE for students with a significant intellectual disability or with severe multiple disabilities were conveyed to the Senior Secondary Assessment Board of South Australia (SSABSA) in a written submission from experienced teachers working in the special schools (McKerral & Bickley, 1993). The material in the submission represented not only their own views but also those of staff in eleven other special schools. The concerns included, inter alia, that the intellectual demands of the content to be covered under many of the subject areas in SACE (no matter how extensively adapted) was far beyond the cognitive level of students 

with intellectual disability. For example, most subject areas assume the presence of basic oral communication, literacy and numeracy skills, the ability to deal with issues at a

10

WESTWOOD                                               MAKING SPECIAL SCHOOLS ORDINARY

conceptual level, the capacity to learn quickly, and the ability to generalise. These are relatively unrealistic expectations for most students with moderate to severe intellectual impairment.

It was also reported that attempting to implement SACE subjects for these students seriously reduced the flexibility of the entire special school programme and of the teaching procedures these students require. The more fixed nature of a SACE subject made it much more difficult to adapt instruction to meet the students’ individual needs (McKerral & Bickley, 1993). In particular, it was observed that typical SACE lesson formats did not allow adequate opportunity for the degree of repetition and overlearning of information and skills normally required by students with intellectual disability.

Contributors to the submission also made it clear that the time taken to teach formal SACE subjects significantly reduced the time available to teach important daily living skills to students with high support needs. While some advocates for SACE claimed that everything the student needs to learn can be incorporated within SACE subjects, others indicated that it is difficult to understand how some of the most basic and essential self-care, therapy and hygiene practices necessary for these students can be taught with the required frequency and intensity unless specific time is devoted to them.

Assessment and reporting 

The assessment and reporting procedures of SACE also came in for harsh criticism (McKerral & Bickley, 1993; Lasscock, 1996; Lasscock 1998).  Assessment tasks that are fixed in terms of time, content and standards commonly led students with intellectual disability to receive a failure grade (requirements not met). On the other hand, assessment tasks in which the demands had been greatly diluted, or in which huge amounts of assistance had been provided for the student, led to students receiving the result of Recorded achievement. In their case this really represented a false, inflated and misleading description of what the students can actually do. 

Through his contact with parents of students with intellectual disability, Lasscock (1996) became aware of the negative impact that these Statements of Results could have. His voice was added to those expressing serious doubts about the value of attempting to make special schools ordinary through the imposition of mainstream-type curricula, assessment, and reporting systems. His principal objections were that the Statement of Results did not describe what the student could actually do or the real progress he or she had made over the years. The statement merely indicated what the student had participated in and had failed. The information provided was virtually useless for potential employers, and utterly depressing for parents. In terms of the student’s self-esteem and confidence, a final graduation paper containing a list of failures could be extremely damaging.
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Some educators in favour

It should not be inferred that all special school teachers and principals were negatively disposed toward SACE. Some found much value in the way that the development of units under the Extended Subject Frameworks caused teachers to think constructively about their teaching and assessment methods (e.g. Bourdon & Waters, 1995). This was particularly the case with teachers and co-ordinators in units and centres where students with less severe degrees of intellectual impairment were enrolled. The negativity concerning the introduction of SACE in special schools appeared to be related most obviously to its lack of relevance for students with the greatest degree of cognitive impairment. The Department of Education and Children’s Services (1993) acknowledged that some special schools were reticent to apply SACE, but confidently expressed the view that this problem would resolve itself over time as the teachers gained experience. 

A survey of teachers’ and principals’ perceptions

Some seven years after the initial introduction of SACE in special schools and special units in South Australia it was felt to be important to discover whether the attitude of teachers toward SACE had indeed become more positive, as the Department of Education and Children’s Services (1993) predicted. The following study reports an attempt to appraise the perceptions of teachers and principals in South Australia’s special schools for students with intellectual disability. The teachers and principals were to be asked to comment on the benefits and the disadvantages of applying SACE courses in special schools.

Method

Approval was granted by the South Australian Department of Education and Children’s Services, the Catholic Education Office, and the Independent Schools Board for the researcher to contact staff in special schools, special units and centres, seeking information. It was decided that the simplest method for data collection was by means of an open-ended questionnaire. 

The questionnaire 

Seven open-ended questions were asked in the questionnaire. This paper deals with only the first three key questions. The remaining questions related to issues concerning teachers’ programming and how they reported student progress.

The three questionnaire items considered here are:

(1) Please list the benefits of using the Extended Subject Frameworks of SACE for students with intellectual disabilities.

(2) Please list any disadvantages in using the Extended Subject Frameworks of SACE for students with intellectual disabilities.

(3) Please suggest any actions or changes needed to improve the application of SACE in special schools.
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Schools and participants

Initially, telephone contact was made with the principals of all 17 government special schools, the co-ordinators of 3 special education units attached to secondary schools, and with the principals of 7 non-government schools and units. During this telephone contact, the purpose of the study was explained and an invitation to participate was extended to the principal and staff. Eventually 26 out of the 27 schools or centres agreed to participate. An indication of how many questionnaires would be required by each school was also obtained at this time.

As a result of the contact with principals, 87 questionnaires were sent to government schools and 25 to non-government schools, centres, or units. The return response rate was 49.4% for government schools and 40.0% for non-government schools (overall response rate: 47.3%). Of the 53 questionnaires returned, 31 were from special school teachers, 12 were from principals, deputy principals or co-ordinators, 6 were from teachers in units attached to secondary schools, and 4 were from mainstream teachers who taught SACE subjects to students with intellectual disablity enrolled in special education units.

Analysis of data

The information presented in the 53 questionnaires and in the supplementary material submitted by some respondents, was read and recorded. Responses to each question were analysed to determine any common themes or issues emerging. In particular, the frequency of occurrence of specific words or phrases used by respondents was noted as a first step in categorising the information. Finally, the theme of the responses in each of the categories was captured by a general statement which appeared to encapsulate the essence of that particular point (see Table 1 and Table 2). Frequency counts were then used to indicate the relative importance of each theme or category.

Limitations of the study
As with all studies requiring the analysis of descriptive rather than quantitative data, there is an inevitable degree of subjectivity in the way in which responses to open-ended questions are finally analysed and classified (Holbrook & Butcher, 1996: Macpherson, 1998). Every possible attempt was made by the investigator to treat the data objectively, but this weakness is fully acknowledged.

The number of respondents is not large in this study (n = 53). Since this group comprises only 47% of the subjects to whom questionnaires were sent, it would be inappropriate to assume that the results are fully representative of all special school staff in South Australia. Caution is needed therefore in generalising beyond the results described below for this sample of special school staff.

Results
Benefits of using SACE in Special Schools
Table 1 summarises the pattern of responses obtained for question 1. The categories of
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response have been ranked in order based on the frequency with which certain key issues emerged. The teachers were asked to list the benefits they had perceived in the use of SACE subjects in special schools and units for students with intellectual disability.

Table 1.

Benefits of using SACE in Special Schools (N= 53 respondents)

Benefit                                                                                                 Times mentioned

SACE framework helps teachers with programming
19 (35.8%)

SACE has broadened the curriculum offered in the school
13 (24.5%)

Using SACE has helped to link special and mainstream schools
7 (13.2%)

The procedures in SACE have made teachers more accountable
5 (9.4%)

The assessment process has improved (now outcomes-based)
5 (9.4%)

SACE helps with continuity if a student transfers from school
4 (7.5%)

SACE has given staff and students a sense of purpose
4 (7.5%)

The work has increased motivation level of some students
4 (7.5%)

The framework is flexible enough to meet special needs
3 (5.7%)

SACE causes teachers to analyse how and what they teach
2 (3.8%)

Using SACE makes the special school program ‘legitimate’
2 (3.8%)

The system has improved the school’s record keeping
2 (3.8%)

Students are more involved in their own learning
1 (1.9%)

Teachers’ strengths in curriculum can be fully utilised
1 (1.9%)

Literacy and numeracy skills can be integrated
1 (1.9%)

Teaching SACE improves the status of special school teachers
1 (1.9%)

Parents at our unit are mainly supportive of SACE
1 (1.9%)

No response to this question
14 (26.4%)

Specific comments that there were ‘no benefits’
8 (15.1%)

Total positive comments under ‘benefits’
75

_________________________________________________________________________
Note: The figures in parenthesis in the right-hand column refer to the percentage of the 53 respondents making a comment that fell within each specified category. As some respondents made several comments falling into different categories (and some respondents made no comment, or made negative comment) the percentages will not total to 100%.
Two main benefits are perceived by principals and teachers to have resulted from the use of SACE in special schools, particularly with mildly disabled students. The first is improving the way in which teachers plan work for their students (35.8% of respondents). Comments concerning improved assessment (9.4%), recording methods (3.8%), and better analysis of teaching and learning (3.8%) are also closely related to the same theme. If these categories are combined, it would appear that using the Extended Subject Framework documents for each subject area may have given the special school teachers 
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some useful guidelines for curriculum planning, teaching and assessment. Approximately 53% of the responses supported this view. The majority of respondents recording these positive benefits were working with students in the mild range of intellectual disability. The second benefit reported was a broadening of the curriculum traditionally offered in special schools. This belief was supported by the comments of approximately 25% of respondents. A third but weaker issue was a belief that applying SACE had brought mainstream and special education closer together (13.2%). This feeling was reported mainly by staff in units already attached to mainstream schools. Some mainstream teachers actually taught SACE subjects to the students in these special units.

It is important to point out that for this first question 15% of respondents specifically commented that no benefits had occurred as a result of introducing SACE in their own special schools; and a further 26 % of respondents made no comment at all under this item. 

Disadvantages of using SACE in Special Schools
Table 2 (see next page) summarises the responses from the second item in the questionnaire. Teachers and principals were asked to indicate the disadvantages they had encountered in attempting to apply SACE units in special school contexts.

What is most evident when Table 1 and Table 2  are compared is that many more responses were made under the disadvantages category (n = 121) compared with the responses under benefits ( n = 75).  A null hypothesis would suggest that there should be no reason to expect significantly more negative than positive responses. The Binomial Test (Siegel, 1956) produced a statistically significant z value of –3.21 (p = .001, two-tailed test). Clearly a difference of that magnitude indicated that respondents were tending to be far more negative than they were positive about the value of SACE in the special school curriculum.

The main conclusion of teachers and principals appears to be that, regardless of the views of the policy-makers, studying SACE subjects is irrelevant for many of their students. This is perceived to be particularly the case for students with severe degrees of disability. Coupled with the issue of lack of relevance is the evidence that most students do not remember the core content of subjects they have studied within the SCAE units, partly due to their level of cognitive functioning and partly because there is inadequate time available to overlearn the essential knowledge and skills. 

The issue of  time emerged as an important factor in several ways in the comments made by school staff. Time was thought to be inadequate to cover the work thoroughly with the students. Teaching time devoted to SACE was reported to erode the available time for 
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other important areas of the special school curriculum. Too much time was believed to be spent in paperwork related to writing and adapting programmes and reporting.

Some particular concern was expressed regarding the compulsory subjects  (English, Mathematics, and Australian Studies). It was felt that these subjects are extremely difficult to adapt suitably for students with intellectual disability. They were also the subjects requiring adequate levels of literacy and numeracy, --- skills which most of the special school students did not possess.

Table 2.

Disadvantages of using SACE in Special Schools (N= 53 respondents)

Disadvantages                                                                                       Times mentioned__

SACE not relevant for students with intellectual disability    
36 (67.9%)

does no meet students’ needs, n = 16 

content not relevant, n = 7

students lack prerequisite skills, n = 6 

especially irrelevant for severely disabled students, n = 4 

demands too much higher-order thinking, n = 3

Too much teaching time taken up by paperwork
15 (28.3%)

Time is eroded from other aspects of the curriculum 
13 (24.5%)

Not enough time for daily living skills instruction, n = 6

Special IEPs difficult to include, n = 3

Art/craft/tech studies time reduced, n = 2

Loss of important time for social skills, n = 1

Other, n = 1

Students do not remember what they have studied 
11(20.8%)

Lack of recall, n = 7

Too little time to practise and overlearn, n  = 4 

Too little time and no flexibility
8 (15.1%)

Assessment procedures inappropriate
8 (15.1%)

Core subjects are too difficult to modify
7 (13.2%)

Adapting SACE subjects is an artificial (token) process
6 (11.3%)

Students have to be helped too much by teacher
5 (9.4%)

Teachers have to teach too many different subjects
3 (5.7%)

Difficult to organise with only 1 or 2 students involved
2 (3.8%)

Other comments:
7 (13.2%)

Undermines the credibility of mainstream SACE, n = 1

SACE doesn’t help to get student a job, n = 1

The report is a meaningless piece of paper, n = 1

Tension between function curriculum vs. SACE, n = 1

Forces some students to leave school early, n = 1

It is a PR exercise, n = 1

Students can’t pass literacy component, so what is the point, n = 1

No response to this question 
4 (7.5%)

Total comments under ‘disadvantages’
                                             121
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Improving SACE in special schools

In a separate question, respondents were asked to indicate how the application of SACE could be improved in special schools. In reply, 24 (45.3%) of the 53 respondents said that SACE should be abolished. An additional 15% suggested that doing or not doing SACE should be entirely optional, rather than mandatory, and that parents should be allowed to choose whether or not their child participated. There was a feeling that only students with at least some potential to succeed with the subject matter should be enrolled. Other changes that were suggested included allowing the students much more time to cover the courses, removing the compulsory literacy requirement, providing teachers with classroom release time to plan work and make resources, and encouraging the examination board to approve life-skills type programmes for assessment purposes.

A sample of comments from teachers and principals

The selected comments below were typical of those made by teachers and principals in response to the open-ended questions.

Positive views

This is the fourth year we are running the SACE program and at the end of the year our students will obtain the compulsory 16 units for the first time. Looking back, I believe SACE changed people’s attitude towards educating students with an intellectual disability. (Staff of a special unit for mildly handicapped students in a mainstream school)

I still feel positive about SACE. It has made staff more accountable and open to a variety of subjects and teaching and learning that they weren’t previously. (Teacher in a special school)

SACE offers a framework on which a basic curriculum can be offered and monitored for all students. (Special school principal)

I found SACE a good framework for students, teachers and parents. I also found that if some areas don’t work well this could be modified. (Teacher)

It has put fun, challenge, new knowledge and diversity into the learning of intellectually disabled students. Hooray! Even if we do have to work harder as teachers. (Teacher in special unit)

Negative views
For the majority of our [intellectually disabled] students SACE has been a hindrance to their development. (Teacher from special school)

What benefit is it to a student to receive a certificate stating that they have participated if the work isn’t appropriate to their needs and ability levels? (Principal of special school)
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Students with severe and multiple disabilities are rather disadvantaged by the SCAE program--- their developmental level is low and their cognition is also poor. These students need to be exempt from SACE and have a more sensory program in place. (Teacher from special school)

Our students are in special schools because they could not cope with education offered in normal schools. We must ensure that we offer a special education to meet their needs by providing tools and experience to assist them in achieving long-term personal goals. (Principal in special school)

The assessment is disturbing. None of our students achieve higher than an RA (Recorded Achievement). Their physical or intellectual disability does not allow them to do so. (Teacher in special school)

Parents think the whole process is a joke. (Teacher in special school)

Discussion  and conclusions

It is clear that the introduction of SACE in special schools has been regarded as very beneficial by some teachers and principals. Almost all of these respondents were working with students whose impairments are within the mild range of intellectual disability. The respondents report that SACE has broadened the school curriculum for these mildly disabled students and has assisted teachers with their programming. It is also considered that using this curriculum framework and its assessment procedures has made teachers more accountable for the educational outcomes from their programs. They also report improvement in the students’ motivation level, and teachers’ commitment. From their viewpoint, the introduction of SACE in special schools and units had been inspirational.

In contrast with this positive perspective, there is strong evidence that many more teachers and principals involved with students who are moderately to severely intellectually disabled do not believe in the value of using SACE courses with these students. Many of the concerns expressed seven years earlier, when SACE was first introduced to special schools continued to be evident. In particular, there was concern that students’ real needs and priorities within the curriculum are not being adequately met through courses adapted from SACE subject frameworks. Time devoted to work on SACE is perceived by some teachers as valuable time eroded from other important aspects of the senior special school program.

In other countries, Christensen and Dorn (1997) and Wilson (1999) have questioned whether a stage has been reached where principles of social justice and equity are being used to justify the restructuring of special education in ways that may not always be to the benefit of the students with special needs. Baines (1997) suggested that some changes 
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occurring in education (and making special schools ordinary may be an example) are based on political correctness and ideology, rather than on any clear evidence that the proposed changes really benefit the students concerned. Jenkinson (1997) has pointed out that for students with severe disabilities, the gap between their educational needs and those of the majority of students increases as secondary level is reached. This increase occurs to the extent that the academic curriculum followed by their non-disabled peers may have little to offer that is relevant or useful. She observes that the learning characteristics of students with severe disabilities causes their instructional needs to be quite different from those of their non-disabled peers.

The SACE is regarded by some teachers as an inappropriate framework within which to plan work for students with severe and multiple disabilities. Most, if not all, of these students are functioning below the cognitive level required to access even the most simplified units of work under SACE. Their priority needs are in such areas as self-care, hygiene and mobility. These areas are extremely difficult to integrate in any meaningful way within SACE subject frameworks. 

The final conclusion to be made from this study of principals’ and teachers’ perceptions is that making special schools ordinary by introducing SACE in South Australia appears to have benefited some students with milder degrees of intellectual disability, but there is no evidence that studying SACE subjects has been of benefit to those with moderate to severe and multiple disabilities. Their needs may be best served by a truly alternative programme, rather than one adapted from mainstream. There is truth in the comment by Holgate (1992, p.49) that, A curriculum can only achieve credibility when it serves the needs of the pupils.

Postscript

It should be noted that the special school curriculum and the ways in which SACE is implemented are currently under review in South Australia.
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The education of children with special needs in Pakistan is an area which is grossly neglected and in need of urgent attention. In order to clarify the current situation in the wake of these policy documents, the present research conducted a survey of special school headteachers in Pakistan, using a purpose-built questionnaire. Target schools included all four of the categories of handicap referred to earlier and situated in each of the provinces of Pakistan, namely Punjab, Sindh, North West Frontier Province, and Baluchistan. The main objective was to sample headteacher opinion on the curricular content and needs of special schools in Pakistan and to determine what problems, if any, they encounter in designing and implementing an appropriate curriculum for pupils with special educational needs.  The overall aim of the study was to provide a coherent picture of the state of special education in Pakistan.

The education of children with special needs in Pakistan is an area which is grossly neglected and in need of urgent attention. The Seventh National Plan (Pakistan Planning Commission  1988), while quoting WHO figures for disability (10 to 15% of the population), and recognising the need for special schooling and rehabilitative services,  notes that existing facilities are few and inadequate. These facilities come under the Ministry of Health, Special Education and Social Welfare, which is responsible for providing both special schooling and integrated and comprehensive rehabilitative services. In consequence the Economic Survey (Pakistan Planning and Development Division 
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1991-92) has it that major current emphasis is upon improving the provision of schooling, enhancing the performance of the executive agencies, and strengthening and consolidating social welfare and rehabilitative services.

A constraining circumstance is that, as recent reports indicate, Pakistan’s children face poor performance on social indicators, and have a health status that continues to be deficient. In fact poverty keeps an estimated eight million children at work and out of school, and there is in addition a high rate of childhood disabilities. The problems faced by girls are particularly severe, restricting their access to health care, and to both education and recreation (UNICEF cited by the daily newspaper DAWN April 29 1993). 

However, the UNICEF Programme in Pakistan for 1992-96 is aimed at placing children’s concerns high on the political and development agenda, and supporting the implementation of the World Summit Declaration (United Nations 1981), and of the Convention on the Rights of the Child (United Nations 1989). It is explicitly stated by the Declaration and the Convention that the UNICEF Programme will also promote the integration of disabled and socially disadvantaged children, thus providing them with social services and basic education. The Directory of Special Education and Welfare Services for Disabled Persons in Pakistan (Pakistan National Institute of Special Education 1994) shows an increase in special education provision, though this nevertheless remains minimal in terms of current needs and of the pattern of provision. 

Services for children with special needs in Pakistan are subdivided into four categories of handicap. These are, with estimated percentages: physical 40%, mental 30%, visual 20% and hearing impairment 10% (Pakistan Ministry of Health, Special Education and Social Welfare 1981). 

The National Policy (1986 a) estimated that in 1992, 4.6 million children and young people in Pakistan would need special education. Of these, 3.7 million were said to have mild learning difficulties and to be capable of integration into ordinary schools, and 0.9 million were considered to require special schooling.

Historically, educational policy and practice in Pakistan has been influenced by the legacy of the British (1757 - 1947). Independent philosophy on special education is therefore in its infancy in Pakistan, and even so is still clearly influenced by the Warnock Report (1978). More recent curriculum and other interventions recommended by key documents published in Britain, such as The National Curriculum, SEN Code of Practice or the Green Papers will not affect the planning or implementation of special education in Pakistan in the foreseeable future. The terminology used in special education is also in need of attention. However, this is a separate issue not addressed in the present paper. For a detailed discussion of the historical development of special education in Pakistan see Lari (1988, 1996).
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Curriculum Issues

The National Policy (1986 a) is primarily concerned with issues such as organising services for the disabled and the implementation of programmes, and pays insufficient attention to the crucial matter of the curriculum. The 1988 Review of Policy also fails to specify curriculum objectives or the appropriate teaching methodology to be followed, although it does state that the aims of education for children with special needs must be seen as the same as those for mainstream children, and that the curriculum in special schools should therefore reflect the broad pattern of the curriculum in ordinary schools. 

The Review of Policy also states however, that the detailed design and implementation of the curriculum, though subject to centrally issued guidelines, should be the responsibility of the heads of special schools. It recommended that pupils in special centres who are able to follow the curriculum and examination system of the federal capital or the province should do so, while for some other pupils the content of such a curriculum may need to be adapted or modified to meet their special needs. It is stressed that the fundamental difference in the curriculum for children with special needs must lie in the methods employed by teachers in response to the type of disability experienced by children, and that this difference must moreover be reflected in all related in-service training courses. 

Vocational Training

The National Policy stresses the need for improving post school vocational courses in  special education, but maintains that one of the functions of such courses  is to promote independent living, and to prepare the recipients of special education for employment. Such a function, in the view of the National Policy, requires that in addition  a vocational emphasis be placed across the curriculum at all stages of the development of special needs children. 

The National Policy also proposes that training centres be set up in each provincial capital to provide job specific training along the lines of the National Training Centre for the Disabled which currently operates in Islamabad. It further proposes that opportunities for experiencing a range of activities and for short-term job placements before making a final training choice should also be provided.  It is emphasised that centres should be organised by a senior member of staff designated as the Employment Co-ordinator, and that for the severely disabled for whom open employment is not a viable option, sheltered workshops should be set up wherever possible.

Method 

In order to clarify the current situation in the wake of these policy documents, the present research conducted a survey of special school headteachers in Pakistan, using a purpose-built questionnaire. Target schools included all four of the categories of handicap referred to earlier and situated in each of the provinces of Pakistan, namely Punjab, Sindh, North 

West Frontier Province, and Baluchistan. The main objective was to sample headteacher 
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opinion on the curricular content and needs of special schools in Pakistan and to determine what problems, if any, they encounter in designing and implementing an appropriate curriculum for pupils with special educational needs. 

The importance of the teacher's role as the active  agent  in handling  and communicating the curriculum is generally  acknowledged (for example, Barrow 1984), and is a particularly important area of investigation  for  future  research in  special  education  in  Pakistan. However, for the purposes of the present investigation, the headteacher was the appropriate authority to supply the kind of information which we were seeking. 

The questionnaire used in the present Study, as explained in more detail below, was designed to obtain basic information on such variables as headteachers' qualifications, training and experience; institutional data including the number, ages and principal disabilities of pupils enrolled, the  incidence of pupils with  behavioural and personality problems, and the  percentage of pupils with special needs following respectively the normal, modified or special curriculum. 

Main Objectives of the Questionnaire

The overall aim of the Study was to provide a coherent picture of the state of special education in Pakistan. Accordingly, the objectives of the Questionnaire were to secure from a sample of headteachers information in the following areas: 

1. The course content in the curriculum in special schools in Pakistan in the light of the National Policy, and concepts relating to the formal/informal curriculum in special schools.

2. Information on the identity of the authorities responsible for planning special education in Pakistan, and the extent of headteacher and teacher participation in this planning.

3. The identification of differences, if any, in the curricula in special schools offered to the four disability groups already identified, namely the:

a. mentally disabled

b. hearing impaired 

c. visually impaired

d. physically disabled

4. The identification of difficulties experienced by headteachers in achieving a balance in the curriculum for pupils with special educational needs between:

a. subjects specific to children with special needs

b. subjects which appear in the national/provincial

 curriculum in normal schools.

5. Areas in the curriculum particularly in need of attention in a design of the school curriculum.
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Constraints and Difficulties of the Research Exercise

Considerable difficulties were experienced in obtaining what was considered to be an adequate response from headteachers in Pakistan. In many cases the Questionnaire was mailed to some of the headteachers several times, and many reminders were sent. Postal delays caused difficulties of communication, and some of the schools had moved premises without leaving forwarding addresses. These problems indicate some of the difficulties of conducting educational research in a developing country. In addition, as Phillips (1986) points out, institutions such as special schools are often hypersensitive to investigation of their pedagogical authority. But ultimately persistence and gentle reminders paid off, and a reasonably large and representative sample of schools was obtained. 

Administration of the Questionnaire

This sample included special schools in all four provinces of Pakistan (i.e. Sindh, Punjab, Baluchistan, and North West Frontier Province). The initial mailing was to all schools  listed in the Directory of Special Education  Programmes in  Pakistan (1986 b), though repetitions in the Directory were  discounted as also the Adult Centres for Rehabilitation. Lists of special education  centres established after 1986 were obtained from both Directorates of  Special Education  in Pakistan, at Islamabad and Lahore respectively. 

A  total of 70 questionnaires were eventually returned, which represents a response rate of 52 percent. A number of questionnaires were returned undelivered due  to the fact, as mentioned earlier, that several schools have moved without leaving  forwarding addresses. In one instance it was confirmed that a school  had closed for lack of finance and perceived need after a government centre for special needs had been established in the same area. It is also possible that some of the schools listed as having opened since 1986 had not yet commenced to function in an organised manner. 

Taking into consideration these difficulties and constraints on research in developing nations, the response obtained to the questionnaire was considered adequate, particularly in view of the non-availability of many of the schools to which the questionnaire was sent. When those schools that had moved or closed were eliminated, the response rate from the actual, as opposed to the hypothetical sample, was just over 75 percent. 

Results

Analysis of data was based upon response frequency to the items in the Questionnaire. Since some headteachers did not respond to certain items (which are therefore considered as missing values), the totals and percentages are not the same in all tables. 

Questions 3 and 4 were aimed at ascertaining the kind of curriculum existing in special schools in Pakistan, and the authority responsible for planning the curriculum. Question 4 also sought to specify to what extent headteachers and teachers participated in planning the curriculum. The results, and analysis for  question 3  are presented in Tables 1 and 2,  

25

INTERNATIONAL JOURNAL OF SPECIAL EDUCATION                        Vol 16, No.1.

whereas  the responses to question 4 have been tabulated and analysed in Table 3.

Item  5 on the Questionnaire requested headteachers to rank curriculum areas for pupils with special educational needs in order of their importance in the light of the Pakistan National Policy for the Education and Rehabilitation of the Disabled (1988 Review). The rankings of curriculum areas in terms of high, medium and low priority are presented in Table 4, shows the frequency and percentage of rankings for each of nine areas of the curriculum. 

The results of this item on the questionnaire were further analysed in terms of five types of schools. A fifth category, in addition to the four categories of handicap already mentioned, had to be introduced to take into account the schools catering for more than one type of disability. 

In order to explore whether the differences between means reach significance, the Kruskal-Wallis One-Way Analysis of Variance was computed for each of the five types of schools and the nine areas of the curriculum, and the results are presented in Table 6. The Kendall Coefficient of Concordance, W, was also computed to establish whether  there was general agreement among the headteachers of special schools in Pakistan in their rankings of curriculum areas, regardless of the type of disability group served by their schools (Table 7).

Item 6 asked the headteachers to rank, in order of priority, the relative importance of each of three relevant areas in developing a curriculum for special schools.  The rankings of these items were analysed in terms of frequencies and percentages  (Table 8), and the Kendall Coefficient of Concordance was again computed to explore if agreement among headteachers in rankings of formal/informal areas of the curriculum reached significance (Table 9). 

Question 12 asked headteachers to rate a number of variables in order of importance with a view to determining the difficulties, if any, in achieving a balance in the  curriculum between:

a. subjects specific to children with special needs

b. subjects which appear in the national/provincial

 curriculum in  normal schools.

The ratings are presented in Table 10 in terms of frequencies and percentages, and the mean ratings  for each  of the items are listed with  their  rank orders.

Discussion 

The Type of Curriculum

Table 1 shows that although 50 percent of pupils in over half the special schools in 
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Pakistan (represented in the sample) are following the curriculum and examination system of the Federal Capital or Province, 61 percent of the schools do not have any pupils following a reduced or modified version of this curriculum. Only in nine percent of schools do all pupils require such a curriculum, while 14 percent of schools have pupils who all require a specially adapted curriculum. Table 1 shows that in the majority of special schools (67 percent) only a small percentage of pupils require a especially adapted curriculum.

Table: 1

Percentage Of Pupils Following Different Types Of Curriculum.

	TYPE OF CURRICULUM
	NUMBER OF SCHOOLS
	% OF SCHOOLS
	% OF PUPILS FOLLOWING CURRICULUM

	Curriculum and 
	25
	36
	0

	examination
	4
	6
	1 -25

	of the Federal 
	1
	1
	26 -50

	Capital or
	4
	6
	51 - 75

	Province
	15
	21
	76 - 99

	
	21
	30
	100

	
	
	
	

	A reduced or
	43
	61
	0

	modified version
	16
	23
	1 - 25

	of the curriculum
	3
	4
	26 - 50

	set by the
	2
	3 
	51 - 75

	Federal Capital
	0
	0
	76 - 99

	or Province
	6
	9
	100

	
	
	
	

	A specially adapted 
	32
	46
	0

	curriculum
	15
	21
	1 - 25

	which emphasises
	5
	7
	26 - 50

	the acquisition of life 
	2
	3
	51 - 75

	skills and the skills 
	6
	9
	76 - 99

	of self maintenance
	10
	14
	100


The data obtained for the type of curriculum were further analysed in terms of type of disability, and the results presented in Table 2, indicate that while nine out of 10 schools catering for the mentally disabled have no pupils following the curriculum and examination system of the Federal Capital or the Province, a large number of schools catering for all other types of disability have a high percentage of their pupils (76 to 100 percent) following such a curriculum. 

Hegarty and Pocklington (1982) point out that curricular provision for pupils with special needs in Britain ranges from special curricula with little or no reference to work being 
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Table: 2

Percentage Of Pupils Following Different Types

Of Curriculum In The Respective School Categories.

	Types of Curriculum
	School Categories



	
	          M.D.
	V.I
	H.I
	P.D
	More than one disability
	% of pupils following curriculum

	
	f
	%
	f
	%
	f
	%
	f
	%
	f
	%
	

	Curriculum and
	9
	90
	3
	27
	8
	38
	1
	10
	4
	22
	0

	examination
	0
	
	0
	
	1
	5
	0
	
	3
	17
	1-25

	system of the
	1
	10
	0
	
	0
	
	0
	
	0
	
	26-50

	Federal 
	0
	
	2
	18
	2
	9
	0
	
	0
	
	51-75

	Capital/
	0
	
	6
	55
	10
	48
	9
	90
	11
	61
	76-100

	Province
	
	
	
	
	
	
	
	
	
	
	

	A reduced or
	7
	70
	8
	73
	9
	43
	8
	80
	11
	61
	0

	modified 
	3
	30
	1
	9
	5
	24
	1
	10
	6
	33
	1-25

	version of the
	0
	
	0
	
	2
	9
	1
	10
	0
	
	26-50

	curriculum set
	0
	
	0
	
	1
	5
	0
	
	1
	6
	51-75

	by the Federal
	0
	
	2
	18
	4
	19
	0
	
	0
	
	76-100

	Capital/
	
	
	
	
	
	
	
	
	
	
	

	Province
	
	
	
	
	
	
	
	
	
	
	

	A specially 
	0
	
	5
	46
	13
	62
	7
	70
	7
	39
	0

	adapted 
	0
	
	4
	36
	4
	19
	2
	20
	5
	28
	1-25

	curriculum
	1
	10
	1
	9
	1
	4
	0
	
	2
	11
	26-50

	 
	0
	
	0
	
	1
	5
	1
	10
	0
	
	51-75

	
	9
	90
	1
	9
	2
	10
	0
	
	4
	22
	76-100


Key to School Categories

M.D. = Mental Disability
V.I. = Visual Imapairment

H.I. = Hearing Imapairment
P.D. = Physical Disability

done by their age peers, to an unsupported normal curriculum. Headteachers' responses to the questionnaire show that this is equally applicable to pupils with special educational needs in Pakistan. However due to the difficulties involved in catering for such a variety of needs, perhaps curriculum development in special education in Pakistan has not received the attention that it deserves. 

Warnock (1978) places great emphasis on the type of curriculum required for pupils with special educational needs, and Brennan (1979) and Ainscow (1988 a, b) point out that the problem in special education is to match curricular resources to the needs of pupils. However, Warnock (1978) also expresses concern that many special schools in Britain are isolated from mainstream curriculum development, and upholds the right of pupils with special needs to gain access to the same curriculum as is available to their peers. But the 
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curriculum in mainstream schools has been criticised for being inadequate and narrow in range in many developing nations, and this raises questions about its suitability for pupils with special educational needs.

Swann (1982) points out that subjects may be taught in the special curriculum which are not a part of the ordinary curriculum, and it is likely that the concentration on basic subjects will mean less time for teaching these broader subjects. For children with learning difficulties, Brennan (1987) suggests a concept/experience defined common curriculum based upon definitions of the pupil's own experiences and related to the pupil's environment.

The Directorate General of Special Education in Islamabad has supplied the primary curriculum for a number of government special schools with pupils manifesting  sensory impairment. However, no follow-up study has been conducted to determine if this curriculum is in fact being used by these schools. 

Only a rough guideline document is at present available for pupils with learning difficulties, while no documented curriculum is available for pupils with physical disabilities. Perhaps the assumption is that the latter are more able to cope with the curriculum in ordinary schools. However, Swann (1982) points out that physically handicapped children often require a special curriculum because they are also academically less able, and this needs to be taken into account in planning a curriculum for these pupils.

Carter (1982), the Programme Director of the Schools Council Report on Curriculum Development in Special Education, observes how teachers in Britain have often found it helpful to know how their colleagues tackle different problems creating their own solutions and opportunities. This knowledge should have an even greater significance for teachers in special education in Pakistan and other developing countries, since many of them have had no formal training, and do not have at their disposal the vast literature for consultation available in British libraries and in other advanced Western countries. It would undoubtedly be helpful to teachers in Pakistan to have some information from schools where there is a keen interest in developing and enriching the curriculum. Research undertaken along these lines in the special schools in Pakistan would undoubtedly generate a valuable data base for teachers in special education that should be useful to others engaged in reviewing and developing their own practice.

Table 3, shows the authority responsible for planning the curriculum and the participation of headteachers and teachers in this task. The National Policy (1986-1988) indicates that the headteacher is responsible for developing a curriculum for his/her school. However, the figures in Table 3 show that headteachers accept this responsibility only 41 percent of 
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the time. The present writer suggests that this may be the result of lack of available information as to how to tackle such an enormous task. With this in mind it seems advisable that a council for the curriculum in special schools should be set up including heads and experienced teachers in special schools, and co-ordinated by the Directorate of Special Education in each Province, or by the Bureau of Curriculum Development, and one of their functions should be to generate research in this important field.

Table: 3

Bodies Responsible For Planning The School Curriculum.

	BODIES RESPONSIBLE FOR PLANNING THE SCHOOL CURRICULUM   
	f
	%

	The Federal Capital      
	25    
	36

	Provincial Boards of Education.  
	28    
	41

	Headteachers.       
	28    
	41

	Teachers.         
	22      
	32


Content in the Curriculum

A large majority of headteachers (86 percent) give the highest priority to functional academics in the curriculum for pupils with special needs (Table 4). This concentration on the teaching of basic subjects is not surprising since success in the rest of education depends on reading, writing and computing. It is generally accepted that all children require a basic core of essential knowledge and skills in order to function adequately in the society in which they live (Tansley and Gulliford 1960, Brennan 1974, and Wilson and Evans 1980). However, this indicates the formal nature of the curriculum that may leave much to be desired in other areas such as creative activities (music, art and craft activities) and physical education which are insufficiently stressed. 

Table: 4

Headteachers' Ranking Of Curriculum Areas, By Level Of Priority.

	CURRICULUM AREAS
	High Priority (1-3)


	Medium Priority (4-6)


	Low Priority (7-9)


	Total

	
	f
	%
	f
	%
	f
	%
	f
	%

	Functional academics  
	54
	86
	7
	11
	2
	3
	63
	100

	Music, art and craft 
	   9
	15
	38
	62
	14
	23
	61
	100

	Social studies 
	8
	13
	11
	19
	40
	68
	59
	100

	Social skills training 
	41
	66
	14
	23
	7
	11
	58
	100

	Science studies 
	5
	9
	10
	17
	43
	74
	58
	100

	Religious education 
	20
	33
	23
	37
	19
	30
	62
	100

	Practical skills training
	26
	43
	21
	35
	13
	21
	60
	99

	Vocational training
	17
	27
	27
	44
	18
	29
	62
	100

	Physical education 
	15
	25
	27
	44
	19
	31
	61
	100
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Headteachers and teachers need to place greater emphasis on a curriculum built around children's experience and activity. The therapeutic role of these activities in teaching children with special needs is now well recognised (Stott 1966, Galloway and Goodwin 1979, Wilson and Evans 1980); and as Hewett (1968) and Rutter et al (1970) point out, the teaching of literacy and numeracy can in itself be therapeutic.

More detailed attention needs to be given to the role played by subjects such as art and craft activities, music, drama and physical education.  Valente  (1991) on the basis of research involving all Bodies in Britain concerned with the use of the creative arts with special needs children concludes that the current situation of the creative arts regarding children with special educational needs in Britain is highly unsatisfactory. 

This is generally even more true of developing nations. It is suggested by Warnock (1978) among others that these subjects can be followed on a joint basis by pupils from special and ordinary schools which would help to  maintain links with local mainstream schools. Such a practice has been known to result in significant social and educational gains achieved by pupils attending such courses (Schools Council Report 1982). Teachers in ordinary schools and in integrated settings can use these opportunities to promote positive attitudes towards children with special needs through acceptance of individual differences and by dispelling any fears and myths regarding the disabled.

Research needs to be carried out in special schools in Pakistan with a view to collecting examples of curriculum development in all content areas including language, science, mathematics, social studies, art and craft activities, home economics and practical and vocational training. In view of the agricultural economy of Pakistan, greater emphasis needs to be placed on rural science and environmental studies. In order to encourage pupil interest in agriculture, a starting point on a small scale, not involving too much additional expenditure, could be for each school to start a vegetable garden with the school mali (gardener) in charge. This would also result in increased contacts between the home and school and community links in the wider sense could be stengthened.

It must be noted however, that the present survey revealed that nearly all the special schools are located in urban communities, and the advice that emphasis should be placed on a  rural curriculum may not only be unwelcome but inappropriate. And keeping in mind Blaug's (1973) warning that parental approval towards such an effort is essential for success, every effort should be made to promote parental involvement. (The role of parents in the education of children with special needs is increasingly emphasised in Western literature, for example see Younghusband et al 1970, Warnock 1978, Kirk and Gallagher 1979, Galloway 1979, and Tomlinson 1982). 

Sixty six percent of headteachers give social skills training a high priority in the 
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curriculum. It is interesting to note that in a study conducted by the present writer at a school for children with mild to moderate learning difficulties in Karachi, the parents of these children also stressed the need for developing social skills and vocational training programmes as part of the curriculum. Gulliford (1979), Power (1981) and Brennan (1985) all discuss the issues involved in social skills training. 

Table: 5

Headteachers' Rankings Of High Priority Curriculum Areas,

By Different School Categories.

	CURRICULUM AREAS
	School Categories



	
	M.D              
	V.I
	H.I
	P.D
	More than 1 disability

	Functional academics  
	75
	78
	95
	89
	82

	Music, art and craft 
	25
	33
	16
	0
	6

	Social studies 
	0
	22
	0
	33
	19

	Social skills training 
	88
	33
	68
	56
	77

	Science studies 
	0
	0
	6
	11
	20

	Religious education 
	0
	56
	37
	44
	24

	Practical skills training
	86
	22
	37
	44
	44

	Vocational training
	25
	33
	35
	22
	24

	Physical education 
	25
	33
	11
	33
	31


The curriculum in these special schools is not very different from ordinary schools, though sometimes these children receive a reduced or modified version of the curriculum. Since the ordinary curriculum itself is not suited to the needs of pupils, a radical reappraisal of the curriculum in special schools in Pakistan is required.

Introducing change and innovation in schools is a difficult task. New initiatives, if planned, must take into account local traditions in attempting to devise ways in which these approaches can best be utilised for positive teaching.

Although there are some differences in ranking of curriculum areas by headteachers these differences were not found to be significant (Table 6 and Table 7), and there was general agreement among headteachers as to the relative importance of different areas of the curriculum. This supports the view taken by the present writers that the curriculum should be the same in all schools, with a difference in emphasis according to the individual needs of children.

Formal/Informal Curriculum

The formal programme of lessons in the time-table is given the highest priority by headteachers (Table 8), and this has already been discussed in detail in the foregoing 
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section. However, academic and social education should carry on side by side, and the

second highest priority is given to the informal curriculum (the nature of relationships,

 Table: 6

Agreement Of Headteachers In Ranking Of Curriculum Areas  (Kruskal-Wallis).

	Curriculum Areas
	n
	X2
	X2 Corrected for ties

	Functional academics
	 63  
	6.708   
	7.921  

	Music, art and craft activities
	 61   
	7.605   
	7.844 

	Social studies 
	 59 
	1.973  
	2.046 

	Social Skills training 
	 62  
	4.742   
	5.073 

	Science studies
	 58 
	9.774* 
	10.477*

	Religious education
	 62   
	3.057   
	3.099

	Practical Skills training
	 60  
	4.927   
	5.034

	Vocational Training
	 62  
	4.282   
	4.374

	Physical education
	 61 
	13.143**   
	13.377** 


*p<.05.  **p<.01

Table: 7

Agreement Of Headteachers In Rankings Of Curriculum Areas

(Kendall Coefficient Of Concordance).

	CURRICULUM AREAS
	MEAN RANK

	Functional academics
	3.40

	Music, art and craft activities
	5.52

	Social studies
	5.78

	Social skills training
	3.87

	Science studies
	5.05

	Religious education
	5.38

	Practical skills training
	4.86

	Vocational training
	5.61

	Physical education
	5.53


	n
	W
	X2
	df
	p

	58
	0935
	43.4051
	8 
	.0000


attitudes, behaviour and general quality of life in the school). The importance of the informal curriculum and school ethos has been greatly stressed by writers in the field and Swann (1982), investigating the special ethos of schools for the maladjusted, found their aims and methods to be the same as those of any good school. 

Educators in developing nations should take heart from the evidence provided by numerous studies that material resources and finances are less significant than factors such as school ethos and effective organisation in promoting school effectiveness (Hargreaves 
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1967, Jencks et al 1972, Rutter et al 1979, Rutter 1983, Galloway 1985, Phillips et al 1985, Reynolds and Cuttance 1992). 

Table: 8

Headteachers' Rankings Of The Relative Importance Of

Formal/Informal Areas Of The Curriculum.

	Formal/Informal Areas of the curriculum
	High Priority (1-3)


	Medium Priority (4-6)


	Low

Priority (7-9)


	Total

	
	f
	%
	f
	%
	f
	%
	f
	%

	The formal programme of lessons in the time table
	34
	54
	12
	19
	17
	27
	63
	100

	Extra-curricular and out of school activities.
	 8
	13
	26
	41
	29
	46
	53
	100

	The nature of relationships, attitudes, behaviour, and general quality of life in the school.
	28
	44
	22
	35
	13
	21
	63
	100


Table: 9

Agreement Of Headteachers In Rankings

Of Formal/Informal Areas Of The Curriculum

(Kendall Coefficient Of Concordance).

	INFORMAL CURRICULUM
	MEAN RANK

	a) The formal programme of   lessons in the timetable 
	1.79

	b) Extra-curricular and out of school activities
	2.38

	c) The nature of relationships, attitudes, behaviour and general quality of life in the school
	1.83


	n
	W
	X2
	df
	p

	63
	1150
	14.49
	2 
	.0007


Extracurricular and out-of-school activities are ranked third in terms of priority. It is well to point out that for pupils with special educational needs in particular, extracurricular activities may provide opportunities for independence and success, thus moderating the sometimes negative impact of other facets of schooling. These activities can also be used as an  aid to regular classroom work, for example, in drama, art, or physical education, and can be used to promote language activities. Bloom (1981) suggests that teachers must take out-of-school learning into consideration in order to deal with the very real problems 
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posed by these environments, and that the school must provide an educative environment which can be appropriately related to this learning, a point emphasised by Leichter (1985). Keay (1938) states that during the Muslim rule in pre-partition India, schools were closely connected with life outside the school, and that individual rather than group teaching was the rule. This provided the space needed for each pupil to develop at his/her own speed in accordance with individual interests and abilities, and not only special schools but all schools would do well to follow this tradition. 

Factors affecting Balance in the Curriculum 

Table 10 shows that a large percentage of the headteachers appear to experience difficulties in achieving a balance in the curriculum for pupils with special educational needs. Headteachers have indicated that they experience the greatest difficulty in planning 

Table: 10

Headteachers Ratings, In Terms Of Importance,

Of Difficulties Affecting Curriculum Balance.

	DIFFICULTIES EXPERIENCED IN ACHIEVING BALANCE IN CURRICULUM FOR PUPILS WITH SPECIAL EDUCATIONAL NEEDS.
	Ratings of Factors

	
	1 - 2
	3 - 4
	MEAN
	RANK

	
	f
	%
	f
	%
	RATING
	ORDER

	Specifying the attributes and needs of your pupils.
	15
	23
	50
	77
	3.10
	4

	Planning an integrated curriculum with appropriate interaction between special and normal curriculum. 
	13
	20
	52
	80
	3.26
	1

	Devising appropriate teaching methods to achieve the aims of the curriculum.
	10
	15
	55
	85
	3.23
	2

	Setting objectives for the abilities skills and attitudes to be acquired by your pupils.    
	16
	25
	49
	75
	3.07
	5

	Selecting appropriate learning experiences to achieve these objectives.
	9
	14
	56   
	86
	3.23 
	2

	Choosing suitable materials for teaching.
	19  
	29  
	46  
	 71   
	3.04  
	6

	Distributing the time available between the special and normal components of the curriculum.       
	26 
	40 
	39 
	60
	2.86 
	7
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an integrated curriculum with appropriate interaction between special and normal curriculum, although distributing the time available between the special and normal components of the curriculum has received the lowest rating, and is regarded as but a minor problem. Devising appropriate teaching methods to achieve the aims of the curriculum, and selecting appropriate learning experiences to achieve objectives, are ranked as number two in the areas in which headteachers experience difficulties. The next two areas in which difficulties are experienced are specifying the needs and attributes of pupils, and setting objectives for the abilities, skills and attitudes to be acquired by pupils respectively. Choosing suitable materials for teaching is ranked as number 6 as an area of difficulty. 

The majority of headteachers rated all listed factors as either important or very important (Table 10). This supports the foregoing contention that headteachers need more help with programme planning in order to achieve a balance in the curriculum, and Brennan (1985) indicates that this is a complex task. In relative terms at least, headteachers experience lesser difficulty in specifying the needs of pupils and in setting teaching objectives, and this is a positive sign. It seems to suggest however that greater difficulties are experienced in planning a curriculum at the school level. 

Headteachers invited to make further suggestions about the curriculum in special schools used this opportunity to voice their views on more general concerns regarding the whole area of special education in Pakistan, and some of these are presented and discussed in the next section.

Conclusions And Suggestions For Future Research

Planning the Special School Curriculum

Headteachers participating in the Study emphasise both the academic and  personal-social development of pupils with special educational needs. However, they express considerable difficulties in  planning the curriculum to achieve these goals. The survey conducted in the special schools in Pakistan reveals  wide variations in the curriculum in these schools, but also serves to highlight some examples of good practice. 

The Curriculum Bureau in each province should take on a lead role in conducting research. The aim should be to develop a comprehensive picture of the curriculum existing in Pakistani special schools with a view to identifying the best of existing practice in different school settings, and through a discussion of comparative strengths and weaknesses in existing curricula to provide a basis for improvements in the curricula obtaining in these schools (for example, see Brennan 1979, Hegarty et al 1982). 

Relevance in the Curriculum

A large number of pupils in Pakistani special schools are following the same curriculum as their peers in ordinary schools, and this in some ways is a positive sign in that it makes 
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the whole curriculum  accessible to children with disabilities. Nevertheless, since the existing curriculum is unsuitable to the requirements of children with special educational needs, research to investigate how this curriculum can be made more relevant to the needs of these children is essential. For example, Baine (1988) documents research in developing countries indicating that the daily life experience of pupils is completely ignored in the school, and that the curriculum tends to be literary and non-practical. And Hawes (1979) states that attempts to integrate the school and the community do not, at that time at least, meet with success. 

With respect to relevance in the curriculum, Mittler (1993) suggests that one way of thinking is to take as our starting point the everyday life of an adult with a disability, and ask ourselves what schools can contribute to enable those pupils who will one day be in this position to become valued citizens in their local communities. The answer, he says, is that we should provide them with economic independence, access to the whole range of community resources and services, and the chance to have satisfying relationships with others. Schools need to think of ways to avoid an over-emphasis on the content of an academic curriculum, and of introducing innovative methods of teaching, if children with special educational needs are to be successfully integrated into ordinary schools. Baine (1988) indicates that, in developing countries, children with special educational needs can be supported in the ordinary class in a number of ways, for example through the use of the buddy systems, peer tutoring and the use of volunteers.

For meaningful integration to take place, the curriculum in ordinary schools needs to be much wider in scope; that is, it needs to be more flexible. The teaching methods also should be sufficiently flexible  to allow for slow progress as well as accelerated learning. Above all, every pupil should regularly experience success, and should be helped to acquire a positive self-concept.

The headteachers who participated in the Study have expressed the need for guidance in formulating an appropriate curriculum for their pupils. Research should be directed at, for example, experimenting with teaching methods and learning approaches, and developing instructional materials for use in Pakistani schools. These methods and techniques need not only to be adapted to the individual needs of the child, but must be considered in relation to their cultural appropriateness, the resources available, and the competence level of the staff.

Vocational Training

The emphasis on vocational education revealed by the present Study is centred particularly upon the need to provide economic independence for pupils with disabilities. In many developing countries educated young people (with and without disabilities), are 

experiencing great difficulty in finding suitable employment, an experience which is not 
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uncommon in some developed countries. This increases the demand in both the ordinary and special schools in Pakistan for a revision of the curriculum in order to make it more vocationally appropriate.

It is however essential that in planning vocational programmes for pupils with disabilities, careful consideration is given to both the current and future needs of the community. Eedle (1971) says that in special education, it is even more essential to provide a follow-up service for school leavers in order to ensure that hopes raised by the provision of education are not dashed by unemployment at a later stage. He further states that although integrated employment in normal settings is desirable in principle, in practice employment in sheltered workshops or co-operative rural settlements may prove to be the best form of placement for handicapped school leavers. In view of the fact that in agrarian societies, many of those with mild forms of disability are already integrated into the community, more research is needed before any conclusions can be drawn in this regard. At the same time, much greater effort is required to increase public awareness and acceptance of the handicapped in developing countries.

Research findings indicate that too much emphasis is placed on cognitive and technical skills in the curriculum, and insufficient importance is given to social and communication skills. Affective dimensions are also neglected, and these variables are particularly important in the education of pupils with special needs. Foster's (1966) suggestion to provide vocational education outside schools, and to link such education to on-the-job training, also deserves consideration. However, educational reforms can only work when accompanied by appropriate changes in the social and political framework of the countries concerned. Legislation in favour of the disabled is also necessary.

With this background it is evident that curriculum development in special education in Pakistan is in need of urgent attention. The suggestions made in the present paper it is hoped, may provide a beginning towards a discussion of some of the issues involved.
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This study reports on the first part of a longitudinal study comparing the academic achievement of a 590 year two primary pupils,  one half of which continued to be taught by traditional chalk and talk methods in the Control schools while the other half received a more pupil centered approach in the Experimental schools.  The teachers involved in the Experimental classes were provided with in-service training prior to the start of the study by the Special Education Unit of the Ministry of Education and with continuing support throughout the program.   Pre and post tests of achievement at a year interval in three aspects of Malay (answering comprehension questions, decoding and reading comprehension passage), two aspects of mathematics (mental arithmetic and computation) and English grammar and vocabulary demonstrated a significantly higher level of performance across all aspects of each subject and across the three subjects (p<.001 in all cases).   In particular, mathematics mental revealed a significant drop in achievement by the control schools (p<.001).      

This study shows that for the cost of a training program in pupil centred methods and continuing support,  achievement levels among all pupils including those at risk can be increased significantly. Later data from succeeding years will enable the changes occurring over a longer period of time to be charted. 
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Too many school systems worldwide are characterized by a high rates of failure,  students repeating years, and drop out with consequent social and behavior problems in both school and community.  This is true in Brunei  where an examination driven system dominates. The prescriptive nature of the country’s university bound (overloaded) curriculum, coupled with frequent internal examinations and external A level examinations, combined with an ineffective teaching delivery in the English medium in which many of the teachers are not accomplished, results in much time, effort and financial investment failing to maximize the learners’ potential. 

Recent surveys in Brunei indicate that children in lower primary classes do not meet curricular expectations in the basic skills areas.   Observation of classrooms presents a picture of a barren environment, with children sitting for long periods of time in serried ranks of desks with minimal interaction with teacher. All receive the same instruction, regardless of level of progress, using a chalk and talk approach, given in what is to most pupils their third language – English.   The overall perception is of a verbal reception context offering for most pupils a mainly meaningless diet of information to be rote learned and regurgitated for the examination game.       

In addition, on school entry, pupils are taught to read in Standard Malay, of which  Brunei Malay, on which they have been brought up, is a variant.   This is a phonetic language with Roman script which reads left to right.   They are also required to learn Jawi, the Arabic script of the Koran adapted to the Malay phonetic symbols, which reads from right to left.   Add to this melange English as the medium of instruction for most academic subjects and there is a recipe for disaster. 

The recently established Special Education Unit has been developing the skills of specially chosen teachers to enable them to operate as Learning Assistance Teachers (LATs).  These LATs  provide specialist support to teachers and direct specialist remedial teaching services to pupils with special needs.  However, these LATs in many large primary schools are unable to cope with the number of high risk learners.   As a preventative measure, a Pilot Project  was set up  for classroom improvement in the lower primary grades.  A group of teachers were provided with in-service training to develop child centred classroom practices replacing the traditional chalk and talk method of teaching.   It is on this initiative that this paper is focussed.

The value of early intervention with at risk children has been amply demonstrated (e.g. Horacek, Ramey, Campbell, Hoffman and Fletcher, 1987; Jordan, Grall, Deutsch and Deutsch, 1985; Madden,  Slavin, Karweit,Dolan and Wasik, 1991, Ziegler and Valentine, 1979, Brickman, and Ramp, 1987).  Early intervention in meeting children’s needs prevents small problems growing into larger ones.  The Head Start program in the United 

States has a strong track record of early intervention with at risk children (Ziegler and 
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Styfco, 1993). Its success is attributed to a number of critical components, among them:

· The use of developmentally appropriate curriculum keyed to each child’s needs in all areas of  child development;

· Teachers acting as facilitators  of learning;

· The adjustment of academic standards to fit students (individualizing the curriculum);

· The structuring of classroom tasks to draw on multiple abilities;

· The enhancement of language, communication and computation skills (Karweit, 1989).

The Special Education Pilot Project 1 was designed to improve the performance of lower primary pupils in the basic skill areas of Malay, English and Mathematics.  The specific aims of the project were :

1.    to create a learning environment which increases the likelihood of success and achievement thereby preventing learner frustration and failure 

2.    to meet the  learners’ special needs by grouping them according to their performance level in each basic skill area;

3.     to design and implement individualized educational plans for learners with special needs 

4.      to lay a solid foundation in the  basic skill areas for all pupils 

5.      to train teachers to deliver a student centered teaching/learning program.

6.    to delay the teaching of written Jawi and English in print until the basic reading skills were mastered in Malay.

With reference to item 6 above, the importance of developing the mother tongue prior to introducing second and third language and scripts was advised by Beatens-Beardsmore (1998) after studying the Bruneian system of education.

The project therefore set out to test the hypothesis that pupils taught by the teachers trained to provide a more child centered approach would perform significantly better than their counterparts who continued studying with teachers not so trained. 

Methodology

Subjects

One class in each of sixteen schools were involved in the study, with eight schools each constituting the Experimental and Control groups.   There were 295 pupils in each of the groups.  The allocation of schools and classes was undertaken by the Ministry of Education who divided the schools into Experimental and Control groups on the basis of each school’s Primary Certificate of Education results, similarity of socio-economic background, and similarity in size of school.   Equivalent pairs of schools were randomly 
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allocated into the two groups.  All teachers in both groups were expected to be responsible for the teaching of their class at least 90% of the time; that is all subjects except Religious Studies and English. 

Pilot Project 1 began at first grade level. This study compares the performance of the pupils at the end of the second grade i.e. after two years into the project. 

Instruments

The achievement tests were developed by staff at the Special Education Unit.   The tests,  based on the common national curriculum and national curriculum text books used by all pupils,  were employed to measure the performance of the pupils in both groups.  There is a rigorous attempt by the Ministry of Education to ensure that all schools and classes teach the same material in the same weeks.   The tests were written in six major areas of the curriculum viz:


Malay :

>Comprehension   -  answering comprehension questions




>Decoding


 


>Running Record  - oral reading of comprehension passage

Mathematics:  
>Mental arithmetic   



         
>Computation


English:

>English vocabulary and grammar


Content and face validity was established in terms of the content of the national curriculum, textbooks and for a randomly selected group the test-retest reliability was 0.97. in Malay.    

Procedures

The teachers of classes selected in the Experimental schools were provided with an in-service program run by the Special Education Unit over a period of four full days and continued throughout the year in the classroom through mentoring by the project monitor. 

In addition workshops were  held on specific topics for all teachers in the Experimental group to enable them to develop skills, understanding, positive attitudes and knowledge to undertake the following in their teaching and organizational repertoire :

· creating a deliberate focus on child centered learning and classroom

organization in all they do;

· grouping pupils for instruction in basic skill areas ensuring groups small

enough to reach all children;

· setting appropriate objectives for each group;

· using concrete teaching aids in Mathematics;  

· providing individualized instruction where required especially to
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children with special needs; 

· developing activity corners; 

· displaying pupils’ work; 

· providing a strong diet of recognition and reinforcement for individual

success and improvement;  

· employing criterion referenced assessment ensuring mastery of each level before next step taken 

· teaching Malay phonetic and decoding skill for reading, (in the traditional classroom English letter names are used which often bear no relationship to Malay sounds)

· ensuring Malay reading mastered by individual students before English and Jaw in print was  introduced     

· placing a major emphasis on communication skills such as speaking, telling, oral presentation, stories, class newspaper, sending and receiving messages, etc. 

· incorporating the words used by pupils in their stories into reading lessons;

· encouraging and rewarding improvement.

· allowing for daily physical education to work off excess energy and use movement to reinforce mathematics concepts etc. 

The training was conducted by two Malay speaking members of the Special Education Unit and the lecturer in Physical Education at the University of Brunei Darusalam.  

Each Experimental school also made a commitment not to set the traditional weekly, monthly, or end of year examinations. The Learning Assistance Teachers were actively involved in assisting children with special needs in both groups.  The time table was slightly altered for the Experimental Group to allow for 15 minutes of Physical Education daily and to allow for language activities. (Civics as a subject, was turned into Civics as part of language development.) 

The Special Education Unit provided not only the in-service, but also:

· monitored the progress of the project in each school once a month or more frequently if needed 

· assisted in the identification of children with special needs which could follow once a positive child centered learning environment had been established, and 

· helped in the development of Individualized Education Plans for each child  identified as having special needs.  

The pupils in both Experimental and Control groups were tested at the end of the 1997 academic year in November at the end of first grade and again in the following November at the end of the 1998 academic year i.e. at the end of second grade.  Although the two groups were both 295 strong in terms of class registers,  a variation in the size of groups 
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for whom two sets of data were obtained over the year long study occurred.  In the control group four new pupils who did not sit the pre-tests were excluded from the post-test results.  The data from one pupil with hearing impairment was excluded from both pre and post test results.  In one control school several pupils were absent on the days of testing and their scores from the pre and post tests were therefore also excluded.   

The data reported in this paper was collected at a twelve month interval between the end of grade 1 and grade 2 ( i.e. November 1997 and November 1998) and reports on achievement performance changes between those dates.  However, the project is on-going and subsequent data  will be reported in a later paper.  

Results

Analysis has been undertaken in terms of the aspects of the subject areas and by overall performance in each subject area. 

A one way analysis of variance between the two groups of schools revealed that there were significant differences between the Experimental and Control schools and between schools within groups on the achievement tests for the various aspects of the subject areas in November 1997 at the start of the period of teaching this paper covers.  The Experimental group generally  produced significantly higher achievement levels than the Control group on the pre-tests.   However, analysis of differences on the pretests when the different aspects of each subject were averaged to produce a subject mean demonstrated no significant differences for English and Mathematics.  However, as it was felt important to analyze the results for the different aspects of the subject areas as well as by subject area it is important to remember that the gains noted in the results below for both groups actually start from different base levels when considering aspects of subjects.  

Raw increases in mean score and raw differences between occasions of testing are not the only story, the size of the increases in achievement relative to the base level is also important.   Thus as a way of trying to show the relative gains, tables are also included (tables 2, 4 and 6) that depict the percentage increase/ decreases over the year in terms of the original November 1997  pre-test scores.   All tests were scored out of 100 maximum.

Table 1 depicts the gains made by the Experimental group between pre and post testing (November 1997-November 1998).  In all aspects, the improvements were highly significant and are strong evidence for a considerable advance in knowledge and skills in the assessed aspects of the three academic areas
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Table 1

Comparison of  pre and post tests for the Experimental group

	Variables
	Mean
	S.D.
	t value
	2 tail sig

	Malay:  Pre-Comprehension 

             Post- Comprehension 

             Difference
	47.95

85.22

37.27
	31.77

23.68
	21.12
	.001

	Malay: Pre-Decoding

             Post-Decoding

             Difference
	56.39

86.22

29.83
	33.87

21.13
	19.22
	.001

	Malay: Pre-Running Record

             Post-Running Record

             Difference
	72.60

92.22

19.62
	30.97 20.54
	12.70
	.001

	Mathematics: Pre-Mental

                       Post-Mental

                       Difference
	68.14

81.60

13.46
	19.58

19.99
	12.7
	.001

	Mathematics: Pre-Computation

                       Post-Computation

                       Difference 
	62.27

79.59

17.32
	26.74

20.68
	12.20
	.001

	English: Pre English

              Post-English

              Difference
	62.77

85.13

22.36
	23.83

13.95
	21.61
	.001


Table 2 depicts the gains within the three subject areas i.e. different aspects combined.  The final column is particularly important as it shows the gains in terms of the percentage increase of the post test over the pre-test. 

Table 2.
Experimental Group:  Mean percentage increases in achievement by subject area.


                                                                                            % increase of post- 

Subject

Pre

post

raw gain

over pre-test         .

Malay

58.98%

87.89%         
29.91%

49.16%

Maths

65.21%

80.60%

15.39%

23.60%

English

62.77%

85.13%

22.36%

34.29%




Aggregate
186.96%          
253.62%

66.66%

35.65%


Mean increase  
62.32%

84.54%

22.22%

35.65%

in performance

over all tests

Table 3 illustrates the gains made the Control  group over the same period in the same aspects of three academic areas.    Again, the pupils showed evidence of considerable improvement in Malay and English with p < .001 in all aspects. However, mathematics revealed a different picture with mental arithmetic declining considerably (p < .001) and 
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mathematics computation demonstrating virtually no increase whatsoever.    This Control Group is obviously benefiting from the normal classroom teaching it is receiving in English and Malay but the mathematics area demonstrates cause for concern if this is typical of what is happening over all Brunei schools.  Table 4 shows the average gains and decrements within the subject areas.

Table  3

Comparison of  pre and post tests for the Control group

	Variables
	Mean
	S.D.
	T value
	2 tail sig

	Malay:  Pre-Comprehension 

             Post- Comprehension 

             Difference
	47.67

64.38

16.71
	32.54

30.02
	7.79
	.001

	Malay: Pre-Decoding

             Post-Decoding

             Difference
	49.03

68.62

19.59
	33.15

28.40
	10.75
	.001

	Malay: Pre-Running Record

             Post-Running Record

             Difference
	58.19

77.08

18.89
	34.34

27.56
	9.35
	.001

	Mathematics: Pre-Mental

                       Post-Mental

                       Difference
	70.05

53.57

-16.48
	22.87

33.08
	-6.65
	.001

	Mathematics: Pre-Computation

                       Post-Computation

                       Difference 
	58.57

58.96

0.36
	26.16

24.50
	0.20
	.839

	English: Pre English

              Post-English

              Difference
	60.38

75.04

14.66
	25.7

20.85
	10.10
	.001


Table 4

Control Group:  Mean percentage increases/decrements in achievement by subject


% Increase/ decrease 

Subject area
          Pre
 
post
     Raw gain/decrement
of post- over pre-test

Malay

      51.63%
70.03%

18.40%

35.63%

Maths

      64.31%
56.27%

-8.04%

-12.50%

English

     60.38%
75.04%

14.66%

24.27%




Aggregate
     176.32%         
201.34%

25.02%

14.19%


Mean increase
      58.77%
67.11%
 
 8.34%

14.19%

in performance 

over all tests 


The crucial comparison which will indicate the effectiveness of the specialised teaching 
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and support given to the Experimental group lies in tables 5 and 6 where the comparison of the improvements of both groups are listed.  In table 5, the differences between the means of the Experimental and Control groups on every post test are statistically significant in favor of the Experimental group.    This array of significant differences indicates much better performance by the Experimental group across all subject areas tested.  

Table 5

Comparison of post tests results between the Experimental and Control groups

	Variables
	Group
	Mean
	S.D.
	t value
	2 tail sig

	Malay:  Post- Comprehension 

             
	Control

Experimental

Difference
	64.38

85.22

20.84
	30.02

23.68
	-9.41
	.001

	Malay:  Post-Decoding

             
	Control

Experimental

Difference
	68.62

86.22

17.60
	28.40

21.13
	-8.51
	.001

	Malay:  Post-Running Record

             
	Control

Experimental

Difference
	77.08

92.22

15.14
	27.56

20.54
	-7.58
	.001

	Mathematics: Post-Mental

                       
	Control

Experimental

Difference
	53.57

81.60

28.03
	33.08

19.99
	-12.68
	.001

	Mathematics: Post-Computation

                       
	Control

Experimental

Difference
	58.96

79.59

20.63
	24.50

20.68


	-10.86
	.001

	English: Post-English

              
	Control

Experimental

Difference
	75.04

85.13

10.09
	20.85

13.95
	-6.95
	.001


Table 6

Comparison of percentage changes of post over pre-test for aspects of subjects.

	
	% increase/decrease of post test over pre-test
	P between percentages

	Variables
	Control group                  Experimental group
	

	Malay Comprehension
	35.05%                             77.72%
	.001

	Malay Pre-decoding
	39.95%                             52.89% 
	.001

	Malay Running Record
	32.46%                             27.02%
	  Ns

	Mathematics Mental
	-23.37%                            19.75% 
	.001

	Mathematics Computation
	   0.6%                              27.81%                 
	.001

	English
	24.28%                             35.62%
	.001


Table 6 provides a comparison of the percentage changes of the post test results in terms of the pretest levels.   From this table it is evident that for all aspects of the three subjects
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apart from Malay running record the percentage increases demonstrated by the Experimental group were significantly much better than those recorded by the Control group which in one situation, mathematics mental, actually recorded a decrease.  In Malay running record the differences in the percentage increases were not significantly different and in fact reveal that the Control group actually showed the greater improvement in terms of the base level.  This probably occurred because the performance of the Experimental group was initially so high that a ceiling effect is present, preventing the Experimental group from producing large gains.      

Table 7

Comparison of percentage changes of  post- over pre- test by subject area.

	
	Average percentage 

 
	within subject area
	

	Group
	Pre Malay
	Post Malay
	% change of post over pre-test

	Experimental
	58.98%
	87.89%
	49.16 %

	Control
	51.63%
	70.03%
	35.63%

	       Difference
	        7.35%  p = .05 
	      17.86%  p = .01
	

	
	
	
	

	
	Pre Maths
	Post Maths
	

	Experimental
	65.21%
	80.60%
	23.60%

	Control
	64.31%
	56.27%
	-12.50%

	      Difference
	          0. 90% ns
	     24. 33% p = .001
	

	
	
	
	

	
	Pre English
	Post English
	

	Experimental
	62.77%
	85.13%
	34.29%

	Control
	60.38%
	75.04%
	24.27%

	       Difference
	          2.39% ns
	     10.09%  p = .01
	


Table 7 collates some of the results from previous tables.  In terms of performance in Malay, the original difference between the Experimental and Control group was 7.35% but at the end of a year this had risen to a difference of 17.86%, with the Experimental group increasing 49% over their pre-test scores on average while the Control group improved 36% on average.    In the mathematics area, there was less than a 1% difference between the achievement levels of the two group in the pre-test but after one year this had widened to a difference of just over 24% in favor of the Experimental group, with the later improving their pre-test results by nearly 24% compared to the 12.5% decrease by the control group.

English also showed similar gains for the Experimental group.  The initial 2% difference in average marks between the two groups widened to 10% after a year, with the Control group improving their pre-test performance on average by 24% compared to the 34% average improvement noted for the Experimental group. 
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Discussion

The evidence clearly points to the Experimental group demonstrating statistically significant improvements in average performance as measured by the tests in aspects of Malay, Mathematics and English, improvements which were also statistically significantly better than the performance of the Control group between pre and post tests. 

The teachers in this project had concentrated on reading, writing, arithmetic and problem solving skills using the Malay medium initially and only introduced English after the pupils had greater mastery of Malay.  This supports research (eg Baetens-Bear4dsmore 1998) that emphasize the significance of strengthening communication skills in the mother tongue before the introduction of another language, and that proficiency in one language aids the development of proficiency in another language.  Unsolicited comments from teachers suggested that children in the experimental group wrote better stories than older children in the schools who had been taught by traditional methods.  There were also significantly less referrals to the LAT’s from the Experimental Group than from the Control group.  This suggests that the new program had functioned as a preventative measure, containing the necessary seeds of remediation for at risk children.   

In evaluating the results it must be remembered that the Experimental and Control groups were not statistically different in performance in the pre-tests of  various aspects of the subjects in November 1997 although when the aspects of the subjects were combined two of the three subject areas did produce non-significant differences at the outset.   The Experimental group were significantly better in Malay.   Thus improvements do not commence at the same base level.  It was for this reason that tables were included that depict percentage improvements of post test performance in terms of pre-test performance.  

Overall, the consistent trend of the data is impressive.  This study suggests that between November 1997 and November 1998 with changes to classroom practice, making it more student centered and sensitive to individual needs  and at minimal cost of having someone train the teachers and monitor the program, significantly better results were obtained compared to those from continuing with normal chalk and talk teacher methods.   Data from the further years of the project should amplify these initial findings and point the way for Brunei to improve academic performance across the board.  

Given the rapid changes in technology, business and industry globally, Brunei’s future lies in the hands of the new generation who are competent in basic skills, and who have self efficacious beliefs, derived from successful schooling experiences.
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India is a country of contradictions.  On one hand, India is a modern country moving toward becoming a world leader in computer technology and boasts the second most computer literate population in the world (Babington, 2000; Kumar, 1999).  On the other hand, India is a developing nation with 14 constitutionally recognized languages, 25% of the world’s malnourished (Babington, 2000), and a majority that practices customs in everyday life that are 5,000 year old (Kumar, 1999).  India is rich in natural resources and yet, because its population grows as quickly as its economy, it has one of the world’s lowest per-capita incomes (Choudhury, Gamkhar, & Ghose, 1990).  This article discusses the efforts being made in India today to break from past treatment of individuals with disabilities.  In 1995, India passed The Persons with Disabilities Act the first comprehensive legislation intended to require services for individuals with disabilities.  Under this law, the education of children with mental retardation has the potential of  undergoing some of the most dramatic changes ever experienced.  This article discusses this law, its implementation, and the hopes and challenges the law poses for India in the new millennium.    

When India gained its independence from the British in 1947, it became the world’s most populous democracy (Choudhury, Gamkhar, & Ghose, 1990).  Located in South Asia on the Indian subcontinent, India is bordered by Pakistan on the west; China, Nepal and Bhutan on the north; and by Bangladesh and Myanmar on the east. India ranks among the top ten industrial nations in the world.  However, as with most recently independent 
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nations, India does not have a favorable balance of trade (Wolpert, 1991).   Because its’ population grows as quickly as its economy and a large portion of the population is rural, India has one of the world’s lowest per-capita incomes (Choudhury et al., 1990).  The majority of people in India live in villages, using agriculture for their livelihood.   Inadequate sanitation and nutrition continue to be major public health problems in India while tuberculosis, polio, malaria, and HIV/AIDS are uncontrolled (Babington, 2000).

India is a country of contradictions.  India has one of the world’s fastest-growing economies, but progress is hindered by major impediments to efficient commerce such as bad roads, inadequate power supplies, and a sluggish government bureaucracy (Babington, 2000).  It accounts for 30% of the world’s software engineers while at the same time, it accounts for 25% of the world’s malnourished (Babington, 2000).  Despite success exporting textiles (Gill, 1998), agricultural goods, brassware and silverware, India experiences many social and political stresses.  Some of the political and social strain may come from the fact that India is a multilingual country.

Currently, more than 200 languages are spoken.  This linguistic diversity is an important ingredient of modern Indian civilization. The country is divided into 25 states that are divided along linguistic lines to preserve regional cultures and languages (Choudhury et al., 1990).  For this reason, states are given a substantial amount of power in self-governing. The Indian constitution recognizes 14 regional languages in addition to Hindi and English.  Hindi is the official language of India, although only 30% of the population speak it.  English, although spoken by only 3% of the population, is the official language of government, education and science.

The caste system, a facet of Hinduism, is a major social system that groups people according to birth.  Although caste should not be confused with class, lower caste groups perform much of the manual labor and unskilled jobs in the country (Choudhury et al., 1990).  Despite this, the Indian constitution specifically prohibits discrimination on the basis of caste and reserves special quotas in schools, legislature and employment for representatives of lower caste groups.  Caste consciousness, however, remains a recognized ingredient in everyday life since caste and opportunity continue to be linked. 

Public schooling is the responsibility of both central and state governments.  Schooling is free for all children through the university level. Schooling is compulsory, in all but two states, for children 6-14 years of age.  However, this policy is inconsistently enforced, and varies significantly between states.

India’s literacy rate has doubled in the last decade and in 1991 was reported to be about 53% (Wolpert, 1991).  Literacy is higher in urban areas than rural areas (Raychaubhurin & Habib, 1982).  Literacy continues to be higher among men, than women (Staff, 1999c).

55

INTERNATIONAL JOURNAL OF SPECIAL EDUCATION                       Vol 16, No.1.

Although there have been many programs sponsored by the central government to increase literacy, children of the poorest families continue to have limited access to education.

Despite the fact that in 1998 the government estimated that there were about 90 million Indians with disabilities (Government of India, 1998), India has had a pattern of treating individuals with disabilities with prejudice or rejection.  Children with mental retardation, for example, have been the recipients of overt discrimination in schooling, marriage and employment (Mazumdar, 1998).  The more positive response to individuals with disabilities, historically, has been their treatment as objects of charity (Mazumdar, 1998).  Nonetheless, India today is attempting to change.

In the last seven years, there has been a growing countrywide interest in not only increasing literacy but in also serving all students through the public education system.  Historically, children with special needs have been excluded from public schools. As a signal of change, in 1993 India cosponsored the Asian and Pacific Decade of Disabled Persons.  Today, India is in the process of re-evaluating how Special Education teachers are prepared as well as re-evaluating what are appropriate services for children and adults with disabilities (Government of India, 1995). 

New Government Legislation and Its Implications

In 1995, the government of India enacted the Persons with Disabilities (Equal Opportunities, Protection of Rights and Full Participation) Act  This law was a landmark event because it represented the first successful attempt to secure comprehensive legislation to serve individuals with disabilities in the country.  As it is written, The Persons with Disabilities Act attempts to change societal attitudes toward individuals with disabilities and change the nature and scope of services required for them.  The law states that India will do the following:  (a) develop activities designed to prevent disabilities, (b) develop a system of medical care for individuals with disabilities, (c) develop public education for children with disabilities, (d) develop formalized training programs for teachers and personnel to work with individuals with disabilities, and (e) develop employment and rehabilitation programs for individuals with disabilities (Ministry of Law, Justice and Company Affairs, 1995).  The act states that the government will create barrier-free environments, take steps to counteract discrimination or exploitation, and move toward equalization of opportunities for individuals with disabilities (Ministry of Law, Justice and Company Affairs, 1995).  Additionally, the law outlines new benefits such as deductions on income taxes for families of children with disabilities and new concessions such as reduced rates and priority seating on railroads.  The law is to provide unemployment allowances for individuals with disabilities and to establish homes for persons with severe disabilities in the community (Mazumdar, 1998).
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Further, the law is supposed to encourage the economic development of citizens with disabilities.  The National Handicapped Finance and Development Corporation (NHFDC) was formed because of this law.  This governmental office attempts to promote the economic development of persons with disabilities through loans, assistance in upgrading vocational skills, and in marketing goods produced by self-employed individuals or groups of individuals with disabilities (Government of India, 1998).  

Implementation of the law has been passed to states that are now beginning to take steps to arrange for the budgetary allocations required for enacting the law.  There seems to be little consensus on how individual states will find the funding for implementation or how far along in the process each may be at the present time. Some states have chosen to begin implementing only one or two components of the law at a time.  Since few governmental changes occur quickly in India, most do not expect the implementation of the Persons with Disabilities Act to be speedy (Mazumdar, 1998).

To combat negative societal beliefs about disabilities, the central government and some state governments have began a mass education campaign similar to the one currently in use to increase literacy.  Children and adults with disabilities face strong negative attitudes and expectations based on misinformation, religious and regional practices, and superstitions (REACH Annual Report, 1997-98, p. 13).  There is a common social belief that individuals with disabilities which should socialized only with others with disabilities (Mazumbar, 1998).  Many social practices in India openly discriminate against individuals due to gender, age, marital status, and social class.  For this reason, it is not surprising that individuals with disabilities also suffer open discrimination.

As a part of the education campaign, it is now common to see, in the state of West Bengal, for example, billboards and ads promoting the potential of children with disabilities.  These signs are posted in public places such as in parks, on trains, and in markets.  Local news programs are beginning to cover events that occur in special schools and regularly air positively slanted public awareness programs on different disabilities.  Some professionals report that they see acceptance and understanding slowly changing as a response to these efforts.

It is evident that India broke with tradition when it passed the The Persons with Disabilities Act. The law communicates openly to India’s people and people in other countries that individuals with disabilities will no longer be treated as they have in the past.  But having the law on the books, guarantees little.  When, and how, the law is implemented will be the real test.  Like all legislation in India, implementation of this act will be dependent on fluctuations in political and economic circumstances (Mazumdar, 1998), and will be influenced by a sluggish governmental bureaucracy.
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Teacher Preparation in Mental Retardation.  

In 1984, The Rehabilitation Council of India (RCI) was established.  The RCI is a statutory body charged with the task of regulating and monitoring training programs for preparing professionals and personnel to serve individuals with disabilities.  In 1993, the RCI established that all new professionals and personnel serving individuals with disabilities would be required to participate in training recognized by the RCI as well as register with the council.  The RCI outlined training requirements for each disability area which regional centers must follow (Ministry of Welfare, 1998).  This was the first time all personnel working with children and adults with special needs were required to participate in some formal training.

The National Institute for the Mentally Handicapped (NIMH) is under the auspices of RCI and attempts to develop and design appropriate models of care for individuals with mental retardation, as well as conduct and coordinate research in assessment, education, training and habilitation for this population (NIMH, 1998-99).  The direct training of personnel to serve children and adults with mental retardation in the country is managed by NIMH.  Both RCI and NIMH are agencies under the Government of India Society, Ministry of Welfare. The training of personnel in the area of mental retardation is coordinated by four regional centers of NIMH located in Calcutta, New Delphi, Mumbai, and Secunderabad.

NIMH administers three main programs:  (1) a Bachelor’s Degree in Mental Retardation (BMR), (2) a Diploma in Special Education, and (3) short training programs.  Additionally, NIMH conducts 10-12 training programs through university departments, state governments, or nongovernmental voluntary organizations (NGOs).

Because India is such a large country, the number of training sessions offered through NIMH does not meet the needs of all that desire training.  Consequently, the selection of participants is highly competitive. A small reimbursement is available for transportation to and from training and usually some accommodations are arranged for participants.  

Bachelor’s Degree in Mental Retardation.  It is possible to receive a Bachelors Degree in Mental Retardation (BMR) from a university or NIMH.  Both programs take about 3 years to complete.  Admission requirements are determined by Osmania University, Hyderabad. The maximum age for admission is 25 years and candidates must have passed English in three qualifying examinations.  Courses in Neurobiology, Psychology, Special Education, Speech-Language Pathology and Audiology, Physiotherapy and Occupational Therapy are offered.  

Only about 20 students are admitted each year to the university programs.  Students are selected based on merit from each of the four zones in the country.  Their aggregate marks earned in the qualifying examination and the entrance examination conducted by NIMH in Secunderabad are used for selection.  Due to a high level of unemployment and a general 
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sense that Special Education may offer some employment stability in the future because of the Persons with Disabilities Act, hundreds of applications are received for each slot available.  Post-graduate degrees in Special Education (Masters Degrees) are also being offered through the Rehabilitation Council of India in most areas of Special Education.

The university system in India is openly strained.  Buildings are often in poor repair, campuses which were designed for 5,000 students may currently serve 60,000 students (Bearak, 1998). While only 3 percent of Indians ages 17-23 attend college, this still amounts to 7 million students seeking college training.  Completion of a college degree is increasingly viewed as the admission ticket to the middle class for students from poorer backgrounds so more poor students are attending college than ever before.  Some faculty report that a growing number of their students are first generation-learners which supports this trend (Bearak, 1998).

India allocates only 3.7 percent of its gross domestic product on education (Bearak, 1998).  This amount exceeds most other nations in South Asia, but lags behind much of the developing world. 

Diploma in Special Education (Mental Retardation).  The diploma program is the most common training program for Special Education teachers in India.  This program takes about one year.  Participants chose to specialize in either Mental Retardation or Vocational Training and Employment for the Mentally Retarded.  The program is conducted in about 31 training centers in the country (NIMH, 1998-99).  It involves 1,000 hours of training, offered 5 days a week.  The major content areas taught are:  (a) Mental Retardation (nature and needs), (b) Special Education (curriculum and teaching), (c) Psychology, (d) Family and the Community, and (e) Speech Therapy, Physiotherapy and Occupational Therapy.  The program is divided into lectures, known as theory, on subjects such as individualized programming, group teaching, use of teaching aids, art, crafts, music, yoga, behavior modification, Physiotherapy, and Occupational and Speech-Language Therapy.  Theory lectures tend to be taught in the afternoons.  Participants are also given experience working in school settings, known as practicals.

The Diploma courses are limited to 20 participants.  Most are sponsored by nongovernmental voluntary organizations (NGOs).  NGOs in the past have been private schools for children with special needs.  Participants are given a stipend to support themselves during the training, offered a hostel to live in and the cost of some travel.  Participants spend 15 days training in a rural setting as well as 10 days on an educational tour of Special Education programs in India. As with all education in India, there is no cost for tuition.  Again, there are many more applicants than openings.  In 1999, over 500 applications were received for the 20 slots in the diploma program in the Calcutta NIMH Center.

Participants must have a minimum schooling of Class 12 of high school that is roughly equivalent to a high school diploma.  Applicants are selected based on recommendations, 
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experience in the field, performance in an interview, and education.  Applicants with college experience are given preference, as are those who are 35 years old and younger.  About 20% of those accepted into the training are working currently in the field while about 5% tend to be parents of a child with a disability or have a sibling who is disabled.

Participants for the Diploma in Vocational Training and Employment (Mental Retardation) receive training in:  (a) identifying and training appropriate work environments, (b) skills in the use of technology to develop the most productive work environments, (c) skills in managing clients with mental retardation in the work environment, and (d) skills in serving as administrators in vocational positions (NIMH, 1998-1999).  Only two regional centers offer this type of program.  Enrollment is limited to 15.  Participants are required to have college training in engineering, vocational or science subjects or have a  Bachelors in Special Education.  A small training allowance is provided.  The Diploma in Special Education is now considered the most basic training program for new teachers entering the field.   

Short Term Training.  About 30 short-term courses are offered annually through NIMH.  These training sessions range from 2 days to 3 weeks for professionals already working in the field in mental retardation (inservice training) and for parents of children with mental retardation. Participants in short courses must be sponsored by their current employers to attend.

Short-term courses have a variety of topics.  One course is a 3-week refresher training for professionals working in the field that is limited to 30 participants.  Other courses are designed specifically for vocational professionals and teachers teaching in rural areas.  One short-term program currently being offered across India is called Bridge Training.  This is a one-month training course RCI requires for all teachers who began working in the field prior to1993, but have no formal training.  This describes the largest number of teachers working with the mentally retarded in India.  RCI has declared it a national goal that all teachers serving children with special needs will have training, the least of which being the Bridge Training by the year 2000.  If a teacher working in the field does not receive and pass the training, it has been stated that the teacher can only be hired as a teaching assistant in the future.

 Educating Children with Mental Retardation Today

The Persons with Disabilities Act gave policymakers and administrators an incentive to re-evaluate nearly every aspect of the field of Special Education.  Most of the conditions specified in this law require significant departure from how education for the disabled has been managed in the past.  Some the more critical changes proposed by the Persons with Disabilities Act will be discussed below: mainstreaming, funding of special schools, teacher training, and early intervention. 
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Mainstreaming Efforts

The passage of the Persons with Disabilities Act established the first mandatory education programs for children with disabilities, but it also began a discussion of how to serve students with mild disabilities within the general education system.  Before this, these students have been excluded from public school programs.

Much of the drive for mainstreaming seems to be coming from directors of nongovernmental voluntary organizations (NGOs).  These professionals are keenly aware of the potential difficulties India will face in the area of mainstreaming. At present, discussions of mainstreaming tend to focus on five major areas of concern.

First, there is a concern about the need for establishing an infrastructure for inclusion in the country.  Currently, there is little agreement about what mild disabilities actually are or how such students should be best served.  Programs for students who might be labeled as learning disabled or mildly mentally retarded in the United States and European countries are just starting to emerge.  The few programs that are available tend to be segregated special schools for students who are functioning at too high a level for existing special schools for children with mental retardation, but who are still struggling in general education classrooms as they are now structured.  Because in the past students with mild disabilities were excluded when teachers deemed it appropriate, most general educators have no idea how to teach these students (Venkatesan & Vepuri, 1995).  General public schools and general education teachers will need a great deal of support as they learn how to make accommodations and teach students with mild disabilities.

Second, there is a concern about the need for establishing a process for referral and assessment of students with mild disabilities.  Assessment practices seem to have lagged behind in India primarily due to language and cultural differences that exist between states.  These differences often make English/Western assessment tools problematic too.  Appropriate definitions, assessment tools and referral mechanisms will need to be established.

Third, there is a concern about the need for establishing a formal system for training teachers who understand the unique role of serving students with mild disabilities. The concept of a resource teacher is new and occasionally misunderstood in India.  Presently, there are few training programs for resource teachers and little agreement among professionals on which aspects of remediation and collaboration teacher preparation programs should emphasize.  Today, since special and general educators operate independently, collaboration is not an universally understood, or accepted concept.

Fourth, there is a concern about the need for establishing support services for students with mild disabilities so they may receive speech and/or physical therapy when these services enhance their inclusion.  This, too, will not be an easy task.  Throughout India 
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there is a significant shortage of occupational/physical therapists and speech-language therapists.  Additionally, there is a shortage of teacher aides who are frequently essential in supporting students with mild disabilities in general education classes, as well as shortages of educational materials, basic supplies such as paper, tables and chairs, and adaptive equipment.  As a rule, special schools with past international funding assistance tend to be better equipped and have better trained teachers.

And fifth, there is a concern about the process of mobilizing communities so they support the philosophy of mainstreaming.  There will probably be resistance from families of general education students, as well as some resistance from families of students with special needs who believe that segregated services are more beneficial.  Parent counseling, peer sensitization, and beginning to make buildings handicapped accessible are areas that require careful deliberation before school systems attempt to implement mainstreaming.

Financial Support Special Schools

Before 1999, there were few public schools for children with mental retardation in India.  As stated earlier, Special schools tended to be private, NGOs supported by tuition and donations, particularly from foreign sources.  These schools served only students with usually one specialized need such as students with hearing impairments. Often these schools were established by a small group of charismatic directors and boards who worked tirelessly long before any services were required.

Now special schools are eligible for government funds and are slowly beginning to be considered part of the public education system.  Unfortunately, this transition has not been without glitches.  Some special schools report that government allocations are insufficient to cover their expenses.  Others report that funds do not arrive on time.  Still others fear they may have to continue soliciting donations to maintain their current programs.

Further, services are not distributed equally throughout India.  Like most countries, special schools tend to be located in population centers.  Local travel is expensive and difficult in India, so families that do not live near a school, often find it difficult to participate.  Presently, there is a nation-wide effort to attempt to address this problem by training more teachers and building more schools.  However, building is expensive and training the number of teachers necessary will take time. 

Mandatory Teacher Preparation

Today, as mentioned, new teachers of children and adults with mental retardation must complete the Diploma in Mental Retardation program.  If they have been working in the field for 5 years or longer, teachers must complete the Bridge Training. In the past, training was handled in different ways, by different programs, and may not have always been formal.  The new standards for training required by the RCI will eventually lead to more competent teachers and increase their social status.

General education teachers tend to be highly respected in India.  In contrast, teachers of 
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students with mental retardation often have no pensions, no medical benefits, and no employment security.  Although outside their schools teachers of children with mental retardation may not be the recipients of the same level of esteem as general education teachers, within their schools they tend to be respected and highly valued by families and children.

As a Fulbright Scholar, I spent 6-months in Calcutta.  Calcutta is the largest city in India and is considered one of the most crowded in the world (Nair, 1987).  Calcutta, a major banking and commercial center, has been hampered by a long-neglected infrastructure, which has limited its economic growth in the past decade.  My responsibilities involved training inservice teachers of children and adults with mental retardation, developing assessment and curricula materials, training professionals in early intervention, and developing inservice training modules.  My workshops were attended by interdisciplinary teams, inservice and preservice teachers, paraprofessionals, community leaders and family members.

India’s high unemployment rate makes teachers of children with mental retardation a very dedicated group that tend to maintain an endless amount of goodwill for their students.  The teachers I trained were willing to travel long distances for training, even when the training was not required and they had to cover their own expenses which could be substantial.  I must also say that most of those I trained were eager to attempt new strategies, develop new materials, and think about teaching in ways that were unfamiliar to them.  In so many cases, whatever the teachers may have lacked in formal training and materials, they made up for in their commitment and responsiveness.

The majority of instructors in the NIMH training programs are well prepared and dedicated.  Although all instructors are required to have a Masters Degree in Special Education and take the National Eligibility Test for Lectureship, some instructors seemed to have limited classroom teaching experience.  Due to this limitation, some training issues involving curriculum development and direct instruction may have been outside the experience of some instructors.  Some participants, and instructors, commented to me that they found a few topics included in training that were unnecessarily theoretical, leaving teachers with an inadequate preparation in classroom organization or practical intervention planning.

Interest in Early Intervention

The perimeters of The Persons with Disabilities Act do not indicate a need for early intervention.  However, more and more special programs are taking the initiative and beginning early intervention units for children from infancy to school-age.  There appears to be a growing understanding of the value of early training for children with mental retardation.  In the United States and other countries, the benefits of early intervention are 
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well accepted (Raver, 1991).  Early intervention can lead to improved functioning in young children and improve their functioning and quality of life later in life.  It also can result in decreased family stress as well as facilitate family adjustment (Raver, 1999).  The demand for early intervention will undoubtedly grow as the Persons with Disabilities Act is more fully implemented. 

The Current Transition 

Any transition can be problematic, leading to erratic implementation of policies.  By beginning to implement the Persons with Disabilities Act, India is attempting to serve a group of citizens who have not been acknowledged, nor served in the past.  This can easily be an overwhelming process, riddled with bureaucratic challenges.  Fortunately, administrators, teachers and families are accustomed to dealing with bureaucratic challenges  in India so some of the strains experienced in this transition are not perceived as unusual.  To many Indians, any change, no matter how small, is welcomed because they are keenly aware that India is a country not accustomed to changes in its social or educational policy.

Recently while inaugurating a new school for children with mental retardation in Calcutta, President K.R. Narayanan of India, acknowledged that the 1995 law promising the disabled of India equal opportunities in life has yet become a reality (Staff, 1999a, p. 4).  President Narayanan told a group of parents, teachers and students, I must admit that our society traditionally has not exactly been oozing with sympathy for them {disabled children and adults} (Staff, 1999a, p. 4)…They {the disabled} should not be treated as outcasts (Staff, 1999b, p.8).  Although his words may not have carried any new revelations for families of children with mental retardation, the fact that the story was covered by all major newspapers does reflect an honest attempt to bring about changes in attitude and social practice. 

An Emerging Sense of Optimism

India is a country not easily understood at first encounter.  It is a country of remarkable colors, smells, spirituality and contradictions (Kumar, 1999).  On one hand, India is a developed country that boasts having the second most computer literate population in the world (Babington, 2000).  Indian-Americans now run more than 750 companies in Silicon Valley alone in the United States and record numbers are now returning home to India to assist in its economic recovery (Babington, 2000).  On the other hand, India is a developing country that has a majority who continues to hold beliefs and conduct practices in their daily lives which originated 5000 years ago (Kumar, 1999).  Any simple statistic about India does not capture the country’s vibrancy or its contradictions.

In the same way, merely describing the Persons with Disabilities Act does not capture how the law is being received by families and professionals serving children with mental 
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retardation.  The Persons with Disabilities Act has created many new challenges, but it has also been a stimulus for an abundance of hope and optimism.  It is India’s formal advocacy statement for its citizens with special needs In the country, there seems to be a growing sense that special education will be different in the future.  Among professionals, there seems to be a growing sense that public opinion is more favorable now toward individual differences than it was even five years ago.  Among families, there seems to be a growing sense that there are more programs now and that attitudes toward their children are more positive than they were five years ago.

Clearly, India is experiencing some difficulties as it attempts this transition.  Some difficulties are to be expected and are similar to those encountered by other countries that have implemented similar policies.  For example, the Persons with Disabilities Act is similar in scope to Public Law 105-17, the Individuals with Disabilities Education Act which was originally passed in the United States in 1975 and reauthorized in 1997 (Individuals with Disabilities Education Act (IDEA), 1997).  Like the law in India, IDEA has attempted to change societal attitudes as well as increase services.  Most professionals in the United States would probably report that attitudes are more positive today toward those with disabilities than they were 25 years ago, but most would probably also report that the work is not finished.  It took the United States nearly 10 years to have all states come into compliance with its national law.  

This is a time of hope in India.  There is a hope that, for the first time, children with mental retardation may be able to succeed beyond their parents’ dreams.  There is hope that, for the first time, educational options will be better tomorrow than they are today.  There is hope that children with mental retardation will be able to participate in meaningful work as adults.  Many families in India now embody this new hope as they refuse to accept traditional views or treatment of their children and courageously include their children with mental retardation as integral parts of their families and their communities.  Each family’s primary hope is that one day their children will not only receive services, but that they will also be welcome in Indian society. 
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Although bullying in the schools appears to be a pervasive and long-standing problem, it is only recently that researchers have directed attention to bullying a part of violent and aggressive behaviour. This study sought the perceptions of children in a rural school district on various aspects of bullying. Discussions included whether children had been bullied, whether they had bullied others, and the characteristics of bullies and victims. Results with a small sample of children in a rural setting are consistent with the literature on bullying and indicate few differences between urban and rural areas.

Cole (1995) observed that Youth aggression and violent behaviours are among the most challenging issues facing educators and mental health professionals (p. 108). It is not then surprising that in recent years a great deal of research and writing has been directed toward the areas of school violence and serious learning disruptive behaviour (see Carter, Janzen, and Paterson, 1999). 

As a subset of aggressive behaviour, bullying appears to be a long-time feature of schools. Research in Canada and other nations such as Norway, England, Scotland, and Ireland (see Donaldson, 1999; MacDonald, 1999) reveal that bullying is a frequent and normative behaviour in schools. In the United States, an estimated 25 percent of middle and junior high school students fear victimization by peers. About 12 percent of students in grades 6 to 12 reported being victims of physical attacks, robbery, or bullying while in school (US Office of Juvenile Justice and Delinquency Prevention, 1996).
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Nevertheless, it is only recently that bullying has been recognized as an enduring and underrated problem (see Bentley and Li, 1995). Certainly, school violence has recently garnered attention from sources both within and without the educational community, including parents, policy makers, the media, educators, and students. Interest in school violence escalated during the 1990s primarily because of a few widely reported tragedies (Donaldson, 1999). Serious school violence, however, must be kept in perspective: the incidents are infrequent considering the huge numbers of students in school.

Not as riveting, but perhaps more important because of their pervasiveness, are the less highly visible antisocial acts that include school bullying. In fact, by 1996 a nationwide poll revealed that 88 percent of adults believe that school violence, including bullying, is a serious problem in Canadian schools (Hutchinson, 1997). In a survey of Edmonton area junior high school students (MacDonald, 1995) over 50 percent considered bullying to be a very big or a big problem. A Saskatchewan study (Bidwell, 1997) found that about one third of the teachers surveyed considered bullying a serious problem in their classrooms.

Together with public and professional scrutiny of violence in schools, there has been a growing professional interest among educators in establishing better learning environments which have, in part, led to multifaceted prevention and intervention efforts combining parents, schools, communities, and the health and criminal justice systems. For example, provinces have introduced various modes and programs such as the Safe and Caring Schools initiative in Alberta and the zero tolerance for violence in Ontario (e.g., Gabor, 1995; Malicky, Shapiro, and Mazurek, 1999; Pepler, Craig, Ziegler, and Charach, 1994b). In the United States, The prevention of violence is a leading priority for most public school systems  (Mehas, Boling, Sprague, Burke, and Hagan, 1998, p. 20).

Although there has been a recent interest in bullying in the schools in conjunction with efforts to halt violence and create safe and caring schools, the literature remains relatively sparse. And, while the majority of the literature deals with bullying in urban settings, and although the problems seem to be worse in urban areas, they also occur regularly in rural centres (Hutchinson, 1997). Further, studies seeking the perceptions of students are limited.

This study presents the views of students in two rural schools in Western Canada and their perceptions of bullying gained through an interview format. Two major caveats preface the paper. First, this is a preliminary report using a limited sample of children that forms the first phase of an ongoing research agenda that involves cross-cultural research into issues surrounding bullying behaviour. Second, the instrument was developed as a questionnaire to use with children; it has not been validated and data was not collected over time. Therefore, this is not a theoretical perspective, and the present results are intended chiefly as a vehicle for discussion and a basis for further investigation.

68 

BUCHANAN & WINZER                BULLYING IN SCHOOLS:CHILDREN’S VOICES

The problem

Bullying is a form of aggression, a particular kind of violence to which children are exposed that can be defined as a form of social interaction in which a more dominant individual, the bully, exhibits aggressive behaviour intended to cause distress to the less dominant individual, the victim (Smith and Thompson, 1991). In general, bullying is a school problem that starts early and thrives in the middle school years. There are different kinds of bullying and bullying behaviour differs among individuals. However, most common definitions of bullying show three things in common. That is, bullying is a repeated action that occurs over a prolonged period of time; there is an inbalance of power; and the verbal, psychological, and/or physical negative actions of bullying are unprovoked (see Bentley and Li, 1996). Manifestations include threatening to injure another person for no apparent reason, requesting tasks to be performed that are undesirable to the other individual, and threatening negative consequences to individuals if their requests are not met by the victim. Additionally, the bully may intimidate the victim by initiating acts such as name calling, teasing, pushing or shoving, and using physical dominance for intimidation (Craig and Pepler, 1997; Stanfield, 1997).

Many reasons are cited to account for bullying behaviour. A bully may threaten and intimidate to get something; to demonstrate physical power if he or she feels less powerful in some situations; or a child may be repeating behaviour originally directed at him or her from a sibling or other individual (Stanfield, 1997). More boys than girls bully (Charach, Pepler, and Ziegler, 1995; Craig and Pepler, 1997; Marano, 1995). It may be, however, that the acts of girls are underestimated because they take a different form. Girls display more subtle and complex forms of meanness than do boys (Marano, 1995) and female bullying may be more difficult to detect.

School children are familiar with bullying behaviour. Children in elementary school playgrounds indicate that bullying occurs frequently-- approximately once in every seven minutes on the school grounds, with each episode lasting about 38 seconds (Campbell, Grange, Cernetig, Ha, and Galt; Craig and Pepler, 1997). Different studies cite different estimates of the number of children involved in bullying incidents; however, only a minority of students bully and only a minority suffer continuous victimization. A Calgary study (Bentley and Li, 1995) found that younger elementary students seem to be more at risk from abuse by age mates and older pupils whereas older students are threatened mainly by same age peers. 

In Ontario, a study of grades 6, 7, and 8 in one school in Kingston (Wilson, 1992) found that 10 percent of students reported being bullied once or twice a month. In Toronto, researchers (Charach, Pepler, and Ziegler, 1995) found that 49 percent of the students surveyed had been bullied at least once during the term and 8 percent reported being bullied regularly. Again in Toronto, Ziegler and Rosenstein-Manner (1991) found that 20 
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percent of students in grades 4 to 8 reported being bullied. Campbell and colleagues (1997) reported that 20 percent of students in one study noted that they had been bullied more than once or twice. Further, a three year study recording bullying incidents in schools in Toronto reported that one in twelve children is harassed and one is five is harassed on occasion. The victims tend to suffer in silence. They believe that involvement of their parents will make it worse and don't tell them. Some children withdraw and some escalate the level of conflict (Gifted and isolated ..., 1999).

In Western Canada, Duffee studied senior high school students and found that 42.4 percent of students has suffered from bullying at least once over the previous eight months (cited in Bentley and Li, 1995). A Calgary survey of grades 4, 5, and 6 students (Bentley, 1994) found that 21.3 percent reported being bullied. In a later Calgary study of 379 grade 4 to 6 students (Bentley and Li, 1995), the results indicated that bullying/victim problems among upper elementary students are quite prevalent. One in three children run into bullying with some regularity. Youngsters in the sample, both boys and girls, were at risk for being bullied by both classmates and older students. Noelle Bidwell (1997) in a survey of a school division in Saskatoon found that 10 percent of students reported that they were bullied on a weekly basis.

A Canada-wide study reported that 15 percent of students admitted that they had bullied others more than one or twice during the school term (Hutchinson, 1997). In Toronto, 15 percent reported bullying others now and then or more frequently (Ziegler and Rosenstein-Manner, 1991). Another Ontario study from Central Toronto Youth Services (Hutchinson, 1997) of 399 students in the Toronto area found that almost one third of grade six students had beaten up someone in the month prior to being surveyed. Campbell and colleagues (1997) report that 15 percent of students acknowledged bullying others once or twice during the term. Of Calgary students surveyed (Bentley, 1994), 11.6 percent admitted to bullying others sometimes or more often at school. Bidwell (1997) found that about 15 percent of children admitted to bullying others on a weekly basis. 

The bully of the past bears little resemblance to the bully of today. As Campbell and colleagues (1997) report, The schoolyard bully has gone big time, and he's more likely than ever to be carrying a weapon (p. A6). They go on to say that the child stealing lunch money is passé, mainly because it is rare today for a student to work alone, and the money involved often exceeds the price of a burger and fries.While many adults claim that bullying is simply part of the school experience, there are complex problems related to both bullying and victimization: bullying can have long- and short-term negative consequences for both bully and victim. Donaldson (1999) pointed out that Students participating in bullying activities either as bullies or as victims were more likely to be isolated, to feel less accepted by others, and to perpetuate the cycle of abuse (p. 203). 
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For the bully, the actions may be part of a cluster of behavioral problems. Bullies themselves may be depressed, tend more to serious thoughts of suicide than their victims, seem to be more prone to dislike school, and are more likely to engage in behaviours that compromise their health, such as smoking (Evenson, 1999). The prognosis for chronically violent individuals is generally poor (Guetzloe, 1999). Without corrective intervention, bullies are at risk for antisocial behaviour in adult life and unstable relationships (Cole, 1995); bullies tend to become antisocial adults and some studies indicate that they may commit more serious crimes, and be more likely to indulge in abuse of spouse and children (Marano, 1995). 

Method

In this study, an interview format using a set of predetermined questions was used. This format allowed the interviewer to develop rapport with the students while collecting data. It also allowed children to expand on their answers; children who were vague and hesitant were probed for further clarification. That is, specific questions were asked of all subjects but, depending on the scope of the answers, further questions were asked to allow the child to expand on the original answer. Major questions are shown in Table 1. 

Table 1:

Major questions

Do you know why I am interviewing you today?

Do you know what a bully is?

Have you ever been bullied?

[If you were bullied] How many times has it happened to you?

What happened when you were bullied?

Do you know anyone at this school who is a bully?

Have you ever seen other students get picked on? 

Who do you think gets bullied?

Why do you think people become bullies?

Do you think that a boy or a girl is more likely to be a bully? 

Have you ever been a bully?

Where do you think bullying occurs most often?

Do you think that teachers notice it? 

If they notice it, do you think that they usually stop it right away?

Is bullying a problem in your school?

Have you ever been afraid to come to school?

Sample

The students in this study were from 2 different schools in a predominantly rural area in Western Canada. In the 2 schools (chosen by the administration in the school district), 30 students in grades 5 and 6 were interviewed. The grade 5 students attended an elementary 
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school; the grade 6 students were in a middle school. Forms sent home to parents for permission to interview gave a return rate of 75 percent.

All interviews were conducted in the school during class time. Interviews varied in length, with an average time of approximately ten minutes. All interviews were tape recorded and then transcribed. 

All of the students involved in this study had previously attended a seminar about bullying provided by Saskatchewan Social Services. It is not possible to account for the impact of the seminar.

Results

All children were aware of the purpose of the interview-- purpose and procedures had been explained by classroom teachers earlier. Save in one instance (location of bullying as discussed below) students from each grade level provided similar responses to the questions. 

At the outset, children were asked to describe a bully. The most common responses were that bullies were those who Pick on others, Push little people, and are Mean. Other comments focused on very particular behaviours such as Beats up others; Calls people names; Teases you; Steals from you; Wants to fight; and Makes trouble.



The next questions concerned whether children had been bullied themselves, how often, and what happened. Two children said that they had been bullied, but only by a sibling. However, another 55 percent of the children admitted that they had been bullied either at school or on the way to or from school. Of the children who had been bullied, only 2 said that they had been bullied more than 5 times; another 2 responded that bullying had happened more than 10 times. Six children volunteered that bullying was a problem when they were younger: People threatened to beat me up when I was little.

Students were then asked if they thought there was a bully in their school, which children they thought were more likely to be bullied, and why they though certain students indulged in bullying behaviour. Of the 30 students interviewed, exactly half responded that there was at least one student in the school they considered to be a bully; the other half did not think there was a bully in the school. While only 18 students responded to the question, Have you ever seen others bullied? 66 percent of those responding answered Yes. Children presented a range of characteristics that could lead to being a victim of bullying; the most common concerned children who were in some way different and those who were smaller. Similarly, a wide variety of responses were given as to why some children become bullies, although there was a definite leaning toward poor home environment and peer pressure.

The question Do you think that a boy or a girl is more likely to be a bully? elicited the 
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most lively and comprehensive discussions from the participants. The great majority of children (86 percent) thought that a bully was more likely to be a boy. Only 3 children (10 percent) said that both boys and girls could be bullies. One child thought a girl was more likely to be a bully.

Whether children had ever bullied themselves was an important consideration. The question, Have you ever been a bully? saw many children become evasive and seek to justify their actions. However, 70.4 percent of the students responded No and 26 percent Yes.  One child said that he only bullied his sibling.

In terms of the context and location of bullying behaviour, children were asked, Where do you think bullying occurs most often? The majority, 63.6 percent responded on the playground, 9 percent inside the school, 27 percent on the way to and from school. When students said that they thought that most bullying happened in the school or on the playground, they were asked whether or not they believed that teachers were aware of the bullying when it was happening. To the question, Do you think that teachers notice it? 58.3 percent of the students answered Sometimes; 29 percent Yes; and 12.5 percent No. The interviewer probed further by asking If they notice it, do you think that they usually stop it right away? Most students conceded that teachers immediately stopped bullying when they did see it happening: 16 answered Yes (84.2 percent), 2 Sometimes (10.5 percent), and 1 No. 


The final questions concerned whether students thought bullying was a problem in their school and whether they had even been afraid to come to school. Students were split on whether bullying was a problem; 59 percent did not think so, 41 percent did. Related to this, 16.6 percent of children admitted that they had at some time been afraid to come to school because there may have been a bully waiting.

Discussion

The major contribution of this study is an examination of bullying from students' perspectives that extends our understanding of bullying and how it affects children. However, a number of limitations surround the study and any results must be interpreted cautiously. 

A first concern is sample size: given only 30 students, generalizations are tenuous. Second, the present study used an interview method to examine bullying and this brings its own set of problems. Not only has the questionnaire not been validated, but a questionnaire of predetermined statements or questions is limited by its inability to identify the complex, multilevel processes underlying bully-victim interactions and by children's ability to accurately report the phenomena of bullying ( see Craig and Pepler, 1997). Pursuing the latter point, there is a reliance of self-reported data. Although the 
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study focused on children's perceptions, we must still be aware of the unsystematic bias in children's responses. For example, when discussing bullying behaviour, children's descriptions provided little on the severity or chronocity of the episodes and children's perceptions of the problems concentrated on the physical area: children are far less likely than adults to discuss psychological infringements than they are to focus on physical acts. Finally, many of the problems of interviewing relatively young children surfaced. Some were shy and reticent; others were happy to share their entire life histories with the interviewer; still others wandered from the questions into vague and irrelevant realms. 

Accepting these limitations, three observations remain.  First, children's self reports of bullying in rural environments are consistent with those of children in urban areas as reported in the literature. Second, many children see school bullying as a problem and one of which teachers need to be more vigilant and more willing to intervene. Finally, children's observations and perceptions are of themselves inherently interesting and add to our knowledge of the effects of bullying.  

· Who bullies, who is bullied? In the literature, children's descriptions of peers who they consider to be bullies are normally quite consistent. They describe bullies as individuals who start fights and verbal protests, or as people who tease others (Hoover and Hazler, 1994). The most common forms of bullying cited by children are being called nasty names and being physically intimidated or hurt.

Children in the present study tendered similar descriptions. Bullies, they said, pick on others and are mean. There was particular concern that bullies Push little people, and is A person that is bigger and picks on smaller people. Children described bullies as Like a person who beats up people for no reason;  A person who picks on you, teases you, calls you names, doesn't leave you alone, steals your lunch;  Someone that teases you because you are either short, or you have different skin colour, or someone just picks on you for the fun of it because you are younger; or Someone who is mean, bugs you, and sometimes beats you up. Terrorizes you. 

Studies have found bullying rates ranging from 10 to 42 percent (Bentley and Li, 1995; Bidwell, 1997; Charach, Pepler, and Ziegler, 1995; Duffee, 1993; Wilson, 1992). According to the self-report data, 55 percent of the students in this study indicated that they had been bullied at least once or twice. However, many episodes involved mild forms of teasing. It is difficult to cull the more serious offences from children's descriptions or to estimate the impact of a recent seminar on bullying attended by all participants in this study.

Some children reported being bullied as the youngest child, a finding consistent with previous research (e.g. Bentley and Li, 1995; Whitney and Smith, 1993). Children variously reported  I got chased around the playground with rocks thrown at me ... in 
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grade 1.; When I was the youngest kid in school ... I was in grade 2 in a school from K to 9 and there was kids that bugged the grade 2s and 3s.

Children's descriptions of bullying behaviour ranged from mild teasing to more serious incidents. Descriptions of mild bullying behaviour included Like if we were throwing catch or somebody like took my ball and threw it on something, and He told me to kiss a wall. More serious events were described as They usually punch me, call me names.;  I was walking home and then these kids started pushing me around, and calling me names.; Sometimes they steal stuff. ; I get threatened to jump over a bridge when I was walking home.  As well, They were threatening to beat me up if I didn't give them any money.; Pushed me down the stairs. ; Rocks thrown at me.  One child reported that I was threatened by the same kids and we called the police but then added They found out about my brother and my brother looks kind of scary.

Children had many opinions about the types of people more prone to be bullied. The most common response was that people who are different in some way get bullied. Because they are a little different-- like slow, or wear weird clothes, noted one child. Others said that People think they are nerds or dorks, or geeks or They don't have the nicest clothes, or don't dress as cool. Younger children and quiet people  were also seen as more likely to be victims. As well, children spoke of those who can't do anything  or Aren't good at sports or math or something.

Recent reports on bullying behaviour stress the critical nature of the home environment in the formation of an aggressive child. Reporting in a recent Australian study of bullying, Evenson (1999) points out that While victims are usually chosen at random by their tormentors, bullying appears to be an inevitable result of upbringing (p. 1).  Similarly, in the present study a number of child respondents focused on the home as the reason behind bullying behaviour. Bullies weren't taught properly when they were littler, or don't get treated well at home or got bullied when they were little. There was also peer pressure: They have to do this or they can't be cool, or to prove they aren't wimps or anything. Or bullies could be envious Because everybody is smarter than him or something or because Somebody gets a better score on a test.

Gender. Of all the questions asked, students gave the most spirited replies on whether a bully would be more likely to be a boy or a girl. Responses were consistent with the research literature (e.g., Charach, Pepler, and Zeigler, 1995; Craig and Pepler, 1997; Marano, 1995). While 86 percent agreed that boys were more likely to bully, the great majority also agreed that not only could girls be bullies but their bullying behaviour was different. Boys were more likely to be bullies because they are Mostly rough; They are stronger; Tougher; and Boys are the ones that watch more violent shows and play more violent video games. Girls are More mature  and  are usually better at school.   When they
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bully, girls just bug you all the time and call you names. Boys, on the other hand, usually beat the person up, and Push you really hard, and will likely end up hurting a person more easily than a girl would.

· Respondents as bullies. The literature on bullying reports that up to 33 percent of children's self reports indicate bullying behaviour at some time (Bentley, 1994; Bentley and Li, 1995; Hutchinson, 1997; Ziegler and Rosenstein-Manner, 1991). The 26 percent of children admitting to bullying behaviour in this study conforms to previously cited figures. However, children's seeming reluctance to discuss their own and their justifications of bullying behaviour must be taken into account. For example, one self-reported bully noted that  Every day they were bugging me ... and then they thought that they could beat me up at recess but that never happened.  Another said that  He made fun of me and I pushed him down. Or I bullied because He was annoying me, or calling me names, or They were bugging me.

· Where bullying occurs. Studies seeking the perceptions of students (e.g. MacDonald, 1995) have pointed to a belief that school practices and policies are partially responsible for those factors related to school violence. Students tend to be dissatisfied with the manner in which both victims and perpetrators are dealt with by school staff (Gabor, 1995; MacDonald, 1997). Many children who are victims of bullying perceive adults to be ineffective in responding to their victimization.

It is likely that nonverbal aggression takes place more in bathrooms and schoolyards that in classrooms (see Donaldson, 1999). In fact, earlier research (e.g., Bidwell, 1997; Pepler, Craig, Ziegler and Charach, 1994a; Whitney and Smith, 1993; Ziegler and Rosenstein-Manner, 1991) reported that the playground was the most common place for students to be bullied. Probable reasons include the influences of the peer group and lack of adult supervision. The social interactions and the social ecology of the school playground likely shape the expression of bullying (Craig and Pepler, 1997, p. 53) and, in peer groups, social contagion is a potential mechanism to stimulate bullying behaviour (see Olweus, 1991).

The great majority of children in this study reported that the playground was the central place for bullying, a finding consistent with data cited in the above paragraph. The few students who felt that most bullying happened in the school in the hallways were solely middle school students and this location might be expected with class changes and lockers in the hallways.

· Adult interventions. Studies reveal that 75 percent of teachers report that they always intervene in bullying episodes on the playground (Charach, Pepler, and Ziegler, 1995). On the other hand, students do not think that teachers are actively involved in preventing bullying in their schools (Charach, Pepler, and Ziegler, 1995). Children report 
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that adults intervene in only a small proportion of bullying episodes (Pepler, Craig, Ziegler, and Charach, 1993). Children may be correct; while teachers may perceive that they are intervening regularly to stop bullying, Craig and Pepler (1997) found that they are actually infrequent and inconsistent in their attempts to control bullying. However, for adults, bullying may be difficult to distinguish from play, especially among boys. Too, Kauffman (1999) posits that the pervasiveness of uncivil or antisocial behaviour may be used as a rationale for inaction supported by myths such as Boys will be boys, or Every school has its bullies. 

In this study, 89 percent of children thought that teachers noticed bullying sometimes or not at all. By design, most bullying take place on the playground because teachers were not around and could not see. Sometimes, said children, they don't see it because usually she is at the little kids' door or Most teachers are in the staff room.  However, children were adamant that teachers stopped bullying as soon as they were aware of it.

Conclusions

The goal of this study was to collect data on children's perceptions of bullying. Although the study was within a rural geographic area with a small sample of children and findings must be placed in a limited context as children's reports are only a small measure of the problem, some interesting observations emerge.

The number of children who were victims or who bullied themselves chimes with previous research reported in the literature. Moreover, children's descriptions of bullies, of bullying behaviour, of why children bully, of gender differences, of location, and of adult interventions are consistent with other findings.  

Of particular interest is the percentage of children who were perpetrators and victims. Although bullying is often seen as a problem more peculiar to urban areas, the percentages of children involved in bullying in this study matches urban figures. As well, many students thought that bullying was a problem and one in which teachers needed to be more involved.
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The establishment of an inclusive education system in South Africa will require the development of appropriate support services at both a school and district level. Recent policy documents in South Africa propose that such a support system should take a systemic approach utilising district support teams that focus on management and personnel support rather than providing direct face to face interventions for individual learners. This paper discusses the development of a support program that is based on research findings regarding the aspects of inclusion that mainstream class teachers in South Africa find most stressful and how they best cope with this stress. It is posited that by addressing the specific stressors associated with inclusion teachers will have an enhanced sense of efficacy and be more enthusiastic about participating in inclusive classrooms.

For many teachers in mainstream classrooms in South Africa there have been changes in practice and attitudes that few would have foreseen as they entered the profession. Until 
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recently, it was assumed that learners with disabilities should be educated in special schools and that the predominant educational approach should be that these learners will not be successful in meeting traditional demands in mainstream classrooms (Bradley & King-Sears, 1997; Fraser, 1996). Teachers were trained accordingly and the separate mainstream and special education teacher preparation programmes did not provide trainees in mainstream education with the experience to develop the necessary skills and dispositions to handle learners with disabilities in their classrooms (Engelbrecht & Snyman, 1999; Villa, Thousand & Chapple, 1996).

Over the past six years, reform in education in a democratic South Africa has stimulated a commitment to the development of a single, inclusive system of education which has the capacity to provide for appropriate ways and means to facilitate learning and meet the needs of all learners, including those with disabilities in mainstream classrooms. The increasing demand to educate learners with disabilities in mainstream classrooms has received little consideration. The lack of teachers prepared to provide quality inclusive teaching to these learners and the limitation of existing support structures both impact on inclusion. The education of learners with and without disabilities relies on the commitment and effective support of teachers. The result has been that in response, mainstream teachers see inclusive education as being foisted upon them and they have raised many concerns regarding the implementation of inclusive education (Buell, Hallam & Gamel-McCormick, 1999; Forlin, Douglas & Hattie, 1996; Hall & Engelbrecht, 1999; Oswald, Ackermann & Engelbrecht, 2000; Swart, Engelbrecht, Eloff & Pettipher, 2000).

Until 1994, different educational support services in South Africa were managed by racially segregated education departments and service provision was characterised by glaring inequalities and inconsistencies, a lack of co-ordination, and a lack of national focus and clarity on the nature of support services (Department of Education, 1997). In addition, there has been a tremendous shortage of professionals, including educational psychologists, particularly in rural areas in South Africa. Together with a focus on an applications-only approach, individually-focused interventions have prevented professionals in support services from responding appropriately to the needs of teachers and learners in an inclusive educational context (Department of Education, 1997; Sharratt, 1995). The NCSNET/NCESS report (Department of Education, 1997) addresses the challenge facing support services in South Africa by the recommendation that support provision should reflect a commitment to an integrated approach.  The aims and principles of an integrated approach would draw on all relevant resources to understand and address diversity and possible barriers to learning and development. This would include using local and indigenous resources in the process of providing support; an understanding of problems and their solutions in a systems framework which emphasizes the need for system transformation and on prevention and health promotion (Lazarus, Daniels, & Engelbrecht, 1999).    
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In the development of an inclusive educational approach as discussed in the Draft Policy Document White Paper 5: Special Needs (Department of Education, 2000), it is clearly stated that the establishment of an inclusive education system will require appropriate district as well as school-based support services. The White Paper proposes that support should move away from supporting individual learners to a much broader support focus. It is suggested that a systemic approach to support the assessment of individuals and the development of preventative and intervention programmes in inclusive classrooms is necessary in order to respond appropriately to the needs of all learners. In strengthening education support services district-based support teams should comprise of staff from provincial, district and regional offices as well as from existing special schools. The primary function of these district support teams will be to assess programmes, diagnose their effectiveness and suggest modifications.  Through supporting teaching, learning and management they would build the capacity of schools to recognise and address severe learning difficulties and to accommodate a range of learning needs. 

An analysis of relevant policy and other documents in South Africa regarding support services reveals that although a systemic approach is emphasized, there is currently a conspicuous absence of specific support strategies that will address the needs of teachers in order to ensure the successful implementation of inclusive education. The demands that teachers face in the performance of their professional roles and responsibilities and the variables that teachers report as stressful in inclusive education are not addressed.

In an investigation of the factors that contribute to teachers’ ability to meet the educational needs of learners with disabilities in inclusive settings, the stress and coping skills of teachers in Gauteng and the Western Cape (who had a learner with a physical disability or cognitive disability in their mainstream classrooms), were examined (Eloff, Engelbrecht & Swart, 2000). The Teacher Stress and Coping (TSC) questionnaire (Forlin, 1998) was adapted for the South African context on the basis of a pilot study (Engelbrecht, Swart, Eloff & Newmark, 2000). The resultant version elicited perceptions on the severity of stress regarding 75 potential stressors for mainstream teachers who were involved with including a learner with either a cognitive or physical disability. In total, 107 teachers completed the TSC questionnaire in a purposefully selected sample (55 learners with cognitive disabilities; 52 learners with physical disabilities). 

Overall, the most stressful issues for these teachers during inclusion were those that related to the parents of the children with disabilities, the teachers' perceived professional self-competence, administrative issues, and those related to the behaviour of the learners. Limited contact with parents together with the parents' perceived lack of understanding of the learners' capabilities and long-term prognosis were all stressful. Issues that they considered might impact on their professional competency also stressed teachers. They reported pre-service or in-service training was inadequate to prepare them for inclusive 
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education. They were also stressed by the need to sustain an active learning environment for the learner with a disability and by determining how much to challenge the learner. Their reduced ability to teach other learners as effectively as they would like when including a learner with a disability was also stressful. Administrative issues that were stressful for these teachers revolved around two aspects of inclusion. Firstly, they were concerned by having to take full responsibility for the learners' welfare and also being held accountable for the learners' educational outcomes. In addition, adapting the curriculum to meet the learners' needs, adjusting unit plans and obtaining funding to support the learner were all stressful. Regarding the behaviour of the learner with a disability, the most stressful aspects here were the short attention span of the learner, together with poor communication skills. The use of inappropriate social behaviour, being attention seeking, and disturbing others were also stressful behaviours exhibited by learners with disabilities that these teachers experienced.

The teachers were subsequently asked to indicate the most useful coping strategies that they employed to help them deal with this stress. The most useful strategy was that of making a plan of action and following it. Similarly, maintaining a sense of humour was also rated extremely highly. Other useful strategies tended to be related to contact with others including seek help and resources from other teachers, or discuss the situation with colleagues, the learners' parents or specialist personnel (e.g. the school psychologist).

Results of this research have provided a clear picture of the actual stressors experienced by mainstream class teachers during inclusion, and the usefulness of a range of coping skills employed to help ameliorate the stress. Based on this knowledge, the goal of this paper is an exploratory initial step in developing a support framework that will promote and support inclusive education by addressing potential areas of stress for teachers using the suggested best coping skills. Teachers’ perceived perceptions of their own skills and responsibilities and level of support provided for them, are likely to affect their willingness to implement inclusive practices in their classrooms. Indeed, access to an effective support system that focuses on effective ways to increase teachers’ sense of efficacy, can have a positive effect on innovative practices in inclusive classrooms (Buell, Hallam & Gamel-McCormick, 1999; Soto & Goetz, 1998).

A Collaborative Approach To Support In Inclusive Education

Changing roles in support

Support programmes need to respond effectively to the demands of an inclusive educational system and in particular to the needs of the teachers who will be directly involved in the day to day implementation of these programmes. To do this effectively educational support must move away from an outdated focus on exclusion, individualism and isolation to an emphasis on ecosystemic values, such as promoting sustainability, alliance, co-operation and mutual support. The latter elements form the basis of 
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collaborative relationships which are based on direct interaction among co-equal partners, who voluntarily participate, make decisions together and grow to trust and respect one another. Generally there is a need to interweave a network of varying supports into a comprehensive and coordinated system of support at a national, district and school level. All parties involved can then enter the interaction as co-equal parties, work towards successful inclusion and share responsibility and accountability for the outcomes of the interaction (De Jong, 1996; Lazarus, Daniels & Engelbrecht, 1999; Sands, Kozleski & French, 2000; Stainback &Stainback, 1990).

This implies that teachers and members of traditional support services are facing significant changes in their roles, responsibilities and expectations. Furthermore, the members of a collaborative team will vary depending upon the needs of learners and if necessary, parents, learners, peers and other school and community members deemed necessary, may be included in the team.

Traditionally, mainstream teachers have worked in relative isolation within their own classrooms and have been primarily responsible for being the instructional leader and manager in the classroom. When learners have experienced difficulties, the teacher referred the learner to a professional for assessment and possible placement in a separate educational setting. In a collaborative approach to support, mainstream teachers need to be recognised as full partners with professionals, parents and others and will consequently have increased responsibility for coordinating the activities of learners with disabilities (Givner & Haager, 1995). It is now accepted that teachers have to wear a number of hats to be successful in helping all learners gain the skills necessary for becoming independent and productive members of society. Professional support providers, such as educational psychologists, also have to move out of their traditional role as independent experts who focus on the individual needs of learners. There is now a need for professionals such as educational psychologists knowledgeable in the facilitation of supportive relationships and who can coordinate inclusion programmes, communicate with other professionals, teachers, parents and learners through informal and formal consultation and collaboration (Stainback & Stainback, 1990).

A framework for a support programme for teachers

As schools and classrooms change from segregated to inclusive educational institutions, learner support and inservice development in instructional modifications are usually the main focus of change in a collaborative support system. Although it is tempting to implement learning support strategies quickly while more and more learners with disabilities are included in South African schools, time should be allowed for adequate planning and preparation of all involved before new support structures are implemented. Committed teams, that are either district- or school based, need to focus initially on the stress and coping skills of teachers as the existing system (which they know so well) is 
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being dismantled and replaced with one in which purposes, process and outcomes (and in which they have not being trained) are at an initial stage. Without the acknowledgement of the stress involved as changes are made to facilitate development and successful implementation of appropriate new initiatives, district- and school level implementation of a collaborative approach to support maybe fraught with unevenness and resistance. A well-planned training and professional development programme facilitated by a professional, such as an educational psychologist, or school counselor, is essential to support teachers in overcoming doubts and resistance in order to become committed to significant innovation and change and willing to participate in collaborative support teams (Kochhar, West & Taymans, 2000; Cooley & Yovanoff, 1996; Walther-Thomas, Bryant & Land, 1996; Stainback & Stainback, 1990).

Our proposed first phase in the development of a support framework for teachers in South Africa focuses on instilling a sense of efficacy in those who are being prepared to implement inclusive education so that they have the confidence to apply their knowledge when the appropriate situation arises. Research suggests that teachers with a higher sense of efficacy are shown to be more open to new educational approaches than those with a lower sense of efficacy. Furthermore, teachers, who have a high level of belief in their own professional and personal competencies, are also more likely to want to work collaboratively with other professionals on various learner-related concerns. An efficacious teacher may accept the risk of appearing unskilled to others, which is somehow implicit in collaboration (Soto & Goetz, 1998; Wood, 1998). Clearly, the teachers involved in our study were stressed by threats to their perceived professional competence together with the new administrative requirements associated with the inclusion of a learner with a disability in their classes. As potential stressors for other teachers becoming involved in inclusive education these issues need to be appropriately addressed as part of the development of new support structures for schools.

The following framework for support (based on the work of Cooley & Yovanoff, 1996 and Soto & Goetz, 1998) is suggested as appropriate for meeting the needs of schools required to implement the proposed changes outlined in the Draft White Paper (see Figure 1). This support programme focuses on addressing the issues that teachers who are currently involved with including learners with disabilities have found most stressful. It additionally aims to employ the coping strategies that these teachers have indicated are most useful for them.

The proposed support program features three key areas of attention namely a team approach, professional inservice training and behaviour management. Each key area is designed to address specific stressors identified by teachers in regard to including a learner with a disability into regular classes. Selections of focus coping skills are based on those indicated by teachers as being most useful during inclusion. Although the use of
maintaining a sense of humour has not been categorically stated in this support

85

INTERNATIONAL JOURNAL OF SPECIAL EDUCATION                        Vol 16, No.1.

Figure 1

Framework for providing support for inclusion




















Note: CS = Coping Strategy
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programme this type of strategy should be considered at all stages of intervention.

The implementation of the different types of support can incorporate a range of formats such as interactive presentations, small or large group discussions, applications during sessions and practice between sessions. It is posited that by addressing the stressors found to be associated with inclusion this will simultaneously enable teachers to develop a higher sense of efficacy. Such a support programme will provide teachers with a range of opportunities to gain knowledge about their own performance, to access further knowledge, and have appropriate opportunities to practice the skills and apply the knowledge in own classrooms. Regular meetings to discuss learner concerns will also provide opportunities to discuss and experience their own and others’ struggles and challenges which are crucial to ensure participants that they are capable of successfully coping with inclusive education.

The first phase must be followed by a second phase. This should focus specifically on the expressed needs of support providers, parents, learners, teachers and other school personnel regarding the skills needed to establish and facilitate school and district-based collaborative support teams to promote and support the ongoing implementation of inclusive education. The implementation of appropriate action research would inevitably form an important part of the support program. This will allow for continued monitoring of the program and the incorporation of adaptations and new material as needed.

Conclusion

In inclusive school communities, responding to and supporting learner diversity should be a shared responsibility of teachers, support providers, families, peers and community members, which necessitates expanding traditional roles. Many of the pressures of changing roles require especially classroom teachers to assimilate proposed changes, examine their own current coping strategies and in the light of new requirements, modify their pedagogy. One of the major points to come out of our research is that it is critical to identify and understand the conditions that are likely to cause teachers most stress during inclusion. This will allow more appropriate support to be implemented that can focus on the key potential stressors for teachers. By addressing prospective areas of highest concern it is hoped to ameliorate negative consequences associated with inclusive education. It is envisaged that this will in turn help teachers become more involved and efficacious in implementing effective inclusive practices in their classes.
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Tertiary institutions internationally are faced with the question of how to determine prospective students' real academic potential. This is particularly true for South African institutions where many students had inferior (poor and inadequate) schooling.Furthermore, conventional measures of abilities and achievement are orientated primarily toward assessing memory skills, and secondarily, toward assessing analytical skills. They rarely tap creative or practical skills in any meaningful way. However, prospective students from alternative backgrounds may have developed creative and practical skills to a greater extent than they have developed analytical ones. Particularly if their upbringing has been under difficult circumstances, being creative has become a prerequisite for survival. Conventional assessments of intelligence are not relevant in a multicultural context and fail to include other integral parts of intelligence in order to represent the whole of intelligence.( Thus, it is incumbent on researchers to develop broader predictive frameworks that take into account the diversity of skills likely to be found in populations.This paper describes the design and implementation of such a broader predictive framework at the University of Stellenbosch (South Africa), based on the Triarchic Theory of Intellectual Abilities (Sternberg, 1985, 1996


) and the Theory of Mental Self-Government (1997a
). The hypothesis of this underlying research is that triarchic abilities, thinking styles, biographical information and past achievement will predict academic performance beyond the prediction provided by assessments of academic abilities. The paper concludes with research findings, conclusions and recommendations for further research.
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Introduction, motivation for and relevance of research

International challenge of determining the real academic potential of prospective university students 

After being exposed to the environment of academic development at the University of Stellenbosch (South Africa) since 1994, it became apparent how difficult it is to establish an effective way of determining the real academic potential of prospective university students.

Tertiary institutions internationally are faced with the same challenge of determining the real academic potential of prospective students. (Geiger & Cooper, 1995). 

Research (TTT Programme, 1993

) indicates that the school results of students from historically disadvantaged schools correlate poorly with their academic achievements at the university. 

Up to a few years ago, research (TTT Programme, 1993) further showed that the grade 12 results still remained the best predictor of studying successfully at a university for those students who passed the grade 12 examinations with a C-symbol and above. However, the following pattern of grade 12 results from black education systems over the last decade illustrates the dilemma faced by these students: of the candidates who passed their grade 12 examination in the A-E aggregate categories, 58% were in the E category and only 5,7% in the A, B and C categories (Hartshome, 1990 in the TTT Programme, 1993:7).

Particular challenge to South African tertiary institutions

The above challenge is particularly true for South Africa, where the educational legacy of the past left universities with reservations about the reliability of matriculation (grade 12) results (Zietsman & Greiling, 1985:185
; Frazer, 1990:96
; Fisher & Scott, 1993:47
; Huysamen, 1996:119
; Skuy et al, 1996:110
).
Shortcomings of conventional measures of abilities and achievement

Conventional measures of abilities and achievement are orientated primarily toward assessing memory skills, and secondarily, toward assessing analytical skills. They rarely tap creative or practical skills in any meaningful way (Sternberg, 1998:4
). However, prospective students from alternative backgrounds may have developed creative and practical skills to a greater extent than they have developed analytical ones. Particularly if their upbringing had been under difficult circumstances, they needed to be creative in surviving. Conventional assessments of intelligence are not relevant in a multicultural context and fail to include other integral parts of intelligence in order to represent the whole of intelligence( (Sternberg, 1999:145)
. Thus, it is incumbent on researchers to develop broader predictive frameworks that take into account the diversity of skills we are likely to find in populations (Taylor, 1994:185
; Sternberg & Williams, 1997:640
; Sternberg, 1999
).
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Proposal: theory-based approach of Sternberg

For this reason the authors have embarked on a research project with Prof. Robert Sternberg of Yale University who has developed a theory-based approach for predicting academic achievement.

Research problem and objectives

Research problem: unidentified academic potential of prospective university students

The research problem is, therefore, the fact that present practice lead to probably thousands of students entering university (who should not) and likewise, probably thousands who are denied entrance (and who have the potential).

Research objective: to design and implement a broader predictive framework based on Sternberg's research.

Design of the broader predictive framework

Two dependent and three independent variables from the basis of the theoretical design.

Theoretical design

The Triarchic Theory of Intellectual Abilities

According to the Theory of Intellectual Abilities (Sternberg, 1985
; 1986:23
), three kinds of intellectual abilities exist, namely analytical, creative and practical abilities. Measures of abilities tend to focus mainly on analytical abilities, whereas all three types of abilities need to be regarded as equally important.

Research done by Sternberg (1997b:24
) showed: The more we teach and assess students based on a broader set of abilities, the more racially, ethnically, and socioeconomically diverse our achievers will be. 

The Theory of Mental Self-Government

Furthermore, research by Sternberg emphasises that students' learning and thinking styles (Sternberg, 1997a
) (which are usually ignored), together with their ability levels, play an important role in student performance (Sternberg, 1992:134
; 1994:36-40
; Sternberg & Grigorenko, 1997:295
). The Theory of Mental Self-Government (Sternberg, 1997a
) refers to an inventory of different thinking styles that gives an indication of people's preference of thinking patterns.

Where the Triarchic Theory focuses on the ability itself, the theory of Mental Self-Government refers to different thinking styles which constitutes preference in the use of abilities (Sternberg, 1990:366-371
).

Other variables

Other variables such as biographical data, past achievement at school and academic performance at university also form part of the theoretical design.
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Hypothesis

The hypothesis is, therefore, that Triarchic Abilities, thinking styles, biographical data 
and past achievement will predict academic performance beyond the prediction provided by traditional assessments of academic abilities.

Implementation

Target population

Freshmen (1999 intake) from the University of Stellenbosch were involved in the empirical study. The nature of this total population is outlined in Table 1:

Table 1

Target Population (1999)

	
	POPULATION

	FACULTY
	Female
	Male
	TOTAL

	Arts & Social Sciences
	  574
(69%)
	  255
(31%)
	  829

	Natural Sciences
	  407
(56%)
	  323
(44%)
	  730

	Management Sciences
	  461 
(41%)
	  652
(59%)
	1113

	Engineering Sciences
	    37
(13%)
	  245
(87%)
	  282

	Health Sciences
	  354
(72%)
	  139
(28%)
	  493

	TOTAL
	1833
(53%)
	1614
(47%)
	3447


The total first-year student population for 1999 added up to 3447 first year students (Table 1). The gender distribution in the population was 1833 (53%) female and 1614 (47%) male students.

Sampling procedure and structure

The 1999-sample of students who took part in the study (Table 2) was based on volunteers (N = 585) representing 17% of the first year student population. 
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Table 2

Sample Population (1999)

	
	SAMPLE

	
FACULTY
	
Female
	
Male
	
TOTAL
	%  of Population

	Arts & Social Sciences
	137
(90%)
	  16
(10%)
	153
	18%

	Natural Sciences
	  77
(71%)
	  32
(29%)
	109
	15%

	Management Sciences
	101
(55%)
	  82
(45%)
	183
	16%

	Engineering Sciences
	    7
(9%)
	  73
(91%)
	  80
	28%

	Health Sciences
	  48
(80%)
	  12
(20%)
	  60
	12%

	TOTAL
	370
(63%)
	215
(37%)
	585
	17%


Students representing five faculties (Arts and Social Sciences, Natural Sciences, Economic and Management Sciences, Engineering and Health Sciences) were invited to participate. A satisfactory faculty proportionate representation was obtained, although the respondents did not match a gender representation in the faculties of Arts, Natural, Management and Health Sciences. A better gender representation match was obtained in the Faculty of Engineering.

Research findings

Descriptive Analysis

The first step that was undertaken in the statistical analysis of the data was to establish whether the standard deviations for the three abilities (analytical, creative and practical) within the various faculties were different. The second step was to determine whether the mean scores concerning these three abilities in the various faculties were different. Thirdly, correlations between the three triarchic abilities with each faculty were drawn, after which the common variance was calculated. Lastly, the correlation between the three triarchic abilities and each of the 13 thinking styles was established. The outcomes of these steps are given in the tables below, followed by a short description/interpretation.

94

CILLIERS & DE KLERK                    PREDICTION OF ACADEMIC PERFORMANCE

The standard deviation (Table 3) of the sample for all the abilities ranged between 2.0 and 2.5, which can be described as a fair range. For all the faculties the mean of the three abilities ranged between 6.3 and 8.5  (for which the Practical Ability scored the highest). The individual means of the three abilities within the Engineering faculty was the highest, the Creative Ability for the Natural Sciences was the lowest, and for the Arts faculty the Analytical and Practical Abilities scored the lowest.

Table 3

Means and standard deviations of sample respondents according to Faculties and Triarchic Abilities

	
	
	TRIARCHIC ABILITIES
	
	

	
	
	ANALYTICAL
	CREATIVE
	PRACTICAL
	TOTAL

	FACULTY
	N
	Mean
	SD
	Mean
	SD
	Mean
	SD
	Mean
	SD

	Arts & Social 
Sciences
	153
	5.3
	2.0
	6.1
	1.8
	  7.8
	2.8
	18.4
	4.7

	Natural 
Sciences
	109
	5.9
	2.1
	5.8
	2.1
	  7.9
	2.7
	18.7
	4.9

	Management 
Sciences
	183
	6.7
	2.1
	6.7
	2.0
	  8.9
	2.1
	21.1
	4.5

	Engineering 
Sciences
	  80
	7.6
	1.8
	6.9
	2.1
	10.0
	1.5
	23.5
	4.3

	Health 
Sciences
	  60
	6.0
	2.2
	5.9
	1.9
	  8.4
	2.4
	19.3
	4.5

	ALL faculties
	585
	6.3
	2.2
	6.3
	2.0
	  8.5
	2.5
	20.1
	4.9


No significant differences between any means of triarchic abilities within faculties (Table 4) were recorded.

Many significant (from p<0.05 to highly significant p<0.001) differences between means of faculties within each triarchic ability were recorded (Table 5). Two faculties stood out: Engineering had the highest mean of all the faculties in all three abilities, whereas the mean of the Management Sciences was consistently higher than that of the Arts and Natural Sciences for all three abilities.

The correlations between the three triarchic abilities within each faculty (Table 6) were significant in most cases, but not in these two cases: Analytical and Practical Abilities in Engineering, and Creative and Practical Abilities in the Health Sciences did not relate 
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Table 4

Analysis of variance for significant differences between the means of the triarchic abilities

	
	SS
	Df
	MS
	SS
	Df
	MS
	
	
	

	Variables
	Effect
	Effect
	Effect
	Error
	Error
	Error
	F
	p
	

	Analytical
	11.4754
	4
	2.8688
	  985.66
	580
	1.6994
	1.6881
	0.1512
	NS

	Creative
	  4.6753
	4
	1.1688
	  827.77
	580
	1.4272
	0.8189
	0.5133
	NS

	Practical
	11.0916
	4
	2.7729
	1049.77
	580
	1.8099
	1.5320
	0.1913
	NS

	TOTAL
	22.5200
	4
	5.6300
	4755.73
	580
	8.1995
	0.6866
	0.6014
	NS


significantly (although these abilities had a significant relation in the other faculties). Analytical and Creative Abilities related significantly in all of the faculties.

The coefficient of determination (r2 x 100) provides information about the strength of the relationship between two variables (indicating the proportion shared).

In Table 7 the highest common variance was found between an individual ability and the total ability ranging between 51% (TOTAL & Creative Abilities for the Arts faculty) and 74% (TOTAL & Creative Abilities for the Engineering faculty). Individually, the Engineering faculty scored the highest common variance of 27% for Analytical and Creative Abilities.

Studying Table 7 the following can be noticed:

· The highest common variance (as could be expected) was found between an individual ability and the total ability ranging between 51% (Total & Creative Abilities for the Arts Faculty) and 74% (Total & Creative Abilities for the Engineering Faculty).

· According to the individual faculties the highest common variance between two triarchic abilities was recorded as follows:

· Arts and Social Sciences: Analytical and Practical Abilities (24%)

· Natural Sciences: Creative and Practical Abilities (14%)

· Economic and Management Sciences: Analytical and Creative Abilities (12%)

· Engineering: Analytical and Creative Abilities (27%)

· Health Sciences: Analytical and Practical Abilities (17%)  
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Table 5

Significance (p) of difference between means of Faculties within triarchic abilities

	
	ANALYTICAL

	
	(Mean=5.3464)
	(Mean=5.9450)
	(Mean=6.7322)
	(Mean=7.6375)
	(Mean=5.9500)

	FACULTIES
	Arts and Social Sciences
	Natural 
Sciences
	Management Sciences
	Engineering Sciences
	Health 
Sciences

	Arts and Social Sciences
	
	0.202911
	0.000017
	0.000017
	0.496338

	Natural  Sciences
	0.202911
	
	0.039124
	0.000019
	0.999999

	Management Sciences
	0.000017
	0.039124
	
	0.044051
	0.230678

	Engineering Sciences
	0.000017
	0.000019
	0.044051
	
	0.000088

	Health  Sciences
	0.496338
	0.999999
	0.230678
	0.000088
	

	
	CREATIVE

	
	(Mean=6.0523)
	(Mean=5.8073)
	(Mean=6.6667)
	(Mean=6.9250)
	(Mean=5.9333)

	FACULTIES
	Arts and Social Sciences
	Natural 
Sciences
	Management Sciences
	Engineering Sciences
	Health 
Sciences

	Arts and Social Sciences
	
	0.887825
	0.047676
	0.038668
	0.997359

	Natural  Sciences
	0.887825
	
	0.010486
	0.002841
	0.996698

	Management Sciences
	0.047676
	0.010486
	
	0.919906
	0.241360

	Engineering Sciences
	0.038668
	0.002841
	0.919906
	
	0.043905

	Health Sciences
	0.99736
	0.996698
	0.24136
	0.043905
	

	
	PRACTICAL

	
	(Mean=7.0000)
	(Mean=6.9358)
	(Mean=7.7213)
	(Mean=8.9375)
	(Mean=7.4167)

	FACULTIES
	Arts and Social Sciences
	Natural 
Sciences
	Management Sciences
	Engineering Sciences
	Health 
Sciences

	Arts and Social Sciences
	
	0.999389
	0.019306
	0.000017
	0.804549

	Natural  Sciences
	0.999389
	
	0.040285
	0.000017
	0.707199

	Management Sciences
	0.019306
	0.040285
	
	0.001865
	0.928529

	Engineering Sciences
	0.000017
	0.000017
	0.001865
	
	0.000546

	Health Sciences
	0.804549
	0.707199
	0.928529
	0.000546
	


Bold in cells indicates significant differences (p<0.05 to p<0.001)
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Table 6

Correlation (r) between triarchic abilities within Faculties separately 
	
	ARTS & SOCIAL  SCIENCES  (n=153;  critical value >0.1590)

	TRIARCHIC ABILITIES
	Analytical 
	Creative 
	Practical 
	Total 

	Analytical 
	
	0.381088
	0.492063
	0.802918

	Creative 
	0.381088
	
	0.366827
	0.713710

	Practical 
	0.492063
	0.366827
	
	0.820974

	Total 
	0.802918
	0.713710
	0.820974
	

	
	NATURAL  SCIENCES  (n=109;  critical value >0.1886)

	TRIARCHIC ABILITIES
	Analytical 
	Creative 
	Practical 
	Total 

	Analytical 
	
	0.338431
	0.346332
	0.745253

	Creative 
	0.338431
	
	0.372220
	0.749026

	Practical 
	0.346332
	0.372220
	
	0.766941

	Total 
	0.745253
	0.749026
	0.766941
	

	
	MANAGEMENT  SCIENCES  (n=183;  critical value >0.1453)

	TRIARCHIC ABILITIES
	Analytical 
	Creative 
	Practical 
	Total 

	Analytical 
	
	0.349655
	0.324500
	0.762208

	Creative 
	0.349655
	
	0.305871
	0.731584

	Practical 
	0.324500
	0.305871
	
	0.732900

	Total 
	0.762208
	0.731584
	0.732900
	

	
	ENGINEERING  SCIENCES  (n=80;  critical value >0.2205)

	TRIARCHIC ABILITIES
	Analytical 
	Creative 
	Practical 
	Total 

	Analytical 
	
	0.521366
	0.130684
	0.737380

	Creative 
	0.521366
	
	0.347915
	0.862610

	Practical 
	0.130684
	0.347915
	
	0.633008

	Total 
	0.737380
	0.862610
	0.633008
	

	
	HEALTH  SCIENCES  (n=60;  critical value >0.2552)

	TRIARCHIC ABILITIES
	Analytical 
	Creative 
	Practical 
	Total 

	Analytical 
	
	0.343343
	0.409118
	0.811784

	Creative 
	0.343343
	
	0.245847
	0.693971

	Practical 
	0.409118
	0.245847
	
	0.727177

	Total 
	0.811784
	0.693971
	0.727177
	


*All critical values based on p<0.05
Bold values indicate significance (p<0.05)
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Table 7 

Proportion of common variance for correlation between triarchic variables according to Faculties

	
	COMMON VARIANCE  (r2 x 100)

	FACULTIES
	Analytical
vs.
Creative
	Analytical
vs.
Practical
	Creative
vs. 
Practical
	Total 
vs.
Analytical
	Total 
vs.
Creative
	Total 
vs.
Practical

	Arts & Social Sciences
	15%
	24%
	13%
	64%
	51%
	67%

	Natural Sciences
	11%
	12%
	14%
	56%
	56%
	59%

	Management Sciences
	12%
	11%
	  9%
	58%
	54%
	54%

	Engineering Sciences
	27%
	  2%
	12%
	54%
	74%
	40%

	Health Sciences
	12%
	17%
	  6%
	66%
	48%
	53%

	RANGE Columns
	11-27%
	2-24%
	6-14%
	54-66%
	48-74%
	40-67%


Bold indicates highest common variance within a row cluster
The analysis of the correlation between the three triarchic abilities and the 13 thinking styles (Table 8) revealed no significant relationships. Of the 52 correlation coefficients, 41 were negative correlations. With the exception of the correlation with Internal, Practical Abilities correlated negatively with all other thinking styles. Internal TS (Thinking Style) was the only thinking style that correlated positively with all variables of triarchic abilities.

Stepwise multiple (linear) regression analysis

For the 1999 first year students who participated in the research project at Stellenbosch University, their end-of-year results were added to the data record containing the results of the Sternberg questionnaires. Initially, the marks obtained for selected courses were plotted against the 16 Sternberg measurements. The most important observation that could be made from these scatter plots was that clustering was present on the 50% mark. This is due to the fact that the re-examination mark was included for each student instead of a statement that he/she failed the first examination sitting. This was done to maximize the numerical scores for each subject. Some of the students, however, still had an indication on their student record that they terminated a particular course or that they failed to qualify to write the examinations - this occurred in most cases for much less than 10% of the enrolled students.
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Table 8

Correlation (r) between the mean scores of thinking styles and triarchic abilities (N=585)

	
	TRIARCHIC ABILITIES

	THINKING STYLES
	ANALYTICAL
	CREATIVE
	PRACTICAL
	Total

	FUNCTIONS
	
	
	
	

	
Legislative   
	-0.01
	0.02
	-0.03
	-0.01

	
Executive    
	-0.02
	-0.08
	-0.05
	-0.07

	
Judicial  
	-0.02
	-0.05
	-0.02
	-0.05

	FORMS
	
	
	
	

	
Monarchic  
	-0.03
	-0.03
	-0.09
	-0.06

	
Hierarchic 
	0.01
	0.03
	-0.05
	-0.01

	
Oligarchic 
	-0.02
	-0.03
	-0.05
	-0.04

	
Anarchic
	-0.05
	-0.05
	-0.09
	-0.08

	LEVELS
	
	
	
	

	
Global  
	-0.09
	-0.09
	-0.09
	-0.12

	
Local  
	0.01
	-0.03
	-0.03
	-0.03

	SCOPE
	
	
	
	

	
Internal 
	0.00
	0.02
	0.01
	0.01

	
External  
	-0.04
	-0.08
	-0.11
	-0.09

	LEANING
	
	
	
	

	
Liberal  
	0.01
	-0.01
	-0.06
	-0.03

	
Conservative   
	0.02
	-0.07
	-0.02
	0.03


An attempt was made to quantify the influence of failing or terminating a particular course on the pre-recorded Sternberg measurements. Discriminant analysis was a possible option to identify the Sternberg measurements that would provide information on the success or failure of a student for a particular course. Due to the unbalanced nature i.e. the small number of students who failed, this option was not pursued further. It was decided to concentrate on the final mark (as described above). 

Within each of the faculties, some subjects with sufficient numbers of students were selected to investigate whether the 16 Sternberg measurements provided regression information on the final mark obtained. A measurement that was available to us on the enrolment records was the general matriculation symbol, which was translated to a 
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numerical value. The combination of matriculation subjects was diverse and therefore, the general matriculation symbol does not provide the same information for each first year student but gives an indication of his/her general ability. In the style of academic studies at a university no attempt was made to calculate a combined percentage of success for the first year and it was decided to concentrate on individual subjects.

Procedures followed in the application of stepwise multiple regression

The predicted variable was subjected to a stepwise multiple (linear) regression procedure. For a predicting measurement to enter the regression equation, the significance value had to be less than 0.005. However, the predicting measurement could also be removed should the contribution be less in relation to the other predictors present in the equation. There was, however, no removal of predicting variables in the present application.

The influence of the 16 Sternberg measurements was studied on the performance in a particular subject within the various faculties. The application of stepwise multiple regression was done in two ways:

· Phase I: The influence of the 16 Sternberg measurements (three abilities and 13 thinking styles (TS)) on the performance in a particular subject, was studied.

· Phase II: The influence of the 16 Sternberg measurements on the performance in a particular subject, together with the combined averages of the three abilities and Grade 12 results, was studied.

In the tables below a synopsis is given of the main factors that seem to influence the performance in a particular subject within the various faculties. A comparison can be drawn from these tables between the variables providing a strong predictive value concerning performance in a particular subject, together with comparisons of the R-squared measurement of fit. Only the negative nature of the Standardized Coefficient of a particular variable is indicated in brackets, whereas the rest have a positive coefficient. 

Concerning Biology 124 (Phase I) the three variables Analytical Abilities, Practical Abilities and the Anarchic Thinking Style (TS) provided a strong predictive value in describing the final mark in this subject (Table 9). It is clear that all three measurements assist significantly in providing a linear prediction of the performance in Biology. The R-Squared measurement of fit is equal to 41.7%. Studying the standardized coefficients it is evident that the Analytical and Practical Abilities influence the performance in Biology positively, and that the slope of the Practical ability is much steeper than that of the Analytical Ability. The performance in Biology decreases for those students with a higher Anarchic TS score. 

The predictors (Phase II) that provided a significant explanation of the variability in Biology 124 is Grade 12 results, Practical Abilities, the total average of the abilities, Analytical Abilities, Anarchic TS and Liberal TS. After the stepwise multiple regression was applied, most of the previous list remained as linear predictors of the performance in Biology but a new predictor, namely Executive TS was added in the simultaneous linear equation. 
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Table 9

Faculty: Natural Sciences

	
	Phase I
	Phase II

	Subject
	Biology 124
	Biology 124

	Variables providing strong predictive value
	Analytical Abilities

Practical Abilities

Anarchic TS (-)
	Grade 12 Results

Total Abilities

Executive TS

Liberal TS (-)

	R-Squared
	41.7%
	58.9%

	
	
	

	Subject
	Chemistry B134
	Chemistry B134

	Variables providing strong predictive value
	Analytical Abilities

Anarchic TS (-)
	Total Abilities

Anarchic TS (-)



	R-Squared
	35.5%
	32.3%

	
	
	

	Subject
	Computer Skills 172
	Computer Skills 172

	Variables providing strong predictive value
	Analytical Abilities

Practical Abilities

Internal TS 
	Grade 12 Results

Total Abilities



	R-Squared
	21.3%
	21.6%


Comparing Phases I and II for Biology 124 it will be observed that in the regression where the Grade 12 results and the total average of the abilities were added to the list of predictors considered, these two variables add considerably to the quality of the prediction (R-Squared increased from 41.7% to 58.9%). From Phase II it is evident that the prediction of the performance in Biology is highly dependent on the Grade 12 results and the Total Abilities. The shortlist of these two regression runs does not share any predicting measurements in the final stepwise multiple regression summaries.

By following the same procedure as was described for Biology 124 above, similar deduction can be made for Chemistry B134 and Computer Skills 172. It is evident that the common variables that provide a strong predictive value in describing the final marks in all the subjects (Phase I) is Analytical Abilities. Furthermore, common variables in this phase for Biology and Chemistry are Anarchic TS - the performance in these subjects decreases for those students with higher Anarchic scores (a negative correlation). Practical Abilities are the common variable that influences the performance in Biology and Computer Skills positively.

For all the subjects in Phase II, the total average of the three abilities is common to provide a strong predictive value in describing the final mark in these subjects. For Biology and Computer Skills the common variable is Grade 12 results.
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In the regression where the variables for Chemistry was added in Phase II, the R-Squared measurement of fit decreases slightly from 35% to 32%, whereas this factor remains virtually the same for Computer Skills (21%).

[Table 10

Faculty: Engineering

	
	Phase I
	Phase II

	Subject
	Engineering Physics 124
	Engineering Physics 124

	Variables providing strong predictive value
	Hierarchic TS


	Grade 12 Results

Internal TS



	R-Squared
	10.4%
	19.4%

	
	
	

	Subject
	Engineering Chemistry 124
	Engineering Chemistry 124

	Variables providing strong predictive value
	Judicial TS

Anarchic TS (-)
	Grade 12 Results

Judicial TS

Oligarchic TS (-)

Anarchic TS (-)

	R-Squared
	31.5%
	57.1%

	
	
	

	Subject
	Engineering Maths 115
	Engineering Maths 115

	Variables providing strong predictive value
	Hierarchic TS 
	Grade 12 Results

Practical  Abilities (-)

Hierarchic TS

	R-Squared
	13.7%
	28.2%

	
	
	

	Subject
	Engineering Drawings 124
	Engineering Drawings 124

	Variables providing strong predictive value
	Local TS

Oligarchic TS
	Grade 12 Results

Local TS



	R-Squared
	13.8%
	14.1%

	
	
	

	Subject
	Strength of Materials 142
	Strength of Materials 142

	Variables providing strong predictive value
	Legislative TS 
	Legislative TS



	R-Squared
	11.6%
	10.5%


In the case of the Faculty of Engineering (Table10) the stepwise multiple regression was done for five subjects that had sufficient numbers of students who completed the questionnaires: Physics, Chemistry, Mathematics, Drawing and Strength of Materials. By comparing the variables that showed the strongest predictive value for performance in these subjects, it is striking that (except for Engineering Mathematics) none of the three abilities (Analytical, Creative and Practical) play a role. It is mostly the various thinking styles that provide strong predictive value. In the case of Mathematics, Practical Abilities correlate negatively with performance in this subject.  

Except for Strength of Materials, Grade 12 Results is the common variable for all subjects 
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that provides strong predictive value in the various subjects. Furthermore, the particular thinking style (amongst others) that was predominantly the variable with the strongest predictive value during Phase I for a particular subject, remains to be that variable (amongst others) after the stepwise multiple regression analysis of Phase II was applied (except for Engineering Physics). For example, Local TS for Engineering Drawings, Hierarchic TS for Mathematics and Legislative TS for Strength of Materials appear in both phases of the analysis of the particular subject. 

An outstanding feature is the R-Squared measurement of fit for Engineering Chemistry that increases from 31.5% to 57.1% due to the strong influence of Grade 12 Results, Judicial TS, Oligarchic TS (-) and Anarchic TS (-). By examining the standardized coefficients it is noted that students with a predominantly Oligarchic or Anarchic Thinking Style correlate negatively with their performance in this subject. Furthermore, the R-Squared measurement of fit doubles (from 13.7% to 28.3%) for Mathematics due to the influence of the Grade 12 results and Local TS, whereas this factor remains more or less the same for the rest of the subjects.
Table 11

Faculty: Health Sciences

	
	Phase I
	Phase II

	Subject
	Chemistry (Med) 111
	Chemistry (Med) 111

	Variables providing strong predictive value
	None


	Grade 12 Results



	R-Squared
	0%
	29.6%

	
	
	

	Subject
	Data Management 111
	 Data Management 111

	Variables providing strong predictive value
	Practical Abilities

Liberal TS (-)
	Grade 12 Results

Anarchic TS (-)



	R-Squared
	33.1%
	45.2%

	
	
	

	Subject
	Biology (Med.) 111
	Biology (Med.) 111

	Variables providing strong predictive value
	Legislative TS (-)
	Grade 12 Results

Legislative TS (-)



	R-Squared
	16.7%
	45.7%

	
	
	

	Subject
	Physic (Med.) 111
	Physic (Med.) 111

	Variables providing strong predictive value
	Global TS (-)
	Grade 12 Results

Local TS



	R-Squared
	13.4%
	50.1%


The stepwise multiple regression analysis that was done on four medical related subjects (Table 11) revealed that Grade 12 results is the only variable that provides a strong predictive value for performance in Chemistry (R-Squared equals 29%). This variable is 
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also the common variable (amongst other variables) for all other subjects. Except for the Legislative TS for Biology in Phases I and II, no other subject in any phase shares the same thinking style as a variable for providing strong predictive value. Furthermore, a striking feature is that all the thinking styles (but Local TS for Physics) correlate negatively with performance in the various subjects. Practical ability is the only variable that provides a strong predictive value (for performance in Data Management). 

The R-Squared measurement of fit increased the most (from 13.4% to 50.1%) for Physics where Grade 12 results and the positive standardized coefficient of Local TS are the variables that provide the strongest predictive value.

Table 12

Faculty: Economic and Management Sciences

	
	Phase I
	Phase II

	Subject
	Statistics 186
	Statistics 186

	Variables providing strong predictive value
	Analytical Abilities


	Grade 12 Results



	R-Squared
	5.5%
	38.2%

	
	
	

	Subject
	Business Management 142
	Business Management 142

	Variables providing strong predictive value
	Analytical Abilities

Hierarchic TS
	Grade 12 Results

Internal TS 



	R-Squared
	10.5%
	26.6%

	
	
	

	Subject
	Economics 178
	Economics 178

	Variables providing strong predictive value
	Analytical Abilities

Practical Abilities
	Grade 12 Results

Practical Abilities

Executive TS

Oligarchic TS (-)

	R-Squared
	15.8%
	46.2%


The influence of the 16 measurements of Sternberg on the performance in only three subjects (Statistics 186, Business Management 142 and Economics 178) was investigated (Table 12). The stepwise multiple regression of the 16 measurements of Sternberg (Phase I) indicated that Analytical Abilities is the common variable for providing strong predictive value in all the subjects. However, the second stepwise multiple regression (Phase II) run indicated that Grade 12 results commonly provides strong predictive value to performance in all the subjects. In the case of Statistics, these two variables are the only predictors, whereas Practical Abilities, Hierarchic, Internal, Executive and Oligarchic Thinking Styles also play a role. The performance in Economics decreases for those students with a higher Oligarchic TS score (a negative correlation). The quality of prediction is in the case of Economics is considerably influenced by Grade 12 results, Practical Abilities, Executive and Oligarchic Thinking Styles (R-Squared measurement of fit increases from 15.8% to 46.2%).
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Table 13

Faculty: Arts and Social Sciences

	
	Phase I
	Phase II

	Subject
	Sociology 142
	Sociology 142

	Variables providing strong predictive value
	Practical Abilities

Local TS (-)

Liberal

External TS (-)
	Grade 12 Results

Creative Abilities

External TS (-)

	R-Squared
	39.9%
	53%

	
	
	

	Subject
	Psychology 114
	Psychology 114

	Variables providing strong predictive value
	Analytical Abilities

External TS (-)
	Grade 12 Results

Analytical Abilities

External TS (-)



	R-Squared
	32.8%
	39.3%

	
	
	

	Subject
	Information and Computer Skills 172
	Information and Computer Skills 172

	Variables providing strong predictive value
	Analytical Abilities

Practical Abilities

Legislative TS

Oligarchic TS (-)

External TS (-)
	Grade 12 Results

Total Abilities

Oligarchic TS (-)

	R-Squared
	35.6%
	45.4%


In the case of the Faculty of Arts and Social Sciences (Table 13), the External Thinking Style is the common variable that provided the strongest predictive value across all three subjects. In all cases the Executive TS shows a negative correlation. This variable is also a factor in the second phase of the stepwise multiple regression, except for Information and Computer Skills where the Oligarchic TS is predominant in both phases. The Analytical and Practical Abilities are also strong predictors of value during Phase I. Once again Grade 12 results is the predominant variable for providing strong predictive value to performance of all the subjects. Creative and Analytical Abilities are seen to play an important role (for the first time) in predicting performance in Sociology and Psychology (Phase II of the stepwise multiple regression analysis). Sociology is also the subject with the highest R-Squared measurement of fit (53%) within this faculty.

Conclusions

The interpretation of the statistical analysis must be done with certain factors in mind: 

Firstly, 17% (585 students) of the 1999 total first year student population volunteered to take part in this study and, therefore, allude to a biased sample. Consequently, it is difficult to extrapolate definite conclusions concerning the population. Any conclusion that is made below, therefore, refers to the characteristics of the respondents within the various faculties. 

Secondly, due to the biased nature of the sample, statistical techniques other than factor analysis were used, as this method would lead to the grouping of variables. 
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Thirdly, it was decided to concentrate on individual subjects for the stepwise multiple regression analysis due to the complexity of calculating a combined percentage as indicator of success within a faculty. 

Fourthly, only subjects within the faculties were chosen with sufficient student numbers to investigate whether the 16 Sternberg measurements (three triarchic abilities and 13 thinking styles) provided regression information on the final mark obtained.

The 1999 Group (Tables 9 - 13)
Deductions that can be made from the stepwise multiple regression procedure utilizing only the 16 Sternberg measurements are the following:

· Analytical Abilities provided strong predictive value of performance in subjects within the faculties of the Natural Sciences, Economic and Management Sciences and Arts and Social Sciences.
· Practical Abilities appeared to provide strong predictive value of performance in subjects for the Health Sciences (Data Management), Economic and Management Sciences (Economics) and the Arts faculty (Sociology and Information and Computer Skills).

· Creative Abilities featured no where as a variable providing strong predictive value of performance in subjects.

Deductions that can be made concerning the Phase II stepwise multiple regression are the following:

· After adding other variables to the regression equation, the variable that provided strong predictive value of performance in subjects across all faculties was Grade 12 results (except for Chemistry B134 and Strength of Materials 142). 

Grade 12 results do play an important role in the prediction of academic performance at university level. This conclusion concurs with research that indicted that matriculation results still remain the best predictor of studying successfully at a university for those students who passed the grade 12 examinations with a C-symbol and above (TTT Programme, 1993). According to student records at the University of Stellenbosch, the distribution of matriculation symbols for first years of 1999 was as follows: 31.9% passed Grade 12 with A-symbols, 31.5% with B-symbols, 12.6% with C-symbols and only 7.2% with D-symbols. In this particular study, more than 85% of the sample group had Grade 12 symbols above a C-aggregate.

· Practical Abilities provide strong predictive value in subject performance of the faculties of Engineering and Economic and Management Sciences (Tables 10 & 12). This finding concurs with the characteristic of the Commerce students shown in Table 3, namely the strong presence of practical abilities. However, in the case of 
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· Engineering the standardized coefficient for Practical Abilities was negative. A characteristic of the Engineer respondents in this study is the presence of high practical abilities (Table 3 indicates the highest mean and lowest standard deviation score for Practical Abilities). A possible explanation of the negative correlation between practical abilities and performance in Engineering Mathematics 115 is that the final examinations required the application of other abilities (Table 12).
· The Arts faculty is the only faculty where Analytical and Creative Abilities appeared as variables with strong predictive value of subject performance. The average total of abilities was the variable providing strong predictive value of subject performance in the Natural Sciences and Arts (Tables 9 & 13). 

Various thinking styles come up during Phases I & II as variables with strong predictive value across all faculties, except for the Conservative and Monarchic Thinking Styles. The Executive Thinking Styles comes up as a variable with strong predictive value only during Phase II-stepwise regression analysis (in the faculties of Natural Sciences and Economic and Management Sciences). Wherever the Anarchic and External Thinking Styles appeared, as variables providing strong predictive value, their standardized coefficient are always negative. The opposite is true for the Internal, Hierarchic and Judicial Thinking Styles as the standardized coefficient appear to be always positive.
General conclusions pertaining to students following these subjects (Tables 9 - 13) vary between faculties. It is certain that Grade 12 results play an important role in predicting student performance in these subjects. In the case of the Natural Sciences, it is nearly 60% certain that students who have predominantly Executive and Liberal Thinking Styles, who passed Grade 12 with good grade point averages, and who scored high in the average total of abilities, will do well in a subject like Biology 124. In the case of Engineering Chemistry 124 it is students who scored high in the Sternberg’s Thinking Styles Inventory Test for Judicial, Oligarchic and Anarchic Thinking Styles, and who passed Grade 12 with high aggregates (R-Squared = 57%). 

The triarchic abilities and 13 thinking styles do not provide any regression information for the predictability of performance in Chemistry for medical students (see Table 11 where R-Squared = 0%). 

It is evident that Grade 12 results and Practical Abilities seem to play bigger roles in providing predictive value of performance in subjects. It is also clear that Creative Abilities did not feature strongly as a variable providing predictive value for performance in the subjects for both groups.

No clear patterns could be discerned concerning the various thinking styles as variables for providing predictive value in subjects between the two groups. 

108

CILLIERS & DE KLERK                    PREDICTION OF ACADEMIC PERFORMANCE

Recommendations for further research

More research will have to be done to investigate the value that biographical data may have as a variable for predicting academic performance of students. 
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Include Parents


increase contact


better understanding of learners' needs needsneedscapabilities





     TEAM APPROACH


CS: Discuss with Colleagues, parents, & specialised personnel











Administration


Shared responsibility for learners' welfare


Shared accountability for educational outcomes


Group approach to obtain funding





Planning


Adapting the curriculum


Adjusting unit plans





Professional Competenccy


Programming 


Sustain active learning environment 


Challenge the learner








PROFESSIONAL INSERVICE TRAINING





CS:  Make a plan


Seek help & resources





Pedagogy


Develop approaches to cater for learners with:


Short attention spans


Poor communication skills





Monitoring & assessing behaviour


Identifying nature of 


problem





BEHAVIOUR MANAGEMENT





CS: Discuss with Colleagues, parents, & spec. personnel


Make a plan








Strategies to address behaviour problems


Develop appropriate social skills


Become more independent


Prevent disturbing others
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