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at an educati:on.clini';;"laetvaen 1971 and 1981:  Grou

xeceive;ﬁ educatitnal assessment on)q' ’ahd~;raup 2

Yeceiv an n‘ssesﬂnent plus varyini amounts of- . /
.ini:lividuanqed remedial reading instruction.

— * Data‘was collected using a pargnt questéonnaira, and

,1nfumat-ipn qathered frcm school cumulative racotds And .

clinje files. " A\ varig€y of statiatical prm:eduras was

. * < u'sed‘ to analyse the/. data. Although no’ siqnlticant
W ' differenéés . were fo nd between the tw:w groqps, when
' < separate analyses werfe conducted tér greug 2 subde:ts Lt;
B ‘:ms’ ‘found that the Yength ot clinical remediation had ~

'beneticxal effects. = For example, &h&sa gbven the longekt'

period of remediation obtained hlghnr job placamsnt

measured by the Blishen Dccupatlenal Scale. 7!! al

fostered an improved attitude touurd reading and more

effectlve use of the skill for 1ntarnation purposes.
’ These benefits 1ncreased in proportion to the length of

treqatment pr:med. >Pinding‘s also.in_dica‘tad that IQ and

;o}loeconomic backgrqund_"'\are primary' predictors . of
academic auecosu for" §le$rninq disabled: chi‘ldran
irrespectiva of whether or Y\I\Bt ramg%htion for raading ¥

problems is received. > i & N

Implications fcr ucataz's involve promotion of

incredsed knowledge on the topic u! ‘norning diuahiutin 1

” and the nead for:' co-operation in both paxjam:l and
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to disappear

. ' ot 1onq duratlon.
follow#ng terlrinatio’n of “clinical renediatmn, and.

tutdx‘ial help provided throughaut school_ing gharé

e necessary o,

SChool support -hould be namtaﬁned . -

atly identification,

The qcal of

“ children to cope ulhh f.heiz: disabnity, wm.ch'xs unli)iely

l{andiacion must be intensive’ and sonet}les
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CHAPTER I

THE INTRODUCTION

"It is the satisfying experi&ncets of childhood that
kindle the inner spark that makes: even a difficult life
worthwhile" (Golick, {978). These satisfying experiences
come -about through relationships with " ot people.
Children’s perceptions start in infancy and their early
family life cundltions the impressions they develop of the
wor\ld and of :hsmselves. Children tend to adop: the
attitudes toward thelpselves that they perceive others have
of them, initially their parents and later their teachers
‘andvpeers. Ps‘ych’ologists and educators believe® that it is
the sum total of ‘all experiences that determines
personality development and serf-coanpt.

One of the most satisfying experiences is that of

“successful accomplishment which is rewarded with praise

and recognition. - In school, children receive positive
stimulation from: doing well which, in turn, influences
behavior and learnx.ng‘pchievement. Children are by nature
filled with curlosity about the world and erijoy learninq
when they .are happy and when their lives are £il1ed with
vacietyy #un BHa astivity. They thrive on' love,
attention, approval and accepeannie as being persons of
worth. If all goes well in.family and school life and
they are given the above prerequisites, c¢hildren‘fwill

N




v & G <  \ - 2
build a good self-concept. Generally by adolescence a
positive self-regard is 'in place vwhich enables an
individual to strive successfully for self-actualization;
that is, to become what one has the poténtial to become.

For some children this does not seem to happen. In

N .
# our _educational system, school often means failure to

those who have problems in learning to read. Satisfying

e;tpetience's are rare inéeed. Inability to read in a y

society that prizes literacy is a qréat handicap. I;s\tead
¥ of experiencing successful accomplishment, praise and

recognijkion, they 'have to work harder than their
. classhates to achieve less, '‘continually struggle to make

‘sense of meaniﬁ\g}ags symbols - while suffering the mental

and emotional fatigue of stress, disappointment and .

on with parents and’ whose' ions

for them are not being met and, as wel}, endure taunting
or rejéction by their peers. ,

Life becomes a dreary routine of uttem;;cs to succeed
or even cope with the demands of home and school ‘:hat
z * . irvolve books, notes, éirectio‘ns, tests and homework, all
of vhich are too difficult. In a world that‘ is full "of

nséntiva ‘experiences, failures, labelling, headshakes,
5 7 o

o “frowns, and lectures, happiness. is 1lost. The children *

develop ' anxieties, teel‘ 'ashamad, - expend energy in

avoidance tactics, dislike reading and e_fteh " become

‘6vervhelmed and depressed. Their self-esteem becomes

- . deflated; they.come to think of themselves s losers and




bghava as such. Once a nequéive self-concept is
established it is a difficult trait to change. Not anly
does a poor self-image* interfere with learning <£ read,’
but the resulting reading disability leads to eyen more
‘failure and less self-worth. A vicious circle of failure
is set’in motion. .Unless samethinc; is done to break the
fycle or reverse the trend so that the child begins to
i achieve and feel capable and worthwhile, it is 'very likely

that he/she will become a;c}um- dropout statistic.

Many students referred for a diaqnostic reading

assessment and 1nd1v1dualxzed remediation have much the
same story. The parents ara very concerned. They feel
their children are quite normal in mcst respects. They

are. smart, they know everything they see on television and

. “\they are pretty good at sports, but, tb@y, are having a lot

o : £ i
& of problems in school because they can’t read as well as
. . : Le
their classmates. The teachers have explained that,

) although help is being given whenever \{’sible, ‘such

children need one-to-one ramedlation and a special praogram

suited to their needs. With so many other chi}dren in the
class, there just isn‘t enoﬁqh time to do any more..

After ‘an initial diagnosis, and: a ‘period of one-to-

one xemed‘iu.tion, readiny clinic cbsswations\suggest that

» these children can make good progress in overcoming their

problems.- The younger the treatment begins, _the greater

the chance of success. There is wall-d‘ogumented\ ‘Evida‘nca

in student files to indicate that through an interaction




: ’ of instruction with self-concep:Qmprovemqnt, short-term

‘penefits result tr'on\i individualized remediation. The
qnea’tion still remaining“is: _ Do these benefits continue,
following remediation, so that thAildren's long-term
educational, o&cupaticnal and social/psychological

préspects are enhanced? " 2

¢
ose -

The purpose of this study, then, was to assess the -

/  long-=term impact of reading remediation *acadenic /.

standing during high sct;cnl \_and\\post secondary edj cation,— -

on career . opportunities 'and attainments, .and on the

abflity to function socially in society.. It has been

widely accepted that the inhibiting effects of A‘readi'nq

problems become more pronounced with the Aseveri'tyiof' the

disibility, and will also take longer to ameliorate. For °
-+ -this redson an attempt was made to determine whether -the
length of the treatment period had any significant‘ bgarinq

~>gn the outcomes being examined. Since _there are. other

factors than remediation or number of treatments
accounting for success in the above-manﬁione‘d»areas‘, 3

-factors such' as " intelligence, father’s ucgupétion and

grades repeate:i, were ?aken into consideration as well.
The major pbjecti}res for the study included' the following.
B _ (1) The extent to , which high‘_school ;;r;d{xatién, A
) ’tinal s::\hool ma'rk's, last gréde of high school

2 .
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\ v o
completed and college/university attendance were
affected by either rsnediacion or length of
' treatment was considered.

(2) lected career were inﬂue'ne.ed

b§ ra:ediatin or length of remedial treatment
T was cnnsidete/:‘.

@) Whether selected affective attrih‘qtes .
characteristic of studentg with learning
problems (shyness, trustratian,.over d_ependenca,. ’
minifnnl participation. in social/recreational

activities) were as a . "of

rema‘diatian . or ‘1lengt:h of treatment was

considered. . E '

@  lNeed for the study -

Balow (1965) tound 'that most stud;es documentinq'the
change in reading performance !ollewinq a period of
1;|tensive re-ediul instruction ,usually report only the
immediate post-instmction results. Bruck (1985) poted as
wéll, that knowledga of the history and dntinued; effects
of learning disabil/t.xes beyond chll&houd is [limited.
Long-term studies that have been.-done do no_ preuenc

* for

consistent results i the, adult

the 1e,arning’ disabled child. Some researchers report
optimistic outcomes .whila 'othorl present* a bleak picture
While res

with many negaﬂve consequ_enca;. ts. suggest
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o that ‘learning disabilities p&rs—ist throughout adolescence
and adulth’ocd, there are ’c‘onflicting speculations
, regarding the learning disabled- adult’s educational,
literacy, occupational, social, and emotional functioning

and statu.5. It seems important to provide some empirical

/ 3
; data on .these issues. ¢ * v
C- The prpsent study was undertaken in order to obtain a

compreheﬁslvé‘ picture of the speéifﬂf Tong-term effects of

‘
individualized remediation on academic, occup/a%onal, and

social/ps'ychological outcomes for children with .readinq

difficulties. The study took the form. of a follow-up

survey of.,former students of the Diagnostic and Remedial

Un.lt at 'Memorial University. A comparison was made

between _an early group. of learning’ d.frsal;led students who .-

received diaqnosis but’ ho clinic‘al remediation and a later

group who " received weekly ‘individualized ' clinical

/remediation in addition to the diagnosls. over- 2000

children have been seen in the Diagnostic and Remed].al

uUnit. With,. its systemat:.cally Xept student files, there
is* a pool or data ‘base ‘that offérad a unique opportunity
to do a 1ong;tudina1 study in order to bette; undezstand. =
cha ‘mng-tem results' for ¢ childrsn who had received
individualized remedial readigg instruction.

Practically, it. is .am‘.icxpated that' such a study

.. - would. provide v{luahle information for .use in the

urqanlzation and davelopment: qf studant programs within a

v clinical setting. ,Theoret}ica]_.l'y-, the findinga ¢ould have
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ramifications for the provision of reading remediation

services in general.

.Setting for the Study

The study wa#. conducted in the Diagnostic and
Remedial Unit of ‘Memorial University of Newfoundland. The
diagnostic component of the Unit was ai‘.t\blisﬁéﬂ in 1971
when Dr. Roger Bdrnsley, Research Fellow in the Institute
of Research in Human Abilities, received funding from the
Provincial Department of Health ~'to -establish va Learning
Centre. The purpose, of‘cne Centre ;:as to screen children
for learning iiisabil‘ities and to conduct researéh studies
in the area of learning d_is‘abiiitiéa in order to develop
improved diagnostic and therapeutic cechniques. Chiidren_:

who were xeferred to the Learning Centre by medical and

Educatiqpal practitioners were assessed using a battery of .

standardized tests. The Vinfomatian gathered on the
ch}.ldren by Centre personnel 'was conveyed to” schools to
assist them in _indivi;-lualized programming. Since there
was 1littlé or no ‘follow-up t_c see whether the
rgcommehdations were cairied out, it was not poisible to
evaluate the benefits of the diaqn.oses conducted .at the
Centre. ’ In order for the test.-results to be c;t'muclll

value, planﬁing and implementation of remedial programs

was necessary. It became clear ”tc Centre personnel that

more was needetd-than -diagnosis alone.'
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In response to the observed need for remediation
services, the*' remedial component of the Unit was
established in 1972 by Dr. Marie O’Neill. Its purpose w&E
to serve as a resource to_ e&ucators in assisting children
with learning disabilities. These two components acted
separ;tely, but cooperatively, as the Learning &entre
until 1973  when, ‘az t‘.ha~ request of ‘the Departmer;t of *
Education, they were merged into the Diagnostic and
Remedial Unit (D & R Unit) under the .direction of Dr.

O’Neill.i The new D & ‘R Unit was set up primarily as.a

. service.to schools. and’ the.community in oviding help for
j learning‘dlsabled children. /?n 1988, der -its present

director, Mrs. Barbara Hapkins, the Ungt cancirme's ‘to

provide this service to children, parents fand schools in a
variety of ways. 0 ’ ;

PV 03 provides diagnosis of learping difflcultles

- and remedial services. -Children are refey red to the Unit

from all parts\_of land. and L . Some are
seen fof- diagno;hic purposes cnly: others ‘are s’een for
assessment and pro;\ram planning, which ‘is ch carried out
by school personnel Many children al o return for
remedial teaching. The length of time that a child spends

at the Unit’ varies with the severity of the problem, the

ility of ti tation, the i t of parents,

and .the capability of the school to establish a pr#gram to

_mea'i }ndividqal needs. The Ui\it continues to receive 200

requests par'school year for services and, therefore, has:




a long waiting list of children” needing diaqnos&ic
assessment and individualized remediation.

2. It provides inservice workshops for teach‘ers on
the ciiagnosis and\ramediation of learning disabilities.
The facil¥tiés are also used as a site for teachers in

training at the University to do their practicum course in

Special Education. Lo .
<1 It provides inservice trainihg for parentg
T e through group sessions and presentations for organizations

such as_ the Parent Téacher Association - (PTA) and the o
Newfoundland Association ‘for.Childreh with Learnirg ;

Disabilities (NACLD). Many iarents attend weakly sass’i-ons

at the Unit te view their ch;ld wcz‘kinq with an 1nstructor

in order to gam the “skill and confidence that will enable

them to @assist their‘ child “;m coping with the learning
disability. Also, in cocp;aration with the University
School of Social Work, the bDiagnostic and Remedial Unit
offers’ ongoing family counselling when such a service
appears necessary. This has been ‘a Qﬂuabla assac to the
» Unit since the famly's .coping style can greatly affect

the learning disabled chxld’s progresvs.

Diagnostic Procedure
Diagnosis at the Unit to assess a learning disability

follows a .general method which usually includes the
e\ following. ’ ¢




1. - an interview is 'con.duct;d with the child’s
parents “jn order to obtain detailed descriptions of the
child’s speci;ﬁc learning disability symptoms, b‘ehayiof in
the homé environment and the coping strategies employed by
the parepts in handling the clgild"s problems. n'z‘t};&i‘ents
also view tllie test‘inq session through gwo-way mirrors and
tomplete a written informatxon questionnaire regardxng
family bacquound and relevant past his):ory of the child
relating to developmental progress from  birth onward
severxty and treatment of learntu; dlsabili\:y, and soclal

and emotional adj ustment.

. pefsonnel xndiﬁt\mg the reason for referral, results of

testing. already conducted, and any relevant information

2. A wnttgn commentary ;is obtained from Echobl'

about theé child . in the Classroom situation .th\a',t ~the *

teacher can ;‘n:ovide. .
‘3. A casual general discudsion is held where the
child is askgd %o explain what ree\‘dinq neans, tell what is
most enjoyable‘- in school, indicat“e wheéfe the greatest
problems .lie and explain how pe/she Hould. like to be
helped._ . L . o

k ‘A; A .series of standardized and.informa 'tesi:_s are
administered in G&fder to obtain: - (a) d}measure of
1ntelliqence "and cognitive fu‘nc\ti?n‘ing, (b) a measure of

general  academic achievement 5n" reading comprehension}

mathematics, . and general knuwledgé, (c') a. measure of'

visual memory &nd éye/hand coorélination abili‘gi, (a) a




&
measure of auditory percep{ﬁon, (e) an assessmént of word
reqognxtlon and comprehension ability when oral. rauding,
(f) a measure of vocabulary development and cumprehsnsion
ability when silent rgadinq, (q) a measure. of 1istening
abxlxty, J_rlx) a measure of receptive, expressive arl\d‘

wrltten languaqe ability, (i) a measure of grapho/phonic,

syntactic,“and’ semantic abilities, (j) a -néasure of
spe]:mﬁg ability, and (k) :a ' measure of m.sndwritoing
ability. i '
‘Attention is directed to the way in which the child.
learns most -easily,- whether by visual,)\ auditory or
kinesthetic metnodé or a combination of some or all  of
these. Of particular interest. is the-child’s pertbhnanca
Quring the testing; that is, his/her interaction with the
examiner,’willingness to try, length of concentratiorm use (
of avoidance tactics, ;érssveran'cs as tasks increase in
diﬂiculty, confide‘nce -in " his/her own ability, the
quantity and quality of errors/made, and ti\a.child's
awarenesé of and reactign to them. By careful analysis of

all the data, a pattern of reng and

emerges which- is used to clarify the nature of the child’s
prgblems, and which subsequently forms ‘the basis of the
7 . t

recommendations for' remediation:

Indivi lized Remediation ’

Following ‘diqgndstic assessment, a decision is made

as to whether indiviclualizad remedial Lnstruction‘wi!.i be
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o : i)
offered. Considerations for selection llow a designated

\pmcedu‘re’ wi;h the severity of § problem being
considered a main priority. The children and their
parents should both want to participate in ti':e program and
thé children should be those whose main deficiency is in |
reading.  Students seledted for remediation attend the |
Unit for a regular one-hour weekly individualized sa'ssioni
during the school .year.

The methods and tec};niques of the remedial programs
closkly resemble those prescribed by Balow (1965). that are
implemented in the Psycho-Educaeional Clinic at the
University of Minnasota: They are also similar to tl-e’se
outlined by Bruck 41985) that are practised at the McGill-
Montreal Children’s Hospital Learning Centre. In all
cases the programs are'governed by thé needs of the
student. Attention is directed ‘to the way in which the

. individual student learns -most effectively. Special
materials and methods are selected on an individual, basxs,
rélative to the needs of the studant\

A wide range of current and past materials are
utillzed including games, puzzles, workbooks, manipulatwe
and magnetic letters, tracinq and writing cpmpendxums,

“.zopular reading »series trom canada, the United States and
Great Britain, proqrammed remedial reading kits, computer
programs and selections from childran's literature. An
eclectic approach is predominant. However, since some of

. the students are non-readers and many others have ‘Severe
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dafiqiencies in word recognition‘, this urén receives major
.emphasis. Comprehension skills are also considered to be
‘of “prime importance during all stages; o; remediation. N
Regardlessl of the simplicity of the reading material, the
students are given exercises va‘n’d practice in understanding
word meanings, selecting the main idea, sequencing ideas,
a;(g« events ” getting the facts, noting details and drawing
inferences. é

Children with learniny disabilities often exper,iepce

' varying degrees of difficulty in taking in,’réme;nber‘ing‘,

organizing and responding’ to the visual and verbal

information in the world around them. Since they do not

" seem. to learn by self-discovery, everything needs to be

. continual failure are warded off and the students begin to

explicit with cunsidérable overlearh;nq. -Theirs is a
mystifying, corlaf‘ush‘u; world. Remediation, consists o-tl the
reduction of uncertainty. Emphas'is is placed on providing
successful experiences for the students 50\ that many’
beh v.{or problems can be-averted and motivation can be
incfidased: The development ot‘a favorable at;.'itude toward
reaci ng and toward themselves. as persons of wo}ch is

implicit in the program. As the debilitating effects of

5 ~—
note their own progress, self-confidence begins to grow,

self-concepts improve, and their rate of progress

-noticeably accelerates.. An i ion of 1°

achiévement wli\th self-concept enhancement 'accﬁrs‘thac vis

’mutual“ly reintoréing. Eventually the students’ reading

L




~ improves and self confidence is built up to the point

a where they can return to the regplar classroom.

When children return to their classrooms full time

and cease attendinq the Unit after a lengthy’ period cf

remediation, it is recamended that they should gradually

assume the’ responsibility for independently coping with

; i " 3
. their school program urder the direction of° the class

\
teacher. Ideally, a policy of concinuous.‘cbseryation

should be practised by school personnel and parents to

ensure that students’ levels of progress are maintained so

= that they continue to view themselves posxtlvely in the

learning 5ituatu’m. This is advocated but can nexther be

implemented nor con! lled by the Umt. -\}

v = ~

N . Children with lea;:ninq problems are often referred to

;) as learning disabled. bwh;le there ' is r\"onsiderable

2 . N disagreement about ‘labelling children with learning

problems, for the purpose of ‘fhis thesis the following

° terminology will be,used.
will N

Ieamlns_dmmlm ' -
/

b ‘ A specific learning disability hay en described by

the United States Government as: [ ' 3
. A disorder in one or more of the basic’
‘. psychological processes ginvolved in
‘understanding and using. langudéige, - spoken and
written, which may manifesc itself in an




impérfect ability to listen, think, speak, r&ad,
write, spell, and do mathematical calculations.
(Smith, 1981, p. 21)

Children with specific learning
disabilities are a  heterogeneous group who,
along with many clearly intact abilities, show
significant deficits in some areas of academic ~
achievement. Although the predominant symptom
is usually 1learning to read, this may be
accompanieéd :by other difficulties such as

physical awkwardness,- directional
disorientation,” and the more familiar prob'lems
of spelling, math, and written work. The

© persistent difficulties of these children cannot

be attributed to mental retardation, emotional

disturbance, sensory or neurological impairment,

cultural disadvantage or lack of 1nstruction.

{Bruck, 1985, p. 91)

Some definitions cite brain tdamage as a
characteristic of learning disability. 1In the absence of
neurological testing, there is jnsufficient informatien to
' prove either ‘obviously identifiah{e or. iﬁterred central
nsrvous system dysfunction. Therefora, no such’ impnirment
is l.mplleﬂ in the use Of the term learnlng disability for

purposes of g:]us study. A neurological base will be

implied only in the sense that all ien‘ninq is,

neurulo?cally based. This provision _wi].l gllow all the

subjects in the study to be cateqorized' as learning

iD

disabled, and maintain énouqh consistency to use the terms .

1earn_ing '_problem, learning disability and learning
disabled interchangeably. .

“ )




A diagnosis is an appraisal @r assessmeRe of a

student in ord‘er to establish the cause or naturg of a

learning problem by analysing observed symptoms or
) §

*" di'stihguishing. charactetistics. T

- Reme‘diaci"on xref-;;x:_s‘Z to the tredtment. measures, émployed
as a neans of counteracting or re_lieving a presenting_set
of «symptoms which inhibit ‘learning.’ The measures are
intended to correct ‘deficiencies ax‘ld/ér‘ impr_ove skills in

= certain areas of reading.’

{11ips and Sigler (1980) have stated that:

< The self—cbncept"‘ is; essentially, a .. l
conceptualization or image Of -the. self. It :
encompasses . all that a child brings to the

. statement “This 'is 'me*, uding an

g & understanding of his quanﬁ;s and abilities

’ and the féelings that ~accompany . these self- =
percaptxans. (p. 112) . ’

In this thesis, the above -definition, and the following
definitions proposed by Quandt and Selznik (195&) will be
used.

i Self-concept refers to all the perceptions
N individuals ‘have of = themselves; especially
) . emphasized are individuals’ perceptions of their
value. and ability. There are two aspects of :
P self-concept. about which most .psychologists R
appear y;u agree: ~* : : .

“ 5y 1, The perceptions of self that individuals
3 -, "have include their views of themselves as
compared to others (self-perception); their

-




views of how others see them (self-other
perception) ; and their views of how they
wish they could be (self-ideal).

2. The ‘perceptions of self that individuals
have are largely based on the experiences
they have had with those people who are
important to them (significant others).
Thus, such people can effect change in
individuals’ self-concept.

.

Good self-concepts

Good (positive) self-concepts are ones in
-which ingividuals perceive themselves as capable,
and/or -important and, therefore, able to perform
at normal or superior leyels. Ing terms of
readlng, this is a set of self-perceptions that
in no way interferes with reading -ability or .
with ability to learn to read. It may, in fact,
enhance the person’s opportunities to learn to
read well. (p.

>

Poor_self-concept: \

« Poor (negative) self-concepts, on the other
hand, are ones in which individuals -perceive -
themselves as incapable or unimportant to such
an extent that they are unable to perform at
normal levelks. Related specuically to reading,
this is a set of perceptions that interferes
with, reading ability or with the ability to-
lgarn to read. Q. 1)

It was decided to conduct the present study ‘in order
to provide résearch evidence to support or negate the
conviction that ‘short-term gains resulting from remedial
reading ins't:ruction arer maintained over time. It is

readily posdible to cite Many individual cases to prove
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the success of remediation over the short-term, since the
’umediau post-instructton results are recorded in the
students’ files. However, while it is'believed that long-
term benefits are also derived, no attempt has previously
been made to evaluate syste;atically th? dcadenic,
occupational, social and emotional status of the students
served by the Diagnoatic and Remedial Unit over a long
period of time. While it was recognized from the outset
that this undertaking would not be easy to carry out, it
was nonethelen considered to be a worthwhile project( and
one for which a need. exists. N

It was decided to ‘use a lonqit’:udinal follow-up séudy
approach to secure nece;sm informétion . to support a
satiés of hypoéhesas related to lonq-teri outcomes of

rmediaj;lon..- Fletcher, Satz, and Morris, (1984) concluded

from their res that 1 inal are hot
panaceas for problens as‘sdciated with the measuremen;.s of
behavioral change over time.. Likewise, Labouvie, Bartsch,
Nesselroade and’ Baltes (1974) believe that “"simple.
longitudinal degigna with repeated ohsex_‘vatiuns of the_
same group of individuais may represent...a less than
'cptimal procad’ure for obtaining valid _intomhtion on
intr;-indlviduni age changes» and may be mislea«;lix)g..y." (p.
288). However, in the absence of ‘a more exact means of

+ the 1 i inal study method was amployed

b\xt carried-out with a clear understanding that in studies
ot this kind where one is being guided by the findings of
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the literature as well as by conventional wisdom, there:

will be numerous limitations. The foniwinq are”

recognized as possible limitations of this study.

The first .limitation was the fact that in a study of
this kind was- not possible to conduct an experiment
where : alﬁhe potential confounding variables were
controlled for by randomization. 1In this instance some
probléms resulted in the selection of the subjects ‘in the
~study sample. N

The sacond ].Lmitaticn dealt with the data cullection

brocess. All aatn used in the study were obtained !z‘om

the Diagnostic and Remedial Unit files, the responses to a

Parent Questionnaire and the Cumulative Record files of’

the students in the sample. A list of 107 names was

- géneiated.- ZInittally, it was intended to collect data on

_two groups of 30 students each for purposes of analysis.

Difficulties in ébta}mir&q‘ responses resulted in a
disappointing return of 34 percent (see Chapter 3 for a
more\‘.detailed explanation). This poor return had an
inhibiting effect on.the design model “because of the
sample size. i ’ o

The third limitation involved a lack of consistency
with1’n the sample.  ,Instead of hnv:}nq‘a rax;_dmg selection
of students from the clinic, the sample had to.be limited
to those parents and students who would co-operate. - In
the case of o‘na group, those who responded tended to be

the most severely disabled and r.hara!ore' needed- the most

o
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help. In the other group, it appeared that those whose
problems were less severe and 1arqe1‘y c;v;come, failed to
r;spond. In addition; those responding in the first group
tended to be’ of slightly higher IQ than those in the
second qr:oup and somewhat 1ess severely disabled overall.
This presented a somewhat different picture in tems of
fi‘ndinqs than would have been obtained with the wider
sample ut&qinally intended. ‘

ﬁe fourth limi,tac‘ion concerned t‘he' intervening
history: of ., the subjects. Into;n‘nation collected,
particularly from the.subjc;cts' cumulative files, produced
a: var;able that had to be considered in interpret}ng
t‘indinqs. E: 4 p:;oveﬂ to be a siéniricant factor in’ some
instan::es and was cutside the controlsof the researcher.
'rhe school records revealed that both qroups had received
varying degrees of extra help in terms of - quality andv

quantity of school remedial pngtamm;ng in respanse to the.

recomeﬁdationé of the..diagncsti_c reports from the Unit.‘

This meant that the study"‘as no longer dealing - with

- individualized remediation versus no remediation ‘but

instead, indlvidualizad clinieal remediation versus no
clinical remediati'n. . In order to control for this
factor, it wculd_ have been necessary fc l-l"mve a i;or;trol,
group - who wéfs éurp\é_saly' preyenced . from ,receivi{\g
remediation: / g et |

The fifth nmtation ccncerned ‘the fact that some of

the variables regarding the inte 1igence of’ the subjects

L




and their school leaving marks did not have the same

metric. This the was limitead

to what information was available in the Unit files and in
school cumulative record files. ' Whereas all -subjacts in
one group had ‘réeceived WISC-R testing by the same
aiagnostic team, the scores obtained for the other group
were less stable because some scores came from school
sources where theré was more variation in the kinds of IQ
tests used. For this reason, an exact scurg‘is but a
crude measure of intelligence.  Likewise, the school

leaving marks were allocated based on different

examinations and evaluated by different markers using-

different criteria.

\
-




CHAPTER II N

REVIEW OF THE RELATED LITERATURE

The impetus for this research arose from the writer’s
growing convict_ion,thﬁt an interaction of instruction with
self ccncept/occurs during m:\e-tp—one remediation that
produces ].on\g-term beneficial effects on the educational
progress of children with reading disabil;ties. It was
-anticipated' that the 1mproved'edqcationa’1 outcml(és wauld,'
'in‘ turn, promote. improvementé in occupational and
social/psychological prospects, as well. VIn order to find
evidence to support this ccntentiﬁn and to clarify related
bissues,‘ an - extensive . review of the literature Was.
undertaken. v ¥ '. .

In this review an attgmpﬁ has been mde‘tc: (a)
clarify the characteristics ‘and th\s_prcblams of children
with learning disabilities; (b) examine self-concept as -a
construct, with an emphasis on ‘the siqn;fi‘cagae of
parental and teacher inﬂuence.on its develdpment; (c)
examine thgnrles and concept’s regarding the relationship
that exists among 1ndiv1dqalized remediation, abademic‘
achievement, and self-concept; (d) survey studies relating
the effects of individualized remedial ‘instruction and
1éngth of remediation on . school :outcomes; - (e) review
studies examining the relatinnshi‘p between individualized
remediation and length of remediation and career outcomes;

(f) review studies examining the relationships between
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remediation and 1length of remediation and

.- social/psychological outcomes; and (g) investigate the

influence that other factors, notably 1n€911iganc-,
father’s occupation and number of grades repeated may have

on the outcomes of ir&srest.

Dolgins, Myers, Flynn and Moore (1984) explain that:

a learning disability is not easy to pin down or
define. It can include a- wide assortment ~of

deflicits and characteristics, rangi from the

specific skills necessary for /reading or
spelling or e¢alculating .to a cdllection of

maladaptive . behfviors. such as hyperactivity,

impulsivity, ‘distractibility,  and poor
concentration. Few children sent all the

symptoms associated with learning disabilities,\
and some who are not learning disabled will

exhibit these same characteristics from time to

time, In the end, a learning or behavior,

. =wpattern, no mtEez how it may deviate from the
ideal,’ is not a disability unless it interferes
with the child’s capacity to learn. (p. 30)

It has been noticed, that learning disabled children
have trouble laarning despite their normal intelligence
because, for some reason, their central n;rvouu systems
are delayed in maturing. It is the quantity, intensity,’
and lcng. duration of 1mmatu\re behavior that make learning
disabled children different. Their wide array of -
abi}ities and _disabilities characterize ‘ them as
incc;nsistent, unpredictable, disotqanize‘d children who
puzzle and ot&n frustrate the adu‘lts ;round them.

Because they do not tolloy the normal pattern of maturing,
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.they are delayed in developing a sense of order which is

the foundation on-/Gﬁ}ch' future learning is built. Smith
(1981) explains:

They cannot seem to organize what they see,
hear, touch, feel, smell, and taste in order to
make sense of their environment. They cannot®
sort out that which is relevant from that which
is not. They lack discrimination. The
filtering mechanism of the brain is not working
properly, and so the mass offsights, sounds, and
feelings is coming in inscreened, causing
disorder. Because the children register -
fragments of what is coming in, what comes out
is therefore fragmented, disorganized,
irrelevant and disordered. They are
indiscriminate in reactions -and often in
statements. Although at times they display a

. very matura intellect and senaltivity, they are
1y . and PP! ate... The

term "learning disabled" is appropriate for thems.

as thay are disabled by their’ disorder. (p 9).

since the term "1aaming disabil!ties" ::ame into ‘use
in- the 1960':, at laast 100/ varieties have besn recognized
by the United States Department of He_alth, Education and
Welfare. Schoonover (1983) believes that learning
problems car_\ be n‘arrwed dovnv to four major categories:
rea;'nnq difficulties, language and writing problals,
abstract \concapt foméion difficulties, and behavior
problems. Golick (1978) groups the learning difficulties

that children experience into trwae major categories:

space - timg - number di '_ L dai , and
specific dy:_luxia: For the purposes ‘of this study the
major-cmphui’ will be placed on. the third category so
that only npacitie dyalaxia will be daalt wlth in detail.

As early as 1896, Morgan noted the existam:a of a

specific reading diuhnlty indicated by siqnific_an;'

\
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disparity 1r3 reading compared with achievement in other
.Scademic areas. He and Hinshélwood (1917) named it
congenital word blindness. Some time later, in 1928,
Orton coined the term strephosymbolia meaning twisted
symbols. Since then, d;velopmental dyslexia, or dyslexia,
has become the term used for referying to a learning

"disability in which reading problems predominate. Because

only reading seems to be affected the term "spec;tic"é

used.  Children with this problem experience directional
confusion with reading and writing. They mix up letters
that are near mirror imaqeslof each other (b and 6). "ljl’gey
often write letters ané‘ whole words backwards, sta;rting
from thf right hand silde of the page and, when reading,
. they reverse the orﬂexlr of letters in words, making errors
like . saw for was. Such readers tend to remain slow
readers, making many miscues, losing their place on the
page and generally fingling-reading ablaborious, tirir}q
process. When spelling, they t¥y to use phonics but they
can’t ;eem to tell when a word is spell’eﬂ"correctly or
incorrectly. Théy cannot keep pace with their thoughts
when writing, so their stories, ,'essgys, and answers to
qugstions are full of ex;x‘ors which they cannot seem to
monitor. Children in this group have a tendency toward

lefthandedness and mixed ay; dominance and to cope from
families with a ‘history of readin§ and . spelling
disability. '
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Gough and Tunmer (11’5) note that there has been_a

spirited debate as to whether dyslexia constituteg a

medical disorder with & _ne\zrologi;:al basis. Many causes

of dysl®xia have been postulated, ranging from incomplete

cerebral lateralization (Orton, 1928, in Gough § .Tunmer,

1986) through dysfunction in intersensory integration
(Birch & Belmont, 1964) or temporal seque{cing * (Bakker,
1972), verbal processing (Vellutino, 1979) to genetic
linkage ~(Smith, Kimerling, Pennington &, Lubs, 1983).
Evidently in despair of finding a unitary cause, a ’number
of scholars are now searching for subtypes (Doehring,
Tri‘tes, Patel & Fiedorowicz, 1981). '
Some recent research in‘ the area of learning
disabl}itias has detected functional and structural
abnormalities in dyslexics' brains. Hluchy (1984) reports
that in 1979, Galaburda & Kemper, both Boston
neurologists,_ examined the brains of two dyslexics who had
aied and . found alterations in the cells and cellular
structure of the outer layers ,of the <1eft\ hemisphere of
the brain, .the area that controls language. They
cdnclucied that the alterations had occurred no later than
the first 18 to 20 weeks of fetlal, }ite, a time when that
part of ‘the brain develops. Duffy (1980, *n .Hluchy,
1984), cn‘e’of another group of rese;zchers, reported that
Ausing brain-scanning t;chno}ogy he had combined an EEG
with a compute;r to' obtain color pictires of the activity

in dyslexics’ brains as they performed variious. tasks
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involving language. Significant differentes were found
between the brain patterns of dyslexlc’s and normal
children. = More research will have to.be done before
theorists and researchers can s‘ay, with any cert:{my,
that the dyslexic brain is different.

Same. ex;;ettu feel that proviny organic causes of
dyslexia will help chi‘ldren troubled with this learning
“disorder by bringing rélief from the frustration and low
self-esteem that the)‘{ suffer when parents and teachers
accuse .them of 'baing s_tupid; lazy or both. Others, -

however, fear that when children learn their dyslexia is

organically based, this knowledge'may only add to their

negative self-perceptions‘'and feelings of inadequacy and
make matters ‘worse. In -any evant,‘ researchers indicate
that they are still far from a breakthrough in digcoverlng
tl;e ca\\ses of the' problem. Galaburd; (1979) believes
that, in the meantime, early intervention al"nd educational
therapy can produce impressive results. '

Coming to understand the nature of learning

disabilities and acquiring the knowledge and skills to

empathize with and provide instrhiction for children who.

have’ leéminq .disorders has been challenging to educators.

; )
Sally L. Smith (1981),. an educator uit)ﬁ:z .20 years of
Y

experience in this field, has ‘accuratel ated’ tH® case

when she ‘acknowledges that when it comes to handl.ing the

- c : i
learning problems of children, there are no easy answers.

Today in Canada there” are esthﬁﬂtad .to be more than one,
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million school age children, of average to superior

intelligence with a learning disability.  Though the
experts disagree on exact numbers, the prevalence is
estimated to range from 3 to 40% of the school population
>(Eelmont, 1980; Farnh‘am-Diqgory, 1978). = Many educators
now feel that about, 10% 6f the school population is
involved. Boys affected outnumber girls, with ratios
ranging from 4:1 to 10:1 (Benton & Pearl, 1978). It is
sufficient to say that many of our childfen have learning
disorders and that the_re' are at least a couple -in any
average classroom. o

‘Teachers a;ld concerned parents have increasinély
redognized the need for diagnus’is and remediation of
léarning aiabilities and throughout the 1970's ;:‘hey began
‘ta /mak'e concerted efforts to get governmental ai:t\enticn
and to make their demands heard. Th Canada, the Canadian
Associatron for Children and Adults with Learning
Disabilities was formed. .It is dedicated to creating a
climate of undérstanding of " the n;tpre and. “needs  of
learning disabled childx;en. 'l‘hlis and other organizations
have been disseminating materials and holding conferences.

Sqminais, workshops and the media have increased awareness
» . E

'in the general public of the probl.ems of these children in
obtain‘ing an education. =

In 15;5, in ‘the United States, congress passed Public
Law 94 - 142, N requiring - states ::ol provide a free,

appropriate pu);;lic school education for al}\ éhildren with
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educationally handicapping conditions, including learning
disabilities. The act mandated that each handicapped
child be educated in the least resfrictive environment,
app‘ropriate for.his or her needs. _ Most schools have
interpreted a "least restrictive" environment as placement
in the regular classroom with special class or resource
room help as needed. ’ ’1

In cCanada the Bi‘itlsh North America Act .specifies
that education is the responsibility of the provinces.
The restlting lack of federal direction and funds has
probably s,averelly.hampered the treatment of learning
disabled children. in this country. Onl.y Nova seotlar and
Saskatchewan now provide mandatory sp;cial - education
classes for the la'atninq disableé. In parts pof mainland
Canada (mostly in Ontario) there‘ are some special schools
for the learning disabled, but these are relatively few.
In Newfoundland, some chi\ldren spend most uf‘ their\ time in
the regular classroom but get extra help from resource
teachers _and tutors. Others are placed in ,special
education sett‘:ings mainly, going to the mainstream or
regular classroom, whenever possghle.v However, for the
most paxs, here as elsewhere, learning disabled children
are preseﬁtly being educated in regular classrooms without
extra attention and tﬁere, they often experience de‘taa:
and failure. \ ) ‘

In 1984, Governor General Edward Schreyer, ptocluliud
March 5th - 14th as Learning Disabilities Week in ;:anqdu.
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To mark this event an article was featured in The Evening

Teledfam, March 10th, 1984, in which the Association for

Children with Learning Disabilities emphasized how vital

it is that chil.dren with learning disabilities ‘be

recognized early, at 'least shortly after entering school.

' It further stated that if such children are allowed to go

without special understanding and assistance they often

develop severe psychological problems involving lack of

confidence and loss of self-esteem. These, develop through

inability to cope with school as well as the pressure

+ received because they cannot c-m’pentrate or keep up with
> the group. They become so used to négative rc‘a;ults that
soon they cease trying and fall further bekind. Without
help these childrenasimply give up on themselves. Often @ 7

they become dropouts from school and scciei:y.

selg-conctgt Development
&

Phillips' & 2igler "(1980) have stated that "few

- of devel are as 1 to children’s
effective daily) runctior:inq and general well-beinq‘as is
their acquisition of a positive self-concept, and the
accompanying feeélings of personal.adequacy ni:“d self-worth"

avew‘ their

ability to learn, is an important aspect of | reading

(p. 112). The confidence th:i learners

achievement. Causes of behaviors and of perceptions are

difficult, if not impossible, to identify and measure.
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eless, existing research dealing with self-concept
and achievement has produced enough evidence to identify

(self-concept as a significant’ factor in all -aspects of

learning. For this reason all aspects of self-concspt’
- ¥

relevant to learning disabled children’s development have
been reviewed.

The words "self-concept" have come to mean, "the self

'
as the individual is known to himself" (Cart 1973, p.

9). carter had notedq the importance of self-concept as a
construct in the theories of many writers (Crow, 1967;

Heber, 1967; Lewin, 1936; Rogers, 1947; Snygg &, Combs,

a . . .
1949; Snyder, 1965; Strang, 1957). It was postulated by

cooley (1902), Kinch (19/1'.\/ Mead (1934), and Sullivan
(1959), that a person’s perception of himself is' the
central factor influencing behavior. They saw self-
con;:\ept as that configuration of gqualities , and
characteris;ics which the individual feels are de‘scri;’:tive
of himself. It was also seen by the majority of these
theorists as a phenomenon which is absent at birth and
develops through social interaction as the chilq grows u;\d
matures. ‘

The development of self-concept is thought to be in a
state of ccnti;1uous change and modification as it is
influenced by the varying social situations and
experiences. More recent theorists including Bridgeman &
Shipman. (1978) tend to accept.this early view.of how the
child is carried from a point of individual isolation to a

. n . \ 4
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develc;pmental milestone of sharing the views of others
about the self. They acknowledge that Mead’s theory of
the'"socialized self" is a useful model for understanding
the de;relopnent of the child’s self-concept, but note the
{mpact. of age as another important aspect of that
development. . Throughout the preschool year§ and into the

primary grades, many children ma#htain very positive self-

-concepts, reégardless of their ability and circumstances.

They do not seem to internalize the views of others until
second or third grade at which time th;j.y beg‘in to .
recognize the importance of school achievement and lower
their q’el!-cﬁnéepﬂa as a result of Nlearning problens.
Bingham (1980) notes that preadolescents. with learhing
problems upp‘eur to be mosti susceptible to (;.he impact of.
the failures.

Rasaur;:hers have long recognized that the wa'y
children feel about themselves greatly influences their
ability to learn. Heathington (1980), Quandt (1972) and
Schubert (1978) believe there is a strong relationship
between the quality of a child’s self-concept and his
reading achievement, with a good self-concept having a
positive effect, and conversely, a poor self-concept

producing a negative effect. ’Tha literature seems to

that negative seifzg nust be dealt with in
trying to chlngé achievement and behavior. ' Part of )
dealing with negative self-concept is gaining an,

understanding of its causes. Since it has already been

.




- 33

accepted that f}e child’s self-concept takes :form and
;hape .within the social context of family and educational
settings, and that the challenges, evaluations and
interactions with parents and teachers leave an indelible
impression upon cflilﬂren’s evolving self-opinions 'and
feelings (Phillips & 2zigler, 1980), attention will
necessa®ily have to focus on socialization research in

these areas. - ®

ue; ol ~Co! t Deve.

Research consistently indicates that ‘parents‘ exert
the greatest influence over a child’s self-concept. They
are the first "significant others" inithe child’s life and
they transmit to the child from birth onward the attitudes
prevalent in their environment. Quandt & Selznick (1984)
agree and suggest that: ° .

The views that these people appear to hold are
revealed through their reactions to children’s
behaviors, through theit approval or
disapproval, love
or lack of love, and through other rewards or
punishnents. From a very early age, children
learn two 'concepts from such reactions: . how
" competent they are in activities which are 8y
deemed important by people significant to them
and how valuable they are as individuals. (p.
3)

Most parents in today’s society, irrespective of
socioeconomic §tatus, value education -and want their .
children to da well. They do not always realize, however,
that in their interaction with their children and the x/
s\:ructuzinq ot the home environment they ei\:her tacilitate
or constrain their children 8 educational;.da\{eloyment and

2 =
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future prospects. In particular, :hgy ccmmunicgte the
importance. they attach to reading through the provision of
reading materials and participation with their children in
reading re}gﬁtad activi}:ies and in this way influence their
children’s attitude toward reading. : a
One aspect of the child’s developing selgdconcept
said to be related to different child rearing practices is
the motivation to achieve. 1In som; way not entirely clear
to” researchers at present, \parents influence their
children’s expectancy vfor success and tha/ value they place
on attaining it. In an article on. t‘:urr_ent trends in
achievément and motivation, Wigfield & Asher (1984) refer
to studies’ that att‘rilbutg success aynd/mL failure in
academic ' tasks to four factors - ability, effort, task '
'éltficulty and luck. Of these four, ability attributions y
are considered to ha\;e’ the greatest impact on.the self-
esteem, with individuals tending to feel best-when they
attribute success to ability and worst when failure is
attributed to lack of ability. Under normal circumstances
/chlldran are resilient and take the occasional failure in
"théir stride believing that increased. effort will be
rewarded with success. However, children ‘with learning
disabilities ‘tend to lose this resiliency in the face of '
repeated failuxe and without reassurance of their ability
c’h_e‘y come to perceive. »themselves as failures. It is when
they sense. their parent'sxlac'k of confidence in their

ability to "do learning tasks that negative self-concepts




are formed. = Silvernail (1981) contends that the care
ck:xildren receive in the early years prior to attending
school establishes their core self-image. In effgct, c;us
means that childre}l are already predisposed to success or

failure when they come to school.

Influence on Self: Development

Upon ‘school entrance children meet with the next
"significant other:d" and the emphésis gradually shifts
from the parental influence to the teacher apf" the
influence of the school énvironmént. Woodlands & Wong
(1979) have expreséed the view that children are exposed
to the school system during the most iﬁportant periods of._
their physical, socidl and psycho‘logical development.
They contend that the school provides a dual curriculum
which is both ilf\pl-icit‘ and | explicit and that the
interaction of jhese two affecés l;oth the external and
internal experiences of the student. The explicit
‘curriculum consists of subject matter. 'l:he _process -of
knowledge is taught and thelmastery of the curriculum can
be measured in a variety of ways. Thé implicit cuxgiculum

consists of icating to the his/her position

in the academic and social setting of the school

relation ‘to peers. It is nore difﬁ'cul,t to observe and
evaluaCe{ however, itll is the implicit curriculum which
contributes the most to the student’s perception of

-"self". Hawk (1967) stated that "regardless of the amount
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of knowledge imparted, education has failed when selves of S

pupils are inadequate, defensive, and characterized by a

general ‘feeling of " in what to them"
(p. 12). With the taalization of the critical role played ,'
by the self in b;havioz and learning, concern over the
self-concept of students h3s become a major issue among
school people. Of particular significance in this concern
3 is the crucial influence of the teacher-student
ralatic;nship. % :
Wigfield & Asher (1984), in conceptda‘lizing social
and motivational influences in school, cent’eﬁq that _the
way teachers interact with their studenivs'exerts a
siinith:ant 1n§1uence on students’ achievement in réadinq .
and' motivation to achieve. They refer to reviews of the
extensive literature on_the topic of teacher expectations
(Brophy & Good, 1974; Cooper, 1979; and Dusek, 1975) which
indicate that generally speaking, teachers have
preconceived notions favoring the educability potential of
white, middleic.;lass students. Their expectancies of
student performance a.re formed from their own initial
attitudes combined with behavioral obsarvat'iol:ns obtained
from working with students over a period of time. Results
of studies by Good & Brophy (1977), Good, Cooper, &
Bl;kaly (1980), " Parsons, Kaczala/," & Meece (1982), and

Weinstein (1976) have shown that teacher expectations are

sometimes translated into teacher behaviors involving '

ditgerencial praise and criticism. For example, students
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for whom have high ol ions get more praise,

are called on more often to answer questions, receive more
classroom privileges, and are allowed morg time to think
before answering questions. Students develop awareness of
differing teacher treatment and adjust their perceptions
accordingly. . s ’
The evidence Jappears to -indicate that either
consciously or unconsciously, teachers do influence the
self-concepts of students. . The indications are that ;:he
more positive a cﬁild's perceptions of the teacher’s
feelings, the better is the academic standing of the child’
and' the more desirable his/her classroom behavior. On the

other hand, Black (1974), Gever (1970), Moushow (1975) and

Sebeson (1974) have all ated the rel of
students to attempt activities which previopsly b\'ought
failure and resulted in negative feedback from teachers.
Consistent negative judgments will result in a
correspondingly negative self-concept (Andrews, 1971;
' Beare, 1975; Senf, 1976)’. Snyder (1965) summed up what is
generally felt to be the mést worrisome feature-about the
teacher-chi’ld interaction and. self-concept when heJ
suggested that teachers maylunintentionally, through their
behaviors and attitudes toward students, modify the self-
im:ages of students in a manner that is detrimental to
satisfactory s ol achievement. .

Dweck (1975) and Quandt_ & Selznick (1984) are

concerned with the of P failure




on children’s achievefient motivation and behavior in the
area of reading. Quandt & Selznick refer 'to a spiraling
process where development of negative self-concept
interferes with learning to read and the resulting reading
dL‘sabuity leads to an even poorér self-concept. They
state that "children may__become vicizims of a self-
fulfilling prophecy. Believing that they will not succeed
in reading, thgir behaviors and efforts during reading
instruction contribute' _l:o making their expectations come
true" (p. 5): Dweck defines this situation as learned
helplessness, which is a pex;ception that failure cannot be
overcome. Butzowsky & Willows (1980) conductéd a stuqy.
.whiqh confirmed. that poor readers do exhibit learned
hal}:lsssness in the face of failure. .'This condition is
accompanied b)} high anxiety since children do not want to
be regarded as incompetent in the eyes of their peers.
When students become convinced of €Reir inadequacy as
‘readers, they frequently resort to a variety of avoidance
tbchniques. These include trying to disguise lack of
ability by appearing to make no ‘effort, denying ths
importance of Vreading activities and/or shoying apparent
hatred for reading.’ Instead ‘of helping the si;‘qation,
these behaviors only t:end to make matters worse. '
Inability to read is suclally unacceptable‘ As
wigfield & Asher (1984) point o t, researchers have found
that Blaw-learning childral‘nd low achievers tend to be

less pepular and amcnq the least accepted children in the




39

classroom. They refer to a study by McMichael (1980)
which indicates that boys who are bo’th poor readers and
lack social skills tend ta be accepted only by other boys
with similar academic and social problems. These children
form gr'oups within the classroom and as a result are
likely to become nore ?“d more alienated from school.
Chapman & Boersma (1979) caution against excessive teab;\e;
criticism warning that children who initiall); form
specific negative reading self-concepts may gener.,alize
their feelings to other facets of the school situation and
form a global qegaiive view of‘ self. .

Behavioral and social problems such as those outlined

are found to occur more oftén im learning disabled than in

normal children. Primary among these seem to be conduct
problems (Douglas &‘ Peters, 1979; Kinsbourne & Caplin,
1979; Rutter, 1978). School phobias, depression, and low
self-esteem may also be seen in greater frequency in
children with learning problems (Balow & Blomquist, 1965:
Boder, 1973; Cummingham & Barkley, 1978; Peter & Spreen,
1979; Rutter et al., 1976). There ’seemsrtn be a.consensus
of opinion in the‘ literature that 1learning disabled
children have a low self-c‘oncept‘because they are aware pf
their academic failures and frustrations (Houck & Houck,
1976; Woodlands & :Honq, 1979) .

Barkley (1981) contends that many of these children
with learning disab‘ilities, who have acquired poor self-

concepts begifl school as highly motivated students who
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eventually lose interest iu-academic. mate“t“ial after
several years’ experience of classroom failurq“. They may
often become significantly anxious or depresseé by the end
of elementary school. Silvernail {1981) concludes that
the literature has made it abundantly clear that teachers
play a vital. role in detgrmining children’s self-concept
and stressed the import‘:ance of their becoming cognizant of
this fact and consciously searching for ways of building

positive self-concept i‘n their students.
. B

Individualized Remediation - Tts Impact

Achi and Self-C

Although . there have been advances ' in identifying
learning disabilities and, particularly in the case of
reading, describing and classifying symptoms, there remain
many unanswered questions as to causes. .In the 1980’s the
debates still go on and the studies continue. What
educators do agree upon is that learning disability
symptoms must be regognized early and suitable prograns,
and strategies planned to meet individual edu¢ational
v ~ ;
needs.  What is important is to find ways to teach
learning disabled children to do the®things they cannot
do. Rawson (1974) states: L

No matter how completely we accept him,.a child

cannot accept himself as a fully worthwhﬂle, !

competent, effective person unless and until he

gets at least functional mastery over the skglls .

which will permit him to do what he wants to do.

This competence is the only solution to the
sense of inferiority, and all it leads to in
~>




personal and social waste, unhappiness, ‘and

often tragedy in modern literate, technological,

«cultures such as our own. Somewhere he must’ get

the skills of school. "I am", the child needs

_to be able to say, "What I can make work". (p.

72)

Heathington (1980) agreed that one of the most- vital
of these skills of school is the ability to read. ‘From
pleasure in leisure time to basic skills of survival,
reading affects all phases of an individual’s life and
guides his/her cultural - interactions. Since reading
proficiency is demanded for effective citizenship, it is

considered a’ necessary goal for every student in school.

The school is instrumental in the process of attainment of i

that. goal. children soon realize when skills in read‘ing

' are not sufficient to satisfy their need to know, and when

they fail to meet school'goals, ,do not blame the school

but merely form negative \opinions of themselves as

students. It is noﬁ‘?w,idely accepted among educators that

later academic successes and life adjustments of students.

will be achieved only if they acquire positive feelings

and perceptions of themselves %in the early years. It is

- essential therefore, to ensure, that special attention be
-
given to children “where needed to overcome negative

feelings and attain\ necessary raédfng ‘skills; hence the

need for remediatgoh. Depending on. the séverity,of the

problem, ‘thée ‘remediation may have tc_Abé iﬂdiviQunllzed.

The remediation is provided in the hcpe:that children will: '

be able to achieve higher -levels, grnudliate’ frém'high
-~ .

school, and go on for higher educat;on'.

i
kY
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Remediation of diagnosed problems should begin as
early as possible because it is believed that the Sooner

it is provided the more beneficial it will be. Keeney &

P ~
Keeney (1968) showed that when diiaqnosis was made in the

first two grades of school, nearly 82% of reading disabled

students could be brought up to their rormal classroom
work compared to only” 10 to A5% of those diagnosed in
qrades's to 7. Studjes by Bloom {1964) and Caldwell
(1968) have ‘shown that children are likely to be more’
responsive to remediation during that period in which the
brain is.mafuiring and when behavior is less differentiated
(ages 2-10). From ages 11%16 years repeated academic
failure takes a greatér toll. oOnce. children become
“turned off" from reading, it becomds difficult to
establish ent':husi%sm for the remedial .prograp that. is
consit:lered necessary to guarantee successful results.
Central to the provision of individualized remedial
instruction is that education be viewed as a process that
can signiﬂ.cantly influence children’s development..
clinicians who deal with children with reading
disabilities often descnhe them as haviné suffered from
loss of aalt-esteem from repeated failure in regular
classrgoms. ,They are children often several years behind

. . y
their expected’reading level who are very much turned off

‘from reading, ‘whdse stomachs become upset, whose heads

ache and wha"*y’;w; uncontrollably whan asked :e read.

Thair lack of confidence and spontaneity depict an image
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of defeat. As educators, clinicians must be able to look
beyond the children’s presénting behaviors to the
possibility of future growth, conf'é_d\;nt that
transformation can take place with appropriate instruction
and structuring of the eauaati_onal environment.
The immediate aim of a clinical remedial program is
to replace defeat with success., Sometimes removal from
the failure setting of the classroom is a necessary first
“step. 1In this jregard, Wigfield & Asher (1984) agree with
Resnick & Robinson (1975) that it is.vitally important for
children struggling with reading to experience as much
success as possible during reading instructisn in order to
' become better achievers. They also réfer to a study by
Dweck (1975) which indicates that even learned
 helplessness can be overcome through provision ‘of
successful experiences and basic skill training. Beane
(1982), combs (1982), Maehr (1969), Purkey (1970), and
Rieger (1975) agree but contend & that initially the
priority should be on success, particularly in the case of
older children who have suffered more from the

debilitating effects of failure. Artley (1977) suggests

‘that many remedial reading do ngt

they fail to recognize the importance of overcoming

damaged self-concepts. Those that do succeed do so,

b of ‘the i ion

instructors are ‘convinced,

. - P
between instruction and self-concept enhancement that is

occurring. Clinicians. have observ?, that children having
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only one hour of individualized instruction weekly, often

i

in less than a year make gains that simply cannot be
accounted for in terms of instruction Q'eceivzd alone. In
their new found 'eﬁqerness to read, to attack unknown' words
o — anxiety, thege childplen also walk and talk more
confidently, their whole demeanour reflecting their new
impr_ession of themselves. Silvernail (1981). summarized
the mutually reinforcing interaction that operates between

achi and self as "a y street, in that

successful achievement leads to higher self-concept and,
in turn, higher self-concept leads to q;eaéer achievement"
(p. 33). '
Samuels (1277) states that "The key to any behavioral
change, whether_it b in\the cognitive or in the affective
domain, is to diagnose child.rex;'s specific weaknesses anda.
strengths and then to use‘ appropriate prﬁcedures to move
then“to more adequate lev'els of.functienir;g" (p. 42). 1In
remedial teaching, considerable attention must be directed
toward identifying strategies that"wiu increase acadenmic
achievement. There will necessarily be variéan for

individual needs but there are some basio’: principles that

are‘generally accepted. While it may seem logical for the .

.instructor to pYovide disabled readers with the skills
they are missing, .it must also/be recognized that placing
emphasis.on the weak ayeas and continuing to use teaching
approaches that r.mve alzéady proven fruitless for those

children is unlikel’y to be successful. It appears to be

/

»
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wiser to build on strengths and remediate the weak areas
i o~
incidentally.

Silvernail (1981) has found that researchers on the
topic of remediation repeatedly refer to the importance of
teacher enthusiasm and stress the necessity for teachers
to maintain a strong academic focus. Facets of the direct

instruction by ine (1979) and

the mastery learning techniques- of Bloom (1976) are
considered to be effective. Instruction in word
identification, compreher;sibn, and vocabulary development
involvesr clear presentation of material in manageable
learning units that the students cmfmaster. Activities

should be selected and learning expariénces planned to

show students that skills are improving and progress is

being made. Frequent questioning and controlled pra‘ci:ica

guarantee maximum time and attention- on task. The™

teacher’s calm accepting behavior coupled with—supportive
encouragement and praise ensure that the {efsions are a
stimulating and pleasant experience for the student. It
is also consisgred important that the individual child'’s
interests be discovered so that both the format and
content of books and other visual m‘aterials used in
instruction can be selected appropriately.

In ‘ordar to maximize the sttecglveness of
individualized ‘remsdial programming, a parent-teachlet
partnership should be\developed. Teacher initiative in
inviting the parents to Wiew sessions and discuss relevant
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issues c¢an bring about greater understanding of their
child’s problems and help parents develop more effecfive
coping strategies. Instead of trying to teach reading
skills they }dll be advised to spend time at home in such
activities as encouraging sustained silent reading of
child ,selected material, p‘laying reading games, rea’ding
bedtime stories and casually discussing books, words, and
jdeas. They should also see that their children becomé
members of the public library. By working - together the
two "most s'i.gnificant other" qrr;mps}éﬁ1 can bring about
positive changes in both attitudes and ;Chievement.' ’

In their effo‘n:s to help, both parents and renie“dial
teachers should guard against pressuring children to reach
prescribed levels by a specific. time. Bloom (1976)
insists tl-‘xat children must be allowed to move at their own
pace and be given sufficient time to grasp each sequential
step in skill ‘mastery. Dweck (197% emphasizes the
importance of continuing the remedial instruction until
such time as children can change their attributions of
failure to lack of effort and other nonability factors.
The length of treatment is significant in restoring the
lost resilience to failure and‘eﬁcouraginé children to try
harder. In providing the kind of learning environm%nt
recommended by Swayze (1980) that is- supportive, cari’nq,
positive,” and gzo.wth promoung,v clinicians are ablé o
reverse the negative spiraling process and replace it with

a positive one as described by Quandt & Selznick (1984): .




If successful in extracting ideas from the
printed page and if the people important to them
enable the children to recognize their success,
they will develop concepts of themselves as
"readers". As a result of such successes,
children will attempt more difficult material,
take more pleasure in reading, and be apt t
read more widely. The wide reading makes
children better readers. As children recognize
their improvement and people important to them
notice, children’s concepts of themselves as
readers are enhanced and the cycle continues.
(p. 5)

Relationshi Remediation and School C

. The literature reported a growing awareness that t‘h;
s’elf-concepts of learning disabled children can .be
improved with lasting effect when it is realized that
improved school achievement must cigme first. m progranms .
thx"e this has been reéognized, the‘ results of. remediation
efforts have been encouraging. Six}ca the Elementary and
Secondary Educatidn Act (ESEA) was passed in 1965, the
United stats Department of Health, Education and Welfare
(DHEW) has been providing funding sources under Title I,
Title II, and Title III categories that have enabled
educators to conduct many innovative educational projects
throughout the United States during the 1970’s and 1980's.
Through these projects much is being done to alleviate the
proplems inherent both to individuals and society l.n
general from reading disabn‘ity. Some comparable
endeavors have been’ recorded in Canadian clntres also as

1sfevidenced in the studies reported in. this review.




The Broward County School Board, Fort Lauderdale,
Florida, pux;tiripated in a Title I remedial reading
program during 1968-69. A Reading Center was establlshgd'
as part of the Reading pr;-qran in the Elementary ‘schools.
The Center program was spécifically designed to heip thle
students who were- disabled readers Imiividual students
began intensive reading xns:ruction on a on‘e-to-o‘na basxs :
with a .reudin“spaciahst. After eachhad attain‘ed a
dgsignuted level, . he joined 'ax.lot;hez: s.cudem': for femedfa1~.
instructlur‘:. At a later date 'when he -reached—an&ther
designated level, he entered a ‘smau group of 4 or. 5"
students. A The treltment period 1asted 7 1/2 months with

sessions every second day o .

Thomas M. Banks, au'th_or of the Research Department
Follow-up Study  (1970) -reported t‘hat most - students
enrolled in the Reading Center, by the. very mature of
their reading disabilities and their past experiences of
failure -and !n‘ut:ntion, did not view themselves in a ;/ery
positive manner. They often had feelings of not being
liked, wanted, ncc’eptad or appr;cinted Many had feelinqs
of h’mdeq\lncy bacause they felt they lacked the ability to
meet the expaetgtions that were held for them by the
significant ot:h-‘r persons in timh' world. The "Reading
Center .program was &esigned so that all of sthe readir‘lg_

xperiences were uuct;ess‘:ul for oécﬁ learner. Tasks were
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planned so that the student beqa’n to feel that work and
learning céuld be a satisfying and valuable pursuit. In
this way, students beqa}'l to see themselves in n' more
positive light. : e
This study looked at the amount of retention ufte:’
one year of remediation. The -subjects w-r; 47
experimental-group fourth graders who attended the Reading
Center and 48 control students with Otis IQ scores similar
to the experimental group whg were designated in need (gf'
remédial reading instructiqnl but - did not recai‘;e a{\\y.
Both groups were administered the meﬂmﬂﬂn\
Test and the Gates Paragraph Reading Test before and after
the instrucgional year. The experimental gi-oup made
significantly higher gains than the control group in hotl;n‘
word recognition- and paragraph reading. The results of

the i Tests of Basic Skills, administered to

all fifth and sixth ‘year students, " showed that the
experimental group was étill significantly hitiher than the
control group in both word recognition and paragraph
reading. This result was viewed as not just a temporary
improvement. .
Rawson (1974) recounted the efforts of the Diagnostic
and Prescriptive Child Learning Center for Children with
Specific Learning Disabilities, “Howard County, Maryland.
Their program oﬁerutes an inu;ﬂ:d!.seipl‘inary diagribltlic
,service for any county pupil (kindergarten to gruda 3)

retazre_d through Pupil Services. As an additional

'
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service, the wt:eachlﬁq staff of the Center visit three
different county scx}Aou each year in order to train
teachers in diagnostic-prescriptive teaching and establish
‘specially equipped resource rooms to serve the needs of
learning disabled pupils in their own schools.

In each of the participating schools, eligibility to
the Child Learning Center Resource Room program is
restricted to those childreq who have average or above
average intelligence, . but who are experiencing
difficulties .in mastering the basic skil‘l‘s of reading,
writing, spelling, or arithmetic. a major focus is to
help school personnel identify learning disabi_lities early
in the school experience and to set up remedial programs
of 'instructiun to correct the problems and to offset the
results of accumulated failu;e among bright children.
Resource Room services provide at least forty-five minutes
of special instruction each day, five days a week for each
child~s Most (but not all) children res?and well to this
kind of educational management. Regulaxv' teachets are
involved in the total instructional ménagement plan and,
by observing lessol; demonstrations, and p;artlcipating in
school workshops,,ti’xey become cognizant of the special
e!for}:s (methc;ds,“ techniques, materials) used in the
Resource Room. ’ v

The'pr;aliminary research findings on a population
sample of ninety-eight learning disabled children in
kindergarten through third grade who received’ Child Study

!
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Center Resource Room service between pre and post testing
show that for six months of Child Study Center teaching, a
gain of six months or more was found in word recognition,
s?ellinq, and arithmetic fundamentals. The preliminary
report suggests that ;learning disabled children who
receive diagnostic-prescriptive and remedial ‘service while
remaiy'ﬁving in the mainstream of education can make
significant academic progress. )

Another similar program, a Canadian project, was
evaluated by Finch (1977). In the belief that serious
disabilities with their accompanying social and emotional
problems]can often be foraséauéd, the Edmonton Public
School Board establisiied anAElementéry Language' Arts
Assistance Program (ELAAP). The program was designed to
provide small gr’oup~tutorial Instruction to learning
disabled students within their own schools. Children
chosen for Resource Room help were in Grades 1 - 4
i’nclusive. The instructional program in Language Arts
covered the areas of reading, oral and written language,
spelling, 1listening and viewing. Basic reading skills
received primary emphasis, and featured an eclectic
approa;:h with stx:esé on phonics. Effort’s were made to
ensure that learning activities were associated with
success.

The evaluation findings indicated that significant

gains were made by the children, particularly in basic:

reading and spelling, but that generally they were still
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below grade level. Both resource room and claésroon
teachers saw the greatest changes in the children’s
confidence in their ability to succeed in classroom-work
and activities, and in. an improved self‘-ccncept and
interest in reading. The greatest imp‘rovemer‘t was seen in
'qnde 2 st\‘.\dente ‘and the least in grade 4 students.
Clearly early remediation of difficulties was seen as
being most successful. Of the 2314 students enrolled in
the 60 s.r‘:hools in the sample,’ between .550 and 900 were
eipected to be ready to return to the regular programs in
the fall of 1977/78. The general impression was that the

ELAAP progrdin had been viewed positively by principals,

cl s and and the recomnvdatian was
made that it be continued.

A particularly industrious and innovative project was
awarded Title IITI funding in the Colorado Springs Public
School System, Colorado (1974). A United States Air Force
'Academy in E1 Paso County developed the PARADE project
(Projects Advanci_nq Reading Achievement and Developing
Ego-Strength). . The pto?ran was designed to quickly
identify andbdingnese_reading problems in elementary and
secondary level students as they entered the new school
and th arrange placement so as to provide an intensive
program of prescriptive .teaching. They ;]‘.so aided the
students in the development o‘t their self-concept b§
encouraging conviction of their we'nj.h as individuals and

as members of society. Dr. Joan Stokes, Director of
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PARADE, insists that one element which must be common to
prescriptive training classes is that of assuring at least
one daily opportunity for each child to enjoy the
satisfaction of earned and rewarded, succe‘ss.

The objectives of the project were that, by the end
of one year, 75 percent of the students remediated would
be able{to go back ato the req\.;lar classroom with their
reading achievement at a level no, more than two months
below grade level and their self-concept score above the
20th percentile as measured on the Parade Learner Self-
concept Inventory. There also had to be observable
indications of improved class behavior. The evaluation
reveals that 70 percent actually went back to the regular
stream with some leniency being permitted only of the
level of reading achievement reached. '

Edwards & Ellis (1973) reported on the effectiveness
of the Vancouver School Board Reading Centre Program which
operates as a treatment centre for children who are
seveiely delayed in reading and also as a demonstration
centre for gha in-service t,/rainmg of teachers. The
centre also serves as a support unit for the many Learning
Kssistance Centres which have been established in
Vancouver Elementary Schools since 197%. "The objectives
of the program are: (a) to provide the pupil with a warm,
'prnten:tive environment where he is free to progress at his
own speed without undue pressure and competition; (b) to

give each child as much individual attention, and
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'} counselling as possible; (c) to place the pupil on an
academic program that fits his/her needs and to provide a
series of successful experiences at™ his/her level of
competence; (d) to give the pupil an intellectudl
understanding of the reading process; (e) to imbue a
‘thoreugh knowledge of the phonic code; /{f) to increase
sight vocabulary; and (g) to create a solid foundation on
which the pupil can build reading skills, (h) to assure
that each pu‘pil is capable of reading independently at =
some level of competency ip order to’ ward off the
2 debilitating effects of continudl failure.
In a personal communication to the writers, Mr. Donn %
2 Barrieau, the reading coordinator, outlined the ‘basic
procedure followed at the Ce;ltre: 5 .
The <content of each child’s program L
consists of science, social studies, art and
- physical education....The children are on

individual programs of study whenever possible
during the first term to accommodate their

different achi levels, and rates

of learning.  During the -second term an

increasing amount of ¢ time is given to group

2 activities' and short formal lessons in social
-~/ studies and 'science. Halfway through the year, 2

“ children who are abKle to succeed in a subject
" (e.g., art) taught in a .regular classroom %
situation are given the opportunity to do so in
the nearby Carr Elementary School. Thus begins
the careful transition back i/nt:o the classroom.
(p. 2) i

Pre- and post-treatment data collected from teacher

assessment of pupils’ academic skills and behavioral .
-

characteristics showed that students had  improved in

viaﬁal and’ auditory perception, phénics skill, and ‘both

oral and ‘silent reading and recall. fhe progress, of




former students of the VSBRC after returning to regular
classrooms has been very encnuraqing.

The studxes repofted are representative of many with
similo programs. One finding that clearly emerges is
that academic achievement improves significantly, over the
short term, when specific measures are taken to provide
remediation for reading problems. The review of 'the
1iterﬁ;ure indicated that the question as to wheéner shprt
term g;ins are mail;tained over time to ‘improve long term
school outcomes has been studied veryflittle. ’

Generally speaking, . the fingings ‘of longitudinal
_studies that alée available indicate that the educatianalv
outcomes are poorest for those whose disabilities are most
severe, and that prnlonged remedlatxcn is necessary in
order to xmprove long-tem prospects.

Lgng Term EQlL Up Study Reports '

Two Br1t1sh follow-up studies by Lovell,. Byrne, and
Richardson (1963) and Johnson & Platts (1962) showed that
readlng disabled students did make substantial short term_
qains and ccntinued to progress after remediation” had:
caqs_ed.: Despxte the immediate progress, within two, years
they hadifallst‘r' behix:lfl ‘tleir classmates again because
their rate of pgog;'eés was slower than the ;raté 2or :io;mal

readers. 5 -

Ba}ow’s (1965) four yeér tollbw—up study findings

tudents Of average

were that severély disabled .
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intelligence who received clinical remediation at the
> Psycho-Educational CliMic at the University of Minnesota
surpassed the normal growth rate of normal pupils (one
month growth in reading skill for one month in school) by N
five to six times during the instructional period. In the
four year follow-up period after termination of sessions,
those children who received no further special help
maintained the skill level they had acquired but did not .
progress further.  Those who .w'en given some minimal
supportive help during the same four year time interval
continued to develop at a rate of 75 percent of normal
. growth. Balow concluded that, while sevefe reading
disability is ameliorated by short-term intensive s
remediation, it is not; eliminated. Supportive help i

still n

/llavipq termination of clinical
treatment. 3

Balow’s findings were consistent with those of other
investigators of that ps‘rlod including silver & Hagin
(1964), Cllrta}— (1964), Howden (1967), and 'Hard¥ (1968).
More recent studies by Boder (1973) P Taylor, Friel
and Fletcher (1978), and Trites & Fiedorowicz (1976) also
indicate that deficits in reading "persist through
adolescence and often into adulthood. ‘Studies by Faford &
Haubrick (1981), Prauar:haim (1978), and Gottesman (1979i'
take the viewpoint that there is no relationship between
amount "of reading haJ;p received ' and nduit reading

oo outcom

and that plateaus are reached that 'make further
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progress very difficult for the severely disabled.
However, the majority of the other investigators believe
that intervention is very important and that the success
of short-term remedial efforts warrants the maintenance of
remedial treatment over'a long period. They agree with
Balow (1965) when he suggests the possibility that
intensive remedial instruction continued over years might
enable severely disabled readers to make .normal progress
in school. |

‘Rahinson & sSmith (1962) \‘cnnducted their study to
challenge the hypothesis which held tha& pupils who are
delayed in reading never become competent readers. /-[In
1958 they conducted’a follow-up of 44 students seen first
in the clinic .of the University of Chicago in 1948.

Eleven of them had been seen for diagnosis only. One of

. ¥he major questions of the study concerned the school

progress. made by each subject. The findings revealed that
only threesof the 44 subjects did not complete high
school. 'Eleven _wer.e still college students .in 1958, three
had received master’s degrees, and two of these were
enrolled in doctoral programs. One subject had completed
medical school and was "an intern. More than half the
subjects had already completed college and three quarters
were nxpected‘ to .graduaip.- The .conalusion was reached
that able students With reading disabilities can be

remediated sufficiently to obtain a Tormal education. In
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this study ':abie" by definition,.referred to clients with '
a mean IQ of 120.

Preston & Yarington (1967) in their review of
previous studies noted the“favorable prognoses of the
Robinson &'Smith (1962) and Rawson (1968) studies of t;he
intellectually gifted disabled readers. - They also cited
the Balow & Blomquist (1965) study to demcnstrate' that
many problem readers of siénificantly lower intellectual
capacity can also make educational progress. Information
regardil the progress of 32 malé adults who had been
delayed readers a; children 10 to 15 years previously,
indicated that most’of the subjects whose IQs ranged from
91 to 110 (mean = 100) had graduated from high school and
had attended, or were 'currentli' atteﬁding, college or
other 'post-high school educational‘\/i_nstituﬂv:io.ns. Preston
& Yari’nqton also reported on the Balaw (1965), Lovell et
al. (1963), and Silver & Hagin (1964) studies earlier
cited in this -review, which concluded that reading
disability‘is ‘a long-term problem with negative symptoms
still deﬂtectable in édulthocd. They maintained thateit
was difficult to draw definitive conclusions concerning
eventual educatioral outcomes of the problem readers from
all the studies reviewed because of the absence of
comparisons with the subjects’: peers from the general
population. ~

Preston & Yarington designed their o ‘n study so that

its data, based on a sample of -typical ses of reading

= ©
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problems, could be compared with parallel data from a
control group represa‘ﬂtativa of the general population.
'l'heix: follow-up study of 50 problem readers consisting of
students mostly of average ability (mean IQ = 97.6) was
\ made eight years fol}lowing diagnostic assessment’ at the
Reading Clinic of the University of Parmsyl:lanla. Each
subject had received several sessions of diagnostic
teaching at 4he clinic in addition to their assessment.
Twenty-nine also had remedial instruction at the 'Reading
Clinic, 17 had received remedial assistance elsewhere, and
four had no remediation. Evidence from the findings was
mixed, but it verified the hypothesis that disabled
readers after a span of eight years t\flflll educational
Gals EoRpAEabYe: €6 ‘Uidee: 6 LAl B5e BaEs 45 e
general population. The subjects’ rate of enrollment®in
high s,choql and their rate of success in graduating from

7 high school to the 4 1 rates as did the

\/ptnportion of dropouts from el.emer_ltury and high gchool.
Almost as high a proportion of the group gained admission
to_f:ollec‘;e as in the general population.

' The educational‘ progress . of the study stuv.:lents,
however, occurred more slowly’ in that most had repeated
one or m:re grades in their passage through school as-
compared to only une-sixth of tha genaral population.
Nona pursued or hnd plans for pursuing professional or
other graduatj study. Based on the findings for the

relatively smdll number of subjects in the sample, it was
. = .

7/
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concluded that in slowing educational pace, a reading
. disability tends to 1limit academic aspirations and
ultimate-academic achievement. .

Bruck (1985) summarized a review of the literature on
long-term -studxes by stating her concerns that:

...while results of existing studies suggest
that learning disabilities persist throughout
adolescence and adulthood, these data do not
yield a comprehensive picture of the specific,
long-term conseque: s of learning disabilities,
of the long-term effects of various- treatment
programs, and of the types of children who, as
adults, will suffer the most  long-term
handicaps. (p. 95) &

Her study, based on these concerns, was conducted at 1‘.hek

McGill, Montreal childre:n’s Hospital Learning Centre. The
ucidémic, occupational, social, and emotional status of
101 late adolescent and young adults who had been
diagnosed as learning disabled .durlng childhood was
assessed a}:d- compared .to a control group of 50 non
laa;'ning disabled peers.  They were also compared to a
second .control group of 51 siblings of the iea,rning
disabled group who were matched with the learning disabled
subjects on the basis of age, sex, and socioeconomic
status, but had no histpry of learning disabilities.

A breakdown of the severit;.y of the learning disabled
group indicated that 43% of_tklle subjects .were in the

severely disabled range, 31% were in the moderate range,

learning disabled subjects had recei clinical

and 27%° were mildly disabled. . nthough\m\y half the

for at least one and a half years, in all but four cases,

-
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the remaining subjects had received some specialized
assistance either in slchool or from private tut';ering. on
the average each subject received 4.47 ﬁenr; of special
assistance for their lear'ninq problems.

Analysis of the data indicated that learning
disabilities persisted in that the peer group always
performed hettér than the learning disabled group on
reading tests. Nonetheless, additional analyses indicated
that, under -certain conditions, basic skills continued to
improve after: adolescence for learning disabled subjects.
Those learning disabled s\;l;jects who were still students
out performed the "working" subjects, icating that skill
development ' continuea to improve G:emanding literacy
environments with the best results occurring in proportion
to years of schooling“and amount of direct practising of
reading and writing skills. While most learning disabled
subjects still described difficulties associated with
reading, the problems were rarely regarded as a'handicnp
or even a hindrance to their daily functioning. Most felt
that they had elt;her overcome or learned to compensate for

’ the childhood learning dlsabnif;y. . Test score data

confirmed .that most learning disability subjects had
1

sufficient skills to function in a variety of situations,

and that on the average 'their reading and writing skills
were at the grade "9 - level. only between 3% and 10%
. pqrfoﬁed below the grade 6 level on reading and writing

tests,. which is considered to reflect low functioning.
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In terms of educational achievement the learning
disabled §roup had not received as many years of schooling
the peer c;:ntrol group, but matched the sibling control
Mroﬂp. While more learning disabled subjects enterned a
vocational training school after completing high school,
the same proportion of  learning disabled and sibling
. control subjects dropped out of high school, completed the
formal requireme‘m:_s of their spec%fic high school program,
and continueq their schooling after high schcolj Of those
Who entered an academic stream after high school, similar
mbers of learning disabled subjects and peer controls
had completed the program, dropped out, or were still in
the program at the time of follow-up. Of-the 11 l,e;rn;nq
B disAblad subjects who had ccmpléted undergraduate courses
A . in un'i_vgrsity, 8 had ‘gone on to giad(xate work. Most of
them indicated that they found the work load harder for
them than for their classmates. They often had to reread
texts several times for compr‘ehension and had to ask
.tamll\y members to edit, proofread) and type assignments.
Many had taken reduced academic loads thus re'quiring an
= additional’year to complete their programs. The data als;)
demonstrated ' that while severity of  disability
S'igni!icant'ly c_yntributed to higﬁ school: dropout and .
failure to pursue higher education, it did.};mt inrede the,
chances of success for  those . who did enter the

postsecondary academic stream. In summary, the prognosis &
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in terms of schooling outcomes for children wit}x reading

disabilities was positive.

latio -3 eel

Evidence regarding the occupational status at:tZlned
by learning disabled children compared to. regularly
progressing children tends to be conflicting. It is
generally accepted by most educators that, at present,
remediation to amel;orate reading disability in order to
improve academic achievement is .the best provision that
can be made to enable these children to attai‘.n a
fulfilling life léng career ang to prevent the problems of
unemployment. ' Two early studies appear to have runn;i
favorable outcomes for mentally superi®r reading disabled
children when they reach adulthood. These were determined
partially by measures of occupational success.
= Rawson (1968) conducted a’follow-up study in order to
compare the vocational outcomes of 20 dyslexic and 36 non—
dyslexic male subjects, 18 to 35 years after initial
testing. All 56 subjects had attended a private boarding
school in Moylan, Pennsylvania. She found that the
learning disabled subjects (Mean IQ = 123) were as
occupationally successful as the control group. All 20 of
the dyslexic subjects had graduated from high school, 18
from Ty«ﬁa, and ‘all but 2 were engaged in, or training
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for, occupations at the professional and managerial
levels. ’

The Robinson & Smith (1962) study of the status of 44
University of Chicago Reading Clinic Clients 10 years
after clinical contact, found that ¢nly one subject was
unemployed, at the time of follow-up. The types of
positions that the former clients held varied considerably
and‘\ranged from teaching, social work, armed services,
farming and business positions to a stockboy in a grocery
store. There wéré also, 15 scui in c'ouége. Most of the
occupations ‘or careers were deeme.d satista’ctory to parents
of the clients. The g.eneral conclusion was reached that
“able" students iMean I1Q = izo), who are reading d’isabled
can be remediated so as to fulfill their o‘ccupétional
ambitions.

Balow & Blomquist (1965) interviewed b)‘/ phoné 32
former reading clinic male students’ who had been diagnosed
as severely disabled readers at the 'UniverSity of
Minnesota Psycho®Educational Clinic during the years 1948
to 1953. All subjects were within the average range:of °
intelligence. Ten to fifteen y;ars later at the time of
follow=-up, the interview dat_&- indicated that
occupaﬁionally, the subjects held a variety of jobs, less
than half of which were classified as semi- or unskilled.
None were unemployed. ’

Preston & Yarington (1967) concluded on the basis of

telephone interviews with 50 former reading-clinic clients
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of the University of Pennsylvania that, while learning
disabled students require more time to complete education
and job training than average learners, their levels of
occupational status were comparable, to those of the
population in general as reported in national statistics.
Neither was the rate of unemployment significantly
different from that of the national population.

' More recently, Spreen (1982) conducted a study that
demons’trated that although inarensinglyL negatiye
educational, social, and emotional outcomes are associated
with the degree of neurological impairment in learning
disabled subjéctg, occupational levels were similar to the

controls. By contrast, other studies have concluded that

theré are many negative, long-term conseguences cf‘

(:hildhc;cd learning disabilities, notal;ly poor‘_lavels ;f
occupational achievement. Carter (1964) conducted a study
of 35 former reading-clinic clie'nts using an eleven-item
assessment scale.' Results indicated that the learning
disabled individual is at risk for low occupational status
in adqlthood. Hardy (1968) found that most of the
subjects in her reading clinic survey were satisfied with

their jobs even though they were low level occupations.

Bruck (1985) designed a study to bring some empirical
-

U .
data to bear on current beliefs. Officially it was
intended to compare the employment rates and occupational
levels of a group of learning disabled subjects with two

c&ntrol groups; a non learning disabled peer control, and
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a group of the learning disabled subjects’ non learning

disabled siblings. Because the peer control was

" considered atypical of the general popul‘ation by

Statistics Canada (1‘978) standards, only relevant éaca
from the sibling control subjects and from Statistics
Canada were uged to evaluate the employment status of the
learning disabled subjects. .

The subjects’ occupational status was classified as
"student", "employed" (fulltime job), or "unemployed" (not
at school and looking for a job). The occupational lével
of each subject employed at the time of the int‘erview was
rated according to the Blishen Scale (Blisﬁen & McRoberts,

1976). ‘The findings indicated that similar numbers of

_learning disabled subjects 'and sibling controls: were in

the labor force. The unemployment rates for both qrou;;s
were similar and were comparable to those of Statistics
Canada. Most of the unemployed subjects in both groups
were late: ndolescents who had poor educationa and,

employmant histories. Forty-five percent of the learning

disabled group were high school drop-outs.

In terms of occupational levels, the learning
disabled subjects and sibling control had similar Blishen'.
ratings. Bruck (1985) states:

The occupations' of the learning disabled
subjects were highly varied and' included such
professioris as social workers, radio installers,
mechanics, computer analysts, nurses,
- .accountants, °‘shippers, and dispatchers.
Occupational achievement was not associated with
severity . of = learning disability. i..data
1ndicated that, on the whole .the learning




disabled ‘(subjects weré satisfied with their
“jobs; most stated that they would 1like to
eventually change jobs to more responsible or
skilled placements. Most of the subjects felt
that they had the requisite skills to function
competently in their occupation... The data do
not indicate that a learning disability as such
is a precursor of unemployment or
underemployment. (pp. 118-119)

* Social/Psychological

The inability of reading disabled children to perform
adequatel’y in areas of academic achievement despite
average intellectual capacity and educational ocpportunity
is known also to present problems in soc&al/psychoiogi:al
functioning. Many of these cr;i.ldren experience
frustration and depression from repeated schodl ;ailux.-e,
develop behavior problems, and demonstrate shyness,
anxiety, withdrawal, and overdependence which. are
asscoiated with lows of WeLf estesi. ' THese problems, in
turn, contribute significantly to school dropout and
juvenile delinquency (Brown, 1978). This topic has been
detailed earlier in the section)on teacher:influence on
self-concept development. The  literature suggests l‘.h’at
both preventive and rehabilitgtiva intervention measures
should be based on improving s:udan?:s' academic
acyievement which in turn will enhance the students’ self-

concept. All the studies favoring this "skill development

. theory" which have been reperéed in this review indicate
’ - .

AT
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not only short term reading achievement benefits, 'but

& in self- as well.

Improvements that were evident in ‘:{m affective
domain involved more positive attitudes toward school in
general, and reading, in particular. Disruptive classroom
behavior declined and reduced shyness and anxiety in peer
relations was evident. The Parade (1974) program, for
example, ~enabled 88% of the studentg ;receivinq read}ng
remediation to also score above the program’s‘zm:.h
percentile target' goal on the Parade Learner Self-Concept
Inventory.

A report from Beekmantown Central School, Plattsburgh

city School District, N.Y., describes a study of 13

dai grade 1 énrolled in a 4-year
remedial education program. The study was attempting to
determine proqrani effectiveness in terms of academic skill

and self-concept improvement. Those in charge of the

project entitled it "Instructional Support: Ego

Enhancement for Potential School Dropouts'. They based

their program on the premise that self-image is a-product
of an individual’s past relationship with his environment

and greatly influences his behavior toward future

situations. " Through prevention of failure, the, project

teachers hoped t‘.o-forestall, the cycle of evsnt:§/c,hat often
e
leads to school ‘dropout.
A model was developed which used the learning center

. i

approach: ‘within - cl
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directed education program consisted of a highly-
structured, slow-paced tsachi‘nq method. Material; such ?f
basal readers, language development kits, and audio visual -
equipment were utilized. There was a parent involvenment
ccn:panént, and preservice and inservice training for
teachers. ' The techniques aimed at enhancement of self
image, which were incorporated into teaching procedures,
might ideally be used in any classroom to good effect.
These inclucied immediate feedback, positive re’infurqement,
on-task performance, proper corrective procedures and
.scheduling which allowed each’ child to move at his own

pace. . - R 8 X

Results obtaine& “by comparing 'study students with
controls from ‘regular . grades sht;wed that exporimenta!i;
study students progréssed faster in word reqoqnition,
attair{ed a significantly higher level of self-reliance and
showed a significantly lower incidence of pérsonality and
interpersonal adjustmert i:roblem§. It was concluded by
the program organizers that their earlier contention had
been affirmed, and that by teaching their pupils to
identify with success they had achieved their underlying
goal of enhancing the self-image of the study subjects.
The pusitiyg evalua’tion of this program suggests that
educaiors. should ' be 1looking very seriously at early
intervention, as prevention may prove considerably egﬂsler

to effect than cure. {
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Kahn (1975) performed:an evaluation of a New York
city School district ‘educational project funded under
Title I for uthé 1974-75 school) year. The project was
organiz‘ed to meet the speci%/ needs of children who
exhibited a wide diversity of deficits that . included
-learning disability. The purpose was to impréve the
readiqg, 1énguage skills and self-concept of elii;i,ble
pupils:‘ H‘f\rea hundred -exceptional chil_ﬂ}en from f;ft_een

non-public schools weT¥e selected on' the basis of

residential area and'e‘ducétiunél’ disadvantaqe.\"lzeadinq

was taught to individual pupils either developmentally ‘or

. remedially Jwithp emphasis on readiness, word-attack, and
¥ \

comprehension - ski].\}gs. In addition, the children were
provided with speechj.the;apy, creative art, psychological
and social work services. N

The Peabody Individual Achievement Test was used to

assess readiné improvement, while a test of their own

design was used to ! self The
report ‘c.énc],uded that a mean gain in reading of 11.5
months was attained by the pupils in nine months. The

degree of change in self concept between pre-test and

] pcst test scores was statistically significanc at greater

thar’: the..001 level.t
Kahn. and his team. :java €his project a positive
avAluatlcn based on their, observations of - the one-to-one

relationship nt teacher. to pupil, positive feedback from

,clnasruom taachsta and putanta,‘axcellenc test results,




evident progress in terms of pupn behavior, und positive
attitudes displayed by é’xe children tawards thamselves and
school. The highest rating was awarded for the ovaran
effectiveness of the prdg.ra- in uchieving its purpnse
Although articles by Mauser (1974) and Schenk,
Fitzsimmons, Bullard, Taylor, & satzv(mao) indicate a
significant relationship between learning disabilities and
juvenile delinquency, and other studies reviewed by Bryan
& Bryan (1978) have noted the !requ;ncf of s&ci{l andw
emotionals problems in learning disabled children, little
information was available on the adjustment in social and
emStional domains of learning disabled subjects in
adulthood. Most of the follow-up studies reviewed have
been limited to adult outcomes in academic .and
occupational achievement. Spreen (1982) examined adult
outcomes of three gxou;;s of learning disabled subjects:
those with neurological inpaimeﬁt, those with suépectéd
neurological impairment, and those with no neuro}pqical
impairment. He found‘,that, while all-three groups of
learning disabled - subjects Vshowad more social and

personality pfoblems" than a control group, soclaliand

‘ emotional .maladjustments increased with the “degree of

neurological involvement.:

The Balow & Blomquigt (’1965) study conducted a
follow-up of. 32 - male clinic lubjactg of average
;ntellig'am:o’ whq had been -diagnosed as -a\‘rcnly learning

. /
disabled*n their elementary school years. At the time of

¥
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assessment most were judged to have slight negative
.
emotional problems associated with their disability.
Although nearly all the subjects had received sporadic
instruction in remedial readinq throughout .their
elementary and secondary school years, ten to fifteen .
years later, most-stlll showed ve;tiqes of their childhood
‘disability. in ‘their social-emotional functioning. In this
: regard Balow & Blomquist concluded ‘that:
Most ‘of the interviewed subjects did not like
school and ‘do. not ‘read for pleasure. or
'.‘ interest... Few of "them gave any credit to
agencies, institutions, or "teachers for
assistance in overcoming their readan
disability. Many appeared to have a negatxve
and slightly defeatist attitude about 1life in
general. Only three of the thirty-two are
married. They do not appear to ¢feel that they
are "masters of their own destiny" but give one
the clinical impression that they feel awash in
. a sea of forces fashioned by otheY¥s. In general
P they had ‘cnly vague plans and goals. (p..48)
Bruck (1985) compared the, social and psychological
adjustments of the learning disabled group she had
N followed from childhood diagnosis into late adolesoence
* and early adulthood with those of a peer control group.
The analyses involved comparing the proporti, of subjects
in each éample that had problems in family relationships,
peer relationships, and overall psychological adjustment.
The rates of reported problems at follow-up were compared

i to childhood rates for the learning disabled group. In

addition, the relationship between ‘severity of chndhobd

: N learninq disability and social/psychological outcomes was

'\ axamlnad .




The results indicated that similar numbers 'of
learning disabled and control subjects had experd:nced
difficulty in their interactions with their parents.
Seventy-five percent of the learning disabled.subjects
with reported problems a{ follow-up al'so had p‘rp_blams at
childhood and these were not associateéd with the severity
of childhood learning disabilities, sim_ilur prnpnr‘tions
of 1learning disabl} and control suﬁjects had peer
’relatumship problems with the same sex but the problema
reported by the peer control were "mild" in all 1nstancas
whereas more than half the learning disabled subjects had
problems classified as "moderate", meaning that their
degree of shyness was so excessive that they were lsoci’ni)y
isolated, 1lonely, and not competent in makinq\irlenda.

While 90% of the learning disabled subjects with px‘o‘blems

at follow-up had retained them from childhood’, 30% of tha,

subjects had overcome early childhood problems -and were

anjoyinq good peet relationships at follow-up. There were-

no differences in the proportions of learning disabled and
control subjects who' had _infrequent dates with the
opposite sex, aj-nd severity of childhood disability was not

related to this measure. .

The learninq‘dls-ak':led subjects had uignltlcartly.

higher rates of psychc}oqical problems than - the peer

controls. This was more evident among adolescents than

young adults and less prevalent in ].nrriinq dlsabled males -

|
than  females. The ]iearplnq disabled group exclusively
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demonstrated ditticulties in terms of controlling temper
and—dealing with frustration. Severity of childhood
learning diéability waé not related to psychological
adjustment at follow-up. ~ Theére was no indication of
improvement in psychological functioning for the 1eaminqv
. disabled group during the interim between adolescence and
young adulthood, but ‘it was noted that many of the
childhood psychological; problems disappeared by
a‘dolesc‘enca so i:hat 53% of the learning disabled subjects
were considered to be well adjusted at .!ollow-u;;. only a
small gninority of learning disabled subjects had recent

histories of counselling or psychiatry. In most cases the

behaviors coded as problematic appeared to be\

representative of the common difficulties experienced by
mnny‘ young adults or late  adolescents in the general
population. . -

Taking 1:1:0 account the general nature of the data on
social and psychological t‘uf)ctioning‘, it cannot be
,cc_n:cluded that children with learning disabilities are
‘more at risk or having such adjustment problems as adults
‘than'“n:n'n ledrning’ disabled individuals. Bruck (1985)
noted that vh_a;- findingé are consistent with those of Ather
t‘ollowjup, and ratr'os{aeétiva clinical studies, reviewed by
Robins (1979).° o B Ts
' A;thauqh moa.'c of the t’onow"-up studies concluded that

reading disabled étud.em:s‘can. be rehabilitated

educationally so- as “to ' fulfil their  occupational
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ambitions, few studies determined the ax}:ent"ot reading
engaged in by these stude/nts. The Robinson & Smith (1962)
study reported that in general thg br\ightsr students were
the most avid readers. Of the 44 studgnts examined, 20
stude;nts were described as ‘reuding more™ than ,uvéraqe
while, 11 were reported to read very: little or only when
necessary. They concluded that problem readers can‘he‘cume
avid readers if their prohléms are -corrected by early
remedial intervention. The Bruck (1985) study noted’ that
«the most important finding in terms of reading skills
concerned the relatively high number of learning disabled
subjects who rarely read anything for pleasure. Most of
the infrequent.readers felt well informed nb:ut current
events and e)‘(plained that they obtained necessary
information from radio, television, frlends,ﬂ.or parents.
Forty~three percent of the . learning disabled group
compared with only 12% of the control group did not read

for pleasure. - 7

Mﬂmﬂmmnmmé

It is important to include in 2 follcw-up)study of

learning disabled children all descr.ipt!.ila

characteristics, familial b and ional

history of the subjects that may have a bearing .cn_ the

outcomes of interest in order to ensure that the data will

Y . W
yield as ‘omprehansive a picture as possible. -Three




factors known to have an impact on the educ‘afi/onm.,
occupational, and affective ‘outcomes ‘are IQ, ‘ather’s
occupation (indicative of family socioeconomic sfatus) and

1

number of grades repeated.during schooling.

A/

While learning disability is r;o loriger defined using.

a formula that takes the child’s IQ into consideration,.

assiﬁnent to special learning disabled resource settings
is based on an IQ within the normal range in at least one
of either. verbal or nonverbal abilities. In determining

causes leading to academic failure, Cunnihqham & Barkley

- (1978) list low intelligence as the first predisposing

factor. It is a generally accepted fact that educational
outcomes are‘ brighter for children with Ihigner mental
capacit}. _Studies ,remieweﬁ ﬂ;aliné with both short term
and long texim effects of remediation included only
subjects whose 1IQ scores were average or higher as
measured by standardized tests such as the WISC-R.
Sociveconomic Status (SES)

It - has l;eén well jgstablished , in the literature
E/elavant té social and’ motivational .influence$, @:haer
children’s school performance levels ara’ raised or lowered
according to the SES-biased aducationai expeétéé‘icné .and

.occupational aspi;aticns held for them by their parents.

Wigfield & ‘Asher (1984) state that :'eseai:ch,has ¢learly




" f6r their needs ma{r be more detrimental than helpful to’
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demonstrated that children from lower SES homes pa;form
less well in r’eading than children from middle class homes
with the difference increasing over age  (Coleman ot’ al.,
1966; Jencks, 1972; St. John, 1970). This influence is so
pervasive that’ for first-grade pupils, teachers believe
that student social class is the most important factor for
predicting school success or failure (Goodwin & Sanders,
1969) . Since the -fat};er’s .job is a/n indicator of the‘
family’s SES status, this intc;mntion must necessarily be

taken into accaunt] in compiling follow-up data.

Grade Repetition

With respect to specific schooling practices, the
impact of non-promotion is open to question. Silvernail
(1981) has reported that some recent studies indicate no

adverse effects and ai:parem'/ly some positive effects on |

self > p Other r ' has failed to subétantiata
the’ assumption that grade repetition has educatiohal
value. Jackson (1975‘) after reviewing 44 research studhs\
on non-promgtiﬁn and 54 discussion papers, concluded that
"there is no reliable body of eyidence to indicate that
grade retention is mwore beneficial than -grade promotion
for students wit.h seriQus académic or adjustment problems"

. . % 7
(p. 627). .Malicky & Beebe (1982) suggest that unless

. substantial special help 1g’ provided for - repeaters,

recycling t‘hem through a program‘ that was inappropriate
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their progress. It appears that grade repeating may be
contributing to the handicapping effects of reading
disability noted in the Préston & Yarington (1967) study.
Chiefly, qr’ade repe}:ltion slackens educational pace,
thereby 1limiting acadenmic aspitatior) and ultimate
achievement: and narrxowing vocational possibilities. ) In

any event grade repetition i ion must rily be,

included in t’he’cempilation of follow-up data.
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CHAPTER III
METHODOLOGY

* Tkie researcher’s intention was to obtain a
comprehensive ‘picture of tha' specific long-term effects of
individualized remediaticn on the adult functioning of
learning ~disabled ch:‘kldren. This cha‘péer provides . a
description of the procedp{é-s involved in the follow-up
survey conducted in. order to obtain the_jin_form’atian needed |
to support the hypotheses. Included are the hypothese‘s, a
de;cription of the sample, the survey design, the data
coller;tiop procedures and a description of thé_dnta
analysiﬁ’ procedures. .Twenty v‘ariables were used to assess
the academic, occupational and social/psychological
outcomes that were seletted for study. Th.ese measurements
are detailed and ti’le basic model, used to present th‘esé
variables -in blocks in order to facilitate analysis, 19'

described.

School Outcome Hypotheses
The: proportion of students- in group 2 repeating

qrides will be lower than will the ‘proportion in

group }.
2. The proportion of students in group 2 graduating from
high school will be greater than will the proportion
of atnden'.cs' in ‘group 1.
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The students in group 2 will have higher aggregate
composite high school leaving marks than will the
students in group 1.
Propor\:ionately fewer students in group 2 will have
left school before completing Grade 11 thar will have
students in group 1.
Proportionately more students ;n‘ group 2 will have
obtained higher education/job training than will have

students in group 1.

" career outcome Hypotheses

Students in group 2 will have been successful in
obtaining higher status job placemerts as measured by .
the Blish;n Occupational Scale than will have
studen:s in group 1. \

Subjects in group 2 will have \a higher probab;lity of
being students than will subje‘bts in group 1.

Group 2 students, ‘since they are still in school,
will have a higher prububilit\\y of being unemployed
than will studgnts in giroup 1. |

Students in group 2 will haye a. proportionately
higher rate of employ:ment than will students in group

1.

- :
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Social/. ical

10. Proportionately more students in group 2 ‘uill have
overcome their childhood. shyness than will have
student‘s in group i. -

\11.  Proporfionately more students in group 2 will have
avercome , their childhood frustration than will have
students in group 1.

12. Proportionately more st\idents‘ in group 2 1 have
achieved independence in coping with thei/.r problemk.
than will' navé. students in grodp 1. :

13. Students in group 2 will be participating in a
greater number of social activities within their
community than will .students in group 1.

14. Students in group 2 will be reading more both for
information and pleasure than will students in group
1. )

P )
The Sample

The subjects of the longitudinal study were 36

students formerly seen at the Diagnostic an}'Remadial

' Unit. The study took the form of a follow-up survey which

was intended to make a comparative evaluation of the
educational progress, occupational status and emotional
and social adjustment of two groups of young adults who

\
were diajnosed by Unit personnel as learning disabled

. during their elementary school years. The degree of

disability varied. among ind‘ivldunls, but all referrals
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from both school and parental sources weré made because of
underachievement in regular school programming which was
considered to be attributable to reading problems.

The first group consisted of 15 subjects who were
seen for academic assessment or;ly. They were d‘iagnosed
pridr to 1973, at a' time when remediation services were
not provi;ied by the 'Unit. The same battery of
standardized tests was administered to all students
irrespective of initial presenting problems. A typical

" written report for this group is included as Appendix 1.
All of these students were diagnosed as needing remedial
instruction in reaéi‘ng, but received no spec’ial,one-to-ane
remediation in the clinic. There was some consultative
contact with referring school personnel shortly after the
assessments were done. Suggestions for remediatyion were
made, but no other follow-up infomat‘ion was available and
the stuqent; were pres;med ‘to have participated only in

ithose reading activities which their teac’hers normally
pz‘cvid%d in the regular.classroom. !

The second group consisted of 21 subjects \seen for
academic assessment by experienced diaghosticians or
remedial instructors on the D and R Unit staff. They were
diagnosed as needing‘ 1ndividualized_remedial help in
reading. Assessment procedures for this® group followed
the basic procedure detailed in. the Diagnostic Procedure

| ]
section. The diagnosis differed from that of group 1 in

1
that selection of both standardized and informal test
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instruments varied according to .the presenting problems of
the individual éhildren. A typical .written assessment
i report indicating specific tests utilized is included as

Appendix 2. A lag of at least a year behind _expected

grade level had to 'be demonstrated in }:he diagnostic

fi;-xdings in' order’ for a child to be’ cgnsidegeé for

indiviiué}ized remediation. Two or three year l.ag:‘w'ere St

frequently observed, and it was not; ‘ungommen o) £ind
\ . children who ’were, ‘in essénce, nonreaders.

As a supplement to their regular school program, the

students in this group received an individualized,

clinical remediation program. All programs were designed*

to provide the support structure and the skill development

ry for ul achi in academic work, and
2 the impr _in self: . The programs
generally included: instruction in_ the basic skills

required for reading, spelling, and writing; consultation

with school personnel to explain the nature of presenting 4

problems and to ma)nr ions for cl i
and advice to parents on coping strateégies and family
activities to give the child a sense of well being in the
home environment. The sessions at the Unit continl;ed l
| . until such time as it was estimated that the children
could cope adequately with tﬁeir school program withcﬂut

undue reé:aégicn. In some cases, however, ccmplicat}qng

such -as poor , lack of portation, and




school leaving forced termination of sessions before

sufficient progress had been made.

Althouqh the researcher was studyinq only a sample,

the interest was really to learn abeout 'the generals

pop\;lat‘:ion from which\réhe ;ample was drawn. It wéé
tt;erefore important that the ga\fnpie be as rapresehtative
as possible of the*gaﬁerél population of learning disabled
persons. It 'was 'the intention to conform to the

recommendations of authorities such as Borg & Ga.\l (1983)

‘wha suggest that' in order to- attain the objectlves of

planned research the general rule is to use the\largast

sample posslble. In correlational research it is

qenarally desirable to have a minimum of 30 cases. - In a

causal-comparatwe study such as this, a minimum of 15
cases’ should be included in each [} being compared.
Initially, it.seemed that it would b easy matter to

obtain the reqﬁired number;of cases since there were knowm

to be over 2000 referrals' to the Diagnostic and Remedial,

Unit. These files had ggeen collected singe the clinic
first opened.in 1971 as a Learning Centre. The files of
the students seen for aqademic assessment only, prior to
the establl@txment of the ‘remedial cbmponent of the Un t,
had been stared separately, thus facilitating sélettion of

subjects for a comparative evaluation of the two groups.

a > . -
+ The Learning Centre files numbering 350, covering the

period from 1971 to 1973, formed the data’ pool for group -

1, the nonremediation group. According 3 the present D




and R,Ug\it numbering syst’em;"an additional 2885 referrals
had been made up to the time of follow-up in 1987. These

files were arranged alphabetically and filed according to

classification as current and noncurrent. :The noncurrent

files, numbering approximately 2340, included those

students who had been seen for remediation as well as

those seen for diagnosis only after the formation of the
Unit. These noncurrent files of. ‘the children who had
received remedxation formed, the data pool for group 2, the
r74'nediation group. S <

.. It was impoxtant to select as follow-up subjects Ei\\l\y‘\\

-th‘ose children whose problem was, prnnarily a learninq

HLsability rather than'a 1earmngym brought abdut by
other tactors. For this reason a exhaustive scraening of
those pas\: ‘nles was conduicted in order to generate names

of potential cases for' follow-up. Elininated from the

pool were chose students whose learning problems were
relatad primarily to vislgl, heaxing \or motor .handicaps.

Also excluded were students who\se problems were

. attributable to mental retardation, emctmnal disturbance

or envi¥onmental disadvantage.

In order to’ control ng variable ‘as \
much as possible, the subjectsl selected satisfied the
following predetermined criteria: . ' L

1 They - were . all 'hoys, since the Unit files,
ccntained many more racords of problematic boy readers

than qlrl (eaders.




- 2. All Qrad an IQ score.of at least 90 on either the

Performance Subscale of a WISC Full-Scale, the Peabody

_ Picture vocabuiary Test, or on the, Raven’s Standard

3 Progressive Ma;rices. . . 5
)
All had hearing within the normal range. L

AIP. had visioh within the\normal range.

5. All had demonstrated a lag of at least one year

behind their school grade in reading levél at the time of

2 - :{;:itial diag‘ncsis. This Teading performance was measured

. 5 by standardized and/or 1n£oma1 testing (mmlumm &
T ., Of Readin§ Diffic : Individual Achi

e : A TN

Test or the. <<Hvar-n‘l1 Reading I V).

In additxon to these' cnteria, time reéstrictions <
. - further limited the number ‘of subjetcts that could be .
considered for select:ion. sin;:e the subjecté; s’choo;l
cumulative records were a main source_'ef information for
2 data‘co’llectv:vi..on, the researcher l;ad to personally’ visit
. v the. school of each participating sub.jec't: in order I;o R 3
ex‘amipt_e these records. For this reason only subjects

referred from sghools operatgd by the Avalon Consolidated

g

Snd the Roman Ca{:ﬁolic School Boards in St. John's, and
the Avalon North Integrated School Board were included in .

! the . suzvey.

R O



-Survey Desian /- o
'k‘he researcher’s pi‘an was ;_o make a comparative
“evaluation Detween the subjécts in groyp 1 who received no
clinical remediation, and those in group. - who did receive
weakly individualized remediation at the D and R Unit. In
order to obtain the necessary information, the researche:
designed a written-parental questlonnaire for each group.
These questiannaires constituted the maln mstrument Eor
the collection of data. . They were designed to ymld
information that would provide detailed.\hlstnrles of past.
a‘nd present functioning of the sdbje‘cts 'seiected.'
‘Qgestlons were asked pertaining to aqe and grade at
beginning of. remediation, grades repeated, last: 'grade
completed at school leaving, whether dr not . twe s:udeh:s
qraduated, post secondary education, ccc‘upationr emotxnnal

and social adjustment and present readxng habits. hxs

infomation was added to what was——already‘ available in
Un‘it files regarding the r’aason for tafarral, presentan
problems, Severity of' Aisabiiity and' ~t£éa£me{\t history.
The group 2 questionnaire 1l;;c1uded an additional section
in which parents were asked to commeht on the rmedial
assistanca offered toDtheir chudren at ‘the’ clinic.” A
::opy of the questionnaire for qroup 1 has .been included as
Appendix 3, and a copy of . the questicnnai:é tot group 2

has been included as Appendix 4. S .

JFor all of the” subjects in ‘both groups, addi\:ional

1ntomntion on their educational histories was oh{. ined
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from past: school cumulative refords. The Btudantn'

pem{,ssion as weéll as authorization from the school baurds,
~

1pvolved were obtained in order to permit the writer to
examine the cunulative record filés. Information taken
fr‘em the cumulative records included the level of
“education receivedq at school leaving, the narks r‘ec_eived
in each grade, and the comments made by the' various class
teachers as the childrem progressed. through the grades. A

special tabulation form was designed by the researcher to

ntdin all school information'on _one ‘sheet; so that.'all

grade results from kindergarten to school lleay;ng could be

5 x:eacfily sccessed. For ' students in group 2, :l\é\grades

during the remadia‘tlon' period were highliqhted for the
purpose of observ:.ng if exam marks impraved durinq the ’
remedlatmn period, and the durat:.on of impravament, it .

any, Information gleaned from all three sources, 7the

clinic4ﬁ.es, the parental 5 i +—and—the-school

cumulative records was combined. It was then possible ta

note the establishment of parent/child interaction in the

hc;na, ~and chila i ion in the c17

chahges and, developmentél trends in these areas were noted
as well as. the varying viewpoints of parents and teachers
reqard’ing their perceptions of the chii.dren's iearn&ngA
—prc;bleins. o

The data vere studied, categorized in tabular form,

§n§ linked - to the -three major areas of consideration

stated in the ﬁurpoae of the study: academic attainment,




% ¥ 2 9ccu;7i: onal status, and emotmnal and social -adjustment.

"rl"xe ‘tegorized findinqs were then a alyzed stat s{ically s

to see whether the infomation gamed could be intemr@
‘as eyidence to auppcrt the fourteen.hypotheses. It was’
intended’ that 1if the majnrity of tl;ese .hypotheses were N
.born -oit by the findinqs, the positive results could be '' @
* considered actributable _"in "some ‘measure to the

1nd1v1dualizea remedial instruction received in the

- ‘clinic.

Data_Col l‘ecti on B g k1

Us‘ing the scre’er‘linq‘ progedure~described, a’ list of _
107 namea was. generated.  From thése it was inxtially
intended to collect data cm two groups of 30 students. In 2

qroup 2 where the: intervening time between diagnosis and

follow-up was- somewhat less than for group 1, and

individualize;i' remediation provided,- it was ‘anticipated

that there would 'be some degree of appreciation for :this
free service and that they wopld be,more’ likely to! return
the quaationnaires. "There‘fore, 47 _Mtters of request were

" ‘sent out in the héps of qet’tiﬁq 30 ‘replieé. ‘It was

anticipated that there, might' be some difficulty in

i, . . obtaining the data.on group 1 because of the longer period

. F
©  of time since the diagnosis and. the fact that parents . - :

- were ‘not given a written report of the diagnostic

findings.- It was believed that since no remediation was
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peceiqu, the parents of this group would feel under no
obligation to respond to the letter requesting ‘their co-
operation to complete and return the parental
questionnaire. To allow for this, 60 letters were sent in
the hope of getting 30 replies. :

—
/ When returns failed to come in after a two week

= ’

iﬁterval, a second 1etter:..\gas sent to all 107 parents but

with litble avail. Next phone calls were made. This

‘turned out to be a very 1en(ﬁy and arduous task. Despite‘

‘the fact that the _purpose of the stu had baan clearly
descrihad in the letter of requeat, m at of ' the parents
wanted, a full explanation of why the study was heing
conducted, how ‘the information would be useq,- and why it
was being done after such a long time' had elapsed singe
the ‘period of - diagnosis 'and remediation. ° Overall,

however, most of the parents were reasonably cooperativé

\

on. the phone, and ‘all but four agreed to. forward the

‘questionnaires. This, thou;h, was not done.

Eventually, second phone calls had to be  made
requesting pemissi}g to come personally to collact the
replies. Only two parents agreed ta this, one from each

group. One oi these’ required three ‘visits to secure the

form -but the visi:t for the second quewpwu futile
beca_use the student didn’t want the researcher tying into
his personal affairs and refused to sign’ ‘the pémhsion

form. All the othér parents promised to mail 4in the ~

surveys directly. Finaily, after four solicitations, 23
S - S .




replies were received in group 2 and 16 in group 1, a

<

total of 39. 4 E:

When these were checked it ‘was found that tv}:
subjects in group 2 and one in group 1 did not meet the
cr'i_ter'ia and had to be eliminated f&‘cm the study. ;Tvllme
final count resulted ip_z-i in group 2’ (45% return) and 15
in group 1 (25% return), ‘an overall return of 34%". This
was a \‘r‘ery’ .disappointing return and had an inhibiting
affec;t .cu-'x' the design model. ! Those parents who did return
the questiannaires gave thoughtful, pamstaking responses
to the various questions.' Group 1 pareq):s, though dealing

reliable :m their responses as thoge

with older K memorjes ~&f- “their. childreﬁis~developmental
stages, appeared

1n group” 2. These factors partially‘ compensated for the

, poor response..in terms of numhet of questmnnaues

received. LT gl
The poor return was a major limitation of the study.
Borg _ _:and Gall (1983) suggest that when more than 20

pat?:ent fail to raspond, it may be the case that the

'm. group r ' a biased sampling; that is,
the pgople w‘ho di;l n?t respond .to the que;:tionnaire are in
some-measurable way different ftcm: those who did respond.
A common. sampling bias is that persons having ‘pasi-t:ive
outcomes are more’ likeiy to respond than those -qa\}ing
negativs m;tcomes, and that people fail to return

ltionnaires in 'which deficiencies would be revealed.

g indeed,  such a sampling bias was présent in this study,




;.he find‘ings might well be spurious. The gquestion eh:t
could be posed is "Would the results have been changed if
all the subjects had ret;.urned the questionnaire?". ’

In order to find an answer t;: this question, the
researcher attempted to éain some insigml: into the nature
of the nonresponding group. s;nce less than ‘10 percent
responded to the initial letter of request it appeared
that the’ nnnraspondents’g\r attitudes repres‘ented the
predmi{inant view point of the sample. By analyzing
comments .mad‘e. by ‘the nonrespon‘dahts during the telephone
cnnversatlans to secure theix.- respcr)ae, it was possible. to
make some pert:inent: observations. 4

‘Many of the purents seamad troublad because it was
being suggested t.hat their children ﬁlad learning problems
even though they were otten the ones who had initially
referred their childrep to the Unvit and had btought‘ theh

in for the remedial seééionsJese whose children had .

done well and were no long
affects of their disability uexJp anxious about responding.
They seehmed to fear that by adm‘itti.ng the proBlem Md_a\.rer
existed they might somehow jeopardize their children’s

present favorable standiﬁg. ' of all the npnrespondents

_ contacted only} four were 2 in tr‘l‘eir refusal to
pnrticipa‘te. In these instunFas, one parent wamégd to
* know how she gould hje expa:tod to remember Qhout one
dhuq’ s problems after all thas‘% years, when 'she had seven

7 .1
children all of whom had laa‘rninq problens. Another

xperiencing the adverse 7

o




5 » k parent, himself an educator, stated that he an\:‘l‘hisz wifg N
“ were outraged thatr_it would ‘ba ’squested that their son - %
3 had a cﬁilﬁhood:‘eading prai:lem, even though -they had
. . K referred him and .the mother had brdught him in for several —
_mcnths of remediation. Ptn affluent mother explained that ’
she couldn’t be Pothered £illing in the survey form as it '
would be a waste of her' valuable time, One fathex:;\
¥ ’ complained that che ‘remedial sessions were of no' help to

‘his son so he was not going to respond. Upon questdoning . >

o (it turned out that the boy had been able to succassfully ;

ccmplete -high school and find a job, but traces {of his
|

childhood “disability had remained. - = . -

. .| No. obvious.differences were noted "in terms of the -

. aTuca:ior{a'l Jbackground or socioscondmic status’ of ~ the

N x and non The ding parents

wH\o returned. the questionnaires after considerable

prompting answered the questions in the same manner as the
| " .

res}ionding group. The initial tespéndeﬁts ap] d to be
. an unbiasad sampla of . those to.whom the gestionnaires B

ware mailed. l‘he g!oup 2 respondents represented écse L
who|were most appreciatxve of the assiscance received from
.-. the‘unit. In sumnury, the flndings squested that the
'rasults muy hnve been- much ‘the - same -even- if all -the

pnrents had returned the questionnaires. i

‘ The precess of  obtaining the school. data went much

‘more ' smoothly than the cdllection of data- from the
i - ;

par{mte" questionnaires. The three school boards involved




provided written letters of permissjon to enter the

- schools under their respective jurisdictions._ In turn,.

. the prlncxpals axgd staffs of ‘all 15 schools visited were
cooperative and hslpful.. Upon request, the researcher was
given the cun;ulatu'j:e record files and provided- with a

s quiet " place in which to examine them. ‘Theie was
considerable vafiation in the amount , of infcrmatien

5 " recorded from school to school, and in a few xnstuncss it

was n y:to E el Y schools because .some

students’ files had" not accompanied\thefn to high school.

. % »
Not a single record was-missing even though in some cases
? % P

17 years had'-elapsed Since ‘the /students had been seen for

. diagncsfs at ‘the Unit’. D,e/pendinq on the amount' of. /

information in the files, anywhere from ‘half an hour up to

two hours of time was spent on each of the 39 files
/
4 \

. examined.

Analytic Procedures

Variable Descriptién
/

’ / 3

The data w/Jre prepared in a machine readable form.

h Following thi;/ a stat’istical analysis' was conducted.

Twenty variables were used in the analysis. Théy are

described as follows.

(GROUP). The first of the variables

t6 the allocation of the 36 cases in the total

student sample into 2 groups. Group 1, -coded 1, consisted ¥




of 15 students who were seen at the Diagnostic ‘and ,
Remedial Unit for/ diagnostic assessment only durihg tke
¥ - P

period from 19717 - 1973. This group is referred to’

as the diation group -because -hhey dia . s
not receive clinical r;mediaticn ,at the Diagnostic aﬂd‘ '
Remedial Unit.. Group 2, coded 2 consisted of 21 students
or 58 percent o: e total who regeived both diaqno'sis and
remediation at the Diagnostic and Remedial Unit during the

) period 1973 - 1981. This information was obtained from ~ -

% :
4 Length of Treatnent (TREAT). This variable rezerred\&\'
e . apecit‘icully to the number of huur-louq individualized

the Unit. files. Wt

remedial zandinq,sessions,racaived by s_tudents' in both

groups at the Diagngstic and Remédial Unit. Infomation
\ was obtainad for this variable by examining the subjects’
Unit files. As attendance was kept by the instruct?rs and
5a-slon,§ totalled at the time they were tem;inat,ed, it was
- MM((IQ). TMs mnemonic’ referred to 10
scores as measu’xred. by \the w_xsc-g, Pea,bgdy Pictutf

\ possible to obtain exact figures for this vanable. .

Vccahula Test, or Raven’s Standard P:o;xessive Matrices.
- Each of thcse has ‘a mean of 1mr and a standard deviatian y

of 15, All subjects in group 1 Jaceived Wisc* tasting by

the diagnostic team at. the Unit whereas some scores for

. group 2 'éuma f_ron testing performed by 'achuo; _personnel Mg

% + which was made available to the Unit at the time of 3

e )




referral.. Information was obtained from the climic files

for this. vatiab}e. ) : L. R
_Eathex's- g;ggpg_ugn_g; Status (FOCC)._ The father’s

>
job placement vas coded - as measurad by the - Blishen
occupatiannl scale (Povers, 1982, pp. 43- 54). See Apperdix
5 for a copy'ot this’ scale. The information on thel

"father’s job was obtained from the student files af the

Unit;. It was one of the questions askéd in the ufarrﬂ: L

form that is cpmpleted’hy the parentssat the time bt the |
initial'maetiﬁg for dilagnastlc aasessme_n‘l“.r ’of\‘fhe‘ child..

There w.éra‘ two instances' where this ihformation ‘was
Hithheld by parents. ' ‘ R ki

X o
umhgx of gxggg gepeateg (REPEAT). The ‘number of

B \
grades repejsted ‘by che subjects in both® Jroups during

thelir yij.ar}s of ..school_.ii\g was _}eter&ad to here. A tej;aat
means spending a sesond yeax} in th& same scnool' grade
repeat:ing the same curricula instead of being promoted to
the ne;;(t ‘grade. This reflecis suhool policy throughaut
the provinco of . hav;nq s -udents -rapeat . a, grade
1xrespactive of mental _ahility or prasenting roblens as a
‘means: of helping_thase Who do not meet the requirénenti of
examinations set’, to determin@ readiness for the .next
grade. ‘x'his in!omation was Jtained from the: parental
questionnaire and was also tabulute‘d during/ th

examination of the aubjet;ts’ school .cumulative racbrd-a.
Figures on this variable are sﬂnble because the metric is.

common. . . £ 5 b i
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ﬂ;mmﬂ@mgn_qr_m (GRAD) . Thié variaﬁle'
denotéd whether the subjects in both groups suécessfully
completed r.):e last grade of high school available at the
éime of schooling. Grade 11 was‘the highest grade
possible for group 1 and 11 or 12 for group 2, since Grade
12 'was' introduced into the province: in 1983.  This
variable could not be applied to the five students still
'in high school ‘who. had not had the 0ppur.tulnity to
graduate. I;his jnformation was tabulated from the

subjec}!s’ school cumulative reccrds, and coded based on 1

* representing not graduated and 2 representing hxgh school

graduation. s

Composite High School Teaving Ma;)g‘ (‘MARK)’. : T}ne
'aver'age m‘ark oi:tained over‘all Ir‘subje‘ct:s taken. during the
.last tem of graduating or \school 1eaving year was
indicated by this ,vanable. FlVe subjects in grcup 2 who
were .still students in high school had to be excluded from
this measurament: An average mark can ox\»l-y serve as an
estimate of a subject’s ability to satisfy the
requirements for successful coﬁpletion of a school grade
v‘.lhere a mark of 50 is considered a pass. This information
was obtained from the subjects; school’cumulative records.
In each_cusa the average mark- obfain_ed was coded. éince
the marks invo%;red vere received on different examinaf:i.éns

nm\ evalugted by diffetant markers using different
% ! \ b

cr_iterh,‘ this variable is not a very stable ‘or accurate
. .
measurement.
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Last Grade ully Completed (GRADE). The last

grade successfully completed by students in the full

sample 4t the time of school leaving was denoted by this

" mnemonic.’ The variable GRADE could not be applied to the

five subjects in group 2 who were still in high school.
Information came from both the pa’rent survey and school
cunulative records. It was,coded such that 1 = grade 9 or
.less, 2 = grade ‘10, 3 = grade 11, 4 = grade 12

Higher Education or Not (HRED).  Thé variable
description ‘“higher education" referréd to any job
training beyond high school including trade school,
university, or technical college, that was received by
subjects except the five in .group ‘2 who were still

completing high school. The variable was: coded suché that

2 = higher education and 1 = no higher education. This

information was obtained from the pérental queﬁtidﬁnaire

.in response to the tollowing question (see Appendix 3 or

4). Further education/job training; Ur\'iversity
.

Ttafe School . Other .
0 a
Comment on training received;

Occupational Status (0CCUP). This variable referred -
I .

to the job status of the subjects in -both groups who found

' employment on leaving ?iqh school.. It was measured by the

Blishen Occupational -Scale and coded actordingly. Those

vsubject’s still in high éshoo\la)é othexrs in post secondary-

settings were treated as students so that only, 23 of tfe

- )

5 . : G

B
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36 subjects were considered under this_va’riable. The o -
information was obtained from the parental questionnaire
in response to the q"uestion: Present occuﬁ%:ion:
(see Apperfdlx 3 or 4).
e ! , Student Or Not (EMPLOY1). Whether the subjects were
xtudents or not“was indicated by this variable. Twenty- .
J seven of the subjects were not students a}: either a high /
school or post secondary level. Four of the subjects were
post secondary students and _five were high school
students.  Information was obtained from the parental -
questionn’aire (see Appéndixﬁjj?if' 4). This variable was w0
coded by assigning the number 0 to:all subjects who were ]
" students, and the number 1 to al‘l othe‘r subjegt; who were
not students. ¥ ‘
Une mg;oyed Or Not ummaxz) ‘This v&tiab}e-refe}:ted
° “to how many of the susjects werev:memplaye‘d., The f1ve
% subjects in group -2 still in high school céuld not be
. dealt with under thxs variable, so;that only 31 cases were i
considered.  Of these, 27- were employed. The four
remaining subjects were unemployed. For coding pﬁrﬁoses,
the four unemployed subjects were assxgned the number 0, |
vwh:lla all other subjects were assigned the number 1. %
.Emploved Or Not . (F.MPmYJ) This variable denoted the

number of subjects who were employad at the time the

survey was conducted. LeaVinq out the five still in high

school, 31 cases wgre considerad The” 23 out _of 31

e subjects who were empluyed were assigned the number 1 for :




coding purposes. 'All other subjects were coded 0. The

information - coded - for all the EMPLOY variables was

obtained from the parental questionnaire in response to

the same group of qu;\sticns as for the HRED and O0CCUP

variables (see Appendix 3 or 4). N

Shy-Change (SHY1). This variable was an indicator, of %
whether ‘or l:lOt the subjects overcame chilldhood shypess.
Information for this variaﬁiﬁ was obtained frop the
parental questionnaire (see Appendix 3 or 4). A checklist
of social, personal, and behlavi'nr dif_ﬂcul'vties Bml\etimes’*‘,&;
related to learning disabilities was presented and the
parents ‘were asked to_.check those which ‘thay ‘t‘:hough\:
described their sons/as you’ng clﬂldre;, They uexl:e the“
req\}ested to.explain what effects, if any, the ch#ldren'!
problems. had on their lives and the families’ while the
were growing up. Fi_nally they were asked to describe any
changes their children showed both 1!‘1‘ personality and in
ability to cope with their plroblems a8 they grew tqwarq
maturity. The comments made by teachers in the s‘choo]‘.
cumulative records in this reqard‘wefe alsol considered. '
This was a dichotomous variablevwhere.-l was cQded .as’
repre nting® no change in shyness and 2 -representing a
change in state from shyness to no longer being shy. '

Emm;_ign_—_qhgngg (‘FRUS’I‘l) . This was a dichotomous
variable where 1 was coded to rapieseht no chu’nga' in
frustration and 2 represented a change in state frgni

_ -




frustrgted to no longer fru,s’tratad. Information was -
obtaina'g'tron the same source as fz;r the SHY1 variable. )
ZIndependence-Change (im:sm).' whet}'ez subjects who
had displayed imaturity vere nble to achieve independence
or,not vas denoted by tnis varxable, and the information
was again obtained from the sahe source as for the SHY1
and FRUST1 vnrlaﬁles 'rhis variable was also @ichotomous .
vlt); 1 coded to rapresent no ghanga and 2 coded to

represent a change from childhood ﬂependence tcward adult

o . »
)
vities (ACTIVE). fThe nuﬁéx{ of

' ~social activitiks in' which the subjects participated 'was .

1;|dependenc_e A

A'de.noted ‘by this variable_. This_}into'mation was obtained
from the parental qu‘estionnnix-e in | resp'onsé to - the
request: List-the sacial‘ and recreational activities in
'vhich your son takes'part (this will include sports, youth
groups, church groups, .service clubs or.o'tliers you might
knay‘) (see Appendlx 3 or 4). Th;.s intomtion was not
obtained for 2 of he 36 cases so that only 34 cases vere
cunm“d. This variable was coded with a_range of 1=
no activities to 4 = nore than 4 activities. ) s :

" Reading for Information (READI). &n estimation, of
the “amount of ‘required reading for information purposes
done by subjects in both g'roups' was indicated by _this'
variable. The }ntnrmaéion was obtained from the purent'al'
qu-selonnai\n in response to the_x;equenC: :c!.r.cle ﬂ;e item

that best describes your son’s present reading habits:
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Reads for infomation:‘ Very often, often, fairly ott;n,
seldom, never (see Appendix 3 or 4). The coding for this =
variable was based on having 1 = never,~2 = seldom, 3 =
\" ' 'fairly often, 4 = often and 5 = very oftei-x.c/fj’hiu
} information was not obtained for one subject so that 35
cases ‘were considered.

Reading for Pleasure (READP). This variable re!atrad.

to the amount of reading engaged in by subjects in both

. - groups'a& a pleisurable leisure activity. This

information was obtained from the parent questionnaire in

. )
response .to the reduest: Circle the item that best ’
describes your _son’s present Fend}r’\g habits: ' Reads for

v g p‘l:easpre: Very oﬂ:a‘h,- pfteh, fairly often, seldom, never.

For coding purposes labels ranged from 1 = never to 5 =

' p very often. Infqgmation was ' missing for 2 Eghjec;g. 80
B ~
a -

that 34 cases were considered.

\ig
Reading Composibe (RDG). This variable referred to a A
reading composite arrjved at by idd'ing two rea .

variables, READI, rapx:esent:hig reaéing for information,

|
and READP, readh\ﬁ; for plepsure. This var;iahle was coded

us’ing values tron’ 2 to 10 to represen: E;'.he range of
vl . .
reading from never to very often in both categories.

It should be noted that variables HRED, EMPLOY1,

EMPLOYZ, 'EMFIOY3, SHY1, FRUST1 -and INDEPl are dummy

variables. Duimy variables are useful i analysis of data
’ when the independent variablep afe caty crica:!.:"' A dl;mny B

variable hau.pun defined by Kerlinger and Pedhazur (1973)




‘as "A vector in which members of,a given category are
assigned an arbitrary number, while all other subjects not
belonging to the given category are assigned another
arbitrary number" (p. 105). ' The simplest method of
creating dummy variables is to assifqn 1’s to subjects of a
group one v}lshan to identify. and 245 to all #-ar subjects
(or alternatively, 0’s and 1’s). This is basically a
coding system. suhs‘s&uent investigators may choose to use
a multi-point sca}e in preference to a dichotomo@eaﬁs
oi measuring tha; variables shyness, fmstration, and
independence in order to‘better estimate the magnitude of

g t,he‘ personality chmgé? made.

1

To facilitate analysis a basic model was used to _‘

present the variables in four blocks as follows.
Block 1: Background Variables
GROI;P, TREAT, IQ, FOCC, REPEAT
Block 2: School Outcomes
GRAD, MARK, GRADE, HRED -
\ Blogk 3:° Carber oOutcomes
0CCUP, EMPLOY1, EMPLOY2, EMPLOY3
Block 4: Socia‘l/Pfsycho‘lcglqnl bhtéb{n‘qs
SHY1, Ai"’JSTIA, INDEP1, ACTIVE, READI, READP, -
RDG g o ¢ ’
The int'ention_ of lt.hg was, to i ""},e,

relationship ween the five } variables and the




Career Outcomes

/
L occup -
EMPLOY1
EMPLOY2
- EMPLOY3
BLOCK 3
] . ' .
School Outcomes
GROUP GRAD -
TREAT MARK
1Q 4 GRADE -
FoCcC HRED .
REPEAT
BLOCK 1 BLOCK 2
o :
- Social/
Psychological
z Outcomes S——
L] .
SHY1
. s FRUST1
INDEP1
/| ACTIVE
‘READI °
e READP %
. RDG )/
BLOCK 4
* Background or Intervening Outcome
Sou: 1e: V

Figure 1. .

Conceptual Model of the Causal Relations :

obetween Variables.




intervenihg .school related variables. The intervening

va;iables, in turn, related to the career outcome
. y p

variables and the social/psychblcgical outcome vardables.

’ This model is depicted in Figure 1. The variables used
“were intended to provide a series of measurements on which
to base a éomparison between the two groups of reading,

- disabled students in terms of school outcomes, career

outcomes and social/psychological outcomes. . By arranging

"the val_‘iahles in the " four blocks with G_Réup being an

independent vari?h‘Ie, the researcher hoped to be able to
demonstrate significant positive . differences in these

outcomes for the subjects ‘in gro)xé 2 who received the

individualized remediation treatment in the clinical -

setnnq of the Diagnosuc and Remegial Unit.

- .
mwmmmw@gh <3 _
7 ‘To ‘achieve the: stfn:ed purpose, the analysi‘s of the
data was conducted in separate :sg:aggs._ Stage one involved
an v'unalysiul of the whole samp;ie of 36 subjects in order to
obtain ‘descripi:ive ‘stati‘stical information on all 20
vnriaBles. It inciuci’e‘a means, - standard deviations,
kurtosis, skewness and the minimum and maximum ranges for
each variable. In 'stage t:wo, a cnmpanscn was made
hatween the means and standard deviations for the total
sample, for qroup 1, :he nan-remediation group, and fl‘:r

group 2, v.he remed’lution group. Stage 3 involved :; one-

~<
. way analysis ot variance for the total sample with GROUP
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as the independent variable. In“\ stage four a correlation
between the variables for che‘ total sample wasv :onductec‘T
with the significance between the‘ correlations measured at
the .05 level~. When it became evident that the
researcher’s hy'potheses were not being supported using
GROUP as the independent variable, it was decided that it
might be more accurate to use  TREAT, the length of
traatmeyt, as the independent variable since fn the -data
collection process it was revealed that both groupﬁ had
received some remediation service‘ X fgom home and schaol
sources. It was decgided to ccnduct“‘ a separate exploratory
analysis on the group 2 dpta\‘ ,héing TREAT as the
“independent variable to show more a%:cu:;tely the impact of

the c’lfnicai" individualized remeqigtion. Stage five, , R

then, dealt with an examination olf cn’rrelaticns and t-
values for relationships betwe“‘en TREAT (l_angi:h of"
treatment) and a range of variables, for group 2 including .
school outcomes, career outcomes and social/psychological )
outcomes. .In stage six a correlation hatrix was drawn up
hd to examine the relétionsh;p petween; the variables in the
remediation model at the .10 level of significance.
Finally in stage seven a si‘mpla, regression analysis was
conducted to verit}} that the findini;s of stages five and

six could be upheld and J’l)ere not spurious.

5




!CHAPTER IV
FINDINGS OF THE STUDY
¥ ‘
£ v E
The purpose of this chapter is to present the
,,findlnqé of the study as they‘relate to the 14 hypothes".

The hypotheses concern the relationships between

individualized ' remediation tre and the long m
educational, .occupational, social and psychological
outcomes of the learning disabled students. Since the"

results of a statistical analysis often act as a catalyst’ %
for additional or éxtended anafyses, the results of
a_dditional findings on incremental modeling will also be

examinéd. # & i - .
. 4

- BA h l. Lo

L B Da sis Full S

.In accordance with the basic model. used, the

descrigtive stat{stics for the 20 variables are presénted

,. in Table 1. The findings of the statistital analysis will

be pras\‘ent_ed under fcu‘\r héadingg.
1. The import; t 1nforii\_at.:ion' gleaned from the
"-?acquoundv va iables will be presented. o '
2. The relatioRship between, the blocks of
hackgroui{d var’iables- and school outcomes will be
v discussed.

3. The "relationqhip' between 'the‘fbackground

: 'variables and career out will be

- e
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4. The relationship between background
variables and the ‘psychol&g&l outcones
involving self-concept: changes will be
discussed.  These relationships along with the
'relations)hlps 'between background va_riabl‘es and

. reading social activities will be referred’ to as
the social-psychological outcomes.

The inforn;ation gleaned from the background or suurée

variables indicated that there were 36 clients of the

7 blagnostic. and Remedial Uit in the total sample. They

b}e;e divided ingo two qrcups. Group 1 (n = 15), the non-
remediation group, received diagnosis only at the Unit,
while group Z (n ='21), the remediation group, received
vnrying amounts of treatment: ih +the form of indivi alized
remedial sessions at the Unit. Al\:huugh the mean was 24,
the amounts rang%d from O sessions received by all
subjectg Ain group 1 up to a maximum of 86 sessions
received, by ; studen}: in_grf\;p_ 2. The Icoq.nitive ability
levels of all ‘subjects fell into the“}?qrmal range (91~
123) with a mean of 101.81. As none w;re rqta’rdéd, it is
expected that they would respond positively to remedial
treatment and as a consequence would, in- time, be ¥)1e to
cope with their readiné proble;aé. The mean Blishen scale
job ranking. of 44 .tor fathers of all subjects j;.}l both
groups with a range from 24.97 to 74.22’ was interpreted toy
mean that -a bgoad‘ range of sociocecononic _status .was

represented. - One may concl‘ﬁde, therefore, that there is ~
'

gt
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no discernible bias as to who gets accepted in this
fegard. Most tended to come from~middle .class, middle

income families, with sullardnuinherl from more affluent

. and less aﬂ,ll;ent families. Approximately one-third of

them had to repeat at. least one grade in -order to complete'
high hool for. reasons  attributable ‘to éhalt reading
problepis. r

With regard to the school outcomes, it f:urned out

that the majority of the students graduated trom hiqh

a school’with either Grade 11 or 12, with an ‘average school.

'jab training. = i

leaving ma.ﬂuft 56 in final examinatlons. _The majority.

(7i percent) went on to some hiqher form of ed\u:ation or

In :espect to career cutnames, it ’gppaared,r,hat the .

readlhqadxsabled students overall, obtained employment in

job ;\lacemeﬁt; .sliql‘n:ly lower on the Blishen Scale than
their- fathers. Howavar, nost were successtul 1n obtalning
employment .or were still pursuing educatiunal goals to
better ﬁt‘ "u- occupational chances. N

The ptatistics on the socia].-puycholoqical outcones

inchcated that betueen 65 and 75" percent of thé subjeca™

" overcame thair early childhood shyness, frustration and

over dependence. Eighty-\:hres“’f:’ercant of - the gubjects
vere paruclpaunq in _social activities mainly involving

sports and recreathn ‘with tha majority of these clusutad

in the 1 - ] ;c{ivity brackat. ’ only 5 of the 34 c}ieﬂ» ;

\considgr‘ed-;weta not taking part in any activity. " More
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than half the subjects were reading both for information
and pléasux:e at least fairly often. Only one subject
never read at all, ’wh,ile six others would never choose

reading as a pleasﬁ;gble leisure activity.

v
Comparison Between Groups

»

Baé;d on the data collected from the éarent' survey
and the examination of school cumulative records of.the
respondents, a comparison was made between the means’ and
standa,rd.‘deviations of the two groups (see Table 2).
Aftér examining the differenges between the means of the
twb , groups it became evident that the study did not
produce the results hopgd for (see ANOVA Yresults, Table
3).  1In ‘fac't, even a cursory examinatien of the

comparatives means in Table 2' reveals that it was not

"possible [to support any of the 14 hypotheses related to

school, career:and social/psychological outcomes. The '
null hypotheses had to be‘ accgpted in all instances.
There w‘aus a weak relationship between placement in group 2
and the,k OC@UP variable, the occupationad status of the
suk?jeéts‘aé AmAeasured .by the Blishen Scale, 'but this was
.not significan't ai: .05 level. .. These findings for the 14
h‘ypothe‘ses are discusged next.
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TABLE 3°

One-¥ay ANOVAS for the Total Sample

Table 3.1 .
Criterion = REPEAT, No. grades repeated
Group Sun of : Mean } sig.
Py af Square F-ratio Level
Between’ Groups 23175 1 3175 .4645 5002
Within Groups 23.2381 34 6835 )
Table 3.2 :
Criterion = CRAD, HiSchool graduate or Not
Group Sun of Mean i sig.
“af Square F-ratio Level
Between Groups 0034 1 .0034 .0144 .9053
Within Groups 6.7708 29 12335
Table 3.3 E - . . N
/Skﬂim = MARK, Carposite HiSchool :
. Leaving Mark
Group Sum of Mean | sig.

% Squares daf Square F-ratio Level
Batween Groups 5.3720 1 5:3720 0691 7945
Within Groups 2175.2946 28 77.6891
Table 3.4

Criterion - GRADE, last grade success-
; T fully campleted
Group Sum of Mean - sig.
Q af ‘Square F-ratio Level
Batween Groups .0388 1 .0388 .0393 .8443
Within Groups 28.6708 .9886 .




(TABLE 3 CONTINUED)
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Table 3,5 3 S
Criterion = HRED, Higher Bducation or Not
~
Group Sum of Mean sig.
Squares ar Square F-ratio Lavel
Between Groups .0022 1 .0022 L0105 .9190
Within Groups * 5.9333 29 .2046
Table 3.6
Criterion = QCCUP, Occupaticnal Status
Group Sumof - Mean sig.
Squares af Square F-ratio Level
. —
Between Groups 43.2206 1 43.2206 .4046 .5316
Within Groups 2243.5276 21 106.8346 S
Table 3.7
Criterion = EMPIOY1, Student or Not
Group Sum of Mean s sig.
. Squares df Square . F-ratio Level
Between Groups .1464 1 - 1464 1.2718 .2687
Within Groups 033375, 29 Jus1
Table 3.8 - '
Criterjon = EMPLOY2, Unemployed or Not
Group Sum of Mean sig.
Squares ar Square F-ratio ° Leval
Between Groups .1130 1 .1130 9728 3322
Within Groups . 3.3708° 29 L1162
Table 3.9
Criterion —/EMPIOY3, Exployed or Not.
Grotp Sum of Mean sig.
Squares dr Square F-ratio Lavel
Between Groups .0022 1 .0022> ows! o0
Within Groups 5.9333

29 +2046




(TABLE 3 CONTINUED)

Table 3.10°

—g Criterion = SHY1, Shy Change <
Group Sum of Mean sig.
* Squares ~df Square * F-ratio
Between Groups 1143 1 .1143 14928 .4875
Within Groups 7.8857 34 .2319
Table 3.11
- . - Criterion - FRUST1, Frustration Change
Group Sum of Mean sig.
Squares ar ‘Square . F-ratio Level
Between Grodps _.0286 LY .0286 .1083 .7441
Aiithin Groups 8.9714 34 .2639 .
.
Table 3.12 s e
. Criterion = INIEPL, Independence Change
Group Sum of © . Mean .. sig.
Squares df . Square F-ratio Level
Batween Groups L0286 1 .0286 1083 - L7441
Within Groups 8.9714 £ 2639 .
d Table 3.13
" Criterion = ACTIVE, Number of Social
Activities
Group Sum of Mean sig.
Squares ar Square F-ratio * Lavel
Batween Groups .4836 1 .4836 .5238 4745
Within Groups '29.5458 32 923
Table 3.14
Criterion = ROG, Reading Camposil
Grop Sum of Mean Sig.
Squares ar Square F-ratio. - Level
Batween Groups 19520 1 19520 .2903 ¢ .5938
104.9304

32 3.2791




Findings Related to School

"Hypothesis 1. The proportion of subjects in group 2

repsating‘ grades will be lower than the

- *  proportion in group 1. . y

There was little differeénce in the number of grades 2
repeated by the two qroﬁps as indicated by the:mean of 1.0
for group 1 and 1.2 for group 2 on the variable REPEAT
(see Table 2). The hypothesis was rejected .since the
differénce between' the means, as indicated in Table 3.1,

was nat significant. 3 (

mgg‘othesis . The proportion of students in vgréup’ 2

{ graduating from high school will be greater
o < g 3

“than the éroporvtion in group 1. ¥

As can be seen from Table 2, the means for the two.
groups on the variable GRAD were the saunie‘, 1.7 in both »:
instances. - Because the-coding of the variable'was 1 = not
graduated, 2 =* high school graduate, a mean .score of 1.7
“should be interpreted to mean that 70 percent of the
subjects in each group graduated from high sch_oql.l
Obviously, then, the two' groups wers the same in this

regard .as is demonstrated Ey the non-significant ﬂn:iing

in Table 3.2.




-

Hypothesis 3. Students in . group 2 will- {ava higher

. ’compo‘site high school leaving marks than

the students in group 1.

Being in group 2 did not produce a long-term effect
on marks at ‘the time of finishing school. As shown in
Table 2 the mean of 56.8 for group 1 was slightly higher
than the mean of 55.9 for group 2. Table 3.3 indicates
that on the variable MARK there was ‘no significant

difference"between the two groups.

Hypothesis 4. Proportionately ‘t‘ewer students in group 2
' will . have 1e§t school before -completing
" grade 11 than students in group 1.

- The Var;able GRADE in Table_‘ z‘ has a E{ean of 2.9 for
both éroups. a scor‘e of 1 indicates ;hat the - student
completed grade 9 or less while a- score of 2 indi‘cat‘es
completion of grade 10. Colipleti.r‘é, g?ade 11 was scored as
3 and finishing grade-12 was Aassigned a 4. The Tean of
2.9 for each ‘group, then, should be interpreted ;s the:
typical student in eacllx gz"oup having completed grade 11.
As is ‘evident and as. shown in Table 3:4, there was nd

significant.difference between groups.

ﬂmx_hgﬂs_i. Proportionatély more students' in group 2
. obtained higher‘education/jn’b training than_
,students in group 1. '

The mean of 1.8 for group 2 and 1.7 for group 1, as

_'shown in’ Tablé 2, for the HRED variable indicates there
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was little difference in the amount of piqhe‘r educatign
received. This is verified by a non-significant finding
in Table 3.S5. Since a score of 1 meant no higher
education had been done and a score of 2 meant that some
post secondary education had been completed, a mean of 1.8
ax:ui 1.7 indicateg that 80 percent and 70 percent of thé
students 1n sz 2 and group 1 respectively had taken

some form of educatxonal tralninq past high school.

.

Findings Related to Career

Hypothesis 6. Students in group 2 will have been
successful in obtaining higher stétusrjob
placements as mgasured by. the Blisr{an
QccupationaI Scale than students in’gro\}g
L -

The mean of 40.6 for students in group 2 and of 37.8

for students in group 1 on the OCCUP variable (Table 2)

. Y
indicates that there was some di in pat fonal

level but the diference was not aignificant (Table 3.6).
A mean' of 40.6 for group 2 means that a typical student
from this group would have a job such as a foreman or
supervisor in a processing plant, while a student from
group l_wm;ld t_)-ypicany have a job as a mechanic or
repairman (notrelectzi’cal)'. .
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Hypothesis 7. Subjects in group 2 will have a higher
) probability of still being students after
completing high school than subjects in
___.--group 1. *

_A/méan of .1 for group 2 and a mean of .2 for group 1
(Table 2) on the EMPLOY1l variable indicates tha€ 10
percent of group 2 and 20 perc’ent of group.-1 were still.
students and, therefore, could not be .employed. The

difference in the means for the groups was not significant

as shown in Table 3.7.

Hypothesis 8. -Group 2 shibjects, since they are still in
school will  have a, higher probabifity of
being unemplayed than suh)ects in qrcup 1.

The EMPDOYZ variable 1n Table 2 refers to whether'

éupjects were unemployed or not. A mean of .2 for group 2
indibat:.es that 20 perce‘nt of the group were unemployed
while' a mean of .1 for group 1 indic'ates an unemployment
rate of 10 percent for - the group. Tablels‘a shows no
giqnitidanc differencer between the unemployment rate of

the two groups.

Hypothesis 9. Subjects in group 2 will have a
R . proportionately hlqﬁer rate of employment
\ than: subjects in qroui-» 1.

The mean in Table 2‘ for group 2 on the EMPLOY3

‘var‘i_abl‘e—was' .8 and for group 1 was .7. 'Eiq};ty ﬁercent of

éroup 2 suﬁjects and 70 percent of group 1 subjaci:s v}ere,
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therefore, employed. Although there was a 10 percent
difference for the two groups, the difference was not X

statistically significant as shown in Table 3.9.

Findings Related to ocial/Psychological oOutcome
Hypotheses
\ Hypothesis 10. Proportionately more subjects in group 2

will have overcome their childhood
. . . . shyness than subjects in group 1.

The mean for .tbe SHY1 variable (overcoming childhood
_‘ ' shyness) in. Table 2 was 1.4 for group 2 and 1.3 for group
1. A score of 1 was allocated to subjects who (a) were
nev.er considered to be shy and, hence, did not®change, and
(b) H‘hn were shy as children and continued to be shy as
adults. A score of 2 was given to subjects who did chnnge\
from being shy as children to not being shy as adultu; A
mean on.é for group ;,’th‘en, indicates that 40 —parCBnt
of the subj’ects in the‘ group overcame childhood shyness
while 30 percent in group'l overcame their shynass.’
Despite the 10 percent diffetence, Table 3.10 shows_th‘at

is not significant. o 2

Hypothesis 11. Proportionately more subjects in group .2

will have overcome their childhood

» ' frustration than subjict: in group 1.
Table 2 shows that, on the FRUST1 variable, the mean
= for both groups was 1.5. A score of 1 was given to (a) ‘

subjects who were never frustrated because of learning




problems and, hence, did not change their degree of

frustration and (b) subjects who were frustrated and

to be £ by the problem. A score of 2

vas given to subject§ who were frusq:‘ated as children by

learning problems but had been successful in overcoming-
, ~

this frustration py adulthood. A mean of 1.5, thén,
indicates that half of the subjects in each group were

able.to overcome theix" childhood frustration with learning

. <
to fead. When the means for-both groups are identical,

there is obviously no significant difference. in the
groups.. This is verified by Table 3.11. ’

W. 'Proportionately more subjects in group 2

7 'Will- have achieved' indépendencé in co
with t}he’ir problems than subjer!ts in
group-1l.

As with Ehe t;-ustratiun :variable, the mean in Talgle 2
for the INDEP} Variable was 1.5 for both groups. A score
of 1 was given to (a) subjects who w;re always independent
in coping with their problems and, hence, did not change,
and (b) subjects who dependaci on others to hélp them cope
with their prablems ‘and continued to be this way  as

adults. A score. of 2 was, given to subjects who had been

dependant as- children but. had become independent in

* handling -their 'am"l problems as adults. A mean of 1.5

indicates that halt of tha subjecta in each group were

able to. assume -independence as adults. Th>means are,
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-
lagically, not significantly different and this is
verified in Table 3.12. ’

Hypothesis 13. Subjects in group 2 will be participating
in .a greater number of social activitie:n
within their community than subjects in
group 1. )

A mgan of 2.5 for group 2 and of 2.2 for group 1 on
the ACTIVE variéb;e in Table 2 indicates tlhat subjects” in
each group, pon average, take par’t in 2 - 3 social
activities within ’the{r community on a regular basis. The
slight dif‘ferenée between the means for the two groups v{ag

not significant as shown in Table 3.13. |

Hypothesis 14. Subjects in group 2 will be reading more '

both for information and pleasure than

" subjects in group 1.
< Table 2 shows a mean of 5.8 for group 2 and 6.2 for
group 1 on the RI G variable. The RDG variable -was a
composite of the reading for information variable (READI)

and the reading for pleasure variable (READP}r—. On each of

these single variables the scoring was as follows: 1 =

never read; 2 = seldom read; 3 = read fairly often; 4 =
read often ‘and 5 = read very often. When the scores of

the variables were added together’to form the composite, a

” sﬁbject would obtain scores on the RDG variable as 2, 4,.

, 8 or 10. A mean of'§.8 for group 2 and 6.2 for group 1

indicates that, on average, subjects read fairly often.
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Table 3.14 shows that, despite a Elight difference in the
means . in favor of group 10, the difference was not

significant.

\
In conelusion it seems that receiving remediation in
a clinical setting had no, significant effect oﬁ any of the
school, career or social/psychological outcomes considered
in the study. The patterns of school' achievement and
career success were approximately the same for both
groups. Similarly, there were no noteworthy differences

in the social/psyépolcqical outcomes for the two grpups.

It will be noted /that the previous fidijgs in Tables

2 ar;d 3 were supported by the correlation fmatrix findings
of Table 4. Placement in the remediatich group, under ‘the
variable mnemonic GROUP did not have a sigr_xificant
relationship with any of the outcome variables. There
were however, a series of .uther interesting relationships
that did emerge, and while they wax"s not part of the
. researcher’s original design tpr' this study, they n:w-ided
information of Ix"alevance to the whole_ area of the
provision of remedial services to the reading -disabled;
hence they are discussed. here. :

. It is noteworthy that while GROUP had no signitic’unt'
effect on any outco‘ma, there was a significant Pegativé

N.
:-_clationship between GROUP and IQ. The implication here
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v

is that those who received the remedxal treatments had the -
> lowest IQs; that is, thase most in need of remedxazmn
received it.

Correlations and Schooling Variable

Table 4 indicates that in terms of the source (or
exogenous) var};bles both IQ and FOCC had important.
relationships with the intervéning variables, the ‘school

v outcomes. Thus, two reasons students with reading
problems’ received good marks in school or .completed 12
« grades of schooling, irrespective of whether they recexved i s
- . remediation Lnstruction in reading, were because théy had
. high cognitive_ ability and came Eron{ ‘homes with the
resource base necessary.r;o promote and sl.)\stain these
achiévements. ’l:hese are reiatiunships that shc;uld'not be
L .disregarded. .IQ influenced to Some éxtent, whether a
: respoﬁdent :graduated or not, and also the number of grades ’ .
° repeated: ‘namely, (1) chévﬁighg.r the IQ the greater the
probability of qraduation,; and (ii‘) the higher the IQ the
N fewer the number ~of grades répéated. The significant
boaiti‘ve corrglations between FOCC aqd the‘ intervening R
variables GRAD, MARK and GRADE indicated: that those
] 'studentg coming from higher, socioeconomic backgrounds were .
“more likely to receive high marks, attain high grades and
remain in. school until qraduation. .
The REPEAT ~variable. had . significant .negative .v,
!relaticnships with the 1ntar~}ening variables,:GRAD, MARK,
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and GRADE. In other words the more grades repeated the .
less likely students were to ‘graduate; the less likely -
they were to receive high marks, and the less likely they

.were to complete the higher grades (grades 11 and 12).

Whether a student was employed or gainfully occupied
following the termination of schooling proved to be
related to two factors: (i) father’s occupation and (ii)
'last.( grade: completed. , In this regard the negative .sign on
the colrrelation coefficient .nieant that thc;se who completed

_the fewest grades and those who came from thet lowest

status homes were those most likely to be employed.  This

relationship tended to reflect the parent commanta on the
questionnaire .am'i wés'interp;eted to mean that parents of
lower socioeconomic' statiis generally held lower
.educational aspirations for their children. They appeared
to be well satisfied if their children stayed in school
until they were old enough to leave and find a job.

Subjects who had found jobs and were self supporting were

- ca}\_;idered by théir parents to be independerit. It is also -
notewgrthy that those who were‘ successful in gaining
employ;} nt after leaving school”wex"a the most likely to L
¥ lose their frustration. .
", Change in shyness, from shy to less shy, was related
" to GRAD and GRADE. In other words, studants' who graduated

from high 'schoo_l and those who ‘completed the’ thhal‘t N
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grades were the ones most likely to overcome the shyness
problem. Only GRAD was related to change in independence,
INDEP1, and this relationship was negative. One might

interpret this to mean that the earlier the student left

school the 'sooner he became independent. N

ors Le: to Rejection of Hypotheses

While the relationships emerging from the correlation
findings were interesting and informative, they failed to

provide any support for the hypotheses that were .intended

to ‘rate that pl in group 2, the remediation

group, would have a significant bearing on the schg?l,
caréer, and social/psychological outcomes over thé long-
term. Since this was the thesis of ‘the udy, having all
i of the hypotheses with GROUP as the indz:ender;t variable
rejected was unexpected. This would have been a startling
conclusive finding had not evidence accumulated as the
data collet‘:tion progressed that-"made this outcome less
surprising. This evidence is presented below in the
sequence that it became apparent to the researcher.
m. originally it’ was believed that the
Diagnostic.and Remedial Unit files would provide an
excellent source of information for a study such as this)
but it turned out that they'had some serious limitations.
Whereas the diaqnostic component was established as a
research in;aject, the remedial component was not. ‘Thé

present Diagnostic and Remedial Unit operates as a
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clinical service to school boards and the general
community so that its data base is not primarily.research-
oriented. There were some- problems associated with this.

Some of the measurements were not as reliable as had been

anticipated for the group 2 Group 1
ﬁad all received an identical battery of tests and these ’
were reported with the preciseness necessary for the
compilation of statistical data. Group 2 data te! to
be based more on informal observations of the subjects’
handling of the readin:q process. Various tests were used
in order to maké practical reco: ndations for remediation
rather t!\ar’l for compiling stqn‘?:rdized data for raseérch
purposes. This tended to apply to m)scores as well as to
the diagnostic testing of reading ahilities.
Stage 2. With the ‘low return of qugstionnairves,
i ‘three disparities between the two groups became: noticeable"‘
because of the' limited size 'of the sample. First, the IQ
_ scores of group 1 tended to he somewhat higher so that
these children might h’avg been expected  to cope more
effectively with their reading problems. Second, the
group 1 subjects also tended to be seen for assessment by
Unit staff at an earlier age, so that corrective measures
may have been instituted earlier with in;:reased chance for
success. Group 1 median age when seen was 9.2 years, with
a kanqa.from (6.4 - 14.7) while group 2 subjects’ median
age was 11 years, with the range t;om 6 to 14 years. The

median grade level when seen for group 1 was Grade 3 with
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a range from 1 through 6, while for group 2, it was Grade
4 with a range from 1 through B.v Third, children less
severely disabled tended to have been seen during the
period from which group 1 subjects were drawn. By
contrast the remedial unit tends to accept the most
serious cases for clinical remediation. This may have
affected some outcomes. e

Stage 3. By far the most significant limitation was
the fact that no follow up ihformation was available in
the Unit files. It was only when the researcher began
searching through the school cumulative records and noting
the findings of the i:arent questionnaires fhat it became
a\pparentv that _a significant number ‘of schools had
initiated ren‘\ediation- Aprograms of théir own before

children were tested at the Unit. Other schools had

to the r n tions of the Unilt diagnoses and
conducted varying programs of remediation with the
subjects lin group 1 after the assessment. In addition, a
considerable amount of parentally supported tutoring was
providad: It was no longer a study of remediation versus
no remediation but rather a comparison between two groups
only one of which received varyir‘:g' amounts of
individualized clinica_l remediation at the D and R Unit.
' 'Given these facts the findinge~ were not altogether
surprising. There was nevertheless, considerable ddubt
that the findings reérasented the true state . of 'these

outcomes as they would applyv to a trua,remediatiﬁn versus
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nonremediation situation.” It was believed that in this
instance, given the information provided in the data, that
it might not be Hheth;er the subjects in group 2 received
remediation, but how much individualized remediation they
received in. the clinical setting that might make a

difference.
v
Additional Analyses for Group 2

It was decided that perhaps the length of treatment

might make a aifference in the findings. To test this

hypothesis group 2 subjects were examined separately using

- TREAT as the independent variable. Because there were

only 21 cades, group 2-was a very small sample to analyze,

so -the findings necessarily had to be 1nte'rpreted‘

cautiously. Since this was not the original .Lntention of
the study, thi‘s part of the analysis was exploratory.

The researcher, therefore, felt justified in changing the
significance (or alpha) levei from the conventional level
of a = 0.05 to a = 0.10. This was to minimize the error
of accepting a null’ hypothesis when it may have been
false. It " was felt that under . the circumstances
described, this new alpha level was both legitimate and

acceptable. 2




Correlations Length of and
* Variables

This additional analysis is presented using a table
of correlations and t-values for relationships between
length of treaimané and a range of outcomes for group 2

r_s;xbjects. 'l_'im results are presented ‘in Table 5. As'.

\ -
before, they were examined in the, same three clusters of

variables, schqol , career and social-
psychological outcomes.

School outconmes.

Length of treatment did not appear to have any
significant effect on the 16 of the 21 c:;ses cohsidered
under this placl‘c of variables. Only 16 subjects could be
u_sed in the analysis bgcéuse 5 were still in school. The
null pypnt;:eals was accepted for the varying lengths of
individualized treatment in the clinical setting. In
other quds, the 1ang€t; of treatment did not improve the v
long-term outcomes of the subjects in terms of whether or |
not they graduated from high school, the level of mérks
they received at school leaving, grade level they attained
or amount of higher education thc;y received after school
leaving.

Career outcomes.

The lanqt‘:h, of traa‘t'mant did n&t appear to be

aiénificant as  to. whether the 16 subjects out of the 21
considered under. this block of variables were still

scudunta, employed or unemployed. There was, however, an

oui:standinq finding in that a siqni!ican‘t relationship

-
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g .
emerged between TREAT and OCCUP. ,Although 9 subjects who
were still students at either high school or university
level could not be included, the null hypothesis was

rejected for the 12 cases ‘out of, the 21 wh(‘, were .

considered. J length of treatment in the clinical

setting appea o have a long-term effect on the career
ol e 4

outcome of these subjects, in that they obtained higher

'job placement as measured by the Blishen Occupational

Scale , This was a very positive finding, one that is .

‘congruent with the researcher's expefience. The longer
B the 'subjects received individualized remediation to
.. overcome childhood. reading difficulties, the higher the

\ job status they attained as ‘adults. . B

. social leaical .

None of the null hypotheses relééing to the self-
concept variables SHY1, FRUST1, INDEP1, and /ACTIVE could
be rejected. It could not be demonstrated that length of
treatment had any direct bearing on long-term outcomes in
these areas. It was not possible to reject the null
hypothesis for the READI "variable. However, the null
N hypothesis for the READP variable, could be rejected. The
length of treatment was positively related to the amount
of reading for pleasure done by group 2 respondents. This
finding may be interpreted as follows: that as a airect 7

consequence of having received varying amounts of— - -

“-= T individualized clinical remediation to. overcome their

reading disabilitiés,- the subjects 'in group 2 showed an
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5 ;

improved attitude tobard reading in that fhey would
voluntarily choose reading as a pleasurable leisure
activity. The null hypothesis was algo rejected for the
RDG (reading composite) variable. This meant that the
length of remediation treatment had an overall positive
influence on the amount of reading that group 2 students
did both for information and pleasure. This outcome would
be considered one of the most desirable from the’ point” of

view of those engaged in remediation instruction.

Additional Correlation Findings

Other relationships not identified in Table 5 v;era
noted and are discussed here with the understanding that
they are ex-post-facte or after the fact; hence,
serendipitous (Table 6). Although some of the
interpretations ’ may be somewhat speculative, the
relationships themselves are significant and worthy of
consideration. There is some justification for believing
that they may not be spurious findings. It appeared that
both IQ and FOCC had a signi‘ficant bearing on the school
outcomes. Students with higher IQs who came from homes
with higher scciogcgnomic backgrounds were more likely to
graduate from high school with higher marks and obtain
more post-secondary education than other reading disabled
students. Thase tw? variables also appeared to be
predictors of higher status job placements. Perhaps

because of high parental expectations these students
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remained in school longer in order to complete their
education even though the academic situation was
frustrating for them due to the persistence of reading
problems. Since overcoming . frustration appeared to be
strongly related to obtaining employment and since it was
positively correlated with reading fér information one
could conclude that students who left school early and
obtained jobs seemed to overcome their childhood
frustration. There were also significant positive
relationships ‘between .IQ and grade level, and IQ and
occupational status, The students who remained in school
lonqer were necessarily dependent upon their parents for a
1onger period than their less bright.peers who quit school
early and took up lower status jobs. Even though they
were staying in school these students were perceived by
their parents to be {mmature and lacking in responsibility
because they did not read often enough for study purposes.
The findings, notwithstanding these problems, indicated
that the eventual outcome for these students was better in

terms of job placement.

Selected Regression Analyses

On the basis of the correlations for relationships

between length..of treatment and OCCUP and between '1enqth
of treatment and the two reading variables, READP, reading
for pleasure and RDG; reading composite, it was possible

to reject the null hypotheses and predict that there was a
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significant relationship with length of treatment making a
difference in the level of job placement\‘ attained by group
2 students as measured by the Blishen Occupational Scale,
and the amount of reading both for _information and
pleasure done by these students. It appeared that the
greater the number of remedial sessions received, the more
egtective the outcome was over the long-term for both
these important areas. Even though this evidence appeared
quite clear, it was possible that the extent to which
length of cx;eatment accauntec‘l for thé job status and
reading imprcm_ement might be guestioned. For ‘instance, it
might be suggested that perhaps it was not the txea\tment
that made the difference; it could have been a proxy for
sociceconomic status. It might also be suggested that the
remediati.en was given to those who i‘esponded most
successfully because of their high ability ‘so that
treatment may have been a proxy for IQ. To demonstrate
that these were not the case and.to test the authenticity
of these findings, it was decidedt to do' a regressi/on‘
analysis looking at the regression of ?CCUP“ and READP and
RDG -on bacquognd chtors hccntrol«linq for FoOCC

x ing soci

ic "factors, and Id representing
intelligence. These findi.nqs are shown ip Table 7 and
indicated that TREAT emerged as a predirf‘tor even when
controllilng for Foéc and IQ. The beta cd‘atflicients for

the impact of -TREAT on OCCUP and RDG controlling for FOCC

and IQ were .566 and .507 Trespectively. Boéh were




TABLE 7 -

i mfaztfnns;ressxmor
ommamkmmthehdqxuzdvuﬂabls

Dependent Variables ’ $
OOTUP - . e

Variables B SE(B) Beta Twal Sig.T B SE() Beta ' Twval Sig.T
Focc 313 .12 .31 472 .79 -.08 .02 -.167 -.815  .426
10 .286 .410 .180 .698 . 505 -.ND‘ .042 -.201 -.960 .350
TREAT .309 .140 .566 2.198 .059 .035 .014 .5072  .420 .027 ~ e
Mult. R 711 .551 % -
‘R-siptare .506 .304 ) "
Constant  -13.894 ] 9.162
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significant at the alpha less than .06 level. Table 7

findings are depicted ’diaqrammatically in Figure 2.
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Figure 2.

‘
Path Model of the Relationships in the
Remedial Treatment Model of Job Status at
- Career Entry .and ' Amount of Reading
following High School Graduation’
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CHAPTER V

SUMMARY, INTERPRETATIONS AND IMPLICATIONS

- nd Inte: etat ’

As a remedial reading instructor, the researcher has
observed the short tern benefits of individualized
remediation and wond;rec‘i whether Alcn?-tem benefits also
SEEEUE: 0! FSRHARGE the  growth of learning disabled young
readers into adulthood. Realizing that reading disability
is persistent and unlikely to disappear with time unless
;om’e‘ intervention is undertaken, it was anficipated that
;:hé longer the remediation was provided the greater the
"down st:rera‘m"L long-term benefits would be: This
longitudinal research project was designed to see if the

long-term effectiveness of remediatién couyld be

‘demonstrated.

The study was carried out in the Diagnostic and
Remedial Unit Clinic at Memorial Unlivers.icy, St. John’s,
Newfoundland. It involved two groups of students seen at

the clinic, one for diagnosis only and the other for

.diagnosis and reading remediation. The total sample was

comprised of 35: subjects, 15 in group 1, the
nonremediation group, .and 21 in group 2 the remediation
group. The study took th: form of a long term follow-up
survey desiqr;ed 'to'make, a comparative“avuluation ?t the

two groups in° terms of schooling, occupational, and




‘social/psychological outcomes. The data was ‘collected
using a parent questionnaire as the main instrument,
supported by information gathered from an inspéction of
school cumulative records as well as from Unit files. All
subjects in the sample were classified as children whose
major problem was a learning disability in the area of
reading. -

The data collécted “on the subjects from the three
.sources were tabulated and organized for statistical

analysis. Twenty variables were coded for the study and

to facilitate analysis a basic model was used to present .

the , variables in b%ccks. The four blocks included
background or source variables, intervening school outcome
variables, career outcome variables and
soéial/psycholcqical outcome variables. By examining
relationships between the blocks of variables with GROUP
(placement in group 1 or group 2) being the independent
variable, the researcher was attempting to see »if there
were any significant differences in the outcomes for jhe
subjects in group 2, the remedfation group. Itéas
helie\{ed that if the majority of the 14 hypotheses were
supported by the findings, the positive results could be
interpreted to mean that the remedial instruction received
in the Unit was ra]:ated not only to tempofary improvement,
but to benefits that held up over the long term for group

2 subjects. 8
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The major findings as measured by statistical
procedures discussed earlier in this study are summarized
. in cz;tegories. Findings on the full sample are
highlighted first followed by a comparison of the findings
between group 1 and group 2. Finally, an exploratory
analysis_ on group 2 is presented because some iﬁterestlng
relationships that were not part of the researcher'’s
oriqir’ml design emerged in the Correlational analysis.
Some informal observatidns based on vanﬁlysis of the
comments made by parents and ;chool personnel are also
included. '

o
Findings on Full Sample
‘The background variables indicated that all’subjects

q

were within the normal range of intelligence énd came from
a broad spectrum of soci;/economic backgrounds.‘
Approximately one third had to repeat at least or€ grade
in order to complete high school. Reasons for grade‘
repetition were attributed to theif reading problems.

The ' schoolinggoutcome variables indicated that the
majority graduated from higl} school (about two thirds)
with only 8 subjects (or 22 percent) dropping out. The
mean’ grade attained was gralie 11. Most subjects obtained
some form of higher education‘ or job training after
léaving schgol.

In terms of career outcomes, most subjects (87

' percent) were successful in obtaining employment™or were

A
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still pursuing educational goals. Their job placements
were slightly lower on the Blishen Occupational Scale than
their fathers’ (with a mean of 39.24 compared to 44.00).
Instead of 'heing fairly evenly distributed, 80 percent of
the jobs were in the lower middle-class r;nge.

The social/psychological outcome variables indicated
that between 65 and 75 percent of the subjects had
overcome childhood shyness, frustration and over
dependence. In terms of social adjustment; 83 percent of
the subjects were participating in at least one or two
social acti‘{ities mair;ly involving sports and recreation.
With regard to reading habits, more than 50 percent of the
subjects were reading both for information and -pleasure at
least fairly often. Only one‘never read at all while six
others never read for pleasure. N

These findings are consistent with those st;xdies
reported in the review of literature (Balow & Blomquist,
1965; Bruck, 1985; Preston & Yarington, 1967; Robinson &
Smith, 1962) which indicate that the prognosis for the
educational, occupational and social/psychological
funct;ioning .of children with reading disabilities is
optimistic. Although they may require more time than
nondisabled peefs, they do complete high school -and are
not at particular risk for dropping put ‘before graduation.
Many successfully continu¢ into higher academic aduc;‘tion

and nmost obtain some additional training for employment.
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Most of the subjects in this study were successfil in
obtaining jobs which were satisfying to them, thus
permitting the\vi to overcome the frustrations experienced
éuring schooling. :l‘here was nothing to indicate that a“&*
learning disability as such is a precursor of
unemployment. Many of the' problems associated with
shyness, frustration and immaturity noted in childhood had
disappéared with age.  More than half the subjects with
childhood probleps were considered to be well adjusted at
follow-up. Some still experienced mild problems with
social.’, .adjustment but very few were reported to' be
socially isolated. There ‘were several instances of poor
psychological adjustment recorded, wHich had not required
professional assistance, that were similar to findings
reported by Balow & Blomquist (1965), lBruak (1985), and
Spreer; (1982). It appeared to be uncertain whether these
instances of poor social functioning and maladjustment
were attributabl’é‘to pervasive long-term effects of
childhood learning disabilities as suggested by Mauser
(1974), or to other varying cirgumstances in the lives of
the individuals concerned. For example, in three observed
cases, the subjects involved were adopted children. Quite
likely their problems were related to some combination of
factorg. learning disability béing one of them. These
findinés appear to tie in with the, resﬁlts of follow=-up
and retrospective studies of other clinic or normal

populations reviewed by“Hobins (1979).
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Comparison Between Group 1 and Group 2

In relation to the three blocks of outcome variables,
the ANOVA results for the 14 proposed hypotheses relate.d
to adult educational, occupational and
social/psychological functioning supported the null
hypothesis in every case. It was concluded on the basis

of ‘these results that'placenent in the remediation group,

’ group 2, under the variable mnemonic GROUP had no bearing

on any of the outcomes. It was felt by the researcher
that these nagat‘ results reflected the limiting
tea‘tures of the at’udy that were notgd during the data
collection proc:ss. !
These limitations 'involved ‘some unreliable
meusu’rements in th_e‘ca‘se of some of the variables because
of weak instrumentation and lack of a common metric.
Unanticipated disparities between the two groups became
noticeable because of the smallness of the s;nple. Oon the

whole, groﬁp 1 tended to have somewhat higher IQs, earlier

diagnosis and to have a less severe disability than group

2 subjects. Most important was the fact that school
cumulative records indxcatad that a].l except five, group 1
subjects had received some form of special help other than
clinical remediation. The stl;dy, then, was no longer a
study. of. rema;liutien versus’ no ramadiagion. As a
conseqhenca, .th'a results could hardly be expected to

support the hypotheses. %
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orrelation H ‘ot

In' addition to supporting the null hypotheses, the'
cozf’elation matrix findings revealed a series of
relationships relevant to the provision of remedial
services. These are listed below. .

1.  There was a significant negative relationship
between GROUP and IQ which implied that those having the
lowest IQs were the ones who received remediation; thus
those most in need of remediation received it.

2. IQ had important influences on school ou\:cp\mes in
that those’subjects with higher IQ scores were more l\ikely
to q'ra'duate and repeat fewer ’grades during school.

‘ 3. FOQC ‘was positively related to the variables
GRAﬁ,-MARK and GRADE implying that subjects coming from

higher socio-economic backgrourids were ‘1ikély to receive

* higher marks,' attain higher grades and remain in school

until graduation.

4. The REPEAT variable had sighificant r;egative
relationships with GRAD, MARK and GRADE, indicating that
the higher the number, of graées repeated the lower the
likelihood of receiving high marks, attaining higher
grades and graduating from-high school.

5. Background variable FOCC and intervening school
variables -GRAD and GRADE influenced the career outcome
variable EMPLOY3 in that subjects comin;_; from lower status
homes whd had completed the Eéwast grades and left school

without graduating'were most 1likely to be employed in
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lower middle-class occupations as measured by the Blishen
Occupational Scales. ¢’

6. Those subjects who found employment were most
likely to have overcome their childhood frustration

associated with rea'dir'ig problenms.

Group 2 Analyses

Much of the belief in the effectiveness of remedial
reading programs is a matter of faith (Balow, 1965). Even
though both ANOVA results and cnrrelatio’rﬁndings
failed to provide support for the 14 hypothese’s with GROUP
as the independent va.x;iable, it was decided to conduct
separate analyses on group 2 subjects using TREAT, length
of tz_‘eatn\e.nt, as the independent variabie. To remove
doubts about accepting the nul} hypotheses when they may
have been false, it was decided that exploratory analyses
using TREAT might show more accurately the benefits of the
clinical individualized remediation.

The findingé indicated that a (s,i‘q}ificant
relationship emerged between TREAT and OCCUP. The length
of treatment in the clinical setting appeared to have a
long term effect on the career outcome of group 2
subjects, in that they obtained higher job placement' as
measured by the Blishen Occupational écale. The null
hypotheses were also rejected for the READP Snd RDG
variables, thus indicating that the clinical

individualized remediation -had fostered an improved
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attitude toward reading and more effective \{sa of the
skill for information purposes. These findinq; provided
support for provision of remediation services. When one
considers that the mean TREAT, length of treatment, for
the clinical group was 41 hours, this in reality
represents only 1 2/3 days in an individual’s life. Given
this fact and the study limitations, it is encouraging to
note that even such a limited number of hours has produced

a long-term benefit.

Informal Observations .
In order to obtain some impression of the outcomes
for a true nonrémediation versus a remediation situation,
the researcher éampared the data collected on the five
subjects in group 1 who received no special remedial help
with the five subjects in group 2. who received the longest
periods of clinical individualized reémedial treatment. In
group 1, it turned out that three of the five subjects
graduated from high school and all but one had repeated at
least one'qrade. The two who dropped out of scho,él had
each repeated two érades. Four subjects had received
further job training after leaving school. Four were
employed and one was attending university.’ Two of the

subjects weré working in their father’s business, one was

‘a clerk and the other was working in an auto body shop.

The mean value of these occupational statuses was 36.32 as

measured'by the Blishen Occupational ;Scale. The subject
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who was attending university came from the highest
socioeconomic background, but hi's problems appeared to
have escaped notice because he was one of ten children in
his family. Although he exp'eriencad reading and v;lriting
difficulties throughout his schooling he showed no signs
of frustration and managed quite well because of his good
intelligence and outgoing personality. Three of the five
subjects "seemed to be well adjusted, while two retained
their childhood shyness and lack of self confidence. Only

the subject who was least socially active chose reading as

a leisure activity, while the other four read only when e

necessary for information purposes regarding their work.
In the case of the group 2 subjects, three of the
five graduatedﬂfrom high school, one dropped out in grade
10 because of age and maturity, and one was still a high
school student having languished in special education’
classes and had reached only grade 10 after 14 years of
schooling. Three of the five had repeated at least one
grade. Two had received further education and job

training after leaving school. Three were employed, one
\ e .

as a government(: civil servant, one a retail store managerk s

and a third waj‘ employed part time in the navy reserve and

also worked on| a university program to become a science

\ ‘

teacher. The n{ean value of occupational status for this -

\ <

group was 51.55.\‘ One subject was repeating grade 12 even

though he had ac\.‘;hieved a pas‘a, in qf_:ler to upgrade his
s

marks to meet university entrance requirements. All




subjects in this grcup" had reading disabilities considered
to be severe, and all came from low to upper middle-class
socioeconomic backgrounds. The three subjects pursuing
educatiopal goals were still experiencing frustration
because °f~ reading and writing difficulties that had
persisted since childhcgd, but all were continuing to
pérsevere. Three of the five seemed well adjusted
socially ané psychologically. The university student had
retained his childhood shyness but/ was consciously
attempting to overcome it by engaging in social activities
in order to make friends. The subject still 1in high
scﬁc‘el was reported by his mother to be sti]i easily
frustrated, shy, unhappy, fearful, suffering from poor
self-esteem and socially isolated ané withdrawn. All five
subjects were reading often to ‘\/ery often for information.
One reported that he "did so much reading in connection
with his job that he seldom chose to read in his leisure
t‘ime. ’mr‘ee of the- others read a’t least fairly often for
pleasure while one read very often.

These findings were interest}fnq because the results
of the. staCLs}:ical analysis were upheld. It can
zealist‘ically be "anticipated that providing reading
disabled children with individualized remediation will
help “them develop their potential by enhancing their
career opportunities and by fostering greater appllcatior‘l

of reading skills in their adult daily lives.
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Examination of the characteristics of the eight
subjects from the total sample who dropped out of school
revealed some interesting facts. It was observed that
vthera were four subjects who dropped uu‘t in each of the
two groups, but that the percentage of dropouts in group 2
was less. All came from lower middle-class socioecunolgxic
backgrounds and were in the IQ range frog’% to 100.
wWhile all had moderate to severe reading disabilities,
they were no worse than many of the other subjects who did
complete their‘schanlinq. Five of the eiqht had spent
years in special education settings where they made littie
progress. There was a notlceablé pattern of grade
repetition and promotion because of age. Only two _haq'

received no remedial hel Four had attended the reading

clinic for varying periods. All except one had taken seme

job training course at a trade school or an adult

upgrading centre. All ha:i been successful in finding jobs
.but only one was employed in the workfield for which he
had ‘trained. S )
Based on these observations it was concluded qt:aq
P et.l';er learning disahled’f;hildr;n achieve high mariks,
:&Yn high grades and' remain in school until qradu'a:"lon.
appears to be 'depandent primarily on their IQ and their‘
socioeconomic background. Wigfield 'and Asher (1984)
a§s€z‘t " that .ncnnnl. children from lower spc%oecoﬁ‘o__mic

. .
status homes perform less well in reading than children

. ‘from middle-class homes. In holding .lower achievemént
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expectations and occupa:mnal aspirations for them, lower-
class parents 11mit the educability potential of their
children. In the case of learning disabled children, the
probability of not graduating appears to increase with the
severity ®f the disability. These findings are consistent
with those of the Bruck (1985) study. She suggests that
follow-up studies shomng _poor outcomes for ‘LD children
are probably reflectlnq c\qe effects of lower  class
packgrounds more than learning disabilities as such.
These characteristics appear to apply to learning dis‘abled
children irrespective of whether or nc;t they receive,
remediation to amelioraté theit problems. There was no
evidence “in the findings to suggest that repeating grades
or full time placement in special education classes for
slow learners have any beneficial effect. '

It appears that many remedial programs are terminated

when children demonstrate significant reading improvement -

as measured by standardized tests. It actually takes much
longer to remedigté spelling problehms, and while reading
is imbrcved, writing fluency is rarely achieved. Those
childrep who ) pursue higher educational goals often

continde to experience frustration with these persistent

symptoms of ‘disability. It seems that the sooner they

leave school and find jobs the -sooner learning disabled

individuals overcome shyness and frustration.caused by

reading -problems that are emphasized during schooling.

Parents from higher-class backgrounds who insist .on having
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their children stay in school until graduation and then
proceed to some higher educational program prolong the
period of dependence on them, but there is evidence that
the eventual occupational outcome; for these children are

enhanced.

Implications for

‘This sturiy was successful in _de’lixonstrating that some
long-term benefitsr of remediati‘cn do accrue for reading
disabled students. Those who receive remédiation are.more
successful on entry into the job market, and the longer
the treatment is provided, the better the job placement is
likely to be and the' likelier it is’that they are’golng.Co
read more both for information and pleasure. - While th@se
two' henc‘e‘f—its were the only ones that could be
demonstrated statistically by this study,'i‘t may well be
chat,v givén certain conditions, remediation might -also be
reflected in hj?gher marks, more grades complLted,
;taduax.ion. from high school and greatsr; 1';l£elihood of
cbtai’ning higher post secondary education. It may also be
that many of the bsychological problems{ associated‘ with
learning disabilities could be avoided, thus enabling
di;aple;i ‘ children to en‘joy a more satisfying and
gprodgctive prepaﬁra(‘:ion for adulthood through their

schooling. - .
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Based on conclusions reached from both stacisticul
and 1nfomag analysis of the data, it {s suggested that
there are implications for educators that may maximize the
value of reading remediation. These involve promotion of
increased knowledge on the topic of learning disabilities

in both parents and tea and the imp of the

quality of educational programming for learning disabled
children. :

First the importanfe of early identification and
diagnosis of learning disabled children is stressed. The
evidence in this stuydy was clear that early diagnosis

. generally led to ea‘rly intervention. The implication here
is that tee;chers must be knowledgeable about learning

disabilities and alert for recognition of ‘symptcms. Too

frequently in the teachers’ . comments on the ' student
X .

cunulative records it Was noted th‘gi‘. clearly identifiable
symptoms of learni‘gg'disability were beiné’loﬁaawed but
misinterpreted because they were not recognized. For

example, one child received no 'special help in school

although the following comments were noted. The child was

a slow, messy uorke;- ‘with Eommunication problems in
writing’ and speaking in the early_qrac{es. He had severe
spelling problems and becafhe nervous when not sure w\hat to
do. In later grades he vaspreported to be knowledgeable
and intelligent despite these problems.. When seen for
diagnosis at the Unit this group 1 subject’s WISC IQ
measured Full Scale 112, Verbal 104, and P'ertormance 118.

g
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s
Another child wthe WISC IQ measured Full .Scale 94,

verbal 82, and Performance 103, was reported by one of his
primary teachers to be well suited for special education
classes since he was a slow learner, inattentive,
withdrawn and resentful in attitude. Low marks were
attributed to carelessness, indifference and poor study .
habits. \ .
A third child whose WISC IQ measu’red Full Scale 109,
ve;bal 97, and Performance 120, was not referred to the
Unit until grade 2 although his kindergarten teacher had
made the following kinds pf comments. This child is very
sensitive, cries when criticized, is easily distracted,,
needs to develop listening skills, jdaydreams, doesn’t
integrate With classmates and plays alone with Lego
blocks. These three examples are representative 'of many
other learning disabled children in this study and in the
general school population who YAl HEve: benefited from
identification and diagnosis of their symptoms.  ° )
The point being made here is that it is usgless to
observe symptoms and do nothing about them. It is the
teacher’s responsibility to see that the child’s problem§

are referred to' appropriate school personnel for

diagnosis. Many of these di can be and
recommendations made by school personnel. Usually it.
should bé necessary to refer only severely disabled. .

children for clinical assessment. N




A second important implication is that early
intervention should follow identification and diagnosis.
It is well “recognized that the earlier remediation
measures are taken, the greater is the likelihood of
success.. If children are not acquiring basic ekills in
their regular -school program, they must be taught using a
special program fesigned to meet their individual needs.
This procedure can prevent the onset of the negative cycle

of events leading to the development of poor self concept,

+ behavior probler \amotiunal disturbance, dislike for

‘reading and a defeatist attitude that greatly aggravates

the presenting reading. problems. There is no doubt that

prevention of these additional problems 'is easier to

effect than is a cure. If a child’s disability is mild,

remediation can be carried out in the classroom by the
chiia’s teacher. ~Problems of greater severity will
require the specialized services ©of a remedial ‘reading
teacher, or clinic instructor. Overall, in the

questionnaire comments of parents and cumulative record

of , there app to be a consensus
that although some remedial help was being given, the
learning disabled children in the study required more
individual attention than the regular classroom teacher

could reasonably be expected to supply. Several parents

used the study questionnaire as a vehicle to voice their

concerns. One parent’s comment is quoted here as an

exanmple. & i
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It was very frustrating teaching my child
spelling and reading. He was a pleasant child
but a, dreamer. I think his.work all-up through
school was affected by the fact he was not a
good reader. I think this makes children lose
their confidence in themselves and has a great
effect on their other school work. It creates a
lot of trouble in the home for children doing
homework and so much trouble for them at school
if the child cannot keep up with his classmates.
I think it has a lasting negative affect on the
child all through school and obviously affects
his career in life. The schools do not have
enough reading teachers to give-the child enough
time to make a real difference. I think it’s
not fair to many of our children who I feel will
never reach their full potential simply because
they could not read well enough. I hope some
improvements can be made in this area. Good
luck in your very important work.

One teacher’s comment read, "This child badly needs help
from someone"‘. © It is an ongoinq/ challenge and
responsibility \ﬂ;? schools to provide remedial personnel
and ensure that space is allocated -in the sc};::o} for a
specially equipped room where learning disa_bl_ed“’éhildren
can. be seen by a remedial teacher for- i‘ndividualized"
instruction. C
The needs of learning disabled children can best be
met by using a team approach that shouldv involve 1;he class
teacher, reme’dial teacher, guidance counsellor, th.e school
px;rincipal or véce-princibal’, and the parents. There were
several ins}:ance‘s in the study where there was ‘avident_
dfsparity between parents‘ and teachers as to the nature of
. children’s .problems. In several instances cumulative
‘records revealed that considerable effort had beer; taken
to provide remedial help t‘oi’ children. of which the parents

seemed unaware. At times a general lack of parent and
-
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teacher communication was reflected that proved
detrimental to the children. Where there was full co-
operation between home and school, the proqnos’is for the
children was better. '
Following a diagnostic assessment by eithe‘r clinic or
school personnel, it:_ is very important that both parents
and teachers receive an explanation of ' the nature of the

child’s problems and that strategies to use in providing

remedial pr ing be r . This is particularly
helpful for parents so that they gain reassurance that
their child’s school problems are not a sign of poor

intelligence or emotional disturbance. Thereafter,
A ]

parents should be encouraged to visit the school several -

times a year to.consult with teachers and discover ways
~

that they may facilitate their child’s progress Q“n the

home. When LD children ob;erve that both parents and
teachers are co-operating on their behalf, they are able
to relax and adopt more positive attitudes toward reading
and learning in qénera;. All members of the ‘learning
disabled child’s team should modify‘their demands, pool
their ideas and contribute their talents to ensure success
of the remedial program. . .

The most obvious finding of the study was that the
length of treatment is the most signlticad}: factor
influencing long term outcomes.’ The length of treatmént
will be' primarily determined by the severity of the
;!isahility symptoms, but in an’y case, the longer the




remediation is provided the better will be the outlook for

s review of the relevant

the " The r

litergture indicated that it is generally accepted that
sevére thildhood reading disability is a chronic problem
in that symptoms are likely to persist as handicapping

conditions throughout the schooling peripd, with vestiges

still apparent even in adulthood. ThRis implies that the
goal of remediation,should be to prpvide suf‘ficient help
to enable children to cope with the dijability rathe.lr than
hoping it‘::ill- disappear all together.

Balow ' (1965) reported that remedial reading

instruction produces substant‘ial gains while the pupil is

'actively receiving aésistance and that the progx‘_es‘s

continues after the remedial period but at a slower rate
than. for normal readers. Thig study indicated that almost
invariably the merdvgd marks during remediation l;egan to
fall off again after a yeaf aor two and thereafter rfemained
fairly stable at this lowex: level. _.Sometimes the marks
continued downward for the most sev’e\'ely dxsabled after
entrance to junior and senior high school necessitating
the resumption‘of clinical ramédiaticn. These findings
attest to a lohg-tsm stabilizing fea‘ture of remediation,
but also imply that in order for ‘the improvement to- be

mnximized, the remediation must be continued beyond the

‘point where readinq scores appzoa:h expected grade level.

It needs to continua until there is also demonstrable

improvement in spelling and writing fluency; At the
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clinical rate of one hour per week this can take sevyeral
years depending on the s-ver-ity ‘of the disability.
Clearly more intensive remediation is needed. When
clinical sessions are terminated some remedial support
should be continued by the school, and in some cases
continued progress will require tutorial help throuqhou?
schooling.

The learning disabled children who were the subjects
of this study were seen for diagnosis at the clinic during
the period 11;71 to 1981. The pal"ent comments on the
questionnaire revealed that the most debilitating feature
of these children’s learning disabilities involved tlxe
damage done to their self-esteem resulting from repeated
failure to cope with their regular school programs. It
appeared tfxat whu? reading problems were u&nvoidable. the”
worst suffering occurred because of emotional problems
that could have been prevented. Several parents explained
that ‘it was hécssihle to describe on paper the anguish
they had experianced'jn trying to help their children in
théir §trqule to get’ their education.

These ch;racta;istics typify the majority of the
subjects as they were in childhood. "l‘hey were gas'ily
frustrated, unhappy, unable to work independently or do
their homework. They did not seem to be able to accept‘
pex‘sonal'respanuibiuties and were not loéinlly well
agcepted by peers. With time they showed increasing

shyness and poor‘ self-esteen. Those who worked in the
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clinical setting providing remediation services for these
children realized that often the greatest benefits
resulting from remediation involved the rehabilitation of
damaged self-concepts. It soon came to be recognized that
it was the interaction between instruction and self-
concept enhancement that produced long-term benefits. The
summary of one u;e study. is presented below as ah
illustration of how successful remediation efforts can be.

Don was referred to the D and R Unit at age 14
because of reading and writing problel;ls that had adversely
affected his progress in schqol since grade 3. He had
repeated grades S nnl;i 7 and was in a 'spacial educati'on
class for slow learners at the time of referral. -He
received 26 one hour individualized remedial sessions at
the Unit.

In her col‘nments on the q\léstionnaire, his mother
explained that it was hard to say who was the more
frus ed, herself because of seeing this child who was
always so bright andbinquisitive as a preschooler fall so
far short of what he was capable of achieving, or Don, who
was totally !rustruteq with his inah;ﬂty to deal with the
work he faced each day. Socially active and imaginative
until he began failing in uadinq,.attlr gradé 3 he
withdrew from playmates, felt inferior and developed a
permanent ‘chip on his shoulder that made himself and the
whole family unhappy. He had always had the type of

, personality who liked to be best at everything so he was
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unable to ;djust to failure. Characterh.ﬂcs used to
déscribe him both at home  and in school prior to
gemediation were that he was easily frustrated, sullen,
unhappy, anxious, disruptive, datiant‘ and given to
excessive anger. He was unable to work independently, or
accept ;esponsibil/ity. He was not accepted socially by
peers and demonstrated a very poor self-ing‘e. i

At the time of x;eferral he explained that he got by
in school by working closely with another Qearning
disabled classmate. They had worked out a system whereby
the girl companion read the words that Don couldn’t read
and that he then expl‘ained the meaning of the passage
which she couldn’t comprehend. He explah\ed that™ their
two brains equalled one good brain. It was explained to
iDon that since he could understand the meaning of material
read, he must be intelligent and that his probleu;s could
be remediated by teaching him how to read the words.

A program was des‘iqned to enah):e Don to read material
of interest to him which concentrated on getting the
meaning from whole sentences rather than struggling over
isolated words within the sentence as he had been doing
previously. He was given training in basic phonic' skills
to aid him in word ' identification to be used when

predictions based on meaning failed to produce 'the desired

word. He usually ion ti orally

so that he could utilize his ability to express hinsel?

verbally. When he had satisfied his instructor and
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\ himself that he knew the answers, he then worked at

on}cing written responsés to some of the same gquestions
in order to gain the necessary practice to improve his
writing ability.

Don’s mother gave the following,evaluation of the
remediation program. He had one to one instruction with a
teacher who did not criticiz; or yell. His problem was
quickly identified and worked on. His self-confidence
took a big jump which helped him to tackle a regular giAde
9 program with only a grade 6 diploma. He passed that
grade, and every other grade thereafter. He was helped to
recognize that his problens had been made worse by his.own
attitude of res.ntl;lant. Since then he has n;ade friends,
acquired an excellent job, is .very sel»t-connde’m: and has
become a’ very responsible adult, content with his lot.

This case study illustrates the beneficial effects of
remediation and at the same time -implies that there are
certain treatment considerations that must be implemented-
in both req;xlar classroom instruction and remedial classés
if the future outlook is to be brighter for children with
r.aadinq disabilities. These treatment considerations are
stated as follows. R
1. Retraining must take pllace through the use of

‘the -child’s cognitive strengths, emphésizinq
these rather than deficit areas at first.
2. Once the child has begun to experience success

using areas of strength, remediation of the
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deficient areas'can begin. It is usually at
this stage that phonetic amd structural analysis
can be emphasized with children who experience
difficulty with letter/sound correspondence and
segmenting words.’

The child must be permitted to work at the level
indicated by achievement tests rather than on
material nvonnally presirfed %or the child’s age
group. This is v;hare the. advantage of a
clinical ‘'setting becomes apparent,r'because in
this situation peer competition is removéd and
additional teacher assistance can be provided.
Mild and moderate disabilities usuaily can be
handled in a remedial setting within the sch'ool..
Teachers in the regular classroom should modify
their demands upon the child in the deficient
areas and give praise for successful
accomplishment ZVen if it is not at an age-
a;)propriate level.‘ The possibility of failure
should be reduced to a minimum.

Parents and teachers should focus on reducing
commands, punishment, and negative interactions
while increnasing encouragement and positive
attention. Reasonable time limits should be set
for task‘ accomplishment, and rewards and
privileges given for accuracy and neatness of

completed assignments. This should compensate
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for prcvrous experiences of failure and motivate
the child to show more interest in reading and
in ‘school in general. There should be
continuous s\;aluation of progress an? changes
made in treatment procedures where needed.
The welfare of learning disabled children depends on
“the sympathy and understanding of the siqnific{nt others
in their lives. The implication here is that parents and

educatorse must be knowledgeable about learning

~ disabilities in order to be helpful. This continues to

apply th’rough adolescence when University professors can
do much to facilitate théir students s progress ; through
their courses. .
3 It is’ generauy agreed that children are a country s
greatest rasource. Learning , disabled c!uldren are né ;
excéptloﬂ. They negd to be shown acceptance for wh_at t‘hey !
are 'and respect for what they car‘ become. It is
understood that ra;uurces have to be developed in order to
become productive. Learning . disabled children need
remedial services to foster their development. Th;
( findings of this study imply that 1nvestnent: of 'experf{ise
and capital to provide these services is justif;ed and

should be continued.” ¥ ”
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PSYCHOLOGICAL REPORT

NAME: David 3 DATE OF BIRTH: October 25, 1964
ADDRESS 1 i
SCHOOL1 GRADE: 3

PLACE OF TESTING: Learning Center, Memorial University
DATES OF TESTING: March 29, 30, 1973 .
EXAMINER:

TESTS ADMINISTERED:

1) Durrell Analysis of Reading pifficulty
2) Frosti Test of Visua!

3) Iilinofs Test of r-ychnunquguc Abilities
4) Yorthwestarn Syntax s ng Test

) nce. Repetition Te:

€) T

7 Jest

8) anltion Test

sual Retention Te &
10) Benton Imbedded Figures Test
) Gil t

11 on Pigures T
12) Wide Range Achisvement Teit
13) Peabody n.mm Vocabulary T
< L .
DISCUSSION:

" erred to the Learning Center for psycho-
logical use some difficulty has h'n ticed in
the dévelopment Of his abilicy to read. He is presently
functioning at an aversge Taverof Intaliigence; as sssasied

y_the with a verbal I.0. of 110, a performance I.Q., of
T i Bl seate Too: of 307 3

suggest that while u-vld I.l performing lhovl hll grade level
in srithmetio (Grade 4), his performance in resding and spelling
are stillat the Grade 3 leved.

e following are hl- scores on the Durrell Analysis
of ‘Rndlnw ﬂllﬂu\ll ey




oy
g

-2- P
Reading Rate Low Grade 3 1
suun: » Low Grads 2 lavel
Comprehension - Or: Good at
p 2 Siten Low at rma- 2 tovas
- Lilt.nhlv Good a e 3 1
. Hord Recoanition ioh Grad
Word Analysis liigh Grade *
Visual Memory of W HMid Grade 2 level
Hearing Sounds in uoxa- Grade: 3 level
This profile indicstes that the central difficulty in
Feading appears ko be in taske in which w0 vocsl oues are present;

silent reading, word recognition, visual memory of w

A battery of ! testa’ ver
David to determine whether or not inade

bove. tests Of v. pnun
him particular dlEficnltyt 1) the Target Test,
a test of moving visual retention, and 2) Visual Bequential
Memory on the ITPA. It should be notad that these two tests
measure roughly the same abilities, short-term sequehtial,
visual retention, and that all other test scores were wverege
or above_average, puuaunxly tests of auditory skill
sppears likely,
duﬂuunia. are directly related co this particular perceptusl
difficulty.

umsry, Davia. {a s boy of average intellectial
abuay vhg is achieving ow  Joveldn milent

Soquontial vigual retentio average for
his grade lovel and iv. 1ikely indicative of e alteicuity in
silent reading e0d ‘zecognition of words. The following recommend-
ations are being made

B
3
a

1) David's teacher and parants should be notitled of

bis prablem %0, that they can provide desistance vharever possible

sxgaz whers his, develophant b ow. They should be
leatsy Ehat thave GLficult

but that ’coltnntiun depends

tackled and not baing’ ignorgd,

o

2) Dayid needs to tice on exerqises which
will provide auditory cues for the visupl compnn-nu of reading.
It is suggested that such thing oral reading be accented for
some time - pastiape ut the viispe? 1evel .uhu. h
ce on flashcard reading is also recommended,
1t is expected that after some time oral cueing can be s lPlndld L
retesting should be requested before this iw done, hmh

3) A booklet of visual ux;n:llnl s included for
ractis ot e th

r
incing ti (Page
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DIAGNDSTICANDHEMEDIALUNIT
80X 30 ®

FACULTY OF EDUCATION
MEMORIAL UNIVERSITY. ST. JoMN's NE
¥ ———TELEPHONE: (709) 737-8660-1 s

ouNDLAND
A18 3x8

i} . .

. NAME; ,;;r(uu,(/- DATE OF BIRTH:

N .
Lol - " HOME ADDRESS: 5 \\ HOME PHONE NO.: .
e 7 . i :

~. "SCHoOu GliADl‘x gt

REFERRED BY:  Parents TEACHER: | :

_DATE GF RERORT:! . .
REPORT:" . : T ’ ®

Micky has been seen for combined disgnostic and remediation sessions .

at the Disgriostic and Remedial Unit during the period from February 5- .
“Harch 19, 198.. He vas referred-becsuse of reading difficulties that are

- . adversely affecting his progress in all subj vhare atudy, of textbooks .

. is required. These difficulties have been sppirent since the early primsry *
. des. Testing at the Unit" was conducted to determine - vhéther Hicky's .

1 of progress is in line with his htlll-etul potential and to p! int -

1fic areas’of concern that might be ed through resediation. * .

vas accorpanied to the Unit by his p-mu uh havs both vieved portions of

the sassions. A & .

ented as a friendly dark-hairad boy o!'{n build for
ated sll- with the exaaiger and gave full atténtion and
peration throughout the testing. The results, thersfors, whould g

e . fals satisate 9f bls praseat capabllitis.

T Hicky

The following te -d .vere administered:

< m- s & copylng of design

aya-han
. pmm that might hinder learning. It is & good predictor of .S.
degres of difficulty a student will have in learning handweiting

% 2 skills," * niA




Resul

Micky n:nred at the t6th pm.n:u en\ oot which corresponds
to an age equivalent of 9 years 11 months eompl! to his chronological
age of 10 years 3 mnm. This dndicates slight!)below age level ability
in this area. 'He is pight handed but has not established eye dominance.

. When looking to the left, his left eye is dominant but when he looks to.the
right, there is a tendency tovard right eya dominance.

Wepman Auditoey Discgimlnation Tes .

Thts :-n 1s used to determine a studant's ability to mo'.nm
£ farences that exist betwesn ths phon
asch. It Measuces the abllily o hear sccuraelys

- mu.n.

Ruultl d . o ¢

* Wicky écored at "42". hvul.. indlu!lnl & very good development in
" thts akil] L™ v

Hepmun Sodientisl Memory Test - :

Thisltest measures a student's -bmty to recall zhn exact order of -
an,auditory stimulus. The st to 1ists of
numbers of increising length.

s

| Resulty

scored at level, _which indicates ability below the
threshold of .dlqu-ey In this aze fle had difficulty recalling the
number sequenc thi ts. He also had difficulty recalling
the ppdterns of a 'r.ppm. 2 . .

4

Results - sl
~ Micky pcorad at "s2" leval, indicating significant difficulty with
ayditory manory, ~He did better with an suditocy blending test, a skill
considered inportant vhien'ons is learning to read using s phonics lpprolch.
He ds much better able to recall meaningful santences than series.of vords
in isolation. .




Results ' .‘ = - » 2

difficult for hll-

“his chronological

" ~f
i
- i ,
" .
Ach B
This‘est {is used:to assess the basic school subjects of reading,
(vord recognition and pronunciation) written spalling, and arithmetic
computation. . 2
Reaulty’ 5 . " s
Grade Equivalent Percentile Rank Standard Score |
B N
Reading ®. 25 90 B
Spelli B, 14 R 8 -
Arithoetic’ «® P 1] 95

Hnlty for both wurd Nlntlﬂull:lon and
beyond the llult-d numbar of words that-he has committed
nurvnrklbh word lttl:l skills to help hhul( in t!

Wicky lacks & natu
¢ spelling, 80 th
to memory, he

te

»  In Hath, the: basic concaptial | background {s good, but he is prasen
g5tstly hanpered - in in learning tha
it :

Puhnd; Plcturs Vocabulary Test grm Yorm L) o

This test is degigned to provide an estimate of li:uduntl' lnnuhdln
«_ of vord meanings throigh_
Illllltlt

" Lungusge.

o

in: the

average range for persons of liis age An -puv- elopment, so
that he should ba able to cosprehend the meaning u! sentance vnubuhzy at
his Grade level.

l’l-bodv Test ‘ \T)

Thi dardized ning test of seaduaie skills o sp-mng,
“ Re Comprehsnsion, Hat!
S intieed e t, end for ths most p-r:. presented in --uem-.

choice format.




silently
-meulluﬂon Andlnun. that to him, silent re
n

- / "
; 5 " ,
K § L
“Results P ° * "
. e '
Subtest Raw Scora Gr. Equiv. Zile Rank 3td, Scors =
th . - 56 8.6 ° 8 uw ,
ding Recognition - 38 RS 24 89
ing Comprehenaion. 29 3.1 10 .8 ,
44 © 4.6 4“0 9 — .
6 . 7.8 (5] 16
L 5.1 43 - T
Codparing the PIAT scores with the WRAT scores it can be cleacly b
séen that M icky' lhlllty to think logically and do mathematical reasoning o

in his he:

in sdvance of his ability to do calculatjons involving

o
_the use’ of lul!lpllclthn tables to compute. Addltlvn and_subtraction -

sppear. to be well
the procedura. 1n dis
bacalige.

is correct, hovever,”’

17 !. beginning Gr:
buhind the level' sxpac

feadini secogattion s 1n t
representing & lag of  more:than
theough Grade 5 °

bl [P
e is better: at racognizing correct spelling (PIAT) than producing d
correct spallidg hinselt (oo . . o ‘.
3 . LAY
Silvaroli Reading Inventory (SRI S & ] h
& This test a child's 3 and :
= frustrational lovel for saterisls cead both oially and allantly. -
It also ild's n-nmn. ‘capacity, word recognition X
_and l:wpuhniirm .mm- ’
ulty
ral Réading 34 5-6 7 and beyond
Silent Reading 3-4 5. 6 and bayond
Listening .67 NA . N )
Micky's conprehension is -best when he is. resding orally from _
selections whers he has some experiential background and the:topic is one .
of interest to hiw. In this situstion he is make use of context i

pite the multip

miscuss, *When the topic
because of, vord ‘Lhant

ion peoblens.

got the main ide
1 loses tr

11p movesent and
is. reslly or

1 in' @ lov voice. The ides that he can take in sevoral vords at.a_ N

When “reading

there

eontlnull.




Wi
‘h- bcl:o- iscoursged because he

slince lppnrmtly s/ wikaowa. €.l 0w i Enowmile cortilnly not practised.
As the a1 becase more difficult, his speed tended to increase while
=o-pm-nnm declined. He explained that he had "to go back and reresd
aphs bacause he had not T red the inforation. -

His listent 118 are quate up to snd beyond his present
grade level which is a'strength that he should itilize to the best of his
ability in el \ *a

. .
ble to- give a falrly good 'written°r of ‘& Grade 5
age read silently, listing 6 out of 12 facts. fo was sssured.that he
as_information was what vas
nqulud- He made only four ercors in four kentences. .

Wis weitten tecall of a Grade 6-level passage revealed that he, did
hot nndultlnd -ntluly what he had_read. ylttlll.ly because he
read "walt: ghing". Even gh ti de no sense in
the conlux! u! the ltuy, he lulp!ld it uld h-z -n 'tnnk of the last -

1 bacane & qualified competitor om
'At the £i, i, i, ri, rd,", and vould have s o
indefinitely had he not been told to read on past the upl

- figure it out from the rest of the sentence. He then pudlend that the

unknown word should be "crazy". He vas told that he vas close in mesning,
but to look mext at the sppearance of the' vordy and tey to sound 1t out

o from thebeginnings

i —nusded meunt
similar to "crazy”. He came up vith “ridiculous” after only w few seconds.
n- s then told to use this stratesy whenever he coses to & vord b does—

he encounters s

ral -lltl-lyll ic words in & single mlm.
lltl:l spprosch and loses
he pabsage is supposed to
anse. As his present level of skill aaulop-nt cannot carry him
hr beyond the point he has reached, he will need igjervention in the form
of very structured word attack skill bullding coupled with comprehension
strategles. As his spelling shows the same haphazard spproach as woxd

% of the maaning even thoush he resli

. identification, he will need help here as.vell.

During informal testin
ansvared -
This, in effect, is
letters of the

Hicky vas asked what resding meant and he
th

with confusion
0 lower etters. .Having observed this student in. th kal 8

li;ultlon, it is the impression of this exaiiner that Micky may have begun

school a bit uw early, lnd introduced to the reading process before he

\ . .

186

.




. G e TR . *
3 L N s
" was ready to handls it. A lot of his present uncertalnty stams from a
poor grasp of the basic foundation skille that were pressnted in the sarly
primacy grades. \

. In addition, to the academic -cm- ment testing, intelllgence
. testing vas also cohducted. In this a e tebts adninistered w 1 ?
v : Standucd Progeessive Mabrices e . 2%
| : . y o
5 - This Ih tcll HE rnlsanln‘ and lu.lp_ll thought development that’is
r ©  not. dependent &n la abiliti The student ' must sol: . .
That ace. depandant. on fa sontng and v

© . serfes of puzel

. perceptual abilitie

* Results ;e ¥ .
Hicky played at t11 10 yoar™

olda, This places him'at level “L11™ I.ndl.utin. Logleal nnnnlnl abilit,

within llr aver:

! . Hechsler Intel

fo - (W1SC-]

children'
1, vhich require

n to
and meital

S que of prascal
3 £ oty and 5 task subtes
s teasoning theough -uumn of pulll.u. block patterns
and. 11ke materials 4 -
The Verbal Sca doit on the student
; T VoaTly EeqTier e asoRetie Tasponse to what is alres
i owa,. The Performanca: Scale is more dependent on the stu
—_ - - . l-mu- o problas solving ability and requiras the student. Fo saet
e nev situstions -and apply past experisnce and pmm.xy-uqmu
£ demands,

akilla to a nev sat of ™ i
Results - ) :
Wicky's intelligénce classification falle within the averags

. ange. In depth interpretation ‘of the results of ‘this tast indicates that
o thete s a significant anxiety factor present that is hlvln. . dlulnntll

affect on his per!
difficulty in cursive writl
sich as maps, handvriting, spalling, punctisticn
that soft verbalization sloud will aid error reduction when- resding for
detail, doing math pqublm.-cepn and veitten vork, and analysis of visusi .
tovard lan uu yuunu:lin\

I 1ler

z of math, “and good
] noted that Hicky can hold auditory
fully meaningful sentenc o
of insteictions may be difficult for m.-. e vall as mesoritation of

By 3 . .




J

1ists. It may be better to present instructions:whi has the materisls
involved to manipulate or can look at a meaningful visual !o:-t or
instructiofis should be written. )

' Summary and Recommendations

“ ) Micky is a boy of avers soning  ability
Ivays put them’to use becausa of some disability in the

carinet

uditory

1 memory, and rote memory of numbars and symbols generally. - Ha -

o has sone difficulty sesing patthrns. - Becaiise of this' he must memorize

o words as he cannot see spelling p.mm. ALl multiplication facts
have to' be memorized one by one in £ teatog patterns that siuplify -

., the task, 89 with rote memory pmu:’i ldd-d that is why he has'such

4 difticulty dnd fesls 1ike giving-up does not alvays group idei

« Eopather to m- T

o to tell
o fruit, but

1d that & caps ahirt and a ght - all hava
Buttonss N § 3

Holding in the llnd
thew are part of math, Besid
facts to memory, he cannot 4remember the

ng, multiplying and subtracting in long. Lvision:
further complicated beeause in thelr well meaning efforts to hllp hia, hu
parants have been demonstrating another method than the one being used in |
school.” He tharefore now has two methods that he doss not understand. It
.

uld be parmitted to’

step until underitanding tak
. uorkln. -: math.

¥ ¢ 4 * . have a copy of the tables on

S ® © - With regard to the resding, 4E is recomsended that fenedial sasstons
N be continued at the Unit for the remiinder of this school year so that
word ‘attack skills can be taught and comprehension strategies practised.
. * This will take more instruction time than the reguler class teacher can
R -unnny be axpacted to provide.

. in his school t Hicky needs ‘of

; his*peoblens, and 8 working atmosphere that will allow his o make mistakes

el ~ without fear of Ywprimand or ridiculs. Often, though. he may wppesr mot to -

trying, and sometines he is doing the best he cap when 1t seems

m, he d% nok. The. same patience any understanding sre required in his
wironsent am well, with siblings particularly being encouraged to

% suppoctive and kinds g b

Acadunto success 1a upon the of the i

and the paturation re for mastery.  Hotivation is an essential
omponant. and -mast. be. nurtured theough succenstul expertance.  Suca

I ible way, Hicky to be prograsmed for,

Nuthln. 1s aota affactive thin azperiences




. ; :
1 \ .
that produce in him a feeling of "I can do 1t1"
The testing has shoun, that though Micky has some lescnin
IS e Ly Ao g P e g el e g S i eng
that he gats the maxisua chance to develop it.
- Respectfully m-m-a.

» = ‘instructor.
. 3 5 Disgnostiy & Remadial Unit ) "
- \ . \ r v ‘
. 2 =
.
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MEMomAL UNIVERSITY OF NEWFQUNDLAND
St. John's, Newioundland. Canada A1B 3X8

- Tder 016.4101

Edcsion . %
Digprosic & Remadisl Unit . Teepbone: 209 73786601 &

.

‘Our records lndlclte that’ your chllﬂ was seen loz
ay the Learning Center on

-1 am a remedial instructor at.the plagnostic and Remedf®l Unit
and am presently doing a follow-up study of children.who M‘.tand-d
. the Unit for assessment when Dr. Barpsiey was Director. .At that
time there was no remedial service offered.

frce 1973, the ‘zenamed Unit ha been offering one-to-ons
renedial ing problems. By .t -
compari. prog: :
Sxsesbmast Dot cevs
Femedistion bere, © s hoping to determine this remedi
has any long te itive effacts on the children :nncgrnld v they -
proceed with their education.

tly assist me in this project if you will £1ll in
the ln:luud lnlomtkcn lM-t and (etul it to me at the ﬂllgno-!l:
and pemedial Unit °

in u--ux stamped envelope.

r ooperation in* :n(u survey now may be the meins of helping
ﬂtl-r chndnn with lll.l’ g disabilities ylt the Iﬂﬂl\vuullll‘d
help T ve they need, -Thank you.

Yours truly,

. Remedial I
Diagnostic & Reedial Untt Ll

£
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MEMORIAL URIVERSITY OF NEWFOUNDLAND
. 1. John's, Newloundland, Al 3X8
v - Fabulyof Education k4 Telex: 0164101
Diagreile & Remadial Unit . . . ( Telepbons: (7090 737.86601
) . Follow Up Burvey g e
. ¢ - i .
\Names - Date of Births'___~  Ages_ . .
]
—_— Presepit Homa Address: _

e llome Te Number:

Names of Parents:

s ]

‘o Age ‘at School
- Attended —_Yeu/No 11 Yes/No

Schoo!

Attended (in order):

3

7
Grades repeated (if any):

Grade completed at school <leavingt

' ge at school, leaving: _ . . .

. Further ! ]
@ rdde school .~ Other : 5
Conment on enn..u.g -
fin . S e
: g - B . [

Present :

5 THe learning problem'vas in: Nusber, Letters, Reading Writing, .
Spelling, Behavior, Spaaking (Underline ‘problen, areasf.
Mlurlptlﬂ},ﬂ! the problem as yoi sav it




When was the problem firet motice:

a7

is the problem still present today?

Pertinent History

Remedial help received at school, (if ahy):

Private tutoring, (if any):

Was there a referral to any of

1. Hental Hedlth Division
2. Child Health Services
3. Janeway Health Ceritre

4. " socidl Service

© 5. oOther (pleasespecify)

the following?

1f yes, how has one or more of thesa helped?

Medical Record

Eyes Examined: !eL/No 1f yes, When? __°
Where? Result? ___ .
Eare Examined: \vu/no . If yes, When?
Where? Result? )

Conment on-health background as the cause of

schoolt

any loig al




433" The following are social, personal, and behavior difficulties which

~"“1,n sometines related to learning problems. Check those which

fbnu think described your son as a younger child. .

E

1y frustrated Shy

. uncuap-uuv. Unhappy

Excessive Anger Fearful

Fights Frequently Anxtous

Sullen B Disruptive.

Defiant N
. - Withdrawn ‘

Unabte to work independently or do homework
Y ' _* " Does not accept personal relpnnllblutlll

ey Camnot. predigt consequences of ' personal henavxux

fiot socially accepted by p Préfers younger playmates.

“Poorself-esteem or self-inage

it any, have your son's problens had oh his life and the

® - taniiy's while he was growing ip? (& )




AFR

-4- i =

Using the 1ist of difficulties on page 3 as a guido, doscribe any
shown both in personality and in ability to

changes your son

cope with his problems as he has grown toward maturity. ¥

\
Y :

| A ‘ P
/ .

Hirey

Circle the item that best describes your son's present reading habits:

reads fdr”fpformation: very often, often, fairly often, seldom, naver

r 3

reads for ploasures  very often, often, fairly often, seldom,” never )
) 7. )

List the social and recreational activities in which your son takes .

part. (This would.include sports, youth groups, ¢hurch groups, ~
service clubs or others you might know.) = .

1.

2.

3.

. ’
s. F o —— o ¥

In order to complete the survey I will need to examine your
son's achool Cumulative Record. As he is noy of legal age, the

don for me to do this. Please have him = . i

school requires his perm
8ign the enclosed pehission form and' return it along with the
comgleted Follow Up Survey. . - ,o4 :

istarite in this survey.

Thank you very much for your cooperation and
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Iktfer of Request to Parents
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Parental Questionnaire

§ Group 2
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MEMORIAL UNIVERSITY OF NEWFOUNDLAND
St. John's, Newloundland, Canada A1B 3XB

Our records indicate that your child was seen Or as

Tdex 016 4101
Tesphona 7080 737 866001

X

ssment

and one-to-one remedial instruction during the period

Inatructor at the Diagnostic and

Romealal Unies I om prosonciy doing 8 foiioweup study o chidren
yho have attended the Unit since it first opened in 1971 und
time 4

the renamed Unit .has been offarin

remedial assistance to, children vith problens in re ding:
piogress.of childra e besn refecred for

.

\q.n eatation with thes

ves called the Learning Cente: oy
without any remedial

-to-one
By

"onTag o Aeternine whecher I e vomeatation
long terh positive sftects on. the ‘children concarned as thay

proceed with their educatiol

u
the enclosed AnEozlmhlo

me in this project if you Wil ein to
and retuen i¢ to me'at tM Diagnostlc

sheet
and_ Romadial Unit in the self-addresssd stamped snvalope.

Your cooperation in this survey now may be the means of hllplnq
other children with problems in rcldinq get- thl wd&vldullllld
elie

‘Than)
yuu‘x’- eruly,
GarEru:

Remedial Instructor
Diagnostic & Remedial Unit

N

N i




\ Faciy o Educaion
Diggrutc & Rl Unit

" Grades repeated (if any): . <

-
., Schools Attended (in rder)t

-

MEMORIAL UNIVERSITY OF NEWFOUNDLAND
St. john's, Newloundland, Cansda A1B 3X8

. Telex: 0164101
s Telzpbors: (7090 737.8660/1

=3 Follow Up Survay

. .
Date of Birth: Age:

- Name:

Present Home Addresg:

Home/ Telephone Number:

Names of Parents: B -

Age_at School

Attendad |

Yes/No '+ ves/to

Grade completed at school leaving:

Age at school leaving: .

Further” /30b T Uni it . . ¥
Trade School ' otner

Comment on training rec . Lo
) ~

Present -

The learning problen was in: Number, Letters, Reading Writing,
Spelling, Behavior, Speaking (Underlinp problem areas).

v it i -

Description of the problem as you




I8 the problem still present today?
.

Pertinent H:

Remedial

772"

When was the problem first noticed?

ved at achool, (if any):

— Private tutoring, (if any):

> 1. Mental Health Division _

2. Child Health Services

; 3. ‘Janeway Health.Centre

4. \Social Services

5., Other (please s

‘Was thére a referral to any of the following?

If yes,. iow has one or ngge of thase helped?

Medical Record

" -Eyes Eximined: Yes/No

Result?

1£ yes, When?

p Where?
’ Ears Examined: Yes/No

. Where?

Result?

1f yes, When?

1\

Comment on health background as the cause ©f any long absonces from

schools _-

P
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The following are social, per: havior difficulties which
. are sometimes related to learning problems. Check zl‘nu .ch
Sor= you think described your son as & younger chi1d. .
. i Easily frustrated Shy .
F Uncooperative Unhappy
Excessive Anger Fearful =
- 2 Fights rnq\;lntly y Anxious
Sullen Disruptive
» o Depressed i Defiant
. Destructive 0 Hlthd:'lvn \
' g ‘Unable to'work independently or do-homework % N
. Does not accept personal responaibilities
2 Cannot predict consequences of personal behavior
’ . Not sotidally accepted by peers. --Prefers younger playmates.

. E Poor self-esteem or self-image
1f any, have your_san'

What effect:
fanily's while he vas growing up? .
£ SR

problems had on his life and the -




< " . EaR

Using ¢ 1ist of difficulties on page 3 as a guide, describe
any changag your san has shown both Ar)'p-nonuuy and in ability

£o copa with his problems as he has grown toward maturity.

A ; . . 5 5

Do y . that' the remedial at the

Diagnostic and Remedial Unit has been of help & your. son?

© Iy

L
have helped;him.

explain as freely as possible

T % 3 3 Y

_List the social and recrestional activities in which your son takes
part. (This would include ‘sports, youth groups, church groups,
service.clubs or othérs you might know.) . 2

\ o
R

2. N ! X

3. ¥ -

‘. : g
5. ! &




nt reading habits:

Circle the item that best describes your son's pre
.
reads for information: very often, offen, fairly often, seldom) never

xeads for pleasura:  very often, often, fairly often, seldom, never

In order to complate the survey-I will'need to examine your -
son's ;A!-MBI clll:lllﬂ.vu Record. As ha is.now of legal .’." the .
his permission for me to do this. Please have him
d permission form and return 1€ s ?.{q with the.

lnhgul. requir

sign the ancl

eted Follow Up Survey.

istance in this survey.
-

“T you very much for your cooperation and

R
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BLISHEN OCCUPATIONAL SCALE :SORTED BY INDEX

.y ®
HUNTING, TRAPPING & REL. OCCS.
EISI1 CANNING, CUR lNO & PACKING OCCS. ¥
FISHERMEN :NET,TRAP & LINE
NENWSBOYS ’
EORESTRY & LOCCING OCCS N.E. C< .
TEXTH.E nm PREPARATION

ABMLGREPA!I\H@PROWCK‘SITO & S. Ooccs .

l & REPAIR 0CCS.

WOOD SANDING .. .
PReSgING.00CS.
MILLINERS, HAT & CAP MMER . s
TEXTILE PROCESS:LABOUR & OTH. ELEM.WORK:
TEXTILE SPINNING & TYISTING OcCs.
FAB.ASSEM. REP.TEXT . ,FUR & LEATH.PROD. :LABOUR & OTH. ELEM.WORK
KNITTING OCCS.*
EABRICASSEHBL&REPHIMM :LABOUR &.OTH.ELEM. WORK
SPORTS & RECREATION,N.E.C.
TEXTILE PROCESSING OCCS. .
EISHING, HUNTII MPIW & m ‘occs. N.E. C.
rmamscu'nlm & REL,, @ N

El
ELEVATOR OPERATING OCCS.
“SEWING MACHINE, | OPERATORS TE}

T & SIMILAR MATERIAL
TEXTILE,ER & LEATHER PROD. N.E. c.

AT
FATLVAY CECTIONEN & <~
R mlf:mzu

LauoE
IEXTILE Bl.uauna & DYEING OCCS.

TEXTILE WEAVING OCCS. .
IEXHLE WINDING & REELING ocCH. LT
VOO0 MACHINING:L.T.C. & 5, 0CCS,

EABRIC. ASS] cEREOAIE oucs HO0D, BRODUCTS. N.E.C.
ECRESTHY & NG:LAsOR & onl.
JAN; ‘CHARRRAERS & CLEANERS _ i

FORATERS”
RORESSERS & REL.

BARBERS, HAI! 0ces.
PUBLIC AmlN‘gm‘l!‘ms & DEFENCE|LABOURERS

. HORK
FOOD, BEVERAGE & REL. PROC. :LABOUR & OTH.ELEM,HORK
WOoD .zxcermnrnnmxunoy\umamm

ERULT. & VEGETARLE<CANLND, PACKAG: 0CCS.
S, SERVICE ¥
NG &' OTH. ACCOM.,N,E.C.
SERVICES: LABOUR, & :
TRANSOGRE &, BE EQUTP OBERATING.OF am:n N.E.C,
EARMING, HORTICUL ANIIIAL HUSEARDRY QRAER 06CS.
TAXI DRIVERS & CHAUEF!

APPAREL & FURNISHINGS SERVICE OCCS. N.E.C.

e
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%

INDUSTRIES: LABOURERS
{LL SAWYERS & REL. OCCS.

noosxm. WATERPROOEING & REL. OCCS.
TRADE:

x‘mu

& OTH. ELEM. WORK

S CRUSHING & “MIXING. Gocs: CLA

ELEM. Nonx N.E.C. -
\Y,CLASS & STONE

P NG & CUTTING ‘0CCS : TEXT. \FUR, LEATH.PROD.
;EXT!L! PROCESSING:I:T.0. & S.
m&aw‘.‘nn &’REL.. SERVICE 0CCS. N.EC. “

LABOURERS
EABRIC.ASSEMBL .4 REP.TEXTILE, EUR & LEATH.PROD.
EARM_MANACH ocCs. .

NURSERY

WAITERS,HOSTESSES & STEWARDS,FOCD & BEVERAGES
& REL. WORKERS

mxm. msﬂxoﬂg

Y MAKING & REL.
\T)

LABOURERS?!
CUTTING & SHAPING OCCS:CLAY,GLASS,

JARDS &
PROD.FABRIC.ASSEM, &

& REPAIR:LABOUR & OTH.
EQUI.

FABASSEM. T &R.EL.ELECIRON.& REL.
WOOD MACHINING '0CCS.,. N.E.C

SHI
FLOUR & GRAIN MILLING OCCS.
LABOURERS,
CONCRETE FINISHING' & REL.

ION 6 mﬂmx’uﬁws{ . "‘ \

CLAY,CLASS & § ‘mNEMACHINXNGITG & 5. 0cCS.
s e iy

HETAL MACHINING

STONE MAS(
100D PROCESSEING 0608 zxcwnxm FiLr & PM’EEHN(XMO N.ETC.

SERYS(E OCCS. ,OTHER, N.E.C!
SERVIEE STATYON ATTENDANTS

CAPTAING A o7, OFEICER
EXCAVATING, .GRADING &
TRUCK DRIVERS

ASSEMB.REP . RUB, PLAS, g REL_PROD. -

ENGINE & BOILER ROOM: CREW SHIP .
HATER

HANDL
ATTENDANTS, SPORT
HOTEL CLERKS

& OTH.
& RECREATION
PERSONAL SERVICE OCCS.N.E.C.

& OTHELEM.WORK
VESSELS \P

. WORK

N

5
LOG HOISTING, SORTING, MOVING & REL. OCCS.
PAINTING & DECCRATING 0CCS EXCLUDING CONSTRUCTION

AND POLI
v & REL. OCCS.

NG-CLAY GLASS STONE

RAILWAY TRANSPCRT OPERATING OCCS..N.E.C.

MILK: PROCESSING 0CCS .
YOULDING

0CCS: RUBBER, PLASTIC ‘& REL. ?ﬂw.
HEAT CUTTING,

TG & FINISHING, Oss usm PLAST. & REL.” PROD.

ECRESTRY CONSERVATION OCCS.

:1.T.G. & 6. 0CCS.

. SLAUGHTERING CANNING CURING & PAK.0CCS.

PACKAGING. LN.E.C. P

FORMING :CLAY,GLASS,

EARRIC, (ASSEMBL.& REPAIR OCCS:RUBBER, PLAST. & REL. PROD.N.E.C.
s occs OTMR, NoE.C.

CRUSHING & GRINDING OCCS: GHEM & REL. MAT.
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HATERIALS INDLING EQUIB . OPERATORS N.E.C.

ALE:

ST
CLAY,CLASS & STONE & REL. MAT. MAGHIN. ]
SIAY.CLASS & STONE PROCESS FoRWING € ReL . oics. £
OTHER_PROD, FRABRX R, GECS N

BUS DRIVI
£0%0; BEV. 6 REL. PROCESS 0CCS..N.E.C.
FORSING AiDEs & GrbERIES

, STEVECORES & FREIGHT HANDLERS

PLIWOOD MAXING & REL. OCCS. :

JEWELLERY & SILVERWARE FAD. ASSEMB.. & REPAIR occ

WOOD PROCESS llCEPT PULP & PAPERMAKING:I.T.C. & 5:
MATERIALS HANDL. & REL. OCCS..N.. ! |=
MOULDING, XNG & METAL CASTING
EXCAVATING, Ml"ﬂ, FAV!N:S ‘ REL- WCS- .N'E<C>
AR EALEGHEN - & RETATRMEN"
DRI St
EURNA Klmﬂ CLAY GMSS
f."v'"c mlm"v. EWF!W EAN. & I’Ol:lﬂu"ﬂ 0ccs., N.
* EL, POl ﬂﬂ WIR. . :LABOUR & VI:H ELDI WORK
CDAT]“Q mmﬂ!m MAT
IND, :gu ‘mfﬂuusmus“lﬂ
HlNlNﬂ G%II\Y INC 0"- ‘ ﬂu Ems mlm OTH. ELEM.WORK
FAGRICAT. ASSEHL
BIASTING. Octs.

ELATING. METAL SERA smumm & REL. OCCS{¢
NG OCCS:RUBBER, PLAST. &REL PROD.

RODUCTS, OTH .
PROCESSING OCCS.

TOBACCO.
MINING & QUARRYING (CUTTING MIDLING'& LOADING OCCS .
SHIPPING & RECE:

1V
ENOINE & Rel,. EQUIP. FABRICAT. & ASSEMBL. OCCS. N.E.C.
WOOD TREATING OCCS .
PRINT & REL. ,JABOURING & OTH, ELEMENTAL WORK, N.E.C.
VEHICLE FABRICAT. & ASSEMBL. OCCS. N.E.C.
ELECIICH BLECTRONTC & REL.
METAL PROCESSILABOURING &

i OCCS .
W TRANSPOR! OPERATIONS OCCE . N.E.C.
ELECTRI! IP. FABRICAT. SEMBL. OCCS.
ROCK & SOIL:DRILLING,OTHER OCCS
SUPERVISERS: ?”ﬁ":”c‘ OTHER ACCOMODATIONS ©
STRUCTURAL HETAL  ERECTOR: B
FOREMEN: lem.lm‘ﬂmml & ANIMAL HUSBANDRY
METAL SHAPINO &' FORMING EXCEPT MAGHINING N.E c.
ROASTING, COOKING & DRYING 0icS, CHEMICALS &
NURSING ASSISTANTS
MIXING, & BLENDING OCCS. CHEMICAL & REL HATERXAL!
PULP & PAPERMAKING :LABGUR & OTH, ELEMENTAL WORK
PROCESSING:1.T.0. & 8. 0CCS.,N.E.C.
 ERINTING & RiL.
& REPARATION l REL. SERVICE, OCCS.:SUPERVISORS
PLUMBING, mpuxn‘xm & REL.
T WORKERS

ET METAL
MAGHINE TOOL OPERATING OCCS.
HECUNICS 6 REPAIRMEN EXCEPT FLECTRICH N.E.C. .
MINERAL GRE :LABOURING & OTH .ELEMENT . WORK

»-
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\
MOTORMEN & DINKEYHEN, EXCEPT RAIL TRANSP.
]P t‘mxc "& ASSEMBL. OCCS,.N.E.C.
. REFEREES E REL. OFEIC'I .
C EQUIP. EAERICAT. & ASS!
PRWULT F [CAT . ASSEMBL. & REPAIR:I .\ .U i 8. ©OCCS..N.E.C.
S, ETCHERS & REL. m
BOOKBINDERS AND REL. S
[EOREMEN : EXCAVATING, | NXW.PAVXIIZ . OCCS.N.E.C. .
i
& REL. 0CCS_ |
L, 'ORT EQUIP. MECHANICS & REPAIRMEN
LOG INSPECT. +SCALING &REL OCCS.
METAL SMELT.CONVERTING & IEHNZM FURNACEMEN
_ MATERTAL RECORDING.SCHEDULING & DIS: TRI!. occs.N.E.C.
TRANSPORT OPERATING 0CCS. N.E|
\CHINING, I.' 'l' G.
\Y,GLASS & STONE PROCESS. & EORMING:1.T.0. & 5. OCCS.
WATCH & CLOCK REPAIRMEN x el -
fDﬁLHEN WOOD PROCESS OCCS. EXCEPT PULP & PAPERMAKING
N : WOOD MACHINING OCCS.
&U{FEVXEERS'APPMEL & FURNISHING SERVICE OCCS.
ARCHITEC E. & Emlm OTH.. MCS.,N E.C.
PERFORMING & AUDIO VISUA’- N\'KS N.E.C. -
Vo & GTHER MACHINING & REL. occs, W.E.C
N0 & QUARRYING INCL. OIL & CAS F! mNECA
nzcm-mmsrs PR -
E,PRDCESS. occgé
1C ASS!;ﬂL .& REP.] N’l!ﬂ PLAST' & REL.| PRDD 1.T.0. 4 B. “CS
1)
& REL. 0cCS.
S- & STEWARDS, EXCEPT .FOOD & BEVERAGES

ERATING OCCS. N.E.C.
STATIONARY ENGINE & UTIL. gggv omumm & REL.OCCS. ,N.E.C.
EULP 6 PAPERWAKING & REL.

SALES, OCCS: COMMODITIES N.E.C.

INDUS. FARM asemmuc  MAGHINERY MECHANICS & REPAIRMEN

ASHEMBL¢ REPAIR 0CCS:HOOD PRODUCTS

- EOREMEN : FABRICA!
AIRCRAFT EASRI & ASSEFBL. 0CCS. I.E.C. .
BShEEatnG orercens, . 5
'FACHINIET & NACHINE 100L SETTING-UP 00CS. 3

MELTING & ROASTING OCCS. MINERAL CRES.

EILTERING. STRAINING & SEPACUTING OCCHIGHEM.4REL. MAT.

MINERAL ORE muﬂm (R

g
FOREMEN : EABRI REPAIR occs: TEXTILES, FUR 6 LEATH, PRCO.
ECEPTION, INFORMATION, LALL. & FEGEAGE DISTRIB.OCES . N.E.C.
RADIO &'T.V. SERVICE REPAIRMEN -
ARMED EORCES,! RANKS

MOTION PICTURE PROJECTIONISTS
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W ISOR!
- SUPERVISORS: SALES b
~ CONDUCTOR
" WINERAL GRE nr.u'm 11,

AL .N.E.C.
L CRAETS WJPMENT OPERATING OCCS.N.E.C
CELLULOSE_PULP_PREPARIN(
sgawﬂ & sm:ménl.uu srm‘rmc oces.

PERA"
TRANSPORT OPERATING SUPFORT, decs.

TEGINICIANS: LIBRARY, MUSEUM & ARGHIVAL SCIENCES
EOREMEN:CLAY,CLASS & STONE & REL. MATERIAL MACIIINING OCCS,
EQUib: REPALN EXCEPT BLECTRICALI].T 0. & §. § !
FOREMEN:TEXSILE PROCESS occs: .
LIBRARY, MUSEUM & cHxVAL sxcs N.E.C.
HEDICINE & HEALTH, OTH, c.

PRocESS ocs. -

DECK SEEICERS
IMEGHANICS & REPAIRMEN EXCEPT ELECTRICAL

IVPESEIIERS & Conpos)

TALHACH!NING.!TO‘GS occs. .
STEREOTYPERS & ELECTROTYPI
TYPISTS & CLERK TYPISTS :
EABRCA‘I'ASSEMBLH.ETALPROBIJCA’S!TG & s. occs. NEC
LIBRARY & FILE-CLERKS B
GHEM .PETROL,RUBB . PLAST. & HEL MATER. PROCESS 0CCS. N.E.CT
POLICEMEN & INVESTICATOR, PRIVATE

C: AT PHOTOO. & REL. PIELDS N.E.C.

roﬁmzwroon BEVERAGE & REL PROCESS.
SUPERVISORS & EOREMEN,
OCOHITIVE ENINEERS & Fineen

GENERAL OFEFICE CLERKE
HETAL SHAPING & FORMING EXCEPT HACHINING: 1.1 & *occs.

DE N : OTHER, PROCESS OCCS

5 & BROTHERS (H) N

FOREHEN OTHER MACH. ING 6 REL 6CCS . N.E.C. ¥

\CHES, TRAINERS , INSTRUCTORS -& MGRS:SPORT & REC.
CONSTRUCTION ELECTR CIRIC. & REPMEHEN
PAPERMAKING & FXNISHING 0CCS.
FEOREMEN : CLAY, GLAS! & STONE PROCESS.FORMING & REL. OCCS.

ERNHAKERS & MOVLDMAKERS N.E.C.
FOREMEN:METAL SHAPING & FORMING'OCCS T MACHINING

occs.
EORI lm "ASSEMBL & REPAIR OCCS.N.§.C.
MAIL & POSTAL CLERKS
EL.POW.LIGHT & WIRE COMMUN. EQUIP.EREC. I.& R.OCCS. N.E.C.
DENTAL HYGENISTS, ASSIST. & TECHNIC.
METAL PROCESSTHG N(x, &s.o0ccs. . s

2 AND 1
OTH. CLERICAL & REL.OCCS.

PHYSICAL SICS., N.E.C.

CONSTRUC. EXCEPY. ELECTRICAL:1.T.G. & S. 0OCCS
POSTMASTERS -

WELFARE.& COMMUN. SERVICES

ATHLETES

PHOTOGRAPHERS & CAMERAMEN

208

<

E.C. “
IC.ASSEMBL.1.& R.EL.ELECTRON.& REL. EQUIP.:I.T.G. &-S. OCCS.
ICAT. ASSEMBL, REPAIR OCCS :RUBBER, PLAST .& OTH.REL.PROD.
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43:64  SUPERVISORS: MATERIAL RECORDING, SCUEDULING & DISTRIB. 0CCH.
568 URANCE, BANK & OTH. FINANCE Ci.
49.
4379 DISPENSING oPTICIANS
49.89  NURSES-IN-TRAINING
49.89 ERS & REL. OCCS. d
49.99 U:MINING & QUIRRYING'INCL. OIL & GASFIELD occs.
- 50.06 nm. TATE SALE:
50.14 + AND COMMERC. MAGHINE HECHANICS AND REPAIRMEN
50.21 D CXMERC. MAGHINES EABRICAT. & ASSEMBL.OCCS. N.E.C.
50.30 NTERS,  ENCRAVERS EXCERT PUOTOENGRAV 2 g
50.40 N:RAILWAY TRANSPGRT OP| NG OCCS.
7 50.42 ¥M Nxsrms OF RELIGION
50.44 CLERKS
50.70 KKIEEPERS 6 ACCOUNTING CLERKS
. 50.94 NG, ACCOUNT-RECORDING & REL. OCCS. M.E.C.
5 EOECRABH ‘GPERATORN
N FIRE FIGHTING OCCS
= - HURSES, CRAD. EXCET SUPERVISORS
EUNERAL DIRECTORS, EMBALMERS & REL. OCCS.
FOREMEN :METAL noczss & Reoces.
AIRCRAET MECHANICS AIRHAN N
STATS. CLERI
FOREHEN HETAL, MAGHINING 0CCS. .
uNxvalsx'n' TEACHING & REL. OCCS. .
LIEE SCIENCES OCCS.,N.E.
G5, BETROL -RUBGER PLAGT ¢ REL. MATER. PROCESS. 11.T.0. & 5. .0CCS.
 OCCS: SERVICES, N-EC.
TOOL & DIE MAKING OPERATIONS
FOREMEN:PULP & PAPERMAKING & REL, OCCS. s
. SECRETARIES & STI ERS %
& JURISPRUDENCE. N.E.C. ¥ i

ommml«r 1S .
EquP OPERAT. & REL. DCCS

ELECH\D“ERELWN Ef IP Dl’mﬂmm N.E.O.*
soc. & REL. FIELDS

OREMEN: FABRICAT. & ASSEMBL. OCCS. METAL PRODUCTS N.E.C. Lo

(C] 'NON-GOV'
H P. & REL. Ef lP. nrm'nna oces.
LBRARY,FILE & gpmn.cr.uu@ & REL. OCCS,N.E.C. f &

TRAVEL CLERKS, TICKET, STATION & FREICHT AGENTS
LIFE SCIENCES\TECHNOLOGISTS & TECHNICIANS N
OTHER TEACHI! REL. E.C.

CONSTRUC, aF:nA'uoNa
PULP & !Apmlm I.T.G. & §. OCCS.
mnxmrmumam 0CCS. N.E.C.

zAu P.. zgtnp < 0P
! 1 EL oM LiGHT & uxnzlugul;'m zquﬂ"ée G A
TRUCTORS & TRAINING OFEI FicEs N -
26030 AADID € T.v. BAOADCASTING gu
. 756.61 MEIV!SMS‘ RECEP . INEO. m HEBSMI Dlﬁ‘mll. oces.
SUPERV HERS & TYPING OCCS.

56.85  MEMBERS OF I-Eﬂl! BODIES »
56.86  MEDICAL LAB.TECHNOLOGISTS & TECHNIC, g

PERSONNEL CLERKS
SUPERVISORS: NURSING OCCS.
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' : CIEMS. , PETROL, RUDDER, PLAST ., GREL. MATERIAL PROCESS OCCS.
EATING

'OREMEN :
nm.m mlmosxm & TR}
\TS . SYSTEMS FIZLDS N.E. C.;
ADVERTIBING  SALESHAN
COMMERCIAL TRAVE] . 2
ll)lsl'lﬁ SUBL"!’SH:;'CMI%IZ OCCS QIEMICALS & REL. MATERIALS-Y v
PRECISION INSTRUMENTS ummgucs & REPAIRHEN
i SERVICES NANACEAENT oces. =
.4 um nmAcEn ﬂéggmunmu N
.53 RADIO & T.V." ANN S. . "
72 RADIOLOGICAL TECINOLOGISTS & TECHNICIANS,
gg g;;XC]ALS & NIy gm‘lws UNIQUE TO COV'T,N.E.C.
. S, s [
188 SOUND RECORDING & REPRODUCTION EQUIP. OPERATORS . ’
< FOREURNIOTHER CRAFTS & EQUIP. OPERMTING OCCS. N.E.C.
AIR TRANSPORT GPERATING SUPECRT GCLS.
E COMUN. 4 REL, EQUIP. 1.6 R. .
EL BoR LXGHT & WIRE EREC..4 R.:1,1.0. & 5. occs.
TNEPECIORS & REULKIORY OFFICERS GOVY
ELECTRONIC & REL EOUTE, INSTALLL & REPAIR OCCS. N.E,C.
ERS, SECURITIES
OLICEMEN & DETECTIVES, GOVERNMENT
pm{sxcu. SCIENCES' 'r:umowd ISTS & TEGHNICIANS
1STS, WTIROPOLOGISTS & REL. €0C. SCIENTIST:
0 ERS & BUYERS EXCLUDING WHOLESALE e RETAIL TRADE
4 Uslﬁss sa\vxcz‘s‘ ALESHEN
EUENT OCCs, TRANSPORT & COMUNICATIONS OPERATIONS
AGRICULTURISTS & REL, SCIENTISTS
OTHER CLERICAL & REL. OCCS., N.E.C, .
SUpERVISORS EPING, ACCT. -RECORDING & REL.”ocCS.
SUBERVISORS: SALES GGCS " SERVICES
1AL WORIERS
TRANSLATORS & INTERPRETERS
EOREMEN: AT TAANSEORE GF, 0CCS. g 3 .-
CHASING oces. N
LIEMRIANS & ARCHIVISTS 2
DRAUCHTSMEN A
SUPERVISORS:LIBRARY MUSEUM & ARCHIV. SCIENCES . .
PSYCHOLOGISTS D
ARGHITEC, & ENGINEERING TECINILIANS - * i
PROTECTION SERVICE OCCS.,N.E.
TRITERS & EDITURS . .
HANAGEMENT. P INDUS || RELATIONS OCCS. .
THER ANAGERS & ACHINISTRADORE. M Foc.
SUPERVISORS: LIBRARY FILE & oCLERKS & REL. ocCS
:TRANSPORTATION & COMMUNICATION i
DIETICIANS & WIRITIONISTS
SALESMEN & REL. ADFISORS
:NON- DURAB! S HANUEACTURE
MANAGEMENT & ADMINISTRATION,OCCS, REL., N.E.C. .

+ OTHER MANAGERS:SERVICE 2
:SALES & ADVETISEMENT OCCS.
OTHER MANAGERS,OTHER INDUSTRIES®
ECREMEN:ELECTR, & REL COMMUN. EQUIP.OP OCCS. NiE.C.
PERSONNEL & REL. OFFICERS
BIOLOOISTS @ REL,. SCIENTISTS
== TEAGHERS Y Mo xxunmmn:ﬂ
TEACHERS:COMMUN. COLLEGE & VOCATIONAL SCHOOL
SCOUPATIONS. TN VR TTINGN. £. &
R HANAGERS:DURABLE GOOS HANVEACTURE .

+CHEM! g v
CENERAL MANAGERS & OTHER SENIOR OFFICIALS
MANAGEMENT : SOC.SCIENCES & REL. OCCS. # . -




‘

ATRONAUTICAL ENGIN

HENNTICINS, SIATISTICIANS & ACTUARIES,
PRONICERS & DIRECTORS, PERECRMING & AUDIO-VISUAL
INDUSTRIAL ENGINEER! .
SUPERVIS0RS. OTIL 6603, 1 ANQUITECTURE & ENGINEERING
ACCOUNTY TTORS, FINANCIAL OFFICERS
(AN AL, ENCINELRS

IGATORS & ELIGHT ENcth:ms .

GOV TRATORS
OTUER MANACERS | Hm:s & OIL WELLS
EUPERVISORS: OFFICE MAGHINE & .E.D.P. EQUIPHENT OPERATORS

SYSTeHS A AALYSTS & COVPUTER PROGRAMMERS & REL. OCCS.
ARCH!TECTS MO ENGINEERS N.E.C.
EOLOGLS: ‘e
ClVll. ENGXNFD\S
EAGIERS : POST-SECONDARY SCHOOL,N.E.C.
[ECONOMISTS
PETROLEUM ENGINEERS
HEDICINE AND HEALTH ADHINISTRATORS
LECTR!

EDUCATIONAL & VOCATIGNAL, COUNSELLORS

- ARCHITECTS

JUDGES & MAGISTRATES ¢
PHARMACISTS g
JEACHERS - UNIVERSITY
(ER! NOTARIES
NAR]
FHGICIANG & SUROEONS
MANAGERS, 5CT. & ENGINEERING e

ENTIS’
Nuch ENGINEERS .
EACHING. AND REL. EIELDS ADMINISTRATORS

» \ ‘
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