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AHSTRA CT 

The thesis begins with a brief acco u nt of why 

and how special classes for bac kward children were 

instituted in ~ Jew Zealand schools. There follows an 

outline of how special classes are currently organized: 

policies and procedures for the admission of pupils to 

special classes: goals of special education for backward 

children: the recruitment and training of special class 

teachers: the special class curriculum: specialist services 

a vailable to special class teachers and children. 

The literature survey focuses initially on 

ea~ly studies comparing asadernic achieve ~ ent and social/ 

e motional adjustment in mildly mentally retar ded children 

assigned to special classes an d those reta i ne d in regul a r 

classes, studies which, be c ause of inade quate and 

inap p ropriate assessment n ethods and a variety of 

unc on trolled variables, sh o w conflicting r e sults. Th e 

writer then reviews more recent studies which have been 

concerned with two main issues: societal and educational 

inequalities which influence the selection of pupils for 

special class placement and the extent to which special 

education merits the description "special". 

These two themes underlie the series of questions 

compiled by the writer for distribution to a 20 % rando~ 

sample of special class teachers at primary and intermediate 

schools throughout New Zealand as described in the third 
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segment of the thesis. The questionr .aire is concerned 

with demographic data on special class teachers and 

pupils and a variety of data on curricula, parent/school 

relations and specialist services available to special 

class teachers and pupils. 963 of the teachers surveyed 

·returned completed questionnaires. 

Analysis of the data thus collected leads the 

writer to the following conclusions: disproportionate 

nu mbers of special class children are male, Maori and/or of 

low socio-economic status: for the majority of pupils special 

class placement is permanent: the average special class 

teacher is a woman, under 36, trained and experienced 

in regular class teaching but with little training and 

relatively brief experience in teaching backward children: 

since there is no curriculu m designed sp ecifically for 

backward children at primary and intermediate schools, 

teachers must rely primar i ly on their own resources in 

adapting regular curricula to the special needs of their 

pupils with limited assistance from organisers of special 

classes and educational psychologists and virtually none 

from the advisory service: the integration of special 

and regular class children, as endorsed by the Department 

of Education, occurs primarily in the non-academic areas 

of the curriculum: special class teachers succeed in 

meeting most of their pupils' parents for the purpose 

of discussing the progress of individual pupils but 

opportunities for parental participation in school life 
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are apparently limited: organisers of s~ecial classes 

constitute the major source of professional assistance 

for special class teachers however the de ~ands mada 

of the m appear to be excessive in view of their limited 

training and numbers. 

In the final segment of the thesis the writer 

returns to the two issues which motivated her survey and 

concludes that, for many New Zealand children, special 

class placement represents confirmation of their 

inferior status within the larger society and that 

special education for backward children at primary and 

intermediate levels in New Zealand schools does not 

appear to merit the description "special". 
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CHAPTER 1 

SPECIAL EDU CATIO N FO R BACKWA RD CHI LDR EN I N NEW ZEA LAND 

- t·Jho is the "backward" child? 

The term "backward" is apparently unique to 

i,J ew Zealand and is synonymous with the terms "educable 

mentally retarded" and "educationally subnormal" used 

commonly in North America and tha fJnited Kingdom 

respectively. All three terms correspond to the old 

nmoron" category of mental retardation traditionally 

delimited by I.Q.s 50 and 75 (Robinson and Robinson, 

1965: Clausen, 1967). Included in this category is 

the largest group of exceptional children for whom 

full-time special provisions have been made within the 

public school systems of developed countries (Sparks 

and Black man, 1965), the group which is at the very 

focus of the current controversy in the field of special 

education (Dunn, 1968: Lilly, 1971). 

- The development of special classes for backward children 

The development of special classes for 

backward children has been documented comprehensively 

elsewhere (~Hnterbourn, 1944: Ewing, 1970: Milne, 1972) 

and will be traced only briefly here. A perusal of the 

above sources indicates that these classes were instituted 

for a variety of reasons, the main one perhaps being a 

widely-held belief in "a child's right to receive an 

education suited to his abilities" (Ross, 1972). It is 
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1lso likely, however, that these classes resulted partly 

from what has been termed a "relief" philosophy (Blackman, 

1967), that is to relieve regular class teachers and 

children of the presence o f pupils who were unwilling 

and/or unable to compete in the race for promotion which 

dominated the educational process at that time. Ewing 

( 1970) vividly describes life for the backward child and 

his harassed teacher in ~ ew Zealand schools at the end of 

the nineteenth century when he says:" a heavy part of the 

teacher's task was .•.. to drive on "the dullards" in 

a forlorn attempt to get them "up to standard". ~-Jhen 

this treatment was reinfo~ced by corporal punish~ent, slow 

children had a miserable :.irne at school .•.. " (p. 130). 

There was cons id erable pressure toward the 

establishment of special classes for backward children 

before the event. This ca~e Fro m a variety of sources 

i ncluding the New Zealand Educational Institute (the 

professional organi za tio n of Ne w Zealand's primary school 

teachers) ( 1 • .Jinterbourn, 19 44) and school medical officers 

( Milne, 1972). The final impetus for the campaign came from 

the recommendations of George Hogben (inspector-

general of education fro m 1899 to 1914) who had observed 

such classes in operation in the U.S.A., and ultimately 

Section 56 of the 1914 Education Act cleared the way for 

the establishment of the first class in 1917 at Auckland 

Normal Schoo 1. Figure 1 illustrates the growth in numbers 

of special classes at pr imary and intermediate schools to 
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the present time. 

- Organisa t ion of s pecial classes for backward children 

Curr e ntly s pec ia l class e s for bac k ward 

children are ad ministere d by ten regional education 

boards un d er th e aeg i s o f the De partment of Educat i on, 

Wellington, through the director of primary education. 

Minimum and maxi mu m sizes of special classes at pri mary 

contributing schools ( primer 1 to standard 4), full 

pri mary scho o ls ( pri mer 1 to form 2) and inter mediate 

schools (forms 1 and 2) an d age ranges of pupils in those 

classes, as establishe d by the Department of Education, are shown 

in table I. 

Most bac kward child ren un d er th e age of s e ven 

re ma in in regular inf a nt programm es although there is 

on e pre pa r a t or y s p ecial c las s a t Craft o n S c ho o l, Auc kla n d , 

fo r childre n ag e d fr om f i ve to se ven, an d so me childr e n 

who ar e c o nsidered t oo i m~ atur e for regular class 

p l a ce ~ ent an d thu s are pote nt i al s p eci a l class 

c a ndidates are to be foun d in the assess ~ ent class at 

Pa lmerston Marth ( Milne, 1972). 

- Policies and procedures for the admission of backward 

children to special classes 

In New Zealand, as elsewhere, the majority of 

school-aged children within I. Q. range 50-75 are in 

regular classes ( Depart ment of Education, 1960: Havill, 

1976). Estimates of p rev a lence of mild mental retardat i on 

in other countries are varied and in recent years have 
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ranged fro m 2.0 per cent (Lapp, 1957) through 2.05 

per cent ( Rutter et a l., 1970) to 2.3 per cent 

(G riffiths, 1975). The most conservative of these 

estimates yields a figure for New Zealand of 

approximately 14,843 mildly mentally retarded children 

of school age (based on 1973 roll numbers taken 

from the New Zealand Official Yearbook, 1975). At July 

1st, 1973, 3,781 children (that is about 25 per cent of 

the estimated total nu mber of mildly mentally retarded 

children in New Zealand) were receiving education in 

special classes for backward children at pri mary, 

intermediate and secondary school levels. An unknown 

nu mber of b a ckward children attend regular classes 

because they live in rural co mm unities to o s mall to 

su pp ort a s pecial cl a ss ( Depart ment o f ~ d uc a tion, 1960), 

but by far the greatest nu 1nber are there because they 

do not meet the criteria for ad missio n to a special 

class. 

What are th e se criteria? The backward child 

who is most likely to be selected for special class 

placement in New Zealand is the one who is also 

"severely scholastically retarded" or who has "severe 

learning disabilities 11
• Similarly backward children 

who evidence social and/or e motional difficulties at 

school are more likely to be placed in special classes than 

those who are considered to be well-adjusted (Organisers, 

Wanganui Education Board, no date). These criteria are 
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similar to those which p0rtain in Britain (Chazan, 

1 967-1968) and in North A~a r ica (Stanton a nd Cassidy , 

1 964: Si mches, 197 0) . 

The initi a l referral of a pupil for possible 

placement in a special class is made by the child's 

· class teacher to the area organiser of special classes 

through the school principal. The child is usually 

assessed at school by an or ganiser of special classes 

in a one-to-one situation during a period of one to 

two hours . Test ma terials are chosen by the organiser 

but usually include a Stanford-Binet (L - M) or a 

Wechsler Inte lligence Sc ale for Child r e n together with 

a test of read i ng ability s uch as the Burt (Rearranged) 

Word Read ing Tes t. Conside ration is also given to 

educational and pe rsonality data arising from the child's 

school career to that time . If th e org a niser cons i der s 

that th e child ~ould be appropriately placed in a special 

class, he r 3fe rs hi~ for a me d ica l exa~ination by the 

schoo l medica l officer. Fo llow ing this th e organ iser 

meets with the child's parents to discu s s his ne eds and 

to obtain their consent for placement. He then forwards 

his report and r eco mme ndations through the area 

organiser of special classes to the dist rict senior 

inspector of schools who is empowered, on behalf of 

the director-general of education, ta approve the 

child's admittance to a special class. Those who must 

be informed of the fi nal decision include the principal 
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of the school which the child will attend, the school 

medical officer, the secretar y -manager of the education 

board concerned, the area org a niser o f s pecial classes 

and the officer for special education at the Depart~ent 

of Education (Department of Education Circular, 8/58/4 , 

17th January , 1958) . 

In recognition of the possibility of changes 

in a child's intellectual, social and/or emotional 

f unc t ioning a rising from the special class placement 

itself or fro m other circumstances, the Department 

of Education reco~mends that all bac kw ard children 

assigned to s pecial classes be reass essed within t wo 

years (Organisers, Wanganui Education Boar d , no date) 

and acknowledges that some will r e qu i re reassessmen t 

a s often as once every six ~o nths ( Pi lne, 1975 ) . 

Moreover backward pu pi l s ''m ay be transf erred to any 

ord ina ry class a t any ti ~e if this is considered in 

their best i nterests" (Appe nd i x to the Jou rnals of 

the House o f Representatives of fl ew Zealand , 1971, 

Volume II). 

- Goa ls of special education for bac kw ard children 

The goals of education for mildly mentally 

retarded children assigned to special classes overseas 

are, by general consensus, the achievement of personal, 

social and vocational adequacy (Johnson, 1962: Simches 

and Bohn, 1963 : Baroff, 1974). The same general goals 

are pursued in New Zealand's special classes which aim 
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to educate the backward pupil 11 
•• • • to get on with 

his fellow man, to hold down a regul a r job, to b e 

e motionally s e cure, to know how to retain good health, 

to have a minimum grasp of r eading, writing and maths 

at tha 9-10 year level, to have some wholeso me 

leisure-time activities and to be e quipped to become 

a member of a family and a community" (N ightingale, 

19 75 , p.35). 

- Special class teachers 

The educational goals outlined above are 

implemented by certificated teachers recruited mainly 

from the ranks of regular class teachers. In a ddition, 

since 1974 Christchurch Teach e rs' College h a s of fe red 

a one year full-ti me s ~ ec i alist course in the edu c ation 

of hand i c a p p ed child ren f or a p pro ximate ly 20 te a chers, 

some of who m bec om e teach e rs of special c l asse s for 

backwar d children (Hav i ll, 1S7 5 : the Edu ca ti o n Ga z ette, 

Volu me 5 5, Number 12, 1976). 

For the teacher who has no pre-service training 

in the education of backward children, v a rious in­

service training opportunities are available. It is the 

stated policy of the Department of Education to grant the 

beginning special class teacher "up to one month's 

observation, study and training in other approved 

classes or schools" ( the Education Gazette, Volume 55, 

Number 8, 1976) although in practice, if appointed, she 

is encouraged to undertake this one week at a time when 
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she 11 has had enough experience in the Class to be 

aware of the relevant problems'' (Organisers, Wanganui 

Education Board, no date ) . 

In all the ten New Zealand school districts 

local in-service courses organized by inspectors 

supervising special education and organisers of special 

classes are available for special class teachers and these 

are supplemented in some districts by newsletters (for 

example S . C.A. N., the Special Classes Auckland Newsletter) 

and the work of teacher organizations such as ATSPED 

( the Association of Teachers in Special Education in 

the Manawatu). 

In addition to local in-service training courses 

there is a national residential course of five to six 

weeks' duration offered annually for up to twenty special 

class teachers selected by the inspector supervis i ng 

special e ducation and un d er the direction of the 

national organiser for backward pupils. There is one 

district organiser of special classes in residence for 

each week of the course and lectures are given by members 

of the psychological service and visiting speakers. 

Examples of course topics include the development of 

normal children, language and communication, causes of 

mental retardation, behaviour modification techniques, 

mathematics in the special class (Department of Education, 

1975). These courses also provide opportunities for 

discussion, observation of successful practitioners 
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and practical wor k . 

The recruit me nt and re tention of good 

s pecial class tea che rs has trad i t iona lly presente d 

proble ms in New Zealan d (Milne, 197 2 : Nighting a le, 

1975), thus the Department of Education has atte mp ted 

· to make serv i ce as a s pecial class teacher an attractive 

proposition for career teachers by offering the 

following incentives: i ncreased nu mbers of pos itio ns 

of res ponsibility: a llowing t wo years of service in 

special education to e cua te with country service*: 

the introduction of a salary step after five to eight 

years of service (depending on the app lic a nt's academic 

qualifications). 

- Curriculu m, methods and materials 

There is no curriculum desi gned s pe c if ically 

for special class pupils, instead t he t eac her mu st 

a dapt to he r re quire ments the p ri ~a ry and inter mediat e 

level curricula as set out in the Syllabu ses o f I nstruction. 

As sistance in this proc e s s is pcovided by organ is ers 

of special classes (see page 21) one of whose ma ny 

roles is to work with special class teachers both 

individually, through visits to the classroom, and 

collectively, through in-service training programmes 

(see page 16). In addition, since the mandate of the 

advisory service includes assisting teachers ta provide 

for "special needs and a wider range of individual 

differences' ' (Everts, 1972), assistance in curriculu m 

* .Je w Zealand teachers must teach for two years in a rural 
school in order to pass beyond a certain salary level 
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The mos t detailed written gui da nce generally 

available to special c l ass teachers is provided by the 

Departme nt of Education' s Handbook of Sugg est ions for 

Specia l [ l ass Teache r s, pub lished in 1958 , which offers 

guidance in curriculum adaptation, teach i ng methodology 

and the selection of appropriate mate r ials as we ll as 

discussion of the social-emotional needs of bac~ward 

chi ldren assig ned to special classes. 

The spacial class teacher is generally 

e ncouraged to pursue what might be termed a d iagnostic ­

prescriptive approach to teaching as illustrated by these 

words from a Guide for Spec ial Class teachers (O rgani sers , 

1.-1 a n g an u i Edu c a t ion 8 o a r d , no d at e ) : " we ;;-r u s t s how 

evidence that we know the levels and needs of each pupil; 

that the organization of our programme takes these needs 

i nto account and caters directly for their satisfaction ; 

and that regular evaluatio n of progress and consequent 

changes in needs is taking place" ( page 32) . The 

psychological reports provided by the organiser of special 

classes or the educational psychologist on each child 

admitted to a special class a r e intended to provide a 

base line for the teacher in initiating individualised 

programmes (Depar tment of Education, 1959 and 1960). 

- Training for social and personal growth 

As i ndicated previously (see page13), many 
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backward children are assigned to special classes 

because of personal and/or social inad equacies. In 

recognition of this fact special class teachers are 

urged to create for their pupils "a warm, secure 

environment": to build "security and self-confidence" 

(Organisers, Wanganui Education Board, no data): to 

be sensitive to their pupils' needs for "love, security, 

esteem": to establish "good social attitudes" ( De partment 

of Education, 1958). Moreover, in recognition of the 

fact that special class placement can alienate pupils 

from their regular class peers, special class teachers are 

encouraged to organize opportunities for integrated 

activities for their pupils (Appendix to the Journals of 

the House of Re presentatives of New Ze aland, Volume II, 

1971: New Zealand Official Yearbook, 1975). 

- Specialist services available to special class teachers 

and pupils 

There is an array of s peciali s t personnel 

whose function, in whole or in part, is to assist th e 

special class teacher and child. Who are these specialists, 

what training do they have and what services do they 

off er? 

In each of the ten New Zealand education board 

districts there are inspectors responsible for the 

supervision of special education. The 1974 Appendix to 

the Journals of the House of Representatives describes 

the functions of the inspectorate thus: "The inspectorate 
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h as a key rol e in a ll deve l opments i n the c u rriculu m, 

t eaching methods, school and class organization, and in 

in -serv ice training. It provides the ~ain channel for the 

evaluation of education in ~ ew Zea l and .. . . It is the mai n 

age ncy by which the department, and t hrough the 

department , the Go vernment , is able to imp l e me nt new 

educational policies i n the schools, inclu ding the 

stimula tion of mo r e efficient prac tices , the encour agement 

and eva luat ion of innovations in the schools and advice 

and support f or teachers" ( page 18) . Inspectors who 

f ulfil l this crucial role in the Field of spacia l 

education are appoi nt ed from the ranks of the general 

inspectorate which in turn is staffed by general educators 

with proven ability in teac hing and ad~inistration ( the 

Education Gazette , Volume 55 , ~umber 9 , 1976) . 

In practice the main source of advice and 

support for special class teachers and children is 

provided by the psychological service , principally 

t h r o u g h o r g a n i s er s o f s p e c i a 1 c las s es . i' is . ~-J. A . V ale n t i n e 

(a New Zea l and teacher ~ho stu died the education of 

retarded children ov e r seas) was appointed in 1928 to be 

th e first organiser of specia l classes an d until 1944 there 

wa s only one s uch pos i t ion . By 1970 , however, there were 

twent y organisers of special classes throughout the 

country (Sut c h, 1972 ) and by 1975, twenty-nine (D e part ment 

of Education , 1975). Havi ll ( 1971) refers to the 

11 herculean 11 t ask of organisers a nd a listing of their 
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duties bears witness to the aptness of his description. 

I t is the role of organisers of special classes to 

assess and, where appropriate, place pupils in special 

classes at primary and secondary schools and in special 

schools for the intellectually handicapped; to recomme n d 

pupils for promotion or withdrawal; to supervise work 

experience schemes at secondary school level; to give 

guidance and training, both individually and collectively 

through local and national in - service tr aining courses, 

to special class teac hers; to perform diagnostic and 

gu i dance work with children who are experienci ng 

social and/or scholastic difficulties; to counsel parents ; 

to provide "professional support for teachers and 

organizations interested in the education of bac kward or 

slow learning children'' (Milne, 1972, page 138); to 

act as professional advisers to the education boards a nd 

school principals; to conduct surveys a nd recommend the 

establishment of new classes where appropriate. What 

qualifications are pre -requisite for organisers of 

special classes? The following adver tisement for a 

grade II organiser appeared in the Education Gazette 

of Ma y 14th, 1976: ''Applicants should be temperamentally 

suited for work with slow-learning and intellectually 

handicapped children .•.• They should be graduates, 

preferably in education or psychology, and have a good 

teaching record. Experience in a special class for 

backward children or special school or low ability 
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group would be an advantage ...• " 

Although organisers have prime responsibility 

for special classes, educational psychologists also 

work in this area. All educational psychologists are 

trained, experienced teachers who have or are working 

toward a degree in psychology or education at the masterate 

level, however some enter the psychological service as 

assistant psychologists and complete two years of training 

within the service while others undertake a two year course of 

full-time study plus in-service training leading to a 

Diplo ma of Educational Ps ychology. Currently the trend 

is toward a phasing out of the former training procedure 

in favour of the latter. The role of the e d ucational 

psychologist in New Zealand is simila r to that of th e 

organiser of special classes except that he works 

pri marily with children in the mainstream of the education 

system. It is interesting that although historically the 

roles of educational psychologist and organiser of 

special classes developed virtually over the same period 

of time, at least since 1960, when the first Diploma of 

Educational Psychology course was established, the 

training requirements of educational psychologists have 

been of a higher standard. Does this fact reflect perhaps 

a difference in status (as perceived by educational 

policy makers) between the recipients of the services 

offered by the two professional groups? 

The importance of close liaison between school, 
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ho me and ether agencies in helping children with 

special ne uds is univ e rsally acknowledged by contempo r a ry 

educationists (W akefie ld, 19 64: Chazan, 1967-1968: Clarke 

and Clar k e, 197 3 ) an d th i s is th e function in New 

Ze aland principally of the visiting teacher. The visi ting 

t e acher service started in 1943 and currently there are 

forty-nine visiting teachers throughout New Zealand. The 

v i siting teacher's r ole , as viewed by the Depart ment of 

Education, is "to assist headteachers by investigating 

cases where it appears likely that ho me circumstances 

are adversely affecting the child's education" ( De partment 

of Education, 1964, quoted in Davis, 1972, page 448). 

Candidates for visit in g teacher positions are assessed on 

their teaching records, their un derstanding of school 

learning pro b lems a n d their ab ilit y to relate successfully 

to ch ild ren, parents, school personnel and members of 

other soci a l agencies (Davis, 1972). The y r e ceive a s ix 

to eight week tra i ning course at the Tirimoana Social 

Wor k Centre, Po rirua Hospi tal, Wellington. 

I t is generally recogn ized that disproportionate 

numbers of backward children in special classes have 

speech problems (Cha z an, 1964: Baroff, 1974) and New 

Zealand special class teachers are assured that they 

"can expect the help of speech therapists both through 

individual clinical treatment and in the classroom" 

(Department of Education, 1958, page 39). The speech 

therapy service, with 138 therapists at 138 clinics 
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·th::ougho ut the country (December, 19 75 ), is the largest of 

th e specia l ist educational services (Depa rtme nt o f 

Education, 1975 ) and speec h thera pis ts receive a 

training specially designed for their needs , u nder taken 

during a o n e year perio d following r egular teacher 

training. 
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CHAPTE h 2 

ISS !.J ES Af'JiJ Tf1 Ef\!DS IM THE FIELD Or S PECIA L EtJUCAT IO:l FOR 

THE MILDLY f·~DJI A Ll Y RE TAR')E;) : A REVIEH OF THE L ITE PA T!JR E 

Dur ing the first half of this century , in 

No rth America especially, there was a steady accumu l ation 

of research studies concerned with the evaluation of 

specia l education for mildly mentally retarded children. 

The 1960s saw a ra pid increase in the nu mber and range of 

these studies wh ose pr edo~ inantly n egat iv e conclusions 

fostered a g rowing l ack of fait h a mong ma ny educationis ts 

in both t he practices of special education and their 

underlying philosophy . ~a rad ox ica lly t his same period 

of time also saw a pheno~ena l increase i n t he n u mbers 

of students a ss igned to special classes throughout the 

l!.Jestern world . 

Early studies ~ere co n ce rn ed primarily Dith 

compa risons betwe en mi ld~ y mental ly r eta r ded s tud e nt s 

assigned to special classes and t hose reta i ned in 

r egular classe s in th e two broad areas of academic 

achievement and personal/social adju s t me nt . 

The many studies which compare academic 

achievemen t levels of mild ly mentally ret a r ded pupils 

in a varie~y of settings appear to offe r conflicting 

results. While some studi e s purport to show that pupils 

enrolled in regul a r classes are academica lly more 

successful tha n th ei r peers in special classes (Be nnett, 
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St anton, 1 959~ Thurs tone, 1959: Hoeltke , 1967), 
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others seem to indicate that there are no significant 

differences academic a lly between the two groups (Blatt , 

1958: Bachar, 1964: Goldstein et al., 1965: Car roll, 

1967). The writer was unable, howev er , to find any 

study which showed s uper ior academic achievement i n 

any a rea for mildly mentally retarded children attending 

special classes. 

Since many ~hildren are assigned to special classes 

because of personal and social inad e ~uacies ( see page 13 ) , 

man y research studies have been concerned with evaluating 

the extent to which special educatio n contributes to 

personal a nd social growth. Here again results are 

conflicti ng. ;.·:any studies ind icate that mildly ment a lly 

retarded children attending special cl~sses are better 

adjusted socially tha r. those attending re gular class e s 

( Elen bog en , 1957: Blatt, 195 8: Cassidy and Stanton, 

1959: Johnson , 1961: Bacher, 1964) an d also personally 

(Jordan, 1959: Hoeltke , 1967: Schurr et al., 1970). 

However other studies seem to show no significant 

differences between the social and personal adjustment 

of the two groups (Blatt, 1958: Mullen and Itkin, 196 1: 

Goldstein et al., 1 965) or else that mi ldly mentally 

retarded children who are segregated into special classes 

are more inclined to self denigration than those who 

remain in the educational mainstream ( Meyerowitz , 1962 : 
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During the 196 Cs especially the value of 

comparative studies like those listed above was 

increasingly questioned for reasons which can be 
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grouped into two main categories: firstly, the inadequacy 

of assessment techniques in terms of: validity and 

reliability (Kirk, 1964: Stevens and Heber, 1964: 

Lawrence and Winschel, 1373): their suitability for use 

with mentally retarded children ( Gardner, 1966: Lawrence 

and Winschel, 1973): the middle class orientation of 

many test items (Gardner, 1966): teacher bias when teacher 

ratings are used (Kern and Pfaeffle, 1962: Cuskin and 

Spicker, 1968): secondly, the problem of uncontrolled 

variables arising from differences a~ong teachers 

(Carroll, 1967: Fine, 196 7: Engel, 19 69 : Baroff, 1974): 

differences a mong progra~ ~es (Stevens and Heber, 1964: 

Tilley, 1970: Baroff, 1974): differences between mildly 

mentally retarded children selected for special class 

placement and those who remain in regular classes 

(Johnson, 1962: Sparks and Blackman, 1965: Mayer, 1966: 

Ellis, 1968). 

In recent years evaluative research has focused on 

issues which are more clearly definable. The one which has 

aroused perhaps the greatest controversy concerns which 

children find themselves placed in special classes. It 

now appears, from numerous research studies, that children 

who are male, from socially and economically disadvantaged 
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sectors of the com muni t y and/or from minority racial 

groups are more likely firstly to be assessed as functioning 

at the mildly mentally retarded level and secondly to 

be assigned to special classes on the basis of this 

evaluation. ~hy is thi s so? 

In what might be termed the "developed" 

countries, children are not designated mentally retarded 

and thus eligible for special class placement unless 

they score within a certain range on standardized 

intelligence tests (most commonly the Wechsler Intelligence 

Scale for Children or the Stanford-Binet ), however it 

is now recognized that the content of these tests is 

c u 1 tu r a 11 y b i as e d C·~ c C and 1 es s , 1 9 6 4 : J ens en , 1 9 6 7 : 

Linden and Linden, 1968: f·larjoribanks, 1974). In Britain 

the issue of misclassification because of cultural bias 

in assess ment procedures was taken u p by the Race 

Relations Board when it. was found that about 44,000 of 

250,000 immigrant child ren relegated to special schools 

for the educationally subnorma l primarily needed special 

tuition in English (Segal, 1974) and in A ~ erica this same 

issue resulted in a landmark court case, Diana versus 

the State of California (1970), as a result of which 

the court ruled that: the complainant must be tested in 

her native language: assessment should include a non­

verbal test of intelligence: the state must develop 

ethnic norms for intelligence tests: testing programmes 

must be revised: the state must present an explanation 
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for ethnic disproportions in special classes ( ~ ac ~ illan, 

1973). 

An I. Q. score between 50 and 75 is not 

generally viewed as a suFf icient criterion for special 

cl a ss placement and consideration is also given to 

social and personal factors. However standardized tests 

of social and personal adjustment have the same deficiencies 

QS tests of intellectual functioning and subjective 

evaluations are made by professional personnel 

functioning within a particular frame of reference and 

moit often in the school context. Consequently children 

who are different from the majority in terms of social 

class are statistically more like ly than others to be 

labelled socially and personally deviant and thus 

Qssigncd tc special classes (8r own 1 1g 68 : Franks, 1971: 

i~ eer et al., 19 73: Newha m, 1973) a s are tho s e who 

belong to minority raci a l groups ( Segal, 1974: Burke, 1975: 

P r i 11 a rn an , 1 9 7 5 : t.Je de 11 , 1 9 7 5 ) • F o r ex am p 1 e , the 

phenomenon of the "six hour retar d ed child" has been 

widely documented in America, that is the child of 

low socio-economic status who functions adequately in the 

community but who, through the use of inappropriate 

assessment methods, is identified as mentally retarded 

within the school system and assigned to a special class 

(MacMillan, 1973: Smith and Greenberg, 1975). Another 

phenomenon documented by researchers studying how pupils 

are selected for special class placement concerns the 
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seemingly excessive numbers of boy s so placed (Sta1 1t on 

and Cassidy, 1964: Prillaman, 1975 ) . Gillespie and 

fi nk ( 1974) attribute this primarily to differences in 

behavioural expectations between boys and girls in 

society at large which, in turn, mean that "ty pical" 

ma le behaviour patterns are more likely to be at odds 

with the expectations of teachers who, especially at 

primary and intermediate levels, are predominantly 

female. A further explanation for this imbalance may 

lie in the discrepancy between the skills foste red 

by the school system and those viewed as desirable by 

males of low socio-economic status. 

In response to the problems inherent in 

tradi tional methods of selecting pupils for s pecial 

class placement a variety of a ttempts has been made 

to develop new asses smen t t e chniqu es , however Mittler 

( 1973) , having reviewed these, concludes that the y 

ha ve not yet reached the point of providing viable 

alternatives to traditional techniques 

- How special? 

Contemporary researchers a r e also concerned with 

the question of whether special education is indeed 

special in the sense of "out of the ordinary" or 

"unique" (Funk end L·/agnall' s Mew Standard Dictionary of 

the English Language, 19 59 edition) . 

- Special class teachers 

In an article entitled "Why special education 
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isn't special" (1974) Milofs ky claims that "over the past 

qo3 rter century, special education t eacher s have been 

largely untrained and ill-equipped to handle the 

educational problems set them'' (page 448}. A s hort age 

of teac hers es pecial ly trained to teach except ional 

· children has meant, he mai ntains, that regular class 

t eachers have been hired who, bec ause of the difficulties 

associated with special class teaching, are of ten those 

unable to find other jobs r ather t !1an experie nced, 

successful teachers . These statements are endorsed by 

~rown (196 8) who refers to a 1967 survey of special 

class t eachers in Iow a by Carr a nd Ma yen which showed 

that only 43 per cent had completed the minima l training 

(20 hour s) re qu ired for an e ndor sement to teach menta lly 

retarded children . Milofsky a nd Brown have also explored 

the reasons for the high rate of turnover which occurs 

amo ng special class teachers . Two ma in fa c tors appe a r 

to be involved here: firstly a sense of professional isolation 

(see also Jo hnso n , 1974 ) resulting from a general lac k 

of e mo tional and practical support from both peers 

and ad~inistrative personnel, especially for new teache rs: 

secondly the inferior status of special class teaching 

among teachers in general, partly because few teachers 

in the field have special training and partly as a reflection 

of entrenched prejudices against exceptional children. 

- The special class curriculum 

Curricula for mildly mentally retarded children 
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have traditionally been watered-down versions of 

r e gular curricula (Ellis, 1968: Love, 1972) and there 

is an i mposi ng array of educationists who maintain 

that today's curricula are not essentially different 

( Dunn, 1968: Reger et al., 1968: Cruickshank et al., 

1969: Keogh et al., 1975) a view expressed succinctly 

by Simchss and Bohn (1963) in the following words: 

"Over and over again, our research has shown that 

different curricula just do not exist for the educable 

mentally handicapped. What does exist is the rephrasing 

and reemphasizing of available courses of study used 

for normal children that do not even have the benefit of 

the form, structure, and sequence connected with standard 

curriculum development" (page 115). 

The desirability of careful diagnosis of 

individual needs as a basis for developing individualized 

pro grammes for mildly mentally retarded children is 

stressed repeatedly in contemporary literature (Black ~ an, 

1967: Reger et al., 1968: Simches, 1970). There are 

currently two major theoretical models for diagnostic­

prescriptive teaching: the first (see Bateman, 1964) uses 

such tests as the Illinois Test of Psycholinguistic 

Abilities and the Marianne Frostig Developmental Test 

of Visual Perception to identify the child's strengths 

and w&aknesses in specific intellectual processes as 

a basis for remediating the processes themselves: the · 

second model (see Blackman, 1967) seeks to compare the 
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psycho-educational ch c r a ct e ris t ics of l earners and 

of school tasks in or de r to devis e me t hods For 

teaching the skill s in which the c hi l d is d e ficient 

( Ysseldyke a nd Salvia, 1974). The First of these mod e ls 

in particular has aroused consi de rable controversy ( Ma nn 

and Phillips, 1971) an d both are still very much in the 

early stages of develop ment, nevertheless they represent 

exciting new develop ments in the special education field. 

- Parent/school relat i ons 

It has long been ac k nowledged that special 

education programmes For mildly mentally retarded 

children will be most e ffect i ve when they also 

encourage parental participat i on, p a rt i cularly when 

there are marked social and cultural d if f e r e nc e s b e tween 

helping agency and pa r e nts ( Pe r ki ns, 1976 ). Ho w to a ch ie ve 

contact with parents i s a c omp l ex is sue, ho wever, sinc e 

traditional methods a re oft en i n eff ect ive in this c o nt ex t. 

Wakefield (1964) conc lude s h i s inve s ti ga tion o f the 

family backgrounds of mi ldly me n ta lly retarded children 

in special classes by saying: " Av e nues of school-

parent contact chould be examined in the light of what 

is known about the parents of mentally retarded children. 

Written notices must be edited for simplicity, school 

ho me contacts should be personal whenever possible, ways 

should be found to raise parental aspirations for their 

children. Parents who are hostile must feel that the 

school accepts them 11
• Once contact is establ i shed, the 
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~uesti1; n then arises of the kinds of parental 

involvement which should be fostered by the schools. 

~eaningful participation requires that parents be 

allowed to move beyond their traditional ~oles as 

providers of transport and supervisors of school 

outings into the planning and implementation of 

programmes. Time Magazine (November 8th, 1976) reported 

on two inner-city American schools which have been 

ve ry successful in eliciting parental involvement i n 

a c ademic areas of the curriculum. In one junior school 

where children were reading at an average of two years 

below grade level, parents were asked to enter contracts 

with the school to encourage their children to read to 

t hem and to provide quiet areas For study. In addition 

parents and teachers worked together to plan and carry 

ou t other activities designed to promote interest in 

reading. About a third of parents became intensively 

involved and during that year their children made 

re a ding gains above the na tional average. Concomitantly 

school discipline i mproved and vandalism and absentaeis~ 

decreased. At the second school almost all parents attend 

monthly curriculum conferences and report-card meetings 

and twenty-five parents from a school population 

of 325 are paid to assist as teachers' aides for ten 

hours a week. The results here have been as gratifying 

as those described above. 
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Specialist support services 

The traditional roles of specialist personnel 

in the field of s pecial ed ucation are cu r rently being 

reviewed by conte mporary e ducationists who e mphasi ze 

that input from other disciplin e s mu s t be education a lly 

relevant ( Keogh et al., 1975) and also that co-operation 

is the keynote to successful interdisciplinary functioning 

(Morrow, 1975: Perkins, 1975). 

The ed ucational p sychologist has tradit i onally 

had a large role to play in this field, one which h a s, 

however, often been viewed as peripheral by teachars to 

wh o m he is an outsider ad ministering an d interpret i ng 

test materials (R eger et al., 1968 : Mi ttler, 197 3 : Ke o g h 

et al., 1975) an d writ i ng reports which are often 

educationally irr e levant ( We i ner, 19 67: Reger et a l., 

1968). Curren t ly this role appe a rs to b e ch a nging to 

incorpor a te conce p ts of th e psy c hologist as d esigne r 

of individuali z ed educational progra mm e s an d i nterv e n t ion 

strategies (Ma c Mi l lan, 197 3 : Morrow, 197 5 ) a nd r e s ourc e 

person (Sutch, 1972). 

Since disproportionate numbers of retarded 

children in special classes have been shown to have 

speech problems (Chazan, 1964: Baroff, 1974), the 

role of the speech therapist is in theory a major one 

in the special education of these children (Hughes, 

1973: Baroff, 1974) although one in which she has 

traditionally been hampered by inadequate staffing 
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ratios (Dunn, 1968). A shift in e mphasis is currently 

evident a mong some speech therapists who, in an effort to 

achieve optimu 1~ utilization of their skills, are moving 

from a traditional casework approach, except with children 

who are severely deficient, to a resource function whereby 

they focus on researching and developing programmes for 

implementation by teachers and/or para - professional 

personnel (Dunn, 1968). 

- · su mmary 

Early evaluative studies failed to show clear 

advantages for mildly ~ entally retarded children in special 

class placement . Yore recent studies have indicated that 

traditional selection processes for special class placement 

are discriminatory, primarily because of ine qualities in 

the larger educational a nd social syste~s within whicl1 

they are i mple mented . Moreover it seems clear that the 

term special is inappropriate as a description of the 

education traditionally offered to children assigned to 

special classes. Finally, while there is a manifest 

willingness ta change the status quo at least in some 

areas of special educatio n , such change is slaw, often 

because of a lack of well-researched alternatives to 

long established practices. 
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CHAPTER 3 

P. s !_] R I/ E y 0 r s p E c I Al r: L As s Es F n R 3 A c V_',-J A R 0 c H I I DR UJ A T 

PR I MARY AN') I NTER MEDI.ll.TE Sr.H OO i s H!Ro ur, HQ UT ~..! Oil ZEA L .C\ NJ 

- The rationale for stu dying s pec ia l education for 

backward children in New Zealand 

~ ew Zealand has been very much on the periphery 

of the controversy surr oun ding spec ia l education for 

mildly mentally retarded children in other countries. 

Perhaps the main reaso n f or this is that a rather 

complacent attitude toward special e ducat ion in general 

has long prevailed here, as exe mp lified in the conclusions 

of the Currie Co:nmission on ~"la w Zea l aild education ( 1 9 62) 

where o n e r ea d s t hat : " S p e c i a 1 e du cat ion i n l\J e w Z ea 1 an d 

has a long h ist ory and , as far as the Commission can 

judge, this country co ~ pares favourab ly with ad va nced 

coun tr ies overseas in this res pect. If prog ress has 

been slow in any fie l ds of s pecial educ at ion , it has been 

due to the fa ct that the kno wled ge of how t o assist he s 

been lac king rath e r than the good will to furnish that 

assistance; and this is so, even though for many of these 

children the econo 1n ic return to the community can never 

be high" (page 15 of the Report). This complacency 

is reflected, moreover, in the fact that for decades 

Ralph Wintsrbourn, with his study of special classes for 

backward children publ is hed in 1944, was virtually alone 

among New Zealand educationists in his interest in the 
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field. Rece ntly, however, educationists such as ~av ill 

( 1971, 1972 ) , l'li t c hell (1972) , Codd (197 5) and f\;ig htingale 

' 197 5 ) have begun to explo r e and ~ues t ion what is 

ha ppe n i ng i n f!ew Zealand s pacia l education and in 1970 

the ri ew Zealand Edu cation Institute (see page 9 ) called 

for a publ ic inquiry into special education (~a t ional 

Education, 1971) wh ic h did not, however, eventuate , 

partly because of l ac~< of co - operation from the Departr:i ent 

of Educ ation ~Havil l, 1971 , page 464). 

- Origins of the study 

An exte ns ive pe rus a l of research ma t e rial 

p r l~arily f rom Britain and the U. S. A. l ed the writer 

to i denti fy two ~ain qu es tions un de rlying the current 

c ont r ov e r sy i n the field of s pecial e du cat io n f or mildly 

~ e n ta lly r etarded children: firstly , ~ho is selected for 

Sf1 ecial clas s p lace ·~e'l t : secon j ly , how " s~ecial" is sr;ec ia l 

education. The wr ite r deciderl to explore these issues 

within the r·; ew Zealand con te xt by 11ea ns of a sa;r. ple 

sur v ey of teache r s at p ri~a ry and inte r~ediate schools 

throughout the country . ~ o attempt was made to include 

s pecial classes at the secondary s chool level since these 

classes ar e organized aroun d wo rk experience schemes and 

thus are somewhat di f f erent in orientation from primary 

and intermediat e specia l classes. 

The writ e r prepared a series of qu estions aimed 

at providing demographic data o n special class pupils and 

teachers and var ious data on curricula , ho~e-school liaison 
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and specialis~ su pport services available to the special 

class teac her and child. 

Assistance in identifying a mbiguities an d 

inadequate items was provided by a nu mbe r of people in 

th e co mmunity with professional experience in the Field 

of special education for backward children, as 

recommended in the literature on survey research (For 

e x a mple, Wiers~ a, 197 5) . A pre limi nary version of the 

q u estionnaire was submit ted for a pp roval to the national 

organiser of backward pupils acting on behalf of the 

Department of Educatio n, an:i an a ;nended version co •n prising 

3 8 qu estions (see a ppendix!!) was approved in April , 1S76 . 

Using a table of rando m nu mbers (Freund , 196 7, 

page 393 ) the writer selected a sample o f 20 % of the 240 

specia l classes at pri~ary and intermediate schools l is ted 

in the 197 5 Jirectory of Sp ecial Edu cat i on and ~u idan c e 

Services in ~ew Zealand. The 48 c lasses thus selected 

included 37 pri~a ry school classes (From a total of 186) 

and 11 inter~ediate s c hool classes (fro~ a total of 54) . 

The q uest i onnaires were distributed, during the second week 

of 2 une, 19 76, to the teachers of the selected classes through 

the appropriate district organisers of special classes 

in the expectation that this mo re personalized procedure 

would induce a high response rate . Each questionnaire 

was acco mpanied by a covering letter addressed to the 

teacher (see appendix I) and explaining briefly the 

nature and purpose of the questionnai re. In addition each 
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recipi sn t teacher 'JJas pr ov ided with a sta:-iped , addressed 

envelope so that the complated questionna t re could be 

returned d i rectl y to the writer. 

Hi thin four wee~s of rece i ving the ques tionnaire 

teachers who ha d not returned co~pleted questionna i res 

received a post card remi nder to do so. 

By th e end of August, 197 6 , co~ple ted questionnaires 

had been received from 44 teachers (96~) in the sa~p le, 

a Figu re well above the 75% rate of return considered to 

be the minimum from which valid inferences about a 

po pulation ~ay be ~ade (~iersma , 1975) . ~owever not all 

teachers completed each ~ue st ion and some questions were 

an s wered incorrectly so that this very high response r ate 

t o the questionnaire itself is not maintcined for every 

question therein . !!um bers o f t eachers cof:"lpleting each 

ques t ion will be included in the descri ption of the 

surv ey results (see chapte r 4). 
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CH AP TER 4 

St.; RVEY RES UL TS 

- Spe cial class pupils 

Of the 44 classes for which data were received, 

30, or slightly more than 68~ , had fewer than the minimu m 

reco mm ended number of pu pils (see page 12) and only 1 

class had r11 ore than the reco mmen d ed 'naxi rn u 1n nu mber. The 

:nean number of pupils in the 35 pri :n ary special classes 

sampled was 10.4 (! 2 . 56)* and in the 9 intermediate 

classes, 12.4 (! 4.2 8) . The total nu ~ ber of pupils in 

the 44 classes was 487 of whom 305 were male and 182 

fe male, a ratio of 1.6:1. 

Using the 6 ethnic groupings used in the gathering 

of census data the writer investigated the ethnic origins 

of the s p ec i al class pu pils in the sample and f ound the 

distribution shown in figure 2 which illustrates both 

the percentage representation of the 6 ethnic groups 

in the sam ple and the percentage representation of the 

sa in e 6 groups in the r: ew Zealand population as a whole, 

as determined by 1971 census figures. The numbers of 

Dacific Islanders, Chinese , Indians and Others were, 

in percentage terms, so low that, for the sake of 

convenience and clarity, they were grouped together 

in this figure. The ratio of Europeans to all other 

ethnic groups in the sample was found to be 1:1.4 as 

compared with a ratio of 1:1.1 in the population at 

* throughout the text means are shown plus or minus one 

standard deviation 
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large, or .7 of the expected level. The ratio of Maori s 

to all other ethnic gr oups in the sa mple was found t o 

be 1:3.4 as compared with a ratio of 1:12.5 in the 

population at large, or 3.6 times the expected level. 

The ratio of Pacific Islanders, Chinese, Indians and 

Others to the other two ethnic gr oup s was slightly less 

than the expected level at 1:44 c ompa red with 1:38 in the 

general population. 

The writer used the Red mond and Davies 

Occupational Scale (1940, updated in 1968) to gauge the 

socio-economic backgrounds of the pupils surveyed and 

f ound the distribution shown in figure 3 . It is readily 

apparent that the majority of these pupils are from 

homes within the lowest s ocio-econo mic strata s ince 7 0 .2~ 

o f the t o tal sa ~1 ple were classified within groups V, VI, 

and VII. 

Qu estion 13 (s ee ap pendixII) concerned the 

fa mily size of children in special classes for backward 

pupils and showed that, fro m a total of 454 children, 

102 (22.43 ) were from fa milies with 2 children or fewer: 

185 (40.7%) fro m families with 3 or 4 children: 95 

(20.93) from families with 5 or 6 children: 47 (10.3%) 

from fa milies with 7 or B children: 25 (5.5%) from 

fa mi lies with 9 or more children. 

Further data on the Family backgrounds of special 

class pupils were sought in question 14 (see appendix II) 

which concerned the nu ~ bers of pupils with one or more 
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siblings who had also attended or was, at the ti me of 

the survey, atten d ing a s pecial class. Fro m a total of 

450 children in 4 1 classes, 68 (15.1 %) had 1 sibling, 

27 (6%) had 2 siblings, 9 (2~) had 3 siblings and 

5 (1.1 ~ ) had 4 or ~ ore siblings with special class 

experience. 

40 teachers co mpleted question 11 (see appendix 

IJ) concerning pupil I.Q. ratings. The I. n . distribut i on 

of the 428 pupils for whom these data were available 

is illustrated in figure 4 which shows that 394 (92%) 

of the pupils scored within the 50-79 I. U. range while 

14 (3.2%) scored below I. Q. 50 and 20 (4.6%) scored above 

I.C. 79. 

Figure 5 shows the nu 1:1ber of years of attenjance 

in special classes of the 331 children in 32 pri~ary classes 

For who m this infor ~ ation wa s available and figure 6 shows 

the same data for 92 children in 7 intermediate classes. 

In interpreting these figures it n1 ust be re 11 e :n bered that 

the age range of s pecial class pupils at pri~ary school 

level is 7 to 12 or 14, an d at intermadiate school 12 to 

14 (see page 12). 

Question 16 of the writer's questionnaire (sea 

appendixII) explored further the issue of length of pupil 

attendance in special classes, asking respondents who 

had been teaching in a special class in the previous 

academic year to state how many of their pupils returned 

to full-time place ment in a regular class during or at the 
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e n d of that year. 35 teachers re p lied that of t he · ~ 17 

µ u pi ls taught by them during 1975, 29 (6 . 83) r etu r red to 

r egula r c l asses. Cf these 29 , 2 p r ii'1ary school pupils 

we re retu r ned because th ere was no special class available 

in t heir district at t h e inte r me d iate scho o l l e vel and 

3 had never b e en officially assigne d to specia l classes i n 

th e firs t place. 

- Special class teac h ers 

The writer ' s survey of specicl class teachers 

revealed that t he ratio o f fe male to male teachers was 

3.8 ti~es th e expected value at 6 .1 : 1 compa r ed with a 

rat io of 1 . 6 :1 among a ll t eac h ers at primary and int ermedia te 

s cho ols ( based on figures fro 1n the ~! ew Zealand Official 

Yea r bock , 19 7 5) . F i gu re 7 i l lustrates t he age dis tribut ion 

of th e 42 teachers who answered que s tion 2 of the 

wr ite r ' s que stionnaire (see appendix II) and shows that 

alno st 50~ ar e less than 36 years of age . 

2 (4%) of t he 44 te achers surveyed had Oachalo r ' s 

Deg rees, both with majo r s i n geography and one with a 

second major in prof essional educat ion. 2 of the 44 h ad 

undergraduate Diplomas in Education, a qu ali fic ation which 

was no long e r obtainab le aft e r 1970 a nd signifying credits 

in 5 education papers . All the teachers surveyed were 

certificated teac hers anu 3 had Jip lomas in Teaching 

(that is 12 papers t oward a degree or 4 papers toward a 

degree an d 8 Diploraa i n Teaching papers t ake n throug h the 

De partment of Education ' s Co rr espo ndence Divisio n ) . 4 (9~) 
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of the teach e rs survey~d were tra i ne d specifically to 

teach backward childre n having ta~en the one year full-

t ime course in th e educat~ o n of handicapped children offered 

at Christchurch Teachers ' :al l ege . 2 teachers were 

trained teachers of the deaf , 1 was a trained speech 

therapist, and 1 a remedial reading specialist. Figur e 8 

illustrates the number of years of teacher training of 

the 44 teac hers and shows e ' ual nu mbers with 2 years 

of training and less and ~ith 3 years of training 

or more. 

The mean num ber of years of teaching experience 

of the teachers surveyed was 10.6 ( ~ 5 . 88) but the mean 

nu mber of y ears of special class teaching experience of 

the 44 teachers was 3 . 4 years (~ 3 . 25) . Furthermore the 

mean nu mber of years spent in their current specia l class 

teaching positions was 2.3 years ( ~ 2.54 ) . 

28 (80~) of the 36 teachers surveyed wh o we r e 

teaching in a special class in 197 5 had attended local 

in - service training courses (see page 16) the mean length 

of wh ich was 4 .7 5 days ( ~ 2 . 34) . 1 3 ~ 36%) of the 36 had 

attended a nat ional training course ( see page 17), 10 

(27%) since 1970 . 

In an attempt to explore areas of dissatisfaction 

to the New Zea land special class teacher, the write r asked 

the recipients of her questionnaire to r a n k 5 issues 

f ound by other re searcher s to be of co ncern to special 

class teachers (see q uestion 37, appendix 11) . The 43 teachers 
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who answere d this question r ated the need fo r improved 

2 tt i t ude s toward the s pecia l class conce pt a~ong 

regu lar class tea chers ecual first with the need f or 

rr1 •J re c o n t a c ~- w it h s pa c i a 1 is t r e s o u r c e s er v i c es . I n ad d i. t i on 

7 teachers ( 16%) co~~e ntej that they would li ~ e 

oppo rtun itie s for discuss i on with other special cl a s s teach e rs. 

- Curr i culu m 

Although there is no curriculum desi gned 

s peci f ical l y for spe c ia l c la s s pupils in '! ew Zealand 

fsee page 18) , the Depart,ent of Ed~cation (~ ew Zealand 

G:°' ficial Yearbo ok , 19 7 5 , pag e 1 1) clair·; s that :'' . ... th e 

t aachsrs ha v e been given a v e ry great dea l of deta i led 

guidance on ~et hods of teaching and p r ogra:TI:-i e s of work" 

~n d cont inues with a re fa rence t o the Han d book of 

Su ggesti o ns for Special : 1ass Teach ers (see page 19). 

The specia l cl~s s t eac h e rs surveyej by tha ~riter 

wGre as ked to ran k 7 s ou ~ces of curriculu, ideas in t e r ms 

of the ir usefulness (sea quest ion 22 , ap penjixII), rank 1 

denoting ~os t u seful etc ., in an atte~pt t o exp lore the 

exten t to which teac h ers actually ut i l ize t he Handboo k 

in a dapting the regular curricula to the s pec i al needs 

of their pu pi ls. Of the 40 t eacher s who answered this 

question, 6 ( 153) did not have/had never seen a copy of 

the Handboo k , 1 r ated it as useless an d 10 ( 2 5%) om itted 

it fro m their r a nking as a source which they did not use. 

The mea n ranks o f the 7 a l te rnat i ves listed in this 

question were as Follows: f irst r ank ed was previous 
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experience teaching in a regular class, mean rank 2.4 

(~ 1.62): second, previous experience teaching in a 

special class, me an ran k 3 .2 (: 2.09): third, in­

service training, mean ran ~ 3.6 (: 1.43): fourth, the 

Handbook referred to above, mean rank 4.2 (! 1.74): 

fifth, books and journals, mean rank 4.3 (! 1.31): 

sixth, previous training, mean rank 4.9 (: 1.6~: and 

lastly factors grouped un d er "other", mean rank 5.36 

(! 1.63). 

Since the New Zealand special class teacher is 

urged to take what might be ter med a diagnostic-prescriptive 

approach to teaching ( see page 19), the writer attempted 

in her questionnaire to explore two areas relating to 

individualized progra~ming in language arts and nu mber 

s k ills: firstly h ow teachers establish a base line fro m 

which to develop prog ram~ es for children who are new to 

their classes: secondly the extent of assistance in 

programming receive d by teachers from external sources. 

Feplies received by the writer suggest that, in assessing 

the educational needs of their pupils, teachers rely 

principally on self-designed tests and use virtually 

none of the many standardized materials which are available 

(for a comprehensive list of these see Sampson, 1975). 

Teachers were asked to ran k four sources of information 

(reports from the child's previous teacher, psychological 

service reports, self-dev i sed tests of language/number skills 

and standard iz ed tests of language/number skills) in 
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o rder of usefulness f or the planning of l an£uage and 

number s ki lls p rogramme s f or new pupi ls. Res~onses 

s h owed that t eac hers ,ost frequently util ize self -

made tests in p lanning language programmes ( wean ran k 

2.0, ~ 1. 01) followed by psychological service reports 

(2 . 2, ~ 0 . 90) , _reports from previous teachers (2 . 3, ~ 1. 0 5) 

and las t ly standardized tests of language s k ills (3 . 4 , 

~ 0 .74) . t inder this last heading 6 teachers sta t ed that 

th e y used the gurt (Rea rranged) Word Reading Test , 2 the 

9 basic Dolch 1. ists of Sight Wo rds, and 1 each the 

Ho ldaway Infor~al Prose I nventory, the Drogressive 

Apti tud e Tes ts and the S~ ellir.g Level Tests. In planning 

pro gra~mes in nu ~ber s~ills for new pup i ls teachers aonin 

most frequently used sel f - made tests ( mean rank 1 . 4, 

~ . 86) followed by psychologica l service rep o rts (2.4, 

~ .77) , r eports Fro ~ rrevious tea chers ( 2 . 5 , ~ . 87) and 

l astly st andar dize d tests (3 . 5 , ~ .6 3 ) . 

Responsibility f o r the guidance of teachers in 

the area of p rogra~rning ~ests primarily with organisers 

of special classes an j , ~o a lesser degree, with 

educational psychologists (see page 21) . Responses to 

question 24 of the writer's questionnaire (see appendix!!) 

suggest a considerable variation from teacher to teacher 

in the amount or assista~ce received fro m these two 

s ources. 16 (433) of the 37 teachers who answered question 

24 (see appendix!!) saw their organiser of special classes 

either not at all or or.ly rarely for assistance with 
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programming. Of these 16, 2 were new to special class 

teaching with 7 months' anj 10 months' experience respectively 

during which time neith er ~ad received a visit fro m an 

organiser. 4 teachers saw an organiser approximately twice 

a month: 1 teacher approx i mately once a mo nth: 4 teachers 

approximately once every two months: 1 teacher approximately 

once every 6 months. 5 teachers saw an organiser as often as 

necessary: 3 whenever he could spare the time. 3 teachers 

c omm ented that they had re c eived fre quent visits from an 

organiser in their first year of special class teaching. 

Only 6 (16 %) of the 37 teachers received assistance in 

programming from an educa:ional psychologist and only 1 of 

these with any degree of frequency ( about once every two months). 

Regular class teachers have considerable 

assistance fro m s pecial ist teachers in a wide variety of 

curriculum areas but there appears to be little cont act 

between the a dvisory serv ic e and special class teacher3. 

The writer's survey showec that, of 42 teachers, 2 ( 4.7~) 

saw a reading adviser on ce a month, 6 (14.2~) once 

a year, the rest (B0 . 9%) not at all: 1 saw a maths. 

adviser three times a year and 1 once a year: 1 teacher 

saw a music adviser three times a year. 

Since it is established that many children who 

are assigned to special e ducation programmes have fine 

and gross muscle co-ordination problems (Hughes, 1973: 

Reger et al., 1968) and there are some educationists who 

argue cogently the need to build ade quate psycho-motor 
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ques t io n 23 (see appe ndixII) was concerned with the 
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nu mber of teachers of those s urv eyed who organized 

programmes of training based on the i ndividual psyc ho ­

motor needs of pu pils a nd distinct fro~ ph ysica l education 

programmes . 20 of the 44 respondents (45%) replied 

affirmativaly. 

- Integration of special class and re gula r class pupils 

Qu estion 26 of the writ er' s ques t ionnaire 

( see appendix II ) wa s des igned to explore the exte nt to 

whic h th e po lic y of i ntegrat i on of special class an d 

regular class children advocated by the ~epartment of 

Educati on (s ee page 22) is i mp leme nted within pri~ary 

and inter media te schools . Out of a total of 44 c lasses 

2 classes (2 . 5%) did not partic ipate with r egula r classes 

in any area of the curriculu m and 7 classes ( 15 . 9%) 

par t icipated in only one a r ea (6 i n spo r ts and 1 in club 

a c tiv i t ies) . Figure 9 i ndicates the extent of participation 

in the a r eas named in the questio nnaire on a clas s basis 

and Figure10 illustrates the extent of participation in 

terms of nu mbers of chi ldren involved . The areas of contact 

most frequently menti oned under the heading "other" were 

cultural c lubs f o llowed by r eligiou s ins truction, assembly, 

physical education and home roo m and finally films and 

science . I t is r eadily apparent From a perusal of figures 9 

and10 that a policy of integra t ion is pursued both more 

extensively and intensively in the "non-academic" areas 
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N= 44 

CIJ RRIC !J LUM 
AREAS 

Numbers of special classes for backward 

children engaging in integrated activities 

with regular classes in various areas of 

the curriculum 
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of the curricu lu m subsu~ed u n de r the headi ngs art , music , 

s ;.iort a nd ' other" . 

- ra re nt / s c hoo l con : acts 

~hat is the extent of contact be tween pa ren ts 

and teachers of spec ial class children in ~ ew Zea l and 

and wha t opportunities exis t for parent al part i cipation 

i n school p r ogra~~ es 7 

4 1 teache r s of 437 children said that they h ad 

been u nable t o ~ ake contac t with the pa rent s of only 38 

( 8 . 6~ ) of those chi ldren . 3 teachers out of 44 (6~) 

arran ged no For mal ~eetings with parents for discussing 

the progress of pupils but preferre d to rely on telephone 

conv e rsat i ons, le tters and home visits . On e of these t eachers 

c o~men ted that h e r pu pils tended t o live at some distan ce 

fro m the scho o l (sea page 76 ) and that parents h a d 

vir tu a lly no access to pr i vate or pub l ic transport . 1 3 

t e ache r s ( 29 ~) ar r a nged parent - te a cher meetings once 

a year and 13 teach ers tw ic e a year . 15 teachers ( 34%) 

o rganized f o r ~ al parent - teacher 1n ee t i ngs mo r e than twice 

a year. 36 ou t of 4 3 teachers ( 83%) said that they themselves 

initiated co ntact wi th pare nts who failed to attend 

pr e-arranged meetings and the rest did so as the need 

arose. It seems, theref ore, that most parents have some 

c ontact with their ch i ldren's teache rs and that 

app roximately one third o f teachers pre -arrange frequent 

meetings. 

Question 29 (see appe ndix II) was concerned with 
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the na ture of parental par ti cipation. 9 teachers 

~ 24~ ) from a total of 37 said that parants were encouraged 

to ~articipate in sporting a c tivities by helping with 

transpaLt (3 teachers), attending school sports ' days 

and helping with swimming (2 teachers each), coaching 

netball and assisting at gymnastics ( 1 teacher each). 

5 teachers ( 13%) soug ht parental assistance in hearing 

reading assignments and assisting generally with ho~ework . 

1 teacher had enlisted a parent to coach pupils in mathematics. 

25 teachers ( 64%) sought parental involvemen t in social 

activities, mostly in the form of providing transport 

and supervision for class outings ( 15 teachers). 3 t eachers 

referred to parental participation in the teaching of 

dancing, floral arranging, crafts and charm classes. 

Parental attendance at Christmas parties , gala days, class 

teas and end of term functions was listed by 8 teachers. 

' lnder the heading "other" teachers included help with 

transport ( 7 teachers ) , planning and supervision of 

camping ( 3 teachers), teaching crafts (2 teachers). 

So me of the problems encountered by teachers 

were referred to in additional comme nts. 2 teachers said 

that they had outlined methods by which parents might 

i mpro ve their children's social skills but 1 doubted that 

they were being applied with more than two children and 

the other was appreciative of the difficulty parents 

experienced in changing their child-rearing practices 

although they were often "desperately seeking help". 
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1 teacher rarely as ked for parental help because she 

found that this di sturbed her pupils. 1 teac her referred 

to the fact tha t iil any c hildren came f ro ::i some di s ta nee 

away and thus it was difficult to enlist parental 

pa rticipa ti on. 1 said that the one Pa keha pa rent associated 

with her class was also the only one who had a car for 

transporting child ren. 1 referred to parental reluctance 

(because of shyness) to attend functions such as ~.T.A. 

mee tin gs. 

Spe c i al ist serv ic es 

rat egories of per sonnel principally responsible for 

o f fering specialist serv i ces to the s pecial c lass teacher and 

child hav e been listed e lsew here (see page 20). I n her 

questionnaire the writer was c oncerned with a ssessing the 

exte nt to which these services are a vailable . 

- Or ganisers of special classes and educational psychologists 

Orga n isers of spe c ial c l ass es have a var i ety 

of role s to fulfil l (see page 22) . Cne of the ~ost 

i ~ port a nt of thesa within the cu rr ent syste m o f s pe cia l 

education in i"'.e w Zea lan d involves the psychological 

assess ment o f children no mi nated for special class placement, 

their re-assess me nt within time limits established by 

the De pa rt ment of Education and the writing of psychological 

reports based o n the fin din gs of the assessments. The 

writer attempte d to assess the extent to which organisers 

are able to meet this co mm itment and found that, of 455 

pupils for whom data were available, 105 (23~ ) were last 
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a s s essed. in 1976, 139 ( 30 %) in 1 975, 9 0 ' 19%) i n 

19 74 and 106 ( 2 33 ) b ef ore 1974. Al mo s t o n e quarter, 

therefore, of the p u pi l s survey e d h ad spe nt over t wo 

years in special classes without re-asse s s ment to confir m 

th e suitability of their placement. 

Psychological reports are intended to outline 

the reasons for ad mitting a pupil to or ret a ining hi m 

in a special class and al s o to re c o ~m end a ppropriat e 

te a ching p rogr a mmes ( J e part ment of Ed ucat i on, 196 0 a n d 

196 7). Question 35 of the writer's questionnaire ( see 

ap p endix II ) aimed to discover for which purposes teachers 

found these re ports h e l pful. 41 t eac hers a nswer e d th i s 

q u e stion and, of th e se, 24 ( 5 8%) fo un d p sychological 

reports most helpful for un derst a nd i ng th e social and 

e mo t ional needs of pu p il s : 17 ( 41 1o ) f o r un de rst a n d in g 

the intell e ctual s tr e ngth s a nd weakne sses of p u p ils: 6 

( 14~ ) for for mul a t i n g i ndivi du a l i zed p r ogrammes f or 

pup ils. Conv e rsely 25 te ac hers (6 0 ~ ) fo un d p sycholog ica l 

reports least helpful in ter ms o f f o r mulating indiv i du a li z ed 

programmes: 7 (17%) for un d erstanding the social and 

e motional needs of pu p ils: 3 ( 7 %) for understanding 

pupils' intellectual strengths and we aknesses. Under 

the heading "other " 4 teachers (9 %) said that they found 

psychological reports most helpful in providing information 

on pupils' home backgrounds: 1 for seeing what 

psychologists do! 3 teachers commented that they ac quired 

few new insights from psychological reports. 



The writer explored the extent of contact 

between organisers and teachers for the purpose of 

discussing the nee d s of individual pupils and found 

that, out of 40 teachers, 21 (52( ) saw an organiser 
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once every two months or more often, 6 (153 ) a~proxi m ately 

bnce every six months, 4 ~ 10%) once a year, 2 (5%) not 

at all and 5 (12~ ) on a flexible basis. 10 teachers (25 %) 

said that they would llke more fre quent contact with 

their organiser. 

As acknowledged previously ( see page 23 ), there 

is some degree of overlap between the roles of organisers 

of special classes and educational psychologists in New 

Zealand. Hhat is the extent of contact between the latter 

and special class teachers ? 24 (6D i ) of 40 teachers surveyed 

received visits fro m an educational psychologist, 8 (20~ ) 

approximately once every two months, 9 ( 22%) once ev e ry 

six months, 3 (73) onc e a year and the rest on a n un­

scheduled basis. 6 teachers said that they would like 

more fre quent contacts with an educational psychologist. 

- Speech therapists 

Questions 19 and 20 of the writer's questionnaire 

concerned the extent and nature of services provided by 

New Zealand's speech therapists to special class children 

(see appendixI I ). Out of a total population of 460 special 

class children for whom data were given, only 39 (8%) 

were receiving regular speech therapy. 4 teachers of the 42 

who answered question 19 concerning the availability of 
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speech th erapy commented that it was extremely d ifficult 

to obtain th e ra py for children with low measuretl I.C . s . 5 

more teachers 3dded that Lhe y c ons Js Luntly ref e rred 

children who wer e subsequently assessed but lhen received 

no further help. One teac her appe nded to her questionna i re 

the following comment which sums u p well the apparent 

predicament of the special clas s t eac her in this contex t; 

''The re is a real gap here. As teachers we need help 

and fault s etc. need expert e d vicE. Oeca use we have smal l 

classes the feeling is we c an manage ... '' 12 teachers 

said that they were required to give supplementary instruction 

in the classroom to chi ldren r eceiving speech therapy und 

18 teachers were not requ ired to do so. 

- Visi ting teachers 

The visiting t eacher has ~n important social 

work role to perform with i n the school system ( s ee page 24) 

however t here appears to bo relatively little contact 

between visiting teachers and special cJass teachers and pupi)s 

e ven though it is readily acknowledged in the relevant 

Jiterature that the latter are likely to be suffering 

from a ''wide range of social pathologies and difficulties 

over and abo v e low intelligence or learning difficulties" 

(Mittler, 1973, page 6) . Of the 40 teachers who answered 

question 32 of the writer's ques tionnaire ' see appendix I » 

15 (37%) have no contact with a visi t i ng teacher, 4 (10~) 

see a visiting teacher as often as necessary, 9 (2 2%) once 

every two months or more often, 4 ( 10%) once e very six 
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months, and 2 (5~ ) once a year. 

Que s tion 3 6 of the questionnaire ( see appendixrr) 

wa s conce r ned with the exte n t t o wh i ch a t e a ~ approach is 

i mple mented in the provision of s pe c i al services to 

backward children. Teachers were as k ed whether group 

meetings were held with all school staff and specialists 

who had cont a cts with special class pupils. 40 teachers 

re p lied of whom 9 (2 2% ) sai d that group discussions were 

held about every s p ecial class pupil: 4 t e achers (10 %) 

said that these occurred i n the case of "d ifficult" 

pupils: 27 (67 %) stated that there were no such discussions 

in their schools. 

An indication of the imp o rtance which special 

class teach e rs attach to th e services of specialists i s 

provided by th e a ns wer s g i ven to qu e stion 37 of the 

qu e stionna i r e ( se e a pp en d i x!! ) whi ch ask e d r esp ondents 

to r a nk s i x a lt e rn a t i ve c hoi c e s in or d er o f im portance. 

Th e alternat i ve def i n e d as "m ore c o n tact wi th s p eci a l i st 

resource services " was ran ke d e q u a l first with "improved 

attitudes toward the special class concept a mong regular class 

teachers" (see page 52). 

- Teacher attitudes to the special class concept 

Question 3 8 was added to the questionnaire to 

explore teacher attitudes to various educational 

arrangements for backward children. 43 teachers responded 

to this question of who m the major i ty, 21 (48%), were 

in favour of full-ti me atten d ance in special classes with 
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6 of these addi ng that special class children should have 

opportunit i es to participate with regul a r class pupils in 

cultural and social activities. 17 te a chers ( 3 9 jo ) fav oured 

part-ti ~ e special class/regular class attendance: 5 (11 3 ) 

favoured full-time regular class attendance with support 

from specialist personnel: 2 teachers (4%) favoured 

special schools for so me backward children*. However 21 

teachers (48~ ) qualified their choices with co mments 

suggesting that no one option can fit the needs of all 

backward children and that a variety of arrangements is 

necessary to cater for the wide variety of needs exhibited 

by these pupils. 

*2 teachers gave two preferred choices thus the total 
number of responses is 45 rather than 43 
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CHAPTER 5 

OI SC ~ SSI O~ OF SUPVEY FI ~G I ~G S 

- Special class pupils - ethnic origins 

The results of th is survey suggest that Maoris 

are more nu merous a mong the ranks of special class pupils 

than would be anticipated from their numbers in the 

general po pulation (see ~ age 44 ) . I t is difficult, however, 

to assess the extent to ~h ich t hey are over-represented 

because of two co mp licati ng factors. Firstly the ?:aori 

b i rth rate, esti mated at 4~ per annu ~ during the 1960s 

(Wat son, 19 67), is appro xim ately twice that of the rest of the 

New Zealan d population ( ··etge, 1973), thus the nu mber of 

~aoris of school ag e is also proportionately greater. Cn 

the o ther han d, it is esti ~a ted that 50 ~ of ?laoris still 

l i ve in small rural co m~u~ ities where there is of ten no 

s pecial class available ') a ~ art~ent of Education, 1973) 

which means that the nu mb ar of ~aori child ren who are 

potential cand idates for spacial class place ment is 

reduced. 

Possible reaso ns for the disproportionate 

nu mbers of ! aoris i n spec ia l classes for backward children 

are similar to those whic h have been documented in 

relation to special class pupils of minority ethnic status 

in other countries ( see page 29). The Maori child is usually 

different fro m his Pakeha peers in terms of culture, 

language a nd socio-econo ~ ic status (Watson, . 1967: Vellekoop, 
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1973). Since the New Ze aland public school system is 

shaped by the ne eds , values anj aspirations of th e 

do r;; inant cultural gr oup (l-Jats o n , 19 67: Sat es, 197 '.J : 

~arker , 1973: ll ightingale, 1973 ) , it is not surprising 

to find that ~aori children achieve poorly within that 

system (Depart ~ ent of Educat ~ on, 1973), part icularly 

in the area of language arts (N .Z.C.E.R., 1961: Watson , 

1967). One 8ust suppose, therefore, that the proportion 

of ~aori chil d ren who are candidat es for s pecial class 

placement is greater than woul d be expected from their 

nu mbers within the school system. Furthermore the 

evaluation proce ss through which pupils are selected 

for spec ial class place~ ent ( see page 14) is also 

disad vantageous to ~a ori children in that it involves 

personal c on tact in a n unfa mi l ia r context with a 

previously unknown pro f essi ona l person ad~ini stering tests 

of intelle c tua l a nd personal it y functioni ng which are highly 

ver bal in content and based on the sch ool and life 

ex periences of Pakehas ( see page 29). 

- Special class pupils - socio-economic status 

Harker (1973) begins his study of social class 

factors in the New Zealand school syste~ with the 

following comment:"It is part of the mythology of New 

Zealand soc ie ty and of the New Zealand educational system 

that it is classless ...• " (page 299). Only in recent 

years has an awareness developed a mong Mew Zealand 

educationists of the nature and extent of disadvantage 
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a ... on g ~! ew Zealand s c hool c h i ldren through studies su c h 

as that re po rt nd in the journal of the New Zealand 

Pos t Prima ry Teachers ' Association (1972) of disadvantaged 

and deprived children in the Waikato , King Country 

and Tha~es Valley areas . ~ itchell ( 1970) estimated that 

app roximately 2-2,500 children were in special classes 

because they we re f ro m ho ~es which fai led to transmit 

'· the cultural pat terns, experiences, valu es and verbal skills 

c o nducive t c optimal development a nd necessary fo r 

co~pete nce in the typ e s of learn i ng characteristic of 

mi ddle-class orient e d schools and the larger society . . .. '' 

(page 1 85) . 

The re su lts of the wri ter's survey showed that 

70 .2% of the special class pupils sampled were from fa~i lies 

be longing to th e th r ee l owes t socio-economic groupings 

of the Red mo nd and Oavies' Occupatio nal Sca le, that 

approximately one thi r d we re fro~ fami l ies with f i ve 

c hildren and iilor e and tha t approxi1:iately one qu a rter had 

one or more siblings with special c l ass experience . One 

consequence noted by the writ e r of this preponderance of 

pupi ls of low socio-econo nic status in special classes 

has been the appea r a nce of a marked c l ass bias in 

mat erials currently being developed for use with special 

class pupils (as an example see those produced by 

mem bers of the 1974 national in-service training course 

f or use with wor k experience classes), a trend which could , 

in turn, ensure a continuation of the status quo in the 



selection of pupils for special c l ass placement. 

- Male-fe~a le ra t ios in specia l classes 
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Th e r ati o o f boys to girls i n ~ ew Zealand specia l 

c la s s es fo un d by the write r (see page 42) is v i rtu a lly 

the same as that o bserv e d i n Ne w Zea land by Winterbourn 

in 1944 and also mirrors ratios found in other cou ntri es . 

The reas ons lis t e d by r e searchers to account for this 

situation in o ther countries ( see page 3 1) appear to the 

wr iter to be valid a ls o for ~ ; ew Zea land. 

A disturbing dii:iension is ad ded to the facts 

outlined here by data fro m th e wr iter's survey which 

relate to the length of time pupils remain i~ special classes 

o nce assigned the re . In spite of sta t e~ents t o t he contrar y 

by mem bers o f the Oepartnent of Educatio n (see page 15) , 

it seems that place~ent in a special c l ass repr esents a 

fi nal step f o r t he ~ajorit y of pupils since a me re 6 . 8~ 

of the t otal nu~ber of pupils taught b y respondent teachers 

in 1975 were return ed to f ull- time placeme nt in a re s~lar 

c lass . ~oreover app r oximately one t hird of all the specia l 

class pupils surveyed h ad spen t mo re than three years in th e 

special class system and almo st one quarter of the total 

nJmber had not been reassessed by a member of the 

psychological service within the previous two years . These 

facts i mply that special classes fulfill what is essentially 

a holding function rather than a therapeutic one and that 

they represent for b ackward pupils what might be terme d 

an educational " po int of no return". 
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- Special class te~chers 

The composite pictu re of t h e specia l class 

teacher which emerges fr~ m the writer ' s survey da t a is 

of a wo~ an , u nder 36, tr ained for and expe r ienced in 

regular class teaching b~t with v i r t u ally no pre­

serv i ce training in the teaching of backward ch i l d r en 

and r elatively brief practica l experience in special 

class teaching . What factors have he l ped create this 

situation? 

In spite or re Jeated r eques ts for tha establishment 

of fu ll-t ime training courses for teachers of backward 

chi l dren Fron var ious sources through the years (Winterbou r n , 

19li4: the ~:.Z . E.I. , 197 C: Havill , 197 1: Sutch, 1972 : 

3oyd and Panckhurst, 1974), i t was not until 1974 that 

the one year course for pr imary a nd secondary schoo l 

teachers rererred to ear~ier (see page 16) was establis~ed 

at Ch ristchurch Teacher s ' Co llege . It see ~s, in fact , 

t h at there has been a tradi tional re lu ctance in ~ew 

Zea l and t o estab l ish specialist courses for teach ers 

(',.Jatson , 19 67) based o n the prer.iise that:"the best possib l e 

fo undation for work with handicapped children is laij 

in the ordinary teachers ' training course'' (New Zealand 

Official Year book , 19 7 5 , page 12) . I t is di ff icult to 

see how this c l aim can be justified when Havill (197 5 , 

page 20) could co nc l ude , after s u r veying courses offered 

at primary and secondary teachers ' colleges through ou t 

"·Jew Zealand, that "while there is pro bably a commitmen t to 
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cater i ng fo r individual differences, which re cults in 

a positive attitude, most colleges do little to fit 

their students to cope wi th the i~m ediate demands of 

educationally handicapped children" . The L nplications 

of this conclusion a r e disquieting when considered in 

the context of data gathered by the writer on in - serv ice 

training For special c lass teachers . These data show clearly 

that t he ::1a jority of teachers have access only to v ery 

brieP in -s ervice training wh i ch can in no way be 

considered an ade ~ u ate substitute Fo r full-ti~ e p r e -

service training . Further~o re, while the train ing provided 

in national in - service cou rses is indis pu t ab ly af h igh 

qu ality, it is necessarily difficu lt to control the 

quality of the local in - service training courses which 

provide the only regular tr aining for the majority of 

s pecial class t eache rs . 

The ma rk ed preponderance of wome n a mo ng the 

special cla ss teac hers s urvey ed fsee page 49) reflects , 

most lik e ly, the deg r ee of difficulty traditionally 

experienced in recruiting and retaining career teachers 

in the fi e ld of special education in New Zealand . The 

reasons for this are numerous and varied . For example , 

the long-stand i ng lack of ade quate pre - se rv ice training 

programmes (see pages 16 a~d 7 1) must mean that criteria 

for selecting special class teachers a r e s omewhat 

intangib le, as illustrated b y t h e v agu e t ermi nology 

used in advertisements for special class teachers: for 
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ex a ;r. p l e : " A p p 1 i c a n ts w i 11 n e e d to h av e a s y ::i pa t he t i c 

interest in bac kward chil dren" ( the Ed uca t i on Gazette, 

Volu :ne 55, f .~ u :n ber B, 1975 ) . Moreover, although various 

incentive~ are available to special class teachers 

( s ea page 18), there are currently few o pportunities 

for advance ment in the field. There see ~ s, in fact, to 

be a certain a mbivalence toward this concept a ~ ong 

educational planners in New Zealanj as illustrated by 

the fact that the Currie C o rn~ ission on Education (1962) 

could acknowledge on the one hand that lack of sufficient 

pro motional prospects see ~ s to lead to difficulty 

in staffing special sch ool s and classes and yet c onc lu de 

t ha t: " The Corn11i ssi on does not wish, how e ver, to build 

a career structure for any great nu T; ber of teachers in 

these services since m ove ~ ent between cl ass es of nor mal 

an J h an d i ca p I-' e d c h i 1 d re n c a n be g o o d f o r a t each e r . . . . '' 

'pag e 46 5 of the re po rt ) . The tenability o f this pos i tion 

see ms doubtful during a ~ ecade which saw the nu ~ bers of 

special class teachers increase fro ~ 101 ( in 1961) to 

277 (in 1970), an increase of 174% (Panckhurst, 1972). 

A further source of frustration to special 

class teachers is suggested by answers received to 

question 37 of th e writer's questionnaire (see page 50) 

which i mp ly that they ex perience a sense of professional 

isolation in relation bot h to regular class teachers 

and to the specialist resource services u pon which they 

are reliant, partly because of their own lac k of training 
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anj partly because of Lhe problems e ndemic to this kind 

of teaching . 

- Curriculu m 

I t is appar en t fro~ these survey findings 

that the Handbook of Suggestio ns for Special Class 

Teachers which , as recently as 1975 (see page 52), 

was quoted by the )epart~ ent of Educa tion as a source of 

"detailed guidance on prog r ammes of work" is not so v iewed 

by teachers. An exa ninat:on of its contents indicates 

why . Although the need to cater for i ndividual differences 

is acknowledged in the Handbook , curriculu m adaptation 

is equated essentially with simp lification and concretization . 

.. oreover the Handbook is replete with comments which serve 

to reinforce a stereotyped view of the backward pupil . 

For example , we read that " .... special classes must be 

content to try t o establ : sh good social attitudes and 

~ust l eav e ~ore detailed understanding of such mat ters 

( the duties of c itizens) unt i l they a r ise in l ate r life" 

(page 1 4): " mo st special class chi ldr en do not show nuch 

desire to u se these media (chalk , crayon, thick powder 

paint) and should not be pressed to do so" (page 19): 

"we know little about the fa nt as y life of special class 

children, but .•.• it seems unlikely that their Fantasy is 

particularly rich" (page 24) : "it is not thought advisable 

that special class children should attempt to learn music 

notation and time names'' ( page 30) r If Handbooks are to 

provide the "interpretative and prac tical guidance" 
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visualized by members of the Currie Com ~ission on 

Edu ca t i o n in f'J e w Z ea 1 a n d ~ 1 9 6 2 , pa g e 2 7 3 ) , t h e n i t is 

essential that they be f~equently revised so as to reflect 

contemporary educational orinciples and practices. 

A perusal of the mean ranks assigned to the 

seven sources of curriculum ideas listed in question 22 

of the questionnaire ( see page 52) suggests that special 

class teachers derive their ideas of what to teach and how 

mainly Fro m practical experience gained in regular class­

roo ms. It is interesting to note also, in the light of 

earlier discussion of training opportunities for special 

class teachers (see page 71 ) , that, a part f ro ~ the 

rr: isc ellane ous factors gr :::iu;:- ed u nde r "other''' previous 

training is ranked last as a use fu l source of curriculu m 

ideas. 

The data p rese ~ ted in this thesis which rel a te 

t o methods by which the ~ r og ra ~m ing needs of pupils are 

assessed (see page 53 ) , ~ hile only pro v idi ng a gli np se 

o f what is actually occurring in the classroom, do 

serve to underline the fact that teachers rely primarily 

on self-devised tests, which must, in turn, mean a 

considerable variation in assessment practices from 

classroom to classroom. Few teachers were found to use 

any standardized materials as a basis for assessing the 

individual needs of pupils, probably because they mainly 

lack the requisite training for the administration and 

interpretation of such materials. 
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Although, in theory, special class teachers 

receive assistance fro ~ a variety of sources in catering 

for the in J ividual needs of their pu pils, in practice this 

is available mainly from organisers of s~ecial classes 

(see page 54) and only infreauently for the ma jority of 

teachers. 

- Training for social and personal growth 

The following disadvantages for pupils of 

special class placement are acknowledged in the relevant 

:.! ew Zealand literature: the stigma attached to the label 

11 backward" (Organisers , Uanganui Education 3oard, no date): 

problems attendant on being gr ou ped with ethers who are 

also socially and/or e ~o tionally deviant (S~art and 

Wi lton, 1975): the isolation fro m neighbourhood peers 

which occurs when special class placement entails 

travelling some distance to school, as often happens 

in New Zealand f Ross, 1972): problems involved in 

having to adjust, ulti nately,to life outside the 

sheltered environment of the s~ecial class (Tho mpson, 1968). 

It is readily apparent that all these factors have the 

potential to add to whatever social and/or emotional 

problems the special class pupil may already have. Thus 

one would expect to find, from a study of special class 

programmes, incontestable evidence that they are designed to 

promote the social and emotional growth of pupils to 

a degree which will a mply compensate for the disadvantages 

outlined above. A perusal of material available for the 
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guidance of teachers shows, however, that there ar ~ v i rtually 

no practical sug gestions for helping pupils in these 

areas, it being ap pa r ently assu med that the fact o f be i ng 

in a s mall clas s (see page 42) with o ne teacher for 

s everal successive years is therapeutic in itselfr There 

are s urprisingly few references, f or examp le, to behav i our 

modificat i on techniques which have proven both practical 

and successful in the classroom in eli~ inating cert~in kinds 

o f undes i r a bl e behauiour patterns and/or establishing 

desirable ones. Archer ( 1974) has suggested that there 

is consi derable preju di ce i n New Zealand against the use 

of behaviour modif i cat ion techni que s, prejudice which 

c ould be eroded, at least in part , by officia l sanction 

for th e~ in pre and in-servi ce courses an d teacher guid es . 

Date r elating t o the integration of spe c ial 

class and r egu lar c lass ~ u p ils show clearly that th i s 

is pursued pri n ar ily 2-n th e "n o n- acade mic" are a s of t he 

c ~ rriculu ~ (see page 56) , p res u~a bly on the assu ~ p t ion 

that ba c kwa rd ch i l d r e n fu n c t ion more c lose l y to the no r ~n in 

these areas. Howe ve r this assu mptio n would seem unten a ble 

for those children who are placed in special classes 

because of what is viewed in the school context as social 

and personal maladjust ment. Moreover research findings 

indicate that mean scores of educable mentally retarded 

children in s pecial classes in various tests of motor 

proficiency are sign ificantly lower than those of children 

who score within the nor mal range on tests of intelligence 



page 7 8 

Fr ancis and Raric k , 1959) . Thus if the meeting of 

individual needs through the curriculum is indeed the 

lodestar of s pecia l ed ucatio n, one would ex~ect t o see 

a much more even profi le of integration than is apparent 

i n figure 10 (s ee page 58) . 

A second i mportan t issue and o ne which is seldo~ 

mentioned i n the l ite r ature conce rns the quality of the 

contacts which occur be tween ch i l dren f r om special and 

regular classes. •:The nub of the r:ia tter see~a s to be that 

contact mus t r each be l ow the surface in ord er to be 

effective i n altering prejudice . On ly the ty pe of contact 

that leads peop l e to E.£ th j_ngs t o gether i s likely to 

result in changed attitudes" (S t rauch , 197 0) . Thus if 

integrat io n i s to constitute a pos it i ve learning 

expe r ience for ch i l d r e n an .j teachers 2 l i !~a , it re q u ires 

careful planning and frequ ent consultation a mong t hose 

involved in its i~µle~ er. ta tion . 

- Parent/schoo l contact s 

Answers gi ven by t eac hers to questions concerned 

with contac t s betwee n themse lves a nd the par ents of their 

pupils indic a te t hat al most a ll make pr ov ision for 

discu ssing the progress of pupi ls and that , wh e n paren ts 

do not attend pre -arr anged me etings, teachers contact them 

by oth e r rn eans . 

Re sponses to qu estions on th e ex tent and nature 

of parenta l par t i cipation in school activities suggest 

that a l arge nu mbe r of t eac hers seek parenta l involvement 
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in social act i vtties, sane i n sporting activiti e s and 

a fe w in th e academi c areas of th e cu rr icu lu m (see pag e 60) . 

Usually, however, pa r ents are i nv ited to be providers 

of supervision and transport , a n d whi l e the llir it er does 

not wis h to m in i~ize the vary real problems which arise 

in this c o ntex t , some of whi c h were made clear in the 

comm ents which teachers a ppended to t heir qu e stionna i res, 

it seems that the mo st i mportant issue wh ic h a rises From 

the abov e conclusion is whethe r suc h avenues for par ticipa tion 

are appropriate Fo r parents who a r e statistically more 

likely to belo ng to the l owes t soc io - economic grou ps a n d 

to b e ali e nated fro~ tl1e g oa l s of the school sys tem . A 

~ ew Zea l anj exa~ple of a s ysten adap ti ng to the needs of 

those who~ it is desig n ed to assist is seen in the 

mo bile pre -schools which evolved as a partia ) answer to 

the needs of the one out of three chi l dren age d thr8e 

to five who do not attenj kinderga rt en or p l aycentre 

(see the Jominion newspa pe r of 1 : 7:1 976) . The mob i l e 

pre-sc hool s aim to reach ~a inly the many new immigrants 

t o New Zealand who, for var ious reasons, do not avail 

themselves of existing pre-school · opportunities for their 

children . Surely t he very criter i a which require that 

certain children be taught in specia l classes also 

requi re that innovative practices be insti tut ed in the area 

of ~chool-parent relat ionships. 

Specialist services 

- Organisers of special c las s es 
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The list of duties re quired of organisers 

of spec ia 1 classes (see page 22) is a f or.:1idab le one 

·and defines a r o l e which is o bv iously crucial to the 

successful function ing of special classes . It is thus 

somewhat disquieting to find that ~ost organise rs have 

no specia l training anJ/o r experienc e to ~repare the~ fo r 

this r o l e . It seems unrealist ic , moreover, to expect 

29 o rganisers to fulfill such divers e res pons ibilities 

fo r a total of approxi~ately 5 , 26 0 chi l dren ( an aver ag e 

of about 181 chil dren to every organiser ) a nd 477 

teachers ( 18 f o r every or gan is er ) . 

The degree of d i fficu l ty which orga nisers 

experience in meeting their prof essio r al c o r;i !Tl i t men t s i s 

illustra ted by the fact that al~ost one quarter of the 

pu pil s surveyed had spent ~ore t ha n t llio years in s pecial 

cla sses without r a assess ~ent . I ndeed ~he writer wishes 

t o questio n whether the assess~ent p r ocess as i t is 

currently constitut ed r epres e nts the ~ost pr oductive use 

of the org3nise r s ' ti 1e . Th~s que ry derives from the 

fo llowing o bservat ions : the child i s assessed in a one ­

to-one situation, i mp lying that educational problems 

have their origins in so~e atypicality peculiar to the 

child e xperiencing them ra ther th a n in the interaction 

between the child an d one or many of a large number of 

variables: traditional assessment materials are used which 

are now acknowledged to be deficient in evaluating 

children who are different fro m their peers in terms of 
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ethnic background a nd /or socio-economic 1tatus (see page 

29 ): aetiology, diagnosis and classification appear 

to provide the foci of the assass ~ ent process rather 

than the child's educat iona l needs, resulting in what 

Reger et al. (1968) have termed "after the fact labelling 

.... as a sanction for administrative action" (page 16). 

In evaluating the usefulness of the psychological 

reports which are the product of the assessment process, 

the majority of teachers said th a t they f oun d them most 

useful for understand i ng the social/emotional needs of 

pupils and least help f ul for for mulating individuali z ed 

prograr;i;;ies for pupils ( see page 62). One might as k 

whether organisers of s pecial classes, whose contacts with 

each child are necessarily limi te d , can indeed provide 

greater insight into a child's level of social and 

emotional functioning than those who work with hi m daily. 

J at a gathered by the writer relating t o the 

extent of personal con tac ts be tween organisers and teachers 

indicate t hat 32« o f tea chers mee t with an organiser 

once every six months or less often. ~ hile these figures 

cannot, of course, refle c t the quality of such contacts, 

they would seem to be disturbing in view of the important 

in-service training function assigned to organisers (see page 

22 ) . 

It is the writer's opinion that, since the 

organisers' role is crucial to the adequate functioning 

of special classes for backward children as they are 
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currently organi zed , there is an urgent need to re­

evaluate and possibly re-order the priorities of that 

role and also to fo r ~ulate an apµropriate training 

programme . This would appear to be an opportune time 

to do so since a re-orga~i zatio n of the psychological 

service is imminent (personal commu nication, J . Codd , 

February , 1977). 

- Speech therapists 

Data relating to speech therapy services show 

clearly that few special class children rece i ve on-going 

professional assistance from this source in spite of 

the efforts of their teachers to obtain it for them. 

It i s lik e ly that special class teachers are expected to 

provide some kind of therapy themselves since class sizes 

are sma ll, howev e r it is difficult to comprehend t he possible 

basis for s uch an expectation s ince the majority of special 

class teachers have no training in this area . 

- Visiting teachers 

Cont r ary to what might be expected from a n outline 

of the role of the visiting teacher (see page 24 ), alraost 

50% of special class teachers have no contact with the 

service (see page 64) . This is partly explicable by the fact 

that there are only 49 v isiting teachers to service the 

entire school population. Davis (1972) claims that there 

is , in practice, a general misunderstanding of the 

role of the visiting teacher who is often vi ewed 

as an attendance and welfare officer and that this fact, 
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together with lil:iited career prospects and lack of 

specific training, has discou r aged teachers from entering 

the field . It was reco ·nm ended to the Educational 

n evelopment Conference (B oyd and Panckhurst , 1974 ) that 

there be a re-assessment of the role and training 

re qui r ements of v isiting teachers. Should this eventuate, 

the ver y real needs of the backward child in this area 

would, ho pefully, be taken into account . 

- Conclusions 

The data accumulated in this thesis indicate 

that classes for backward children in New Zealand's 

primary and intermediate schools cannot truly be termed 

"special". Few special class teachers are trained 

s pecifically for their roles: there is l : ttle evidence that 

the special class curriculum is indeed specia l in any way : 

while ho~e/school contacts do occur, they are not essentially 

different in character from what might be observed within 

the r egular school system : many specialist personnel are 

inadequately trained and/or too few in nu mbe r s to 

perform the services required of them. Poreover special 

classes have served For many children as additional evidence 

of their inferior status withi n New Zealand society. 

If special classes are to be retained as the 

preferred me thod of educating those backward children 

who are deemed in need of special educational treatment, 

then integrity demands that changes be made to remedy the 

many deficiencies noted in the preceding pages , changes 
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which will ensurg that special classes function as 

something more than holding areas for children excluded 

from placement in the educational mainstream. ~any 

useful recommendations for change have already been made 

by New Zealand educationists such as Havill (1971 and 

1975): Milne ( 1972): Panckhurst ( 1972): Sutch ( 1972): 

Boyd and Panckhurst (1974). 

Currently, however, there is a realization 

in other countries, and increasingly in New Zealand, that 

there is no clear demarcation between children with 

special educational needs and those without and that 

the prevailing system of segregating certain children for 

special education means that the special needs of others 

remain unmet (f<auppi,1969: fLZ.E.I., 1970: Havill, 1971: 

Codd, 1975: Yule, 1975). One possible solution to this 

problem would see the phasing out of special classes for 

all but the most severely handicapped children an d th e 

establishment in their place of resource centres staffed 

by a variety of specialists and open to any child with 

special needs not readily met in the regular classroom 

( Du n n , 1 9 6 8 : Ca d d , 1 9 7 5 : L an c e , 1 9 7 5 : R e y no 1 d s , 1 9 7 5 ) • 

There is as yet, however, no general consensus on the 

optimum method for implementing the resource room 

concept and as yet little evidence from research studies 

to prove the practical superiority of such a system over 

others. 

Whichever of these paths is ultimately pursued 
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within ~ ew Zealand schools- the upgrading of the 

traditional system or th e selection and i ~ plementation of 

another- it must surely be acknowledged by all who ar e 

involved in any way in the change process that there is 

an equally pressing need to remedy whatever educational 

and social injustices are shown to contribute to 

the retardation of intellectual growth in New Zealand's 

children. 
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APPENDIX I 

Dear Special Class Teacher, 

I am currently engaged in 

researching some aspects of the education of backward 

children at primary and intermediate schools throughout 

New Zealand and need to obtain certain information to 

which you, as a special class teacher, most readily 

have access. I am thus asking you to complete the 

attached questionnaire which is concerned with the 

following data: 

1) demographic data on special class teachers 

2) demographic data on special class pupils 

3) data on the special class curriculum 

4) data on home-school contact 

5) data on specialist services and the special class 

teacher. 

The information you provide will, of course, be 

treated as confidential and will be analysed with a view to 

obtaining an overall picture of this area in which 

there has been little research done since that of R. 

Winterbourn during the 1940s. 

I trust that my findings will be of interest to 

both administrators and practitioners in the field and, 

with this end in view, shall be presenting a report, as 

re quested, to Mr. K.A. Milne and his associates at the 

Department of Education, Wellington. 

As soon as you have completed the questionnaire, 

would you please return it to me forthwith in the 

attached stamped and addressed envelope, 

Appreciatively yours, 

M. Glass. 

If you have any comments which you wish to make, please 

feel free to append them to the questionnaire. 
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APPEf\rJIX II 

Pa ge 1 ~JU M B E R: 

O ' IE STIO ~.Jf'J AIRE FOR TEA CHE RS OF SPECIAL CLASSES FO R 

BAC KW ARD CHILDRE N IN PRI MARY AN D I NTER MEDIATE SCHOO LS 

Please place a tick in the brackets beside the 

answer of your choice or write your answer in the space 

provided. Wher e you are required to rank alternatives , 

use number 1 to denote your preferred choice, number 2 

your 

1. 

2. 

3. 

4. 

5. 

second, etc. 

Sex: ( ) Male ( ) Fe male 

Age: ( ) Under 20 ( ) 41-45 

( ) 21-25 ( ) 46-50 

( ) 26-30 ( ) 51-5 5 

( ) 31-35 ( ) 56+ 

( ) 36-40 

Teacher qualification: 

( ) Trained Teacher's Certificate 

( ) Diploma in Teaching 

( ) Advanced Di ploma in Teach i ng 

( ) Ot her ( please specify ) 

j\j umber of years of teacher training: 

( ) Ni l 

( ) 1 year 

( ) 2 years 

( ) 3 years 

( ) More than 3 years 

Academic qualifications ( if you have a degree, 

please state 

provided ): 

( 

( 

( 

( 

your 

) 

) 

) 

) 

major/majors in the space 

Undergraduate Diploma in Education 

Bachelor's Degree 

Honours Bachelor's Degree ( 4 

years ) 

Master's Degree 

( list continued on the following 

page ) 
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Postgraduate Oi ploma in Education 

( Other ( please s p ecify ) 

6. Nu mber of years of teaching experience prior to the 

current school year: 

7. Number of years teaching special classes for 

backward children prior to the current school year: 

8. For how long have you held your current teaching 

position? 

9. In-service training: 

( ) 

( 

National 5 week training course 

( please state year of attendance ) 

Local in-service training course 

( please state how many of these 

you attend e d last year and 

estima te th e t o t a l number of days 

involved during that year ) 

10. Nu mber, sex and e t hnic origins o f pupils in y our 

class: 

ETH NI C GR OUP NO . OF BO YS NO. QF GIRLS 

European 

Maori 

Pacific I slander 

Chines e 

Indian 

Other 

11. Distribution of pupil I. Q.s 

I.Q. RA NCE NUMB ER OF PUPI LS 

40-49 

50-59 

60-6 9 

70-79 

80+ 
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12 Group i ng of pupi ls according to the occupation of 

the princ i pal par ental wage e arner : 

PAR ~ ~ T ' S C C C ~PATI O~ N l.J "'8 ER G F P' IP I l S 

Higher prof ess ional and 

ad mi nistrative work 

Lower professional, tec hnical 

and executive work 

Cler ica l and highly skilled 

work 

Skilled work 

Semi - skilled, re peti t i ve work 

Unskilled , repetitive work 

i1 iscellaneous ( e . g . deceased , \ 

unemp loye d etc. ) 

( fro m Red mo nd and Jav ies ' Socio - Economic classification ) 

13. How many of your pupils are from fam i lies with: 

N '. . .J!lB E R C: F P U P I L S 

2 children or fewer 

3 or 4 children 

5 or 6 children 

7 or 8 children 

S or more chi l dre n 

14. How many of your pupils have brothers and/o r sisters 

who are currently attending or have attended s pecia l 

classes for backward children? 

N U ~BER OF PUPILS 

1 sibling 

2 siblings 

3 siblings 

4 or more siblings 

15. Total length of pupil attendance in special classes 

for backwa rd children: 

LENG TH OF ATTENDANCE NU MBER OF PU PILS 

Less than 1 year 

1-2 years 

2-3 years 
3-4 year s 
4-5 years 
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16. If you ~ere teaching in a special class fer 

bac kw ard ch i ldre n i n the 19 7 5 school ye a r, 

please state how ~ any of your pupils were 

returned to full-time placement in a regular 

class during or at the end of that year 

and also the total nu mber of pupils in that 

class 

pa ge 90 

17. Rank the following in the order of their 

usefulness to you in planning a LA NG UA GE 

programme for new 

which you do not 

( ) 

( ) 

( ) 

( ) 

pupils. Om it any categories 

use: 

Reports from the child's 

previous teacher 

Psychological Service reports 

Tests of language s kills which 

you have devised yourself 

Standardised tests of language 

skills ( please give the titl e 

of each one ) 

18 . How many of your pupils r e ceive indiv idu a l 

read i ng ins truc tion fro m you or another teacher and 

ap pr oximately how often? 

NUMB ER OF PU P I LS 

5 times a week or more 

4 times a week 

3 times a week 

:L times a week 

Once a week 

19. How many of you r pupils are seen by a speech 

therapist and how often? 

Once a week 

Once a month 

Other ( please specify ) 

NU MBER OF PUPILS 
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20. Does the speech thera p ist re quire you to give 

su pp l e mentary ins tructi o n in the classroom to 

children who are receiving the rap y? 

( ) Yes ( ) No 

( ) Other ( please state ) 

21. Rank tha following in the order of th e ir 

usefulness to you in planning a programme in 

NU MBER SKIL LS for new pupils. Omit any categories 

22. 

which you do not use: 

Ran k th e 

the order 

( 

( 

( 

) 

) 

) 

) 

\ 
) 

following 

of their 

Reports fro m the ch i ld's 

previous teacher 

Psychological Service reports 

Tests of number skills which 

you have devised yourself 

S tandardised tests of nu mber 

skills ( ple a se give the title 

of each one ) 

Oth er p le as e s pe c if y ) 

s ources of curr i culu m ideas in 

u se fulness to you. Omit any 

categories which you do not u se : 

( ) Previous teaching experience in 

regular classes 

( ) Previous teaching experience in 

special classes 

( ) The "Handbook of Suggestions 

for Special Class Teachers" 

( ) Books and journals 

( ) In-service courses 

( ) Previous training 

( ) Other ( please specify ) 
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23. 
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Do you have a programme of training in motor 

sk i lls based on th e individu a l needs of pu pi ls 

and distinct fro m the physical education programme? 

( ) Yes ( ) No 

24. Approximately haw · often do you call on the services 

of the following members of the Psychological 

Service for assistance with programming? 

Educational psychologist 

Organiser of Special Classes 

25. What is the total length of the school day 

( excluding the lunch break )? 

26. Approximately how many hours per week do your 

pupils spend WITH REG ULAR CLA SS PUPILS in the 

following activities: 

ACTIVITY 

Art work 

La nguage arts 

~i anual work 

f·'. a the matics 

Org a nised s ports 

Social studies 

Other ( please 

specify ) 

NO . OF YOUR PUPILS 
I NVO LV ED 

NO. OF HO~RS 

PER \·JE EK 

27. Compared with pup i ls of the same age in regular classes 

do your pupils have: 

( ) Many more school outings 

( ) More school outings 

( ) Abciut as many school outings 

( ) Fewer school outings 
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28. Indicate th e nu mber of times per year that you 

organi se th e o ppo rtun i ty fo r formal contac t between 

yourself and parents to di s cuss the progress of 

individual pupils: 

( 

( 

( 

( 

) 

) 

) 

) 

Not at all 

Once a year 

Twice a year 

More than twice a year ( please 

state approximately how often ) 

29. In which of the following areas do you obtain the 

participation of parents? Please outline briefly 

the nature of this participation: 

ASPECT OF PROCRA ~ME NAT UR E OF PARTICIPATION 

Sporting 

Academic 

Social 

Other ( please 

specify ) 

30. Do you initiate contact with parents who do not 

attend pre-arranged parent-teacher meetings? 

( ) Yes ( ) rJ o 

( ) Other please specify ) 

31. How many children are there in your class with 

whose parents you have never been able to make 

contact? 
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32. With which of the following do you meet for the 

purpose of discussing the ne eds of individual 

pupils and approxi mately ho w often? 

Speech therapist 

Reading adviser 

Organiser of 
special classes 

Psychologist 

Visiting teacher 

Other ( please 
specify ) 

ONCE A 
MO NTH 

or·J CE EVERY 
6 • ,~ mJTHS 

I 

OMCE A 
YEAR 

NEVER 

I 

33. Which of the above would you like to see more often? 

34. How many of your pupils were last assessed by a 

member of the Psychological Service: 

f1J Ut'18 ER 0 F P !JP IL S 

This year 

I In 1975 

In 1974 

I In 1973 

Be fore 19731 

35. For which ONE of the following purposes have you 

found psychological reports MOST helpful ( please 

tick ) and LEAST helpful ( please cross thus x ): 

( ) 

( ) 

( ) 

( ) 

Understanding the intellectual strengths 

and weaknesses of pupils 

Understanding the social and emotional 

needs of pupils 

Formulating individualised programmes 

for pupils 

Other ( please specify ) 
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36 . Do you have grou p meetings with all school staff 

and specialis t s who ha ve c ontac t with the pupils 

in your clas s ? 

( ) Not at all 

( ) In th e c a se of "difficult" pupils 

( ) rn the case of most pupils 

( ) I n the case of all pupils 

37. Rank the following in the order of their importance 

for you as a spacial class teacher: 

( ) I mproved attitudes toward the special 

clas s concept among regular class teachers 

( 

( 

( 

( 

) 

) 

) 

) 

) 

~ore assistance with individual programming 

More resource materials 

;.:ore contact with specialist resource 

s ervic e s 

I ncreased training opportunities ( please 

s p .o~ c i fy ) 

Other ( please spec i fy ) 

38. Wh ic h O~E of th e f ollowing appro ac he s to the 

educ a t i on o f backwa r d childr e n do you fav our? 

( 

( 

( 

( 

( 

( 

) 

) 

) 

) 

) 

) 

Fu l l-t ime regular class a tt e ndance 

Full-t i~ e regula r class attendance with 

su ppo rt from specialist personnel 

Part-time special class/regular class 

a ttendance 

Full-t ime special class atte ndance 

Special s chools 

Other ( please state ) 
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AP P ErJO I X I I I 

1. Ma l e : 6 

Fe:n a l e : 37 

No a n swer: 1 

2. - 20 21 - 25 26 - 30 3 1- 35 36 - 40 41 - 45 46 - 50 5 1-55 56+ i'. . A. 

0 3 7 11 7 2 6 5 1 2 

3 . Tr ai n ed teac h e r' s certificate: 4 1 

Diploma i n t eac h ing : 3 

4 . 

Ad v a n ced dip l oma i n teaching : 0 

Other : 1 1 

(L i sted u n der " ot h e r" were c;ualification s i n t he 

f o l lowing fields : education of t h e deaf, 2 : 

speec h th e r apy, 1: mu sic , speech and drama , 1: 

th e t each i ng of the h andicapped , 4 : ki n derga r te n 

t eac h i n g , 1 : 

Rotary you th 

1 ) 

Nil : 0 

1 year : 2 

2 years : 20 

3 years: 14 

3+ years : 8 

advanced first aid certificat e an j 

lead ership awar d, 1: remed ial reading , 

5 . Undergr a duate diploma in education : 2 

6 . 

Bachelor ' s degree : 2 (majors - professional edu catio n/ 

geog r aphy and geograph y ) 

Honour s bache l or ' s degree : 0 

Mas t e r' s d eg r ee : 0 

Po stg r adu a t e dip l oma i n educatio n: 0 

Othe r : 2 (L . T . C. L . speech and d r ama: un i t s f o r 

.N • Z • A . H • per. ) 

3 years : 1 

4 y e ars: 4 

5 y e ar s : 4 

6 y ea r s : .4 



7 years: 2 

8 y e ars : 6 

9 y ea rs : 1 

10 y ears : 3 

11 years : 2 

12 y ea rs : 3 

13 years: 4 

14 years : 1 

15 years: 1 

16 years : 2 

18 years: 1 

20 years: 2 

23 ye a rs: 1 

26 years: 1 

27 years : 1 

-1 YR . 1Y R. 2Y?. S . 3YP.S . 4 YRS . 7 . 5YRS . 6Y RS . 10Y RS . 12YRS . 

6 8 7 6 5 5 2 3 1 

1 3YRS . 

1 

8. -1Y R. 1YR . 2YRS . 3YRS . l1YRS . 5YPS . 6Y RS . 10YRS . 13YflS . N. A. 

5 i 5 11 4 3 1 2 1 1 1 

9 . Na tional i n-s e rv ice training: 

1964 1967 1968 1971 1973 197 5 197 6 

1 1 1 1 2 5 2 

Loca l in- service tr aining : 

1DAY 3DAYS 4DAY S 5 ~AYS 6) AYS ? DA YS 89AYS 9JA YS 13) AYS 

1 8 3 11 1 1 1 1 1 

10 . Boy s : 305 

Gir l s: 182 

European: 336 

Maori: 140 

Pacific Islander: 7 

Chinese: 2 

I n d i a n: 0 

Othe r: 2 



11. 40-49 50 -59 6 0 -69 70-79 80+ 

14 80 18 9 125 20 

12. Higher pr ofessional a nd administ ra tive work: 11 

Lower professional, technical and executive wor k : 21 

Clerical and highly skilled work: 24 

13. 

1 4 . 

1 5 • 

16. 

17. 

Skilled work: 81 

Semi-skilled, repet itive work: 110 

Unskilled, repetitive work: 127 

Miscellaneous (deceased, une:nployed 

2 children or fewer: 10 2 

3 or 4 children: 15 5 

5 or 6 children: n-
';/ :J 

7 or a children : 47 

9 or more children: 25 

1 sibling: 68 

2 siblings: 2 7 

3 siblings: 9 

4 or more siblings: 5 

Less than 1 year: 100 

1-2 years: 101 

2-3 ye a rs: ,.., r 

tJ :J 

3 /, -4 years: 59 

4-5 ye a rs: 5 8 

5-6 years: 20 

29/417 

etc.): 86 

REPO RT S FR OM PSY CH . SELF-DEVISED STANIJARDISED 
PREVIO ~S REr:: CRTS TESTS TESTS 
TEACHER 

1 c 0 2 
1 2 0 3 
2 3 1 4 
1 2 3 0 
2 1 0 3 
1 2 0 0 
0 3 1 2 
1 3 2 0 
2 2 1 0 
2 1 3 0 
3 1 2 0 



17cont . 2 
2 
1 
0 
4 
0 
1 
2 
3 
1 
2 
2 
2 
2 
3 
4 
2 
4 
2 
4 
4 
0 
2 
2 
2 
0 
3 
1 

18. 5 times 

li times 

3 times 

2 times 

Once a 

1 9 • Once a 

Once a 

Other : 

20 . Yes: 12 

No: 18 
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1 4 3 
3 1 0 
2 0 0 
2 1 0 
2 1 3 
1 2 0 
2 0 0 
1 3 0 
1 2 4 
4 2 3 
1 3 4 
3 1 0 
0 1 3 
0 1 0 
2 1 0 
2 1 3 
3 1 0 
3 1 2 
2 1 2 
2 1 3 
2 3 1 
2 1 0 
0 1 0 
3 1 0 
3 1 0 
1 2 0 
2 1 0 
2 3 0 

a u1eek or mo re: 197 

a week : 79 

a week : 89 

a week: 25 

weak : 5 

week : 25 

mo nth: 1 

13 (3 times a week , 1 

2 times a week, 5 

once every two weeks, 1 

once a year, 6) 

Other : lesson plans covering weak points , 

speech therap i st works in with teacher ' s interests , 

exercise bookle t with reports on the specific 

deficiencies of each child 

~~I ~ l ' ~1VERSJT'C 

LIBRAAX: 
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2 1 . REPOR TS FR0 .1 PSYCH . SELF - !JEVISE~ STA T)A~.)ISED 

P:1 EVIO'IS PEP OP TS TESTS TESTS 
TE ACHEP. 

3 2 1 0 
1 2 3 0 
2 3 1 4 
1 2 3 0 
2 1 0 0 
1 2 0 0 
0 2 1 0 
2 3 1 0 
2 3 1 0 
2 3 1 0 
3 1 2 0 
2 3 1 4 
3 4 1 2 
1 2 0 0 
0 2 1 0 
0 2 1 0 
2 3 1 0 
2 1 3 0 
3 2 1 4 
4 3 1 2 
2 3 1 0 
2 1 3 0 
0 0 1 0 
2 0 1 0 
3 2 1 . 0 
3 2 1 0 
2 3 1 0 
4 3 1 2 
4 2 1 3 
4 3 1 2 
3 2 1 0 
0 2 1 0 
2 0 1 0 
2 3 1 0 
2 3 1 0 
0 1 2 0 
2 3 1 0 
0 0 1 0 
2 3 1 0 
0 0 1 0 
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22. TEACH. TEAC H. HA ND - BOOK S IN -SE RV . PREV . OTH ER 
IN RE G. IN SP. BOGK ETC. TRAIN . TRAI N. 
CLA SS CLASS 

1 
2 
1 
4 
3 
0 
1 
3 
3 
3 
2 
1 
1 . 
1 
1 
1 
1 
1 
3 
1 
1 
5 
0 
0 
1 
5 
n . 
u 

2 
2.5 
3 
2 
2 
1 
3 
1 
3 
1 
1 
2 
0 

3 
1 
0 
0 
1 
0 
0 
0 
1 
1 
0 
2 
2 
0 
0 
2 
0 
0 
1 
0 
3 
1 
3 
0 
2 
2 
1 

I 

1 
1 
2 
1 
1 
2 
4 
0 
2 
2 
0 
1 
0 

4 
0 
3 
1 
2 
4 
5 
1 
0 
0 
0 
5 
0 
2 
3 
0 
2 
2 
2 
0 
2 
2 
0 
O · 
0 
1 
0 
4 
4 
6 
0 
0 
5 
0 
4 
4 
4 
0 
0 
0 

0 
3 
4 
5 
0 
2 
3 
4 
5 
4 
0 
6 
3 
3 
0 
5 
0 
3 
4 
0 
5 
t~ 

4 
0 
0 
3 
3 
5 
5 
1 
0 
4 
5 
5 
5 
6 
0 
2 
4 
2 

2 
0 
2 
6 
4 
3 
2 
2 
4 
2 
1 
4 
0 
0 
0 
3 
3 
4 
0 
0 
4 
3 
2 
0 
3 
4 
2 
3 
2.5 
5 
3 
3 
5 
1. 5 
2 
5 
0 
0 
3 
3 

0 
0 
0 
3 
5 
0 
0 
0 
2 
6 
0 
3 
0 
0 
2 
4 
0 
0 
0 
0 
0 
0 
0 
0 
0 
G 
0 
6 
G 
4 
0 
0 
3 
1 . 5 
0 
1 
3 
0 
0 
1 

0 
0 
0 
2 
0 
1 
4 
0 
0 
5 
0 
0 
0 
0 
0 
0 
0 
0 
0 
0 
6 
0 
1 
1 
0 
0 
0 
0 
0 
0 
D 
0 
0 
0 
3 
0 
0 
0 
0 
0 

Other: a programme for intermediate special classes 

written by Auckland organisers of special classes, 

close contacts with the junior department, 

Special Classes Auckland Newsletter, 

play centre training, 

talking to other special class teachers, 

programmes and suggested sequences from 

" Maths in the Special Class'', 

the needs of the child, 

having one's own family 



23 . Yes : 20 

No : 24 

24 . Educa tional ps ychologist 

Once every tw o mo nths : 1 

Once a year: 1 

As necessary : 2 

~henever possible : 2 

Ra rely/not at all : 3 1 

No answe r: 7 

Or ganiser of special classes 

Twice a month : 4 

Once a mo nth : 1 

Once every two ~onths : 4 

Once every six mont hs : 1 

As necessary : 5 

Whenever possible : 3 

Of te n during the First year of teaching : 3 

Ra r ely/not at all: 16 

r·Jo answer: 7 

25 . 5 hours 
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26. ART LANGUAG E MM!'JAL MATH . M'J SIC Ofl GANI SE u SOCI/~L OTIJEP. 
ARTS \ . .JORK SPORTS ST 1JDI ES 

10/10 10/10 10/1 0 
10m ins. 1hour assembly 

6/9 
1hour 

4/12 12/12 5/12 12/12phys.ed 
4~hours 1hour 1hour 1hour 

5 I 1 2 cu i t . c i u b.s 
1hour 
5/12bible st ud y 
~hour 
1/12developme nta1 
5hours 
L1-6 ch{ldren from 
junior room j oin 
special class chil. 
for develop. work 
4hours 

2/17 7/17 17 /17 3/ 17 2/17 17/17 17/17cultural prog. 
2 ·~ hours 1th ours 3-}hours 3hours 1hour 1hour 1-!hours 
7 /17 ' 
1 ·~hours 

1:J /1 0 8/10 
~hour 1hour 

u 
CJ 
tb 
tO 

-> 
0 
VJ 



26 . AR T LANG' IA GE MAf'J' If\ L r·1 ATH . f··llJSI C 
c ont ARTS l·JOflK -

1/10 
2hours 

1/11 3/11 
4hours 1hour 

2/11 
1thours 

10/10 10/ 10 1U/10 
1hour hour 1hour 

12/12 12/12 
1~hour s 40mins. 

6/12 12/12 
1hour ~hour 

7/ 7 7/7 7/7 
1hour 1hour 1hou r 

11 / 11 11 I 11 11I11 
1 ~hours 1~hours 1hour 

0 R SA lfl S E I) S n C I AL 
SPOf1TS ST•l'.) IES 

10/10 
~hou r 

8/11 
1h ou r 

5/9 
45rni ns . 

10/10 10/10 
1hour 1'1our 

12/ 12 
1hour 

6/12 
1hour 

6/7 
1 hour 

11 / 11 
1~hours 

OTHER 

10/ 10h ome rooms 
11hou rs 

11/11 r elig . instr . 
th ou r 

2/9bible study 
~hou r 

5/10c lu bs 
1hour 

12/12p hy s . ed . 
2hours 

12/12films 
45mins . 

? / ?assembl y 
1hour 

11 / 11 
1~hours 

"O 
n> 

·:-:i 
(U 

-> 
0 
~ 



26. Arn LANG UAGE f1 ANlJ AL ·~ ATH. MUSIC OR GAN ISE D SOCIAL OTHER 
cont ARTS ~v ORK SPO RTS ST:JD IES 

5/12 12/12development3l 
~hour 6hours 

nil nil nil nil nil nil nil nil 

10/10 
1!hours 9/10 10/10 

1hour 
2/9 9/9 9/9home rooms 
2 -~hours 1hour 5hours 

l~/ 10 
1hour 
6/10 
~hour 

9/10 10/10bib le study 
1hour ~hour 

6/6 6/6 6/6 6/6 1/6spends after-
3hours 2hours 1hour 1hour noons in reg.cl. 

nil nil nil nil nil nil ni; nil 

5/5 5/5 
1hour 1hour 

u 
Ol 

ID 
CD 

-" 
0 
Vl 



26. ART LA NGUAGE MA NU l\L MATH. MUSIC OllCAf'JI SE D SOCIAL OTHE r. 
cont ARTS . ~JC) ll l< SP DFiTS ST!ID IES 

12/12 
2hours 

7/10 2/10 10/10 10/10assembly 
1thours 40 mins. 1hour 40mins. 

10/10bible study 
th our 
10/10clubs 
1hour 

10/10 10/10 10/10 
1hour ~hour 1hour 

6/12 6/12clubs 
1hour 1hour 

6/12to junior roo ms 
2hours 

10/1 0clubs 
1hour 

4/14 
1hour 

18/18 18/18 18/18 18/18 18/18science 
1~hours 2i hour;; 1hour20 1hour 1hour20mi ns. 

mins. 18/18phys .ed . 
1hour20mi ns . 

"O 
O,l 

lO 
ro 

~ 

D 
Q'\ 



26. ART 
cont 

8/8 
1~hours 

5/18 
1thours 

LANGUAGE 
ARTS 

2/10 
fully 

MAN'JAL 
\,40 fl!< 

MATH. 

5/18 
5hours 

2/10 
5hour s 

MUSI C: 

6/12 
1~h ou rs 

8/8 
1~hours 

18/18 
~hour 

10/10 
~hour 

9/9 
~hour 

ORGA NISE) sotIAL . OTHE R 
SPOR TS r5r1JDI ES 

6/12 
1hour 

8/8 
11;-hours 

12/13 
1hour 

18/18 
2hours 

10/10 
1hour 

9/9 
1 hour 

9/9 
1hour 

12/12 
1hour 

1/18 
1thours 

9/9phys. e d , 
1hour 

integrated-this q l a ss fro ouently joins another class for music and 
language a rts 

-0 
Ol 

lO 
CD 

-' 
0 
--.J 



26. ART LA NGUAGE MA WIA L MATH . MU SIC ORGA NISE f) SOCIAL OTHER 
cont /.HHS ~·J O p !< SPOf-\T S STIJD IE S 

2/5 5/5films 
1hour 1hour 

1/13 11/13 
5hours ~hour 

15/15 4/1 5 2/15 
1-thours 5hours 1~hours 
2/15 
10hours 

10/18 2/18 3/18 11I1 s 1/18 5/18phys.ed. 
1hour 1hour 1hour 1hour 1hour 1 hour 

1/18science 
1hour 
7/1Bmaoritanga 
1hour 
18/1 Bclubs 
"}hour 
18/18assembly 
~hour 

6/9 6/9 6/9clubs 
2hours 2hours 4hours 
40mins . 40mins. 

1/8 8/8 
5hours 1hour 

"O 
ni 

LO 
ro 

--' 
0 
co 
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27 . r-:a ny more school out ings: 15 

More school outings: 22 

About as many school outings : 7 

Fewer sc ho o l outings : 0 

28. Not a t all: 3 

Once a year: 13 

Tw ic e a yea r : 13 

29 . 

Oth er : 15 (once a term: 5 

mo re than once a term : 9 

as necessary: 1 ) 

SPO~ T I i·!G 

transport 

attending 
sporting 
activities 

attending 
sports ' days 

AC l'.O EMIC 

hel iJ with 
rearl i ng and 
written home ­
wor k 

SOCIA L 

flor a l 
arranging , 
dancing 

OTHER 

school 
functions in 
gen e ral 

trans port, 
visits 

dancing , hang is , 
charm classes knitting, 

weaving etc . 

transport on 
visits 

parents ' days , plan three 
class teas , day camp twice 
concerts a yea r- send 

f ood and help 
with trans port 

transport 

gala day 

Christmas 
party 

this teacher had only b een with his class for four weeks 

end -o f -y ear 

help with 
reading 

functions 

transport and 
supervision 



29 . 
cont 

sr DR Ti l\!G 

netball 

SOCIAL 

transpo rt, 
e nd-of-y ear 
functions 

ra ising funds , 
supervision on 
trips 

transport 

camping 

help with 
visits and 
end - of -year 
functions 
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OTHE R 

transport 

rarely asks parents as children become disturbed 

swi mm ing 
(one pa re nt ) 

transport 

some help with 
individual 
study 
progra."7lmes 

reading and 
spelling at 
home, coaching 
math . (o ne 
parent) 

attendance at 
teas and P.T. A. 
functions 

transport 

sending 
mate rials for 
crafts 

school social hel :· wi th 

outdoor ed. 
and day trips 

outings 

carr.r_, s , transport 
crafts club 
(one parent) 

help on 
outings 

transport 

help with 
camps ( transport 
cooking, 
supervision) 



29. 
cont 

SPORTI NG 

transport 

help with 
g ym nastics 

ACA JE MLC 

hearing 
reading 

SCCIAL 

transport 
(one parent ) 

transport and 
supervision 

morning tea 

tr ips 

transport 

this teacher was new to the job 

coaching 
swi mm ing 

30. Yes: 36 

No: 0 

Other: 7 (as necessary) 

\J o answer: 1 

31. 3 8 

~J o answer: 3 

tr ii:;s 

crafts 
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OTHE::> 

t r ir-.i:;; , raising 
rnore y 

trips 

trips 

help with 
clubs, sewing, 
cooking 

cl ass meals 



32 . ONC E I\ O~JC E EVERY ONCt E'JERY ONCE EVERY ONCE A AS AS ~J EVl::R 

MON TH OR 2 tiOiHHS 3 rlOtHHS 6 MONTHS YEA R NECESSA FY rOSSI8LE 
M0f1 E OFTE N 

Speech 8 0 0 5 10 4 0 8 
therapist 

Rea ding 2 0 0 0 6 0 0 29 
advise r 

Organiser of 14 7 0 6 ti 3 2 2 
specia l classes 

Educa t i onal 4 4 0 9 3 2 2 12 
psyc holo gist 

Visi ting 7 2 0 l.i 2 4 0 15 
teacher 

Public health :; 0 0 u [) 0 0 
nurse 

Soc ia l welfare 0 0 0 0 0 1 1 
officer 

Ma ths. 0 0 1 0 1 0 0 
adviser 

Music adviser 0 0 1 0 0 0 0 

District nurse 1 0 0 0 0 0 0 

Med ic al off icerO 0 0 0 1 0 0 
of health 

Sc hool nurs e 1 0 0 0 0 0 0 

-0 
Q) 

lO 
co 
~ 

~ 

N 



33. Organiser of special classes: 10 

Reading adviser: 4 

Educational psyc hologis t: 6 

Speech therapist: 3 

Visiting te a cher: 3 

Medical officer o f health: 1 

Schoo 1 nurse: 1 

Maths. adviser: 2 

Curriculum co mm ittee: 1 

34. This year: 105 

1975: 139 

1974: 9 0 

1973: 64 

Before 1973: 42 

Nu mber of teachers answering: 41 

35. Understanding the 
intellectual strengths 
and weaknesses o f 
pupil s 

'J nderstanding 
the social and 
e mot io na l needs 
of pupils 

x x 

17 3 24 7 

pag e 11 3 

For mulating 
individualized 
progran rnes For 
pu pi l s 

I x 

6 25 

Oth er : 5 ( hel p ful for providing information on home 

bac kg rou nds : 4 

hGlpful for seeing ~ha t psycholog ists do: 1 ) 

36. Not at all: 27 

In the case of II d i f f i CU 1 t f: pupils: 4 

In the case of most pupils: 0 

In the case of all pu pils: 9 

tJ 0 answer: 4 
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3 I . I MPRO VED r1o n E ASS . i·~CRE RES . SP EC. TFlAi f\: I. !G 
ATTITS . ':II TH PRC ::; . i'-1AS . SERVICES CP~~! . 

4 4 3 3 2 
3 1 2 4 5 
2 1 4 3 5 
3 1 5 4 2 
5 3 4 2 1 
1 4 3 2 5 
5 3 4 1 2 
5 1 4 2 3 
0 0 0 1 0 
3 5 1 2 4 
1 4 2 3 5 
5 3 1 2 4 
5 1 4 2 3 
1 4 5 2 3 
0 1 0 0 G 
0 0 1 0 0 
5 1 3 2 4 
1 4 2 3 5 
5 1 3 2 4 
0 1 0 0 0 
1 3 2 4 5 
5 1 4 2 3 
1 4 5 2 3 
1 3 2 0 u 
3 0 1 2 0 
1 5 2 3 4 
1 4 5 2 3 
1 5 3 4 2 
1 3 5 2 l~ 

1 3 4 2 5 
1 a 2 3 4 
4 2 1 3 5 
3 1 5 4 2 
5 4 2 1 2 
3 1 2 5 l~ 

1 3 2 0 0 
1 0 2 0 0 
3 5 1 4 2 
3 5 2 1 4 
1 0 0 0 0 
1 5 2 3 4 
5 4 2 3 1 
2 5 4 1 3 
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38 . Full -t i~e regular class attendance : 0 

Full-ti~e regular class attendance with support fro~ 

specialist personnel: 5 

Part-time special class/regular class attendance: 17 

rull-ti~ e special class attendance : 21 

Special schools: 2 

~ u ~ ber of teachers answe r ing : 43 (two teachers gave 

two preferred choices thus the total nu~ber of 

resp o nses is 45 rather than 43) 
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