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ABSTRACT

The aim of the present study was to investigate

Fenerstein's thesry of mediated learning ~experience. as

the underlying component of structural cognitive

modifiability,

One hundred subjects were randomly drawn from a

population of 30¢ disadvantaged South African pupils.

The subjects were assigned also at random to

experimental - and -control conditions; the experimental

group receiving the Dearfiing Potential Assessment Device

{LPAD) with mediation and the control gromp receiving

LPAD without mediation. all the subjects were then
tested on measures cognitively comparable to the LPap

tasks but containing different content, thus forming

transfer measures.

Fifteen high achievers and fifteen low achievers,

selected on the basis of academic record, were drawn

Erom the experimental group. They were selected to
provide a disparate sample that should show differences

in past ewperience of mediated learning. They were

interviewed with questions that attempted to access the

presence of mediated learning experience in the home

Based on the interview guestions two groups

background.
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were established as having had a high or low amount of
mediated leatning experience in early child-adult

interactions.

The high and low MLE groups were then compared on
@ifferent variables: academic performance, LPAD scores,
and posttest transfer scores. It was hypothesised that
the high MLE group would achieve significantly higher
scores ‘on E ese variables than the low MLE group. The
bigh MLE group did significantly better than the low MLE
group on academic performance and  on- the posttest
transfer scores. However the high MLE group and the low
MLE group were not significantly different on the LPAD

scores.

It was tentatively suggested that the guestionnaire was

able ta. identify the presence and absence of MLE in

early child-adult interactions. It was also suggested

that the subjects identified as the high MLE group ware
sore able than the low MLE group to perform at a higher
ccnitive level, to benafit from mediation, and te

generalise those cognitive skills to other tasks.

It was concluded that support was given to Peuerstein’s
theory that mediated learning experience is the proximal

Eactor in cognitive elopment.
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CHAPTER T

INTRODUCTION

There has been increasing dissatisfaction  with
psychometric testing in general and intelligence testing
in particular. Despite many criticisms, however, there
has been little change within the sphers of braditional
testing over the last fifty years. Richards et al (1972)
comment that most of the effort has gone into refining
the IQ and that there has been little effort invested in
understanding cegnitive functioning. Frederiksen (1986)
pointa nut that Ethe oaly real changes have been to
davelop more multiple choice tests, so  thabt many
wmportant  sbilities sre left unkestad ahd,  nore
wmportantly, laft untaught. So although the issues
around 1IQ have been well documented &nd criticisms

raised there has in effect been Llittle change, which

warrants yet another look at the current status of

ntelligence tasting: “although a considerable amount of
data has been gatherad and processed in the intervening
pariod, the major sources of coatrovérsy aré virkually

unchsnged” (Evans & Waites, 1981:1801.

It is important to emphasise thakt I¢ is not an isolated,

unimportant entikty, but is 4 reified construct that has




major and often devastating effects on individuals®

lives. In short it has become a powsrful, political and

educational tool of oppression, The fact that it is

inextrieably tied up wibh education has important
implications in South Africa where there is already a
dominant oppressive ideology, that discriminates against
the majority of the people in the scciety on the basis
of race and culture. A Lool such as the IQ that supports
thia racial discrimination can and does play a vital

role in educational pelicies.

Given the history of unegual educational opportunities
in  South africa it would seem even more important to
£ind a medns of cognitive assessment, that would alter
current attitudes about the nature of intelligence and
eegult in appropriate remediation of aurrent daeficits
and dissdvantages. Interest 1n more recent years has
bean on the work o©of Reuvan CFeuersbein, an Israeli
psychologist, who has tried to tackle this very issue.
He offers, not an adaptation of traditional testing
technigues, but an assessment procedure based on a new

theoretical understanding of cognitive development.

Black pupils ¢an bs sean as particularly dissdvantaged
with a chequered and viclent educational past. The
history of black education has been ong of

Giscrimination, chavacterized hy low funding, peor




teaching and poor facilities. 1989 looks set to .be no

different. Admission curbs imposed by the government in
black schools and poor 1988 matriculation resnlts seem
likely to worsen the chaos which permeates black

eaducation.

Pupile from Alexandra and Soweto, members of Gthis
disadvantaged community, were selected for this study
hecause it would seem that changes in educational
attitudes and educational systems are important for

them.

Historically attempts to change the status guo have been
resisted. For example Operation Headstart in the USA,
which began 1in 1965, has been described as poorly
tesearched and abandonsd due to few observable
improvements,  (Eysenck, 1971). It is important to
Question on what basis improvements were Jjudged, - as
increases in self-esteem, confidence and health were
noted as well as improved school performance in the avea
under the Child Development Group of Mississippi. It
seems that as these changes threatened the existing
social structures they were abandoned, (Richards et al,
1972; Gould, 1977; Shochet, 1986). Gould comments on why
nationally they were not seen as successful : "(1) we
did not spend enough money, we did not make sufficiently

creative effarts or (and this makes any established




leader jiftery) we cannot solve these problems without a
fundamental social and economic transformation of
society; or (2) the programs failed because their
recipients are inherently what they are - blaming *hn
victims. Now which alternative will be chosen by men in
power in an age of retrenchments 7" (Gould, 1877:150).
These two options could very well be placed before the
educational authorities in South Africa today. Grumsci's
theory of hegemony further suggésts that the authorities
will resist movements that will affect the substructure

of the state (Buggs, 1976).

In order for notice to be taken of a new method of
assessment and remediation. convincing research needs to
be presented that investigates all  aspects of

Feuerstein's approach including nis theory of mediated

learning esperience. The aim of this study is,

therefore, to investigate Feuerstein's concept of
mediated learning experience. This is a key component of

his theory of structural cognitive modifiability which

pr a dynamic to .




CHAPTER IT

A BRIEF REVIEW OF THE LITERATURE

2.1 The IQ Controversy.

2.1.1 A Brief Historical Background to Intelligence

Testing.

Tntelligence testing has been important in psychology
and education for the past 80 years. The first
msasurement was developed by AlEred Binet in order to
1dentify these children who could and could not benefit
from Lthe current Parisian education. He was especially
aware of the limitations of the 1905 test praferring to
talk in terms of mental level rather than mental age. de

said the latter term suggested an ordered progression of

cognitive developmeat, which he had found does not oceur

in 'normal' children.

Despite Binek's consarvative stance his tests were soon
adopted and modified particularly in Britain and the

USA. In  Germany an 1911 Wilhelm Stsrn made the




theoretical jump Erom Binet's test to the concept of the

intelligence guotient, despite the fact that Binet had

been clear in stating that the test was in no way
accirate @nough to produce a numerical result. The
intelligence gquotient or IR was quickly adopted and
Binet's concept adapted inko the Stanford-Binet test in
the USA in 1916, where it was used in extensive testing
of troops in World War I. Kamin (1977) points out that
the results of the army alpha and army heta tests were
not really used to aid placement 5 intended but
provided &normous amounts of data that were later used
to support theories of genetic inferiority. These
theories hecame fuel for many of the actions taken by

the sugenics movement.

Follewing this initial move to quantify intelligence,
research studies quickly arose to add support to what
had ‘already been happening in practice. Gne of the most
influential pieces of research is that by Sir Cyril Burt
(1926, in Kamin, 1977) whose study of monozygotic twins
led to 'convineing’ conelusions that intelligence as
measured by IO tests was at least 80% due to genetic
factors. The heritability of IQ has more recently been
taken up by Jeusen (1969) and by Eysenck (1371). Jensen
argues that genetically individuals sre able to function
at one of two levels. Leval I he describes as basic

associative ability that does mol equip the individual




for the more conceptual = processes involved  in
problem-saiving, which is the functioning ability
ascribed to level II. He furthermore states that
individuals with the geaetic endowment of level I cannot
be taught the skills invelved in level II and education

must, for these individuals, be geared at a lower level.

Ramin (1977), has critically reviewed the work of Burt
(1926} and Jensen (19691, and concludes that on the
basis of the data currently available the claims that
genetic factors inEluence intelligence by 80% cannot be
made. He commenks “"there is in fack much that is not
known and  what 1s known is no more consistent with a
genetic than an  enviropmentai interpretation.”

(Kamin, 197752251,

Oespite the critimisms of what has at times bsen

describe. as the Jensen Heresy (Eysenck, 1971), the
social and polirical implications of such a viewpoint
are still far-resching. The influence on education has
bean  extensive, resulting 1in early streaming and
selection. This has deprived certain pupils of
educational opportunities on the basis that genetically
they would not be able to benefit Erom them. TL supports
2 particular world view that those who do well in
sociaty do so because they have the correct genetic

make-up and  vice  versa. Consequently it  frees




educationalists and policy-makers From baving to address
unbalanced social conditions and opportunities (Evans &

Waites, 19B1).

In  reastion  to the geneticist position
'envirohmentalists' have smerged, concerned about the
inplications of cross-cultural testing, leg. Anastasi,
1982; Cronbach, 1575). The environmentalists have
addressed isaues such as the validity and reliability of
the current 1Q tests, and the effect of standardisation
on & group non-representative of the sample of people
being tested. ‘They have tried to work toward tests that
were more culture-fair. Shochat (1986} comments that
although this was & positive move environmentalists did
not develop their own model, and thab culture-fair tests
were used to develop batter [0 measurements without the

actual concept of 10 being fully challenged.

2,1.2 The Nature of IR.

The IQ score has bacoms a ’thing', something concrete

that can be measured accurately, that does not change

over time or circumstance, and has become Synonymous
with the berm 'intelligence’. The reification of the IQ
has resulted in educationalists and psychologists losing

sight of Lhe construct 1t in reality is. It is a term




that is used freely although it is as yet a term that is
undefined. The tautological thinking ef the definition:
‘intelligerve is what is measured by intelligence tests
and *herefore IQ  becomes the  measurement of
intelligence' is no' longer accepted. Anastasi (1982)
describes an IR  score as "an expression of an
individual's ability level at a given point in time, in
relation to the age norms.” (anastasi, 1982:347)  and
Ryan (1872}  similarly describes an IQ score as
"egsentially an expression of how far up the scale of
difficulty an individual has got with respect to his

chronological age.” {Ryan, 1972:49).

In defence of the IQ Eysenck (1971 .and Vitro (1978},
for example, suggest that the criticism should be
against the testers rather than the Lests themselves.
However, .onvineing arguments have been lobbied that the
basic tests are intriasically discriminatery whatever
the orientation of the tester, The selection of the
1tems involved in the 1Q test is based on no articulated
theory (Ryan, 1972; Feuerstein, 1979; Evans & Waites,
1981). Ryan comments: "Lhe selection Of items is not
influenced by any Ctheoretical view of how children
develop with age, or by any considerakion as Lo the
developmental significance of the particular items."

(Ryan, 1972:49).

Huf Br e
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The stability of the IQ score, often used as evidence of
an immutable. ipherited intelligence, is clearly an
artifact of how the tests are consstructed. Those itens
that show change over time are excluded from the test
and only those items that remain stable are included

(Ryan, 1972; Heather, 1976; Feuerstein, 1879).

Sternbery 11986) however discusses a progressive move in
inktelligence testing. He suggests thab there are

indications that testing will be more solidly based on

psychological theory, Lhat & broader sat of abilities

will be assessed, and that there will be an increased
focus on the process underlying  intelligence  and
tearning potential.. He cites Fewerstein’s dynamic LPAD
as an important part of this new movement  in

intelligence testing.

Feuarstein's Theory of Cognitive Nodifiability.

-1 Feuersteln's Criticisms of Traditional
fatelligence Testing and His Altarnative : The Learning

Potential assessment Device.

In additren to the authors discussed so far, Feuarstein
has looked at cognitive performance in eross-cultural

studies and individual low performance. Underlying his




comprehensive criticism of the traditional testing
movemant,  Peuerstein emphasises that they approach
cognitive functioning in a static, passive way rather
than understanding what education must be about : change
and modifiability. when change is seen in traditional
tests it i9 argued away as an error instesd of seen as a
genuine componsat to cognitive functioning. Feuerstein
suggesks the following definition : "To a very large
extent cognitive functioning represents autoplasticity -
the ways in which an organism changes itself in response
L2 Lhe disruption of its equilibrium by sudden changes
in the internal or externsl snvironment® (Feuerstein,

1979:6) .

Feuerstéin in his 'dynamic’ approach emphasises that the
purpose for assessment is not to produce a rigid label
or numbar that oconelusively defines a person, but to
gain information about appropriate intervention to aid
an individual's adeptation to her/his world. Feuerstein
slong with many others 1s particularly critical of the
damaging effects of labelling and classification and
commenta thats "the guestion of psychometric measurement
has become an tissue 1In civil rights" (Feuerstein,
1979:9). He states that the individual should be served
by the as.ewsmant and sob discriminated against as a

cesult of the and the ing label.

Against the dafence that children nesd their labels in




order to receive special remedial education, Feuerstein
argues that. s ch children are seen as the stersotype of
their label. It leads to a self-fulfilling prophecy
because teaching is adapted to a low, concrete level as

opportunities for learning become limited.

His criticisms lead to a comparison of what he describes

as  the passive-accepbsnt approach  with his own
ective-modification approach. In the passive-acceptant
approach the individual is ‘blamed' for poor performance
due to genetic, orginic or irreversible envirsnmental
factors. The education system does not want to acoept
inherent inequalities in its own system, and in this way
avoids - making changes. Feusrstein conténds that
psychometric measurement creates rabher Gthan reflects
inequality. In the premise of the dctive-modifisation
approach the individual is seen as an autoplastic open
system, open to change and thus Lo cognitive
modifiability. Thig places a new vesponsibility on the
educator, psychologist and policy maker, as effective
and adequate remedial opportunities hava te be provided
for all.

Although attempts have been made to improva the status
of current psychometric testing, Feuerstein is aritical
of them, vommenting : “all of these instruments reveal

inadequate parformance pakterns in culturally deprived




populatisns, but none of them can revesl the deprived
child's potential for being modified by learning”
(Feuerstein, 1979:49}. He argues for a complete and
thorough change both in the attitude of the tester and
the educator, and in the basic structure of the test.
Change in testing needs to take place in fowr basic

areas:

the structure of the tests;
the examination situation;
the orientabion of the tests;

the interpretation of results.

113 The structure of the tests. The aim of education is

to teach and to modify and yst in current assessment

technigues there is no measurement of the individual's

ability to learn. Feuerstein proposss that assessment
tests should be so structured that they include
components of learning in a Lest-teach-test format, so
that 1information sbout the potential functioning of the
individual can be obtained, ‘Traditional IQ tests are
used as predictors of performance yet they are tests
only of current knowledge and give no indication of the
individual's ability to learn. Fauerstein makes the
important diskinction between the manifest level of
Eunctioning and  tha capacity for  Funationing.

Traditional tests, he states, measure the former and yet




actually claim to measure the latter, so Lhat the
concepts of what the individual can do at a fixed moment
in time and what hec/his patential is become confused.
It is important that these are made distinct so that

predictions are ack made on the bazis of false evidence,

12} The examination situation. In order bo allow the
test-teach-test process to occur the  traditionally
passive stance of the btester would have to change.
Feuarstein describes that the tester becomes a
teacher-observer  and the testee becomes a
learner-performer. This shift allows a two-way
commupication process to emerge. The examiner constantly
interviews, makes remarks, requires and  gives
explanations, and notes whak the individual does and
does not grasp. This s in direct contrast to the
traditional 1Q test where the examiner offers no help,

no hints, no explanations and no feedback of any kind.

€3) The orientatien of the tests. The tests need to

change from a product to a process  orientation.

Traditional tests place all their emphasis on producing
a result, an 9 score. which becomes the focus of
interpretation and basis for decisions made on the test,
Feusratein argues that the final product of the test has
little or no value, and that the focus of the test

should be Gthe actual cognitive processes of  the




individual tbat lead her/him to various golutions. This
then paves the way for an informed remediation programme
to be devised, as during the assessment itself the
tester has learnt about those areas that specifically

require intervention.

(4) Interpretation of results. As the orientation of the
test no longer focuses on the final, single score of the
test so the interpretation of the results does not rest
on this score. In traditional tests an average is taken
and unusual high performances are seen as a mistake or
aberration from the norm. Feuerstein challenges this
view and claims that peaks in performance are an
indication of the cognitive potential of the testee, and
should not be discounted but should form a central

component of the interpretdtion of results.

Using these criticisms and suggested changes Feuerstein
has developed a mode of assessment which is dynamic and
sctive-modificational : the  Learning  Potential
Assessment Device (LBAD). This technigque attempts to
assess the modifiability of the low performer through

Focused learning. The items chosen are those amenable to

clear identification of cognitive functions at the thres

sepacate levels of input, elaboration and output.
Although it is often easy to pass the Lraining sheet,

the tester encourages pupils to discuss problem-solving




strategies Lhat can later be applied to the test

problems of increasing qifficulty.

The aims of the LBAD are the following
(1i o determine the extent of modifiability
generalisation fram task to task:

(2) to determine the amount of investment needed;

(3} to determine the nature of investment required; aad
(4 to determine the presence  of  prefarred
communicational  and  learning modalities.  This,
feverstein states, makes the assessment process a
facused and therefore useful tool, so that intervention
strategies can be informatively planned and develeped to
mest the needs of the individual child. Based on the
findings of the LPAD an Instrumental Enrichment
programme 1s devised, which will be discussed in a laker

section,

Feuerstein's Theoretical Basis.

Feuerstein makes vet another criticism of traditional

testing in that 1t lacks a theorstical foundation.

Eysenck (1981) does not see this as a problem, and
comments that the reader may find it surprising that
“useful measurement can be undertaken in the absence of

2 molid rheoretlcal basis" (Evsenck. 1981:8}. In




hindsight, looking'at the harm that such 'successful
application' has had on many individuals and groups, the
author feels that Cheoretical stability is one of the
major strength's of Peuerstein's work, Jean Piaget and
Lev  Vygobsky have had considerable influence on

Feuerstein's deveiopment of a theoretical grounding.

Plaget's major influence on Feverstein occurs more in
his attitude to the methods of assessment rather than in
his  interpretations  of  intelligence.  Piaget's
methodology is one of individual observation and active
testing. His approach is flexible and thorough,
charasteristics which tan be found in the LPAD. However
Fsuerstein does not agree with Piaget's view that
ldarning is dependent on spontanecus development and,
therefors, that intelligence is a particular form of
biological adaptation. Nevertheless, he does comment

"Piagst's work . . . has been primarily useful in
pointing out that the level of cognitive functioning
over a range of culturally different children may be
equally developed 1n spite of sharp variations in
performance as rcevealed on traditional psychometric

meagures” {(Fewerstein, 1979:53),

Vygotsky's perspective of the growing child developing

within a ocertain historical context had an important

influence on Feuerstein's understanding of cognitive




development.  Unlike Piaget™s view of  internal
spontaneous development, Vygotsky saw  development
orimarily taking place in the external, cultural context
and then becoming internalised. This implies that
diggerent cultural communities have different tools due
to different societal Fequirements, but are not inferior

as judged oh traditional western tests of assessment,

From Vygotsky's theory of transmission of culture
Feuerstein developed the important distinction between
cultural difference and cultural deprivation. Cultural
difference occurs when differest tools are used within
different societies but thak the transmission process
occurs in all. cultural deprivation ocecurs, and can.do
so  in any culture, when the tools of a certain culture

are not adequately transmitted to an individual or a

group of individuals, thereby denying basic skills with

which to adapt to their and other  environments.
Underlying this is the assumption that no society is
culburally superaor or inferior to another, and given
transmisaion ©of culture the cognitive skills can be
translated and developed to adapt to a new societal

structura,

Vygotsky has also influenced Feuerstain's conceptions of
the process of assessment. The key toncept in Vygotsky's

theory of cognitive development is that of Lhe zone of




proximal development: “the distance bntween the actual
developmantal level as determined by independent problem
salving and the level of potential development as
determined through problem selving undér adult guidance
ar in collaboration with more capable peers” {Vygotsky.
1978:86). He further proposes Lhat the interactive

process in assessment, as seen in the LPAD, is important

and that "what children can do with the assistanci of

others might be ir some sense even more indicative of
their mantal development than what they can do alone"
(Vygotaky, 1978:85). In effect the 'teach' component of

the LPAD works in the zone of proximal development.

2.2,3 Mediated Learning EBxperience - Feuerstein's Theory

of Cognitive Development.

Feuerstein sees the individual as an autoplastic being
with the ability to be changed and be modified.
Cognitive functioning is no different and Feuerstein
outiines that the cognitive structures developed in an
individual are open to modification, even in
adolescence, and are not fixed and immutable. This means
that development and remediation does not merely result
in changes of specific behaviours and skills, bat in
structural changes. Mediated learning experience (MLE)

is  rhe underlying theoretical basis [For cognitive




modifiability.  As described previously culbural
deprivation does hot imply that belonging te a specific
culture is necessarily depriving. It is not the culture
that is depriving but the individual that is deprived of
the culture: “cultural deprivation is the result of &
failure of the part of a group te transmik or mediate
its culbure to the new generation" (Feuerstein,

1960:230.

Peuerstein postulates that there are two modalities by
which cognitive structuras develop in interaction with
bhe environment. The first is direct exposure to stimuli
which affect the individual from the first day to the
last. The second is mediated learning experience where
the culture is intentionally and directly Eransmitted to
the child. Feuerstein defines MLE in the following way:
“the interactional processes between the developing
human organism and an esperienced intentioned adult,
who, by interposing himself between the child and
external source of stimulation, 'mediates' the world to
the child by Eraming, selection, Eocusing and feeding
back environmental experiencas in such a way as to
produce in him appropriate learning sets and habits"
{Feuevstean, 1979:71). 1In effect the mediator organises

the world for the child and through this process the

cognitive struotures of the child are affected, which

then inereases her/his capacity to be modified by direct




exposure to stimuli. MLE therefore becomes a crucial

component in cognitive development.

on  the basis of his theory of MLE FeuarsStein
investigates the aeticlogy of cultural deprivation and
draws a distinction between distal and proximal
determinants that affect cognitive development. The
primary oc prosimal determinant he describes as MLE and
lack of MLE leads ko cultural deprivation. Determinants
such as environmental stimulation, socioeconemic status,
genetic and organie Factors he describes as distal.
These factérs may affect the firoximal determinant of MLE
but do not necessarily lead to inadecquate cognitive

development.

‘The important underpinning to MLE is the belief in the
reversibility of cogn.:ive dysfunctions under certain
conditions. This has led to the development of the
Feueratein Instrumental Enrichment (FIE) programme
which, based on information gained in the LPAD

agsessment, is an attempt te remediace cognitive

dysfunctions using the principles of MLE. It is this

feature of modifisbility that separates Feuerstein's
theory from mere traditional theories of cognitive
devalapment and assessment, Although he dose  not
discount envirenmental factors such as poverty,

pathological conditions of the parents, or endogenous




conditiens of the c¢hild, he emphasises that these

conditions may, but not necessarily, affect the guantity

and/or quality of MLE. These environmental conditions

are important but Peuerstein (1981(h}) régards it am
simplistic to believe that change in Gthese conditicns
will automatically vesult in change in cognitive
functiening. He cites examples of individuals from
axbremely deprived communities who [unation at very high
levels, and uses the presence of HLE to account for this

apparent discrepancy.

reuerstein (13801 outlines various characteristics of
nedisted learning experience:

{1) Inteénticmality and reciprogity - the adult/mediator
engages the child with an inteation to beach, with the
child having a reciprocal desire to learn., It involves
the important concepts of capport and  mutual
understanding.

(21 Transcendence - the mediator applies the learning
that i6 taking place beyond the particular situation.
(3) Mediatron of meaning - the transmission to the child
of understand.ng the value, significance and relevancs
of what ‘s/he is doing.

(4) Hediation of a fesling of competence - creation in

the child of a fealing of mastery and suctess.




(5) Mediabion of regulation and control of behaviour -
mediating the processes of reflection and personal
cantrol bo guard against impulsivéness, for example.

(6) Medlation of sharing behaviour - to enable
individnals to be able to learn Erom each olher.

(7) Mediation of individuation and  psychological
differentiation - emphasising the value of difference
for example that theve sre different approaches to the
same thing, a 'celebration of diversity'.

(8) mediation of goal-seeking, goal-setting, and goal-
achieving, and planning behaviour - enphasises the
importance of setting goals and developing ways to
achieve them.

(9) mediation of challenge - mediates the search for
novelty and complexity, and emphasises that it . is
positive to take risks, and that one does not always
have to be right.

{107 sediation of self-change - the individual becomes

her/his own mediator.

The first three criteria - intentionality and

rhciprocity, transcendence, and mediation of meaning -

are essential and necessary for an. interaction to be
seen as a mediated learning experience. Feuarstein
comments however that for snch an  interaction to take
place, there does not have to be an awareness of these

characteristics on the part of either the wmediator or




the person to be mediated. An important featute of all
these criteria 1s that MLE is not dependent on content.
Slthough content is imporEant in exposing the individual
toe various different contexts, it does not directly
affect the development of cognitive  structures.
Consequently, the process of remediation (FIE! is not

content dependent.

Feuerstein further expands on the theory of MLE by
dividing it into two categories: caltural transmission
and mediated learning. Cultural transmission inve: &
the tranamission of knowledge from one generation to the
next that would otherwise be unavailable, and includes
events and information not within the individual's
ability for direct experience. The individual who is cut
off  From her/his heritage and cultural background
Becomes isolated and therefore culturally deprived.
"Mediated Lransmission of the past and future is

eariching for the individual not only with respect to

content but, mnore important, through its production of

new needs and ways of relating to the world, which
transcend those experiences directly available to the

senses” (Feuerstein, 1980:25).

One of the distal factors that may affsct oultural
transmission is the difficulty that arises with the

combination of various different cultures as FPeuerstein




discovered in Israel and is certainly the case in South
Africa. He suggests that ideclogies of oppression may

result in people being forced to cut themselves off from

their past, or needing to identify with the dominant

culture at the eipense of their own.

The category of mediated learning involves various
components such as: the caregiver selecting stimali to
which s/he exposes the child, teaching the ability to
focus and selsct; scheduling the stimuli which presents
temporal and spatial dimensions; teaching the components
of anticipation of consequences and Gomparative
bebavicur; and the important features of imitation,

repétition and variation which aid in the development of

cognitive st . in that the
earlier these processes begin "the greater the
individual's efficiency in hecoming modified through
direct exposure to stimuli and,  conseguently, the
greater his . capacity for  Further learning  and

development® (Feuerstein, 1980:35).

Feuerstein (1%80) cites as supporting evidence for the
theory of MWLE,  the observation of cognitive
modifiability  during LPAD assessments and  FIE
programmes. He refers to the work of the Youth aliyab
which is responsible for the integration of immigrating

Jewish children into Israel. However, he has nol




directly investigated his theory of mediated learning

experience. Bradley {1982} states that we need to be
cautiously optimistic when dealing with Feuersteins
work. He refers to previous enthnsiastic adoptions of
remedial wodels. For example the Illincis Test of
Psycholinguistic  Abilities (ITPA)  that, due to
enthusiasm, educators were uncritical, which resulted in
impaired education for the children invoived. Sternberg
(1988,1984) ~-d Silverman (1283) suggest that the LPAD
is an imporimnt advance in educational assessment, and
aiso emphasizé the need for continued research.
Sternberg (19861 iz  in fact developing his own

* stric measure.

alternative ps:

Much of the recent and current research in this field
focuses on the Learning Potential Assessment Device and
the Peuerstein Instrumental Enrichment programme, and
encouraging results are reported {eg.Feuerstein, 1579;
Rand et al, 1979; Feuerstein, 1981(b); Schakel, 1984;
Shochet,  1986: Keane & Kretschmer, 2897; Skuy &
Shoukler, 1987; 8kuy, Kaniel & Tzuriel, 1988). The
author has been unable bto find any research that
imestigates MLE as it occurs i, primary child-adult
interactions, which forms the basis of cognitive
davelopment. The [ocus has been on the important role of

MLE in cognitive assessment using the LPAD and in

cognitive remediation using FIE, Given that one of




Feperstein's important coptributions is the theoretical

basis for his work it »ould seem crucial to try and
investigate the theory. The work of this research is to
attempt a primary study to investigate this aspect of

mediated learning experience.

2.3 The Concept of Gifted' i pisadvantaged

Community.

Feuerstein's LPAD and theory of MLE de¢ not have
implications oniy for retard«d performers but -also are
important for the Sther ead of the spectium. The concept
of oift-dn .5 becomes a difficuit and complex 1ssue in a
disadvaniiged community. Generally there is a lack of
agreement on it constitutes giftedness, and eriticisns
are isvelled at ra rraditional criteria for assessing
it ie.  high 1g score (130-130%) and teacher
nominations (C-lingele, 1984; Getuels & Jackson. 1585).
Frasier 13791 emphasises that it is important to
reconcastealise atiitudes to Lhe lisadvantged student,
and  that prior to the 1960s educators and msychologists
were onl: interested .n academic ard w19t difficulties

and not in potential.

The difficulty of identifying the gifted individual from

the disadvantaged cowsuniLy is evident, in view of




criticism of traditional technigues which, as in general
assessment, are seen as discriminatory. Jihnson,
Starnes, Gregory & Blaylock (1985) have developed the
frogram of Assessment, Didgnosis and Instruction (PADI}
and others are using adaptations of Peuerstein's LPAD

(Wallace & Adams, 1987; Harth, 1982).

Skuy et al {1988) have investigated the use of the LPAD
with  academically superior children in a low
socioeconomic community in Israel. They emphasise the
dilemma of identifying disadvantaged pupils as gifted

and therefore to be included in mainstream gifted

programmes. They conclude that the LPAD could be a

valuable tool in such a tdsk.

The subject sample for this study is taken from the
Soweto Gifted Child Programme. The selection criteria
for admission are rather vague but seem to involve
velative academic adequacy or good performance in at
least one subject. However this results in a wide
discrepancy of levels of academic achievement. The
possibility of using LPAD techniques to identify gifted
children, not only for this programme but for others, is

being considered (Skuy & Shmukler, current research).




CHAPTER T1I

THE STUDY

3.1 Rationale.

Increasing dissatisfaction towards traditional testing
techniques has resulted. in the development of
alternative methods of assessment, for example work by
Sternberg (1986} based on his componential theary of
intefligence, and Feuerstein‘s LPAD. Mediated lesrning
esperience,  which underlies Feuerstein’s theory of
structural  cognitive  modifiability,  has  been
investigated in a current context in terms of its role

in the LPAD and in cognitive remediation. As already

menticned there has been as yet no systematic research

into the role of mediation in early child-adult
inceractions and its resulting effect on cognitive
development and performance. The author considers this
essential for & comprehensive iavestigation of

Fruerstein’s work.

In addition., the need for research with disadvantaged

communities in Scuth Africa has been emphasised, so that




conséquently, black pupils have been selected as the
population for this study. The pupils, living in the
designated black areas of Soweto and Alexandra, are
taken from the Soweto Gifted Child Programme. According
to Lthe theory of cognitive development these subjects
are Iikely to have had mediatiag learning experiences
resulting in their elevated avademic performance. In
addition these subjects should be better able to use
forther mediation given to them. Although the subjects
ara all considered to be gifted, the wide discrepancy in
academic achievement enables a high achieving group and
a low achieving group to be selested. The purpose of
this Study is to investigate the level of WLE in the

backgrounds of the subjects of these two groups.

3.2 Aims and Hypotheses.

The aims of the present study were the following:

- %o identify a high achieving group and a low achieving
group using a questionnaire aimed to raflect the degree

of MLE in the home.

-To determine whether or not there are differences

betwsen the high and low school achievers in the extent

of MLE as accessed by questions refating to hame

background.




~ To determine whether or not there are differences ia
home background between: high and 16w academic performers

on the LPAD items.

The following hypotheses were postulated

Hypothesis I : The group identified as having had high
MLE will have a higher level of academic achievement

than the low MLE group.

Hypothesis 0 : There will be no difference in the level
of academic achievement between the two groups

identified as having had high and low MLE.

Bypothesis II : The group identified as having had high
MLE will have a higher level of achievement on LPAD

tasks than the low MLE group.

Hypothesis 0 : There will be no difference in the level

of achievement on LPAD tasks between the two groups

identified as having had high and low MLE.

Hypothesis LTI : The group identified as bhaving had high
MLE will have a higher level of achievement on transzfer
measures comparable to the LPAD tasks than the low MLE

group.




Hypothesis 0 @ There will be no difference in the level

of achi nt on t fer measures hie to LPAD

tagks between Lhe two groups identified as having had

high and low MLE.




CHAPTER IV

METHOD

The research was dlvided into two parts. The [irst part
investigated the use of the LPAD in assessment in a
disadvantaged communi'y (Hoffenberg, 1988). From this
investigation subjects were selected and varieus
measures established which were then used in the second
part of the research. The second part, forming the basis
of the present study, focused on a more detailed
investigation of mediated experience in this

disadvantaged community

4.1 BART I

4.1.1 Svubjects.

One hundred subjects were randomly selected from three

hundred pupils attending the Sowsto Gilted child

Programme. The pupils were selected for the Programme on

rather vague conditions, which included relative general




academic achievement or achievement in at leask one
school subject. The pupils were sealected from the black
township areas of Soweto and Alexdndra. The one hundred
subjecks were randomly divided into four groups. The
sample consisted of 54 girls and 46 boys. The ages
ranged from 12 to 19 years with a mean age of 14 years 8

monkhs .

4.1.2 Test Materials.

Three LPAD measures were used, the Organiser (A), Verbal
Analogies Test, ard Set Variations 1 and II. The
Organiser (A} is a measure of nhypothetical thinking and
assesses the ability to use strategies to  Lest
hypotheses. 1t involves the organisabion of items in
terms of the relationships between them and is a verbal

test with a numerical component.

The Verbal Analogies Test (VAT) iz a measure of
analogical thinking. Again it is a verbal test 2.4
assesses the ability of the student to understand and

develop velationships batwean items.

Set Variaktiong I and II 19, 3n contraskt, a non-verbal

tesk. It is based on Raven's Standard Proyressive

Matrices and is a test of non-verbal analogical




thinking.

Independent measures were established on the Organiser
{B), similarities subtests of the WISC-R and the WAIS-R,

and Raven's Standard Progressive Matrices. These

e tap comparabls cognitive p

to the LPAD.

As there was no suitable transfer measure for the

Organiser (A) an alternative form of the same test,

containing different content, was used. The Organiser

(8) is also a measure of hypothetical thinking.

The Similarities subtests, taken from both the WISC-R
and the WAIS-R to cover the disparate ages of the group,
measure verbal reasoning, conceptual abilities and the
ability to make absbractions. They assess the student's
ability to determine the essential similarity between

two items and test similar cognitive skills to the VAT.

The Gaven’s Standard Progressive Matrices, like the LPAD
variations counterpart, measure non~verbal reasoning.

These independent measures formed transfer measures to
asesss the extent to which cognitive skills taught in

the LPAD tan Be generalised.




4.1.3 Experimental Design.

The design was a Solomon four~group design which
invelved the subjects being randomly assigneé ‘o ane of

four groups.

Subjects were initially . split into two groups,
experimental and control. The experimental group was
tested on various components of the LPAD using
Peuerstein's method of test-teach-test. The -control
group was tested on the same LPAD components using a

traditional, non-interactive administration,

Prior to this, half the expetimental and half the
control subjects wers pretested on components comparable
to the LPAD, to control for testihg and practice
effects. All the subjects were then tested on posttest
transfer components similar to the pretest. Durlng the
pretast phase those subjeckts not tested were exposed to

an aducational vides so tLhat all the subjects had an

egual amount of exposure Lo the universiky environment.

Undergraduate §tudents were trained by postgraduate
students to administer Gthe GBAD components in bath
experimental and control  situations, Postgraduate
students performed the pre- and posttesh administrabion.




The design is illustrated in the following:

SXPERIMENTAL CONTROL

Pretest  No pretest P ntest No Pretest

Prom Part I the Eollowing were established:

- LPAD doores for the selected subjects,

- Posttast transfer scores for the selected subjects.
These results were used in the analysis of Part IT of

the research.




4.2 PART II

4.2.1 subjects.

The variation in selection procedures for the Gifted
Programie meant bthat bhere were large discrepancies
between the academic achievements of the diffecent
puplls. The fifteen highest achievers and fifteen lowest
achievers, based on academic record, were selected from
thé esperimentsl group; ie those subjacis who had been
tested on the LPAD with mediskion., There were sixteen
boys and Eourteen girls, with an age range from 13 to

19, standards 6 to 2 .

4.2.2 Test daterials,

Based on the theory of mediated learning experience,
that an intentioned adalt interposes her/hinself between
the environment and the child to mediate the environment
to the thild, questions wera selected to investigate the

individual’'s background.

currently there is no established measure of mediated

learning experience so the guestionnaire used in this

study cannot be established as reliable and valid. The

38




questions were therefore selected on their face validity
to mediated learning experience. The questionnaire was
organised in an interview Format and therefore includés
duestions that attempt to tap MLE as well as other
categories of descriptive data. (See appendices for a

breakdown of the guestionnaire.)

4.2.3 Procedure.

The subjects were interviewed ‘biind’, ie the teéster was
not -aware whether the subject cameé from the high or
tow-achieving academic group. The subjects were seen in
a random order on Saturday mornings when the school for
the Soweto Gifted Child Programme took place, The
interviews each lasted about half an hour to forty five
micutes and were performed over a period of about three
dionths. The sdbjscts were given the same instructions
{see Appendix A) and the time taken for each interview

was noted.

During Ethe interviews subjects answared the questions
posed to them while the tester and an assistant noted

down the answers. The presence of the assistant enabled

the tester to keep appropriate eye-contact with the

subjects. At Lthe end of the interview each subject was

asked if they bad any questions in relation to the




testing.

$.2.4 Bxperimental Design.

Subjects were selected to form high and low achieving
groups £o creaté i disparate sample that would be more
likely to show differences in past MLE. In other words
it was expected that subjects from the high achievement
group would, on the basis of the questionnaire, form a
nigh MLE group and that subjects from the low

achievement group would foim & low MLE group.

The subjects’ responses to the guestions that had .face
validity with mediated learning sexperience wsre scored
on a one or zera basis, which , therefore, represented
presence or absence of mediation. The number of
résponses for .each question weré noted and only those
questions that appeared to discriminate between two
groups were used (guestions with an 11-19 split out of
30, or less). Based on their score on these guestions
two groups of subjects were selécted to form a group
with a higher amount of child-adult mediated
interactions and a group with a lower amount of

child-adult interactions, referred to as a high MLE

group and a low MLE group respectively. Those subjects

that did not have a score that placed them clearly in




one group or the other were not used in the comparisons.

The resulting two MLE groups, drawn from the achievement
groups, were then compared on different variables using
t-tests. fThe variables were academic achievement, LPAD

scores and posttest transfer measures. As the sample was

too small to use discriminant analysis a percentage

calculation was used to calculate the proportion of the
high MLE group and the low HLE group that contained
subjects from the high achievement grdup and the low

schievement group respectively.




CHAPTER V

KESOLTS

5.1 analysis of the Questionnaire.

Of the 21 questions that attempted td tap early
child-adult - interactions for the presence of mediated
learning experience only the following 13 discriminated
betweeh two groups.

1. Do you remember . . . reading stories to you ?

2. When you were naughty as a child who disciplined you,

told you off ?

3. How were you told about visits to docters/dentists 7

4. Did you have much to do with your grandparents when

you were small, or other old people, grandparent

substitutes ?

5. what sort of things &id you do with your grandparents

when you were small ?




values important to you ?

§. Why are your parents'
7. Does your Family practice traditional customs ?
8. Will you cantinue ta practice traditicnal customs ?
9; why will you speak that language ?

10. What do you know ahout the history of your people ?

11. Did anyone in your family want to know how you spent

yadr day, who ?

Did anyone help you with homework, who %

13. How were you helped wit!' homework ?

subjects were scoréd on these .13 questions and dn- the

basis of their score were selected for the high or low

mediation groups. Subjects with a score eight or more

out of 13 were conaidered - in the high MLE group and

those subjects with £ive or less out of 13 were

cansidsred in the low MLE group. Those subjeats with a

score af seven or six out of 13 were not placed in

either group and not used in the camparisons.

The established high and low MLE groups and the selected




high and low achievement groups were then compared on

different variables.

5.2 Establishsient of LPAD and Poskttest Scores.

Hoffenberg (1988), in the first part of the reseakch,
investigated the effect of mediation on  cognitive
performance and the use of the LPAD in sssessment.
Scores taken from the LPAD tasks . the Organiser (A},
the verBal -Apslogies Test and Set Variations I and IX,

were used to establish an LPAD index

The score for each task was converted into a percentage.
A mean of the sum of the percentage scores Was taken
resulting in the LPAD index which was expressed as a

pércentage.

ie. LPAD index as % = I(Org.a% + VAT ¢ Var I&II¥)
3

similarly a index was tablished using scores

taken from  the post-LPAD transfer measures,  the
Organiser {(B), The Sinilarities and Raven's Matrices.
The score for each task was converted into a percentage.
A mean of the sum of the percentage scores was baken

resulting in the posttest transfer index which was




expresised as a percentage.

ie. Postbtest index as % = I{Qrg.B% * Sim% * RSPM%)
3

These indices were then used in the comparisons between

Eha MLE groupy and the achievement groups.

5.3 Statistical Apalysis,

5.3.1 Proportion of Achievement Groups in MLE Groups.

In order to establish the degrae to which the guestions
used te identify the MLE groups correctly selected
subjeats from the academic achievement groups &
percentage was. calculated. A percentage was caleulated

of tha number of high achievement subjects in the high

’
MLE group and the nuomber of low achievement subjects in

the low MLE group. In addition an overall percentage was
caleulated, The high MbE group contained 66.67% high
achievement subjects. The low MLE group contained 75%
low achievement subjects. Overall 70.8% of tha MLE
groups contained subjects that ware expscted to be in

each group.




$.3.2 Aechievenent Seores.

In okder to establish that there was a sigonificant

diffsrence between the two groups considered

representative of high and léw achievemant on the basis
of academic parformance, 2 E-best was nsed to compare

the school performance scores of the two groups.

The mean of the high achievement group is 63.5333% which
{5 higher than tha mean for the léw achievement group
which is 45.4667%. There was a significant difference in
sehool - performange between the high and low achievement
groups selected.for the study on. the basis of academic

perfornabes, t=9.47%86 (1.701); df=28; p<0.03,

tn order to test Hypothesis I that the high MLE group
will perform highér than the low MLE group in terms of
scademic achievement, 2 k-test was used to compare the

aeadenic performance scores of the two groups.

The mean of the high MLE group is 61,3333%, and is
highar than the mean for the low MLE group which is
50.667%, There was a significant difference in school
performance between the groups established from the
yuestionnaire as having had high and low MLE,

£22.09455 (1.714); d£=22; p¢0.05. Hypothesis I is thus

confirmed,




5.3.3 LBAD Scoves.

trn ‘order to test Hypothesis IT that the high MLE group
watild score higher than the iow MLE group on the LPAD
scores, & bt-test way used to c.mpare the LPAD scores of

thé two groups.

The high MLE group appeared to have a fhigher mean of
58.8942% than the low MLE group, which was 55.8408%.
Howaver there was nob a significant diEference between
the high MLE and the low MLE groups on bthe bagis of LPAD
scares, =0.57638L {1.7174); dEs22; p>0.05. Thus, while
the differance was in the right direction, Hypothesis II

18 nok confirmed.

In order to expand Hypochesis IT, » comparison was pade

batween the high and low achlevement groups to see if
there was a diffarence in the level of LPAD
performance.s t-test was used Lo compare the LPAD scores

of these twd groups.

The. mean far Gthe nigh -achievement group is 65.14874
which 1z higher than the low achievement group mean of
52.146%, Thare was 4 significant differance between the
high achisvement and the low achievement groups on the
hasts of their LPAD scores, t23.27976 (1.7011: af=28;
#70.05.




5.3.4 Posttest Scores.

In order to test .ypothesis III that the high MLE group

wiuld scors higher than the low MLE group on the
posttest transfer feasurés, & comparison was. wade
batween the scores which indicatss the extent to which
the mediation received during bthe LPAD tasks was
ganeralised 6 different but cognitively comparable
tasks. A t-test was, therefore, used to compare these
posttest trdnsfer scores betwaen the high and low MLE

graups.

The high HLE group has a mean of 65.3509% which is
higher than the low NLE group mean of 56,3309%, There
was & gignificant differsnce batween the high and low
MLE ‘groups on the bawis of the combined post-LPAD
trangfer measures, £=1.97366 (1.728); dfs20; p<0.0S.

Hypothesis ITL is thus confirmed.

In addition & compatrison was made between the high and
low  achievement groups on their poskbest transfer
sqoves, indicating the extent o which mediation
recaived during the LPAD tasks was generalised to
dafferent but comparable tasks. A t~test was used to
compare these post-LPAD transfer scores between the high

and low achievement groups.




The mean of the high achievement group is 68.2921% which

is higher than the low achievement mean of 55.0536%.
There was a significant difference bestween these groups

on the basis af the combined post-LPAD transfer

measures, £a3,54617 (1.7...; d£=26; p<d.05.

e il




CHAPTER VI

DISCUSSION

6.1 Feuerstein's Theory of Mediated Learning Bxperience.

The hypotheses were the following :

Hypothesis T : The high HLE group will have a higher

level of academic achievement than the low MLE group.

Hypothesis IT : The high MLE group will have a higher
level of achisvement on LAD tasks than the low MLE

group.

Wypotheais III ¢ The high MLB group will have a higher
level of achiavement on transfer tasks comparable to tha

LPAD tasks than the low MLE group.

support was given te H I and H IIT and the null
hypotheses were rejected) H IT was nob supported so the

null hypothesis was retained.




Findings related to Hypothesis I.

There was a -significant difference between the two
groups identified from the questionnaire as having had
high and law MLE based on academic performance. This
confirms hypothesis I and lends support to Feuerstein's
theory that higher amounts of mediated learning
experience lead to improved cognitive development and

cognitive performance.

Given the Solomon-group design of the overall research,
2 pretest score was only established for a few of these
subjects. In addition there are no standardised measures
of cognitive functioning for the population from which
this sample was drawn. This means that the two MLE
groups were not established as comparable prior to
testing on the LPAD and posttest transfar measures.

Consequently, it is difficult to isolate effects of past

MLE, as the high MLE group may have scored higher than

the low MLE group on the basis of intelligence or other

factors.

However, given the status of inteiligence testing, as
outiined in this paper, an ‘intelligence' measure
independent of the study would only have indicated an
individual's IQ performance. In addition, it could be

argued that if the two groups were not comparable on




pasic intelligence, this in itself could be due in a
large part to the experience of mediated learning in

early child-adult interactions.

findings related to Hypothesis II.

There was not a significant difference between the high
and low MLE groups on the basis of their LPAD scores,
which means rejecting hypothesis II and retaining the

null hypothesis. However, -there was a significant
aifferénce between these two groups on the basis of the
posttest transfer measures, the tests comparable to the
LPAD tasks. This suggests that there is an incremental
ability to benefit from mediation in relation to the

amount of MLE already received.

Pindings related to Hypothesis III.

As already mentioned the effects of past WLE cannot be

clearly isolated from possible confoonding factors.

However, the effects of MLE are indicated in that a

learning effect took place from the LPAD to the postiest

transfer measure.

Considering the possibility that past MLE was in part




responsible for the elevated score in the postiest
trénsfer measures, various suggestions can be made for
the delayed effests of mediation from the LEAD to these
posttest transier measures. Pirstly those subjects with
childhood WLE were able to assimilate the process of
mediation bebter than the low MLE group, buk only over
time so that effects only showed up in the post-LEAD

transfer measires. A second possibility is that both

groups benefited Erom mediation during the LPAD but only

the high MLE group were able to sustain it. A third
suggestion is that the geperalisability of mediation,
which is the true test of Feuerstein's hypotheais, was

anly achiaved by the high MLE group.

All of these suggestions support the theory that early
child-adult MLE interactions assist the child in using
further mediation. It also enables the child to
generalise that mediation from the specific mediated

task to cognitively comparable but different tasks.

Feuerstein's Lheory is that MLE is the proximal factor
in cognitive development. Although factors such as
poverty and discrimination may affect the amount and
quality of MLE available to the child, they do nob
directly affect the development of cognitive structures.
Bven given conditions of disadvantage MLE may and does

ceccur. This is supperted by the results of the present




research.

the group of subjects were drawn from a disadvantaged
community. In spite of severe socio-political and
educational disadvantage, factors Feuerstein describes
23 distal, these subjects show high cognitive
performance. In addition subjects were identified as
having had higher and lower amounts of MLE, the subjects
from the high MLE group in particular showing high
cognitive achiévement. The subjects identified as having
had MLE in early child-adult interactions showed batter
acadenic performance than subjects who fell into bhe .ow
MLE group. In addition they were better able to use
mediation given to them and generalise those learnt

skills to comparable but different cognitive tasks,

These Eindinge support Feuserstein's theory that MLE is
the proximal factor in the development of cognitive
structures. He does not advocate on this basis that

social, political and educational change does not need

to take place but does emphasize that changing these

distal factors will not necessarily result in an
improvement in cognitive performance from  pupils

emerging from such environments,

Intervention and remediation for cognitive dysfunctioca

thus becomes clear and goal-directed. Support for the




role of MLE in the LPAD and in the remediation FIE
programmes has already been established although
research continues (Skuy & Shmukler, in pressi.

The present study suggests that not only is mediation
valuable for current cognitive modification, but is

essential in earlier years.

The implicatidn lor intervention is far-reaching.
encouraging results of the present study lead to
suggestions of the use of mediation programmes in
families with small children and in junior schools, as
wail as interventien with current performance using the

LBAD and FIE.

However, there are drawbacks enough wilh  the
implementation of such programmes in current education
before .onsidering wider intervention. LPAD assessment
and FIE remediation require expensive and intensive
teacher-training. They require a large amount of highly
skijled manpower which is clearly a problem with most
national education systems working to & Lighb budjet.
These problems loom even larger when considering all

early schooling and parent-child interaction.

For the LPAD and FIE and the concepts of MLE and

cognitive structural modifiability to be effective, they

cannot only be tools of remediation but need to be
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déveloped in terms of prevention. However, given the
huge investment that such a venture would require and
aoting resistance to projects  such  as  Operation
Headstart in the pask, estensive and thorough research
in support of such a mave needs to be established.
Although the results of the present study are
encouraging, this study is a primary investigation and

confirming resulbs are needed.

Finally, this study has also emphasised that such a
programte,  which involves the liberation of human
potential, doms not Eit well into a society dominated by
oppressive laws. It mist be considered that a change in
society would be needed that it could adopt and
implement a progressive educational programme. Support
for such & programme would hopefully be a contributor to

such a change.

6.2 Implications for Future Research.

Although by ns means oconclusive khe results of the

present study are encouraging, and lend support to the

hypothesis Lhat mediated learning experience is the

proximal facter that affects cognitive development, and

Eurther research is indicated,




One altarnative would be Lo use those questions

identified in this study as being discriminative of MLE,
and then to test a much larger and broader sample. In
addition prebests could be performed se that groups
could be identified as comparahle on
intelligence-related factors, thus isolating the affects
of MLE to a greater axtent.Another alternative would be
to conduct a smaller phenomenological study that would
more intensively investigate the concept of mediated

learning experience in early child-adult interactions.

6.3 Limitations of the Study.

6.3.1 samplé Size.

As this was a primary investigation into Feuerstein's

theory of mediated learning experience the sample wize

15 small, namely 30 subjects. This obviously limits the

extent to which conclusions can be made and generalised.
A follow-up study is clearly indicated using just those

questions that seem to be discriminatory for MLE and

testing a larger sample.




6.3.2 Restricted Population.

Although the achievement level of the subjects varied
significantly enough for a high achieving group and a
low achieving group to be identified and selected, all
the subjects were taken from the Soweto Gifted Child
Programme. This may have affected the results in  that
subjects Erom more diverse educational settings may have
shown more clesr differences in terms of the LPAD
scores, and on those questions that appeared to tap MLE

and yet were not discrininatory between two groups,

6.1.3 tanguage.

The interviews were conducted in English and although
the subjects were all proficient ln the language and it
15 the language of instruction in the Programme, there
ace obviousiy limitations in not using the home language

of the subjects.

6.3.4 Ex Post Facto Study.

The study was ex post facto in that the variable of

mediated learning experience was not manipulated in the

study. This hss limitations but the possibility of




the type of inkteraction between the child

manipulating
and adult would have ethical (particularly in terms of
denying mediated learning experience) and practical
problems. An  alternative would be to conduet a
jongitudinal study that would investigate MLE as it was
taking place and then compare this to cognitive

achievement obtained in the future.

6.7.5 Social / Approval.

Subjects may have subjectively answered the questions in
order to appear in a good light. Subjects may have
resarved comments that placed  themselves or  their
families 1n a negative light in order to gain social

approval.

§.3.6 Questionnaire Design.

As there is currently no established measure of HLE in
early nhild-adult interactions a measure had to be
developed for the purposes of the present study. The
results uave been encouraging abouk the value of certain
questions in assassing the presence or absence of MLE in

these interactions.

S




Although the e were significant differences between the

two MLE droups on academic per and
transfer measures, there was not a significant
difference between the high and low MLE groups on the
LPAD tasks. This suggests that the questionnaire was
limited in its ability to identify past MLE, since the
Righ and low achievement groups were significantly

different on LPAD scores.

Altheugh the questionnaire was encouraging the results

based on the questionnaire nesd to be viewed with
caution., A questionpaire on MLE might need much more
elaborate design, construction and validation procedurss
than conducted in this study. Account needs to be taken
of confounding variables such as intelligence. The items
identified as discriminative could be used in a more

comples rnvestigation.

v




Concluslon.

Given the vast numbers of children in this country that
coma  £rom disadvantaged backgrounds and show poor
cognitive performsnce, it is important to investigate an
approach that addresses this issue. Feuerstein's theory
of cognitive development states that mediated learning
experisnce if the proximal factor that results in the
development of cognitive structures. Disadvantaged in
the form  of socic-political and esducational
diserimination that forms the background to this large
group, Feuerstetin understands as a distal Fackor which
may affect the prasence and quality of mediated learning
expgrience but does not directly affect the development

of cognitive structures.

In addition Feuerstern claims that although wcognitive
modifiability wan ocqur as. late as adolescence,
mediskion received in early child-adult interactions is
the most effective. Those individuals that had early MLE
can be axpected to ba performing at a higher cognitive

level than their counterparts without such MLE.

The results from Lhe pressnt study, although viewed with
caution, ave encouraging, Subjects identified as having
had high MLE were academically achieving at a higher

levei than subjects identified as having had low MLE,




In addition, although differences were not seen during
the LPAD phase, the high MLE group did better than the
low MLE group on posttest tranafer neasures comparable
to the LPAD tasks. Various suggestions were posited to
explain this delayed reaction:

(1) The subjects with childhood MLE were ahle to
assimilate the process of mediation orly over time so
that effects showed up in the post~LPAD  transfer
measures.

(2) Both groups were able to benefit from mediatien
during the LPAD but enly subjects with childhood MLE
were able to sustain it.

t1) Only the subjects with childhood MLE were able to
genaralise the effects of mediation to ccmparable but

different tasks.

a1l these hypotheses, howevar, =eem to suggest that
those subjects with early child-adult interactions
containing MLE were not only performing at a higher
level academically but were better able o use

medration.

The disadvantaged nature of the group has been
emphasised and yet the high performance seen and Ehe
presence of mwediated learning experience support the
theory, that disadvantages are @istal factors and that

the proximal tactor of MLE .etermines the development of
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cognitive ‘structures.

In conclusion, although the limited nature of the

questionnaire to measure MLE makes interpretation of the
results cautious, this primary investigation forms an
important stepping stone for further investigation into
early child-adult interactions and the effect of MLE on
cognitive performance. ~Further research, in turn, may
eventuaily lead to intervention in families snd schools
with an  approach that demonstrates a belief in

liberating human potential rather than suppressing it.




APPENDIX A

INSTROCTIONS TO SUBJECTS

This iz not a test, there are no right and wrong
spswers. I want to ask you a few guestions about your
family, your childhood and your school. They are not
personal questions but all the answers will be treated
with confidentiality. Only my colleague and I will know

that you answered these gquestions.

1s there anything you want to ask before we start.

I have asked you all these guestions is there anything

you would like to ask me now.




APPENDIX B

INTERVIEW CONTAINING MLE-TYPE QUESTIONS

1. Who looked after you when you were a baby and when

you were small ?

2. Did somecne put you to bed as a smail child, who ?

3. Who bathed / dressed you ?

How did you learn to do it yourself ?

4. Who did you eat with ?
How were you taught table manners ?

what do people talk about at dinnertime now ?

5. What games did you play with . . . when you were a
child ?

Other adults ?

What was your favourite game ?

What do yoir like doing now wost of alli ?

6. Do you remember . . . vreading / telling stories to

you ? What about other members of the family ?




7. When you ware naughty as a child who disciplined you,

told you off ? How 7

8.What happens now when you break the rules ?

9. When . . . was pleased with you what did s/he do when
you were little ?
When people in your family are pleased with you now what

do they do ?

10. #as . . . concerned about your health, about you
being ill or sick ?

How were you told about visits to doctors / dentists ?

11. what kind of people do your parents look up to,

admire, respect ?

SIBLINGS

12. Tell me about your brothers and sisters.

How old are they ?

which number child are you in the family ?

13. Did you play together a lot as children ?

Were you responsible for the younger ones ?

Were the older children responsible for you ?




14. As children did you have your own play area / eating

time or did you mix with the adults in the home ?

GRANDPARENTS

15. Did you have much to deo with your grandparents when

you were small or grandparent substitutes ?

16. What sort of things did you do with your

grandparents ?

L7. 0id they teli you aboub when they wére your age and

other stories ?

RELIGION

18. poes your family go to church ? Which one ?

18. 1s it important to your Eamily ?

Is it imgortant to you ?
20. what values are important to your family ?
Are those same values impertant to you 7

why 7

CULTURE

21. Which tribes are your family from 7




22, Ts that important to you ?
23. Does your family practice traditional castoms ?

24. will you continue to practice -those or other

traditional customs ?
25. Which language is spoken at home ?

26. which language will you want to use as your main
language when you leave school ?

why 2

27. What do you know about the history of your peaple ?
SCHAOL

28. What do you think and fesl about school ?

29. How do you get on with the teachers and other

pupils ?

Wow think back to when you first wenkt to schoal when you

were small and you probably felt guite differently,




30. How were you told about school ?
Bid your Famiiy make you feel guite excited or was it

Just semething you were told to do ?

31. Did you go to creche or nursery school or stay at

home , with whom ?

32. When you started primary school was there anyone at

home when you went home after school ?

33. Did anyone in your family want Eo know how you spnt

your day ? tho ?
34. Did anyens help you with homework at home ? Who ?
How ?

Doss snyone help You now ?

35, What kind of marks / report were you expected Lo get

by your family at primary school / high school ?

36. When you gelb those mavks what 18 . . . reaction ?

37. What happens if you do nob do well ?

38, Dud you go to boarding scheol ?

Contact with family - letters / visits, how often ?




39. How did you get on with teachers, other pupils ?

40. What do you want to do when you leave school ?

41, What do your parents wank you to do ?

What do they think of your choice ?




DISCUSSION OF INTERVIEW

All the guestions in the interview attempted to tap the
quality -and quantity of early child-adult interactions.
Howsver a large number of the questions asked for
descripkive, bilographical data that then led up to
questions that specifically attempted to accéss MLE. For
example, subjects were asked about how they felt about
school at the current time. It was felkb that given the
explosive nature of black education, nagative feelings
about school may colour responses about early school
experiances. In addition subjects were asked about past
and present activities to clarify the distingtion
betwgen past and presenk, so thal the tester coculd be
sure that past experiences and not current experiences

were being tapged.

Given the small size of the sample the deéscriptive data

could not be statistically analysed. However, observing
percentages of response by Lthe MLE and achievement
groups, thers seemed to be no particular trends and
there wax a wide varisty of response. analysis,
therefore, cengentrated on responses te the MLE

quaskions.




APPENDIX C

QUESTIONS DISCRIMINATING FOR MEDIATION

1. Who looked after you when you were a baby and when
you were small ?

Who put you to bed when you were small ?

Who bathed/dressed you ?

How did you learn to do it yourself ?

Is there a consistent caregiver ? 1 YES

2 N0

2. Do you remember . . . reading stories to you ? 1 YES
2 No

3. When you were naughty as a child who disciplined you,

told you off 7 1 PRIMARY CARECIVER

2 SOMEONE ELSE

4. How were you told off ©
1 TALKING, WITHDRAWAL OF PRIVILEGES

2 PHYSICAL OR NON-EXPLANATORY DISCIPLINE




5. When . . . was pleased with you what did a/he do when
you were likbtle ?
1 PRAISE, TIME TOGETHER, PHYSICAL CONTACT

2 PRESENTS

§. How were you hold abouk visits to doctors/dentists ?
1 SOME EXPLANATION FOR VISITS GIVEN

2 NO EXPLANATION

7. 0id you have much te do with your grandparents when
you were small, or other old people, grandparent
substitutes ? .1 YES

2 No

B. what sort of things did you do with your
grandparents ?

1 INTENTIONAL, NONFUNCTIONAL PASTIMES eg stories, games
etec.

2 PUNCTIONAL PASTIMES ey gardening, sewing cooking.

9. Does your family go ta church ? L YES

2 Ne

10. 18 it amportant to your family ? 1 V&S
2 No




11. Why are those values important to you ?
1 GIVE REASONS

2 CANNOT EXPLAIN WHY

12. Is it important to you to be from your tribe ? 1 YES
2 HO

13. Does your family practice traditional customs ?
1 Yes

2 No

14. Will you continue to practice those or other
traditional customs ? 1 YES

NO

15. why will you spesk that language 7
1 GIVE REASONS

2 CARNOT GIVE REASONS

16, what do you know about the history of your prople ?
1A LoT

2 NOTHING / NOT MUCH

L¥. How were you told about scheor, did your family make

you feel quite excited or was it just something you were
told to do 7 1 EXCITER

2 JUST TOLD TO GO




18. Did anyone in your family want ko know haw you spent
your day, who 7 1 PARENTS OR CAREGIVER

2 OTHERS OR NO-ONE

19. Did anyone help you with homework, who ?

1 PARENTS OR CAREGIVER

2 QTHERS OR NG-ONE

20. How were you helped with homework ?
1 TAUGHT STRATEGIES, GIVEN EXAMPLES

2 GIVEN ANSWERS

21, what xind of marks cepert “ore you expected to get

by yonr fam. ; at primary school : L RIGH

2 AVERAGE




APPENDIX D

TABLE | RESPONSE SPREAD FOR SELECTED QUESTIONS

QUESTION NO.|{ MEDIATION | NO MEDIATION
1 27 3

2 15

3 19
9

10




APPENDIX E

DISCUSSION OF QUESTIONS ATTEMPTING TO DISCRIMINATE FCR
HLE

-
The following mediation type questions had a very high
percentage of responses scoring the presence  of
mediation, and therefore were not able to be used to
distinguish  betwren a mediated group and &

non-mediated group.

1. s there a consistent carsgiver ? 27/30 - 90% yes
responges. According to Feuerstein's theory the
presence of MLE is contingent on a consistent and
intentional caregiver. However, it would seem that
more than the presence of a caregiver is reguired, and
questions that tapped the quality of the interasction

between the adult and child seem mare discriminative,

eg. "Do you remember your caragiver reading stories to

you ?" and "How were you told about visits to dectors

and dentists ?".

2. Does your family go to chursh 2 27/30 - 90% yes
responses.
3. fs it important to your family ? 26/30 - B6.7% yes
responses.

The two guestions relating to religion could be

P

G




related to Feuerstein’s notion of transmission of
culture, yet nearly all the subjects responded
positively to these questions. In addition 1

4. Is it important to you to be from your tribe ?
22/30 - 73.3% yes responses.

This question was also’ not discriminative. In contrast
it would seen that more specific guestions about the
prackice of traditional customs and knowledge of

history distinguish between two groups.

5. How were you told about school; did. your fanmily
make you feel excited or was it just something you
wers told to do ? 24730 - 80% yes responses.

Similarly this guestion would seem to tap a mediating
process. However it does not discriminate between two

groups.

Finally
§. What kind of marks / report were you .expected to
get by your family at primacy schoel ? 25/30 - B3.3%
high. Feuerstein discusses how low expectations of a
child result in a self-fulfilling prophecy, so that
the expectation of high marks or low marks may affect
those marks. It would seems that the issue is more
complex than is suggested by this guestion, and given

the fact that the subjects are all in a gifted

programme it is likely that high marks are axpected,




regardless of the varied level of academic performance

that is actwvally exhibited.

The Eollowing were tha guestions used to select the

MLE groups

L. Do you remember . . . reading stories to you ?

2. when you were naughty as a child who disciplined

you, told you off ?

3. How were you told about visits to doctors /

dentists ?

4. Did you have much to do with your grandparents when

you were small, or grandparent substitutes ?

5. What sort of things did you do with  your

grandparents when you were small ?

. Why are those values important te you ?

o

. Does your family practice traditional customs ?

&. Will you continue to practice traditional customs ?

. Why will you speak that langnage ?




10, What do you know about the history of your people?

1l. Did anyona in your family want to know how you

spent your day, who ?

12. pid anyone help you with homework, who ?

13. How were you helped with homework ?

On the basis of these questions that we:se selected as
being discriminatory the subjects were assigned to a
high or a low mediation group. This resulted in 12
subjects 1in each group and six subjects with an.even

score {ie §/13 ar 7/13).
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APPENDIX G
TABLES OF MEANS

TABLE 5 OVERALL MEANS FOR ACHIEVEMENT GROUPS

ACHIEVEMENT LEVEL

T VARIABLZ
HIGH LOW

ACADEMIC PERFORMANCE
% §9,5333 45.4667

LPAD SCORES
5 65.2487 52.1460

POSTTEST SCORES
* 68.2921 55.0536

TABLE 4 OVERALL MEANS FOR MLE GROUPS

ACHIEVEMENT LEVEL
DENT VARIABLE
HIGH r Low

ACADEMIC PERFORMANCE
%

61,3333 50.6667

LPAD SCCRES
% 58.8942 55.8408

POSTTEST SCORES
% 65.3509 56.3309




APPENDIX H

TABLES OF L-VALURS

TABLE 5 £-~TEST FOR ACADEMIC PERPORMANCE BETWEEN
ACHIEVEMENT GROUPS

W}HIEVE}MENT GROUP

N |[VARIANCE

50

£vALUE |

r HIGH

15 133.8524

5.79244

[ LOW

15 [63.1238

7.94505

9.47986

TABLE 6 ¢-TEST FOR

ACADEMIC PERFORMANCE BETWEEN MLE
GROUPS

ACHIEVEMENT GROUP

VARIANCE

S0

oF ‘ E-VALUE

HIGH

163.879

12.8015

oW

147.333

12.1381

22 2,09455

S

TABLE 7 E-TEST FOR

LEAD SCORES BETWEEN ACHIEVEMENT
GROUPS

ACHIEVEMENT GROUP

NiVARIANCB

sp

o ) £~VALUE

HIGH

is [Lie.543

10.8878

LOW

15 LG.en

10,8267

28 3.27976

TABLE B  ©-TEST

FOR LPAD SCORES UETWEEN MLE GROUPS

[ACH IEVEMENT GROUP

VARIANCE

8D

DF | t-VALUE

HTGH

137.417

11,7225

LOW

198.752

14.0979 |

22 0.576868




TABLE 9 L-TEST FOR POSTTEST SCORES BETWEEN ACHIRVEMENT
GROUPS

ACHIEVEMENT GROU!;FN VARIANC;[ sp £-VALUE

HIGH ]14 110.121 110.4939
6
LOW 84,9932 {9.21918

¢.54617

TABLE 10 LetRST FOR POSTTEST SCORES BETWEEN WLE GROUPS

ACHIEVEMENT GROUP VARIANCE s0 £~VALUE

| zcH 79.7178 |8.92848

1.97366
r LoW 11 1150.034 113,2489




APPENDIX 1

GRAPHS OF GROUP MEANS
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