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AESTRACT

A STUDY OF THE EFFECTS OF A SPECIFIC EDUCATICNAL THERAPY
ON LANGUAGE DEVELORMENT, VISUAL PERCEPTICN
DEVELOPMENT, INTELLECTUAL FUNCTIONING
AND ACADEMIC ABILITY OF CHILDREN
CLASSIFIED AS EDUCABLE
MENTALLY RETARDED

By William Eugene Rice

The primary purposes of this study were to in-
vestigate the effects of a classroom-organized program
for the specific educational tréining of mental functions
of educable mentally retarded students placed in public
school special classes. Effects were mcasured in four
areas: (1) Language Ability, (2) Visual Perception
Ability, (3) Intellectual Functioning and (4) Acadenic
Ability. The Specific Educaticnal Therapy (SET) used
in this study consisted of two commercially availabl:
rrograms for classroom usc: (1) The Peabody Languare
Development Kit, Level 1 and (2) The Frostig Program
for the Developuent of Visual Perception. SET was pre-
sented in two instructional modes: (1) using specialist-
teachers and (2) using classroom-teachers.

Eighty-two educable mentally retarded students
placed in ten primary and early elemecntary classrooms
were divided into two experimental groups and one control
group. For the first experimental group SET was taught

by tcacher-specialists; for the second cxperinental
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group SET was taught by cl-oz-rurr. teachers and SET
was not used with the control group. The therapy pro-
gran spanned a six and one-half month period. The three
groups were statistically matched on twenty-one variables
operationally defining the four areas investigated.
These variables were derived from the subtests and
summary scores of five psychological tests:

(1) Illinois Test of Psycholinguistic Ability.

(2) The Frostig Developmental Test of Visual Perception.

(3) Wechsler Intelligence Scale for Children.

(4) Lee-Clark Reading Readiness Test.

(5) Wide Range Achievement Test.

For each of the twenty-one wvariables, the follow-
ing two independent hypotheses were evaluated on the
basis of an analysis of covariance, planned comparisons
technique.

Ho:1 There will be no differences in the post-
test (dependent variable score) between
the combined experimental groups and the
control groups after means are adjusted
for initial variance as measured by pre-
test scores.

Or symbolically: (Ml + M2) =2M,.
Ho:2 There will be no difference in the post-

test (dependent variable score) between



William Eugene Rice

the experimental-specialist-teacher and
the experimental classroom-teacher groups
after means are adjusted for initial
variance as measured by pretest scores.

Or symbolically: (M, = H2).

Within the limitations imposed by the nature of

the sample and the procedures used in this investigation,

it was concluded from the data gathered that:

1.

A specific educational therapy program as
taught by either teacher-specialists or
classroom teachers to educably mentally
retarded classes can result in significant
improvement of the classes' language ability.
The relative effectiveness of a teacher-
specialist's as compared to a classroom
teacher's presentation of a specific
educational therapy program was supported.
That a specific educational therapy program
effects visual perception development,
intellectual functioning or academic ability
cannot be supported or denied by the evi-
dence of this study.

A specific educational therapy program tends
to reduce disparity between language ability
and intellectual functioning of educable

mentally retarded classes.
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CHAPTER I
THE PROBLEM

Background

In public school special education programs
for the educable mentally retarded, there has been
a marked shift away from the specific educational
training of mental functions. The omission of such
training seems based, in part, on the assumption that
the educable mentally retarded's learning abilities are
more similar to, than different from, his normal peers.
Acting on this assumption, there has been general
agreement that educational goals for the retarded
should be the same as for non-retardates but at a lower
level and with less academic emphases.

Research assessing the consequences of special
class placement for the educable mentally retarded has,
most frequently, failed to support the educational
expectations that such placement results in better
academic performance'or improved social or personal
adjustment. In fact, research in the area of the
efficiency of such programs has been characterized by
negative findings over the past thirty years.

Recent research findings in the area of learning

-1 -



disabilities have in effect, challenged the assumption

that the educable mentally retarded's learning abilities
are more similar to, than different from, his educationally
normal peers. Such findings have suggested that many
children diagnosed as educable mentally retarded could be
more accurately described as having developmental dis-
orders of learning and language functions, which commonly
occur without any impairment of intelligence. Such re-
search has also suggested that standardized intelligence
test scores can be particularly misleading in the learning
and language disordered child. Additional findings in

this area of research have supported the belief that
learning disabilities are found among children who are
otherwise average in intelligence as well as among children
who are below average or superior in intelligence.

One possibility that these research findings seem
to suggest is that many children placed in special educa-
tion classrooms for the educable mentally retarded may
have normal abilities in some areas and markedly limited
abilities in other areas. Because of this, such children
may give the appearance of mental retardation but training
of the limited functions may even successfully remove some
of them from the educational classification of mental
retardation. In other words, the learning potential of
the educable mentally ratarded group may be quite different
than previously assumed.
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Research is noted then in four different areas:
(1) the present curricular emphases, educational goals
and objectives of public school special education class-
rooms for the educable nentally retarded: (2) the academic,
social and personal consequences of special class place-
ment for the retarded: (3) educational concept and
diagnosis of educable mental retardation and (4) learning
disabilities and educational therapy. Taken as a whole,
this body of research seems to have something important
to say about the understanding and education of the
educable mentally retarded. The implications are not
clear, however, since several interpretations can reason-
able be generated from this number of variables and the
wealth of data.

One possible interpretation is that the negative
findings assbciated with special class educational programs
result, in part, from an interaction of the goals, ob-
Jectives and curriculum of such programs, with the learning
abilities and training needs of the educable mentally
retarded. On this basis it is reasonable to speculate
that special class placement has been educationally
disappointing because of the omission of specific educa-
tional training of functions from the curriculum of pupils
whose basic learning needs include such training.

There is a need then to investigate educational

and psychological consequences of including specific



educational training of functions in the curriculum of
special classes for the c¢ducable m:a=ntally retarded. To
the extent the situation approaches that described, it
suggests certain educational implications:

A. A possible need to modify the educational
concept of the learning potential of certain
children classified as educable mentally
retarded and re-evaluate educational curriculum
objectives and goals.

B. A possible need to modify the current role
of the school diagnostician that emphasizes
psychological assessment for the purpose of
classification and educational placement,
to give more emphasis to psychological assess-
ment for the purpose of estimating the de-
velopment of cognitive-perceptual-motor
functions and the need for and nature of
appropriate educational therapy.

C. A possible need to modify the present in-
telligence quotient based classification of

educable mental retardation.

Statement of the Problem
This study investigates certain consequences of
specific educational therapy on language development,

visual perception development, intellectual functioning
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and academic ability of children classified as educable
nentally retarded and educationally placed in public
school special classes.

The question considered is whether or not
commercially available, classroom-oriented versions
of materials for the specific educational training of
mental functions are relatively more effective than the
traditional materials which minimize or omit such training.

A second question relevant to the problem is
considered. There are, presently, two possible ways of
introducing the specific educational therapy into the
curriculum, i.e., the classroom teacher and specialists
such as speech therapists and teachers of the physically
handicapped. The additional question considered is
vhether or not there are differential consequences,
resulting from the classroom teacher or teacher specialists
using the specific educational therapy.

The recent publications of a language development
program1 and a Visual perception development program2
have provided the opportunity to study their effects

when training is provided in the classroom.

Iiloyd M. Dunn and James O. Smith. Peabo%y
Lan e Development Kits, Level 1. American Guidances
54 rvgces, Irc., Minneapolis, 1965.

2Harn.anne Frostig and David Horne. The Frostig
Program for the Development of Visual Perception.
FoI%eEE Publishing Company, Chicago, 196%.




The effects of the specific educational therapy
on language development will be assessed by a standardized
measure of language, the Illinois Test of Psycholinguistic
Abilities (ITPA).3 The nine subtests and summary score
of the ITPA will provide an opportunity to investigate
any differential effects of the therapy.

The effects of the specific educational taerapy
on visual perception development will be assessed by a
standardized measure of visual perception, the Develop-
mental Test of Visual Perception (DTVP).4 The five sub-
tests and summary score of this test will, also, provide
an opportunity to investigate any differential effects
of the therapy.

The influence of the specific educational taerapy
on the intellectual functioning of the subjects will be
measured by a standardized test of intelligence, the
Wechsler Intelligence Scale for Children (WISC).5

The influence of the specific e iucational therapy

on the academic ability of the subjects will be measured

5James J. McCarthy and Samuel A. Kirk. The
Illinois Test of gggcholinguistic Abilities (Experi-
mental Edition). e University of Illinois Press,
Urbana, 1961.

“Marianne Frostig, D. E. Lefever and J. R. B.
Whittlesey. The Marianne Frostig Developmental Test of
Visual Perception. Consulting Psychologist Press, ralo
XIto, 196%4.

5David Wechsler, Wechsler Intelligence Scale for
Children, Psychological Corporation, New EorE,



TABLE 1-1
SUMMARY OF HYPCTHESES

Combined - Specialicst
Experimental Teacher
Variables xXP % X
Classroon
Control Teacher
ITPA Ho: Ho:
Language Quotient 1 2
Auditory-Vocal Automatic la 2a
Visual Decoding 1b 2b
Motor Encoding 1lc 2¢c
Auditory-Vocal Assn. 14 24
Visual-Motor Sequencing le 2e
Vocal Encoding 1f 2f
Auditory-Vocal Sequencing 1lg 2g
Visual-Motor Assn. 1h 2h
Auditory Decoding 13 23
DTVP
Perceptual Quotient 3 4
Eye-Motor 3a 4a
Figure-Ground b 4b
Shape Constancy 3c Ye
Position in Space 3d 44
Spatial Relations Je L4e
WISC
Intelligence Quotient 5 ©
LCRRT
Reading Readiness 7 8
WRAT
Reading 9 10
Spelling 11 12

Arithmetic 13 14




by a standardized reading readiness test, the Lee-Clari
Reading Readiness Test (LCRRT),6 and a standardized

achievement test, the Wide Range Achievement Test (WRAT).7

Hypotheses to be Evaluated

There are four sets of major hypotheses in two
areas to be evaluated. These are stated in the form of
null hypotheses. (sse Table 1-1)

The first set of major hypotheses are related to
language development as assessed by the Illinois Test of
Psycholinguistic Ability:

Ho:1l There will be no differences in the post-
test Language Quotients between the experi-
mental and control groups after rncans are
adjusted for initial variance as measured
by pretest scores.

Ho:2 There will be no differences in the post-
test Language Quotients between the
experimental-specialist-teacher and
experimental-classroom-teacher groups
after means are adjusted for initial vari-

ance as measured by pretest scores.

Eﬁurray Lee and Willis W. Clark. Lee-Clark Reading
Readiness Test (1962 Revision). California Test Bureau,
Monterey, 1560.

7J. F. Jastsk and S. R. Jastak, The Wide Range
Achievement Test, Guidance Associates, Wilmington, 1935.
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The following sub-hypotheses result from the sub-
tests of the Illinois Test of Psycholingustic Abilities
and provide a further basis for investigating effects on
language development:

Ho:la There will be no differences in the post-
test Auditory-Vocal Automatic Scores between
the experimental and control groups after
means are adjusted for initial variance
as measured by pretest scores.

Ho:2a There will be no differences in the post-
test Auditory-Vocal Automatic Scores between
the experimental-specialist-teacher and
experimental-classroom-teacher groups after
means are adjusted for initial variance as
measured by pretest scdres.

Ho:1b There will be no difference in the post-
test Visual Decoding Scores between the
experimental and control groups after means
are adjusted for initial variance as measured
by pretest scores.

Ho:2b There will be no differences in the post-
test Visual Decoding Scores between the
experimental-specialist-teacher and
experimental-classroom teacher groups
after means are adjusted for initial vari-

ance as measured by pretest scores.



Ho:1lc

Ho:2¢

Ho:1d

Ho:24

Ho:le

- 10 -

There will be no differences in the post-
test Motor Encoding Scores between the
experimental and control groups after means
are adjusted for initial variance as mecasurcd
by pretest scores.

There will be no differences in the post-
test Motor Encoding Scores between the
experimental-specialist-teacher and
experimental-classroom-teacher groups

after means are adjusted for initial vari-
ance as measured by pretest scores.

There will be no differences in the post-
test Auditory-Vocal Association Scores
between the experimental and control groups
after ﬁeans are adjusted for initial variance
as measured by pretest scores.

There will be no differences in the post-
test Auditory-Vocal Association Scores
between the experimental-specialist-teacher
and experimental-classroom-teacher groups
after means are adjusted for initial variance
as measured by pretest scores.

There will be no differences in the post-
test Visual-Motor Sequencing Scores between
the experimental and control groups after

means are adjusted for initial variance as



Ho:2e

Ho:1f

Ho:2f

Ho:1g

Ho:2g

- 11 -

measured by pretest scores.

There will be no differences in the post-
test Visual-Motor Sequencing Scores
between the experimental-spccialist-teacher
and experimental-classroom-teacher groups
after means are adjusted for initial
variance as measured by pretest scores.
There will be no differences in the post-
test Vocal Encoding Scores between the
experimental and control groups after means
are adjusted for initial variance as
measured by pretest scores.

There will be no differences in the post-
test Vocal Encoding Scores between the
experimental-specialist-teacher and
experimental-classroom-teacher groups

after means are adjusted for initial
variance as measured by pretest scores.
There will be no differences in the post-
test Auditory-Vocal Sequencing Scores
between the experimental and control groups
after means are adjusted for initial
variance as ﬁeasured by pretest scores.
There will be no differences in the post-
test Auditory-Vocal Sequencing Scores

between the experimental-specialist-
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teacher and experimental-classroom-teacher
groups after means are adjusted for initial
variance as measured by pretest scores.

Ho:1h There will be nd differences in the post-
test Visual-Motor Association Scores be-
tween the experimental and control groups
after means are adjusted for initial
variance as measured by pretest scores.

Ho:2h There will be no differences in the post-
test Visual-Motor Association Scores be-
tween the experimental-specialist-teacher
and experimental-classroom-teacher groups
after means are adjusted for initial variance
as measured by pretest scores.

Ho:1j There will be no differences in the post-
test Auditory Decoding Scores between the
experimental and control groups after
means are adjusted for initial variance as
measured by pretest scores.

Ho:2j There will be no differences in the post-
test Auditory Decoding Scores between the
experimental-specialist-teacher and
experimental-classroon-teacher groups
after means are adjusted for initial wvari-
ance as measured by pretest scores.

The second set of major hypotheses are related to
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visual perception development as assessed by the Frostig
Developmental Test of Visual Perception:

Ho:3 There will be no differences in the post-
test Perceptual Quotients between the
expcerimental and control groups after
means are adjusted for initial variance as
measured by pretest scores.

Ho:4 There will be no difference in the post-
test Perceptuval Quotients between the
experimental-specialist teacher and
experimental-classroom-teacher groups after
means are adjusted for initial variance as
measured by pretest scores.

The following sub-hypotheses result from the sub-
tests of the Frostig Developmental Test of Visual Per-
ception and provide a further basis for investigating
effects on visual perception development:

Ho:3a There will be no differences in the post-
test Eye-Motor Scores between the experimental
and control groups after means are adjusted
for initial variance as measured by pre-
test scores.

Ho:4a There will be no differences in the post-
test Eye-Motor Scores between the
experimental-specialist-teacher and

experimental-classroom-teachar groups



Ho:%b

Ho:4b

Ho:3%c

Ho:4c

Ho:34
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after means are adjustzd for initial
variance as measured by pretest scores.
There will be no differences in the post-
test Figure-Ground Scores between the
experimental and control groups after means
are adjusted for initial variance as
measured by pretest scores.

There will be no differences in the post-
test Figure-Ground Scores between the
experimental-specialist-teacher and
experimental-classroon-teacher groups
after means are adjusted for initial
variance as measured by pretest scores.
There will be no differences in the post-
test Size Constancy Scores between the
experimental and control groups after
means are adjusted for initial variance
as measured by pretest scores.

There will be no differences in the post-
test Size Constancy Scores between the
experimental-specialist-teacher and
experimental-classroom-teacher groups
after means are adjusted for initial
variance as measured by pretest scores.
There will be no differences in the post-

test Position in Space Scores between the



experimental and control groups after means
are adjusted for initial variance as measured
by pretest scores.

Ho:4d There will be no differences in the post-
test Position in Space Scores between
the experimental-specialist-teacher and
experimental-classroom-teacher groups after
means are adjusted for initial variance as
measured by pretest scores.

Ho:3e There will be no differences in the post-
test Spatial Reclations Scores between the
experimental and control groups after means
are adjusted for initial variance as
measured by pretest scores.

Ho:4e There will be no differences in the post-
test Spatial Relations Scores between the
experimental-specialist-tcacher and
experimental-classroom-teacher groups after
means are adjusted for initial wvariance as
measured by pretest scores.

The third set of major hypotheses are related to
intellectual functioning as assessed by the Wechsler
Intelligence Scale for Children:

Ho:5 There will be no differences in the post-

test Intelligence Quotients between the

experimental and control groups after means
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are adjusted for initial variance as
measured by pretest scorecs.

Ho:6 There will be no differences in the post-
test Intelligence Quotients between the
experimental-specialist-teacher and
experimental-classroom-teacher groups
after mcans are adjusted for initial variance
as measured by pretest scores.

The fourth set of major hypotheses are related to
academic ability as assessed by the Lee-Clark Reading
Rcadiness Test and the Wide Range Achievement Test:

Ho:7 There will be no differences in the post-
test Reading Readiness Scores between the
experimental and control groups after means
are adjusted for initial variance as
measured by pretest scores.

Ho:8 There will be no differences ian the post-
test Reading Readiness Scores between the
experimental-specialist-teacher and
experimental-classroomn-teacher groups after
means are adjusted for initial variarce as
measured by pretest scores.

The following hypotheses result from the three

tests of the Wide Range Achievement Test:

Ho9 There will be no differences in the post-

test Reading Scores between the experimental



Ho:10

Ho:11

Ho:12

Ho:1

N

Ho:14
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and control groups after mcans are adjusted
for initial variance as measured by pretest
scores.

There will be no differances in the post-
test Reading Scores between the experimental-
specialist-tecacher and experimental-clascsroon-
teachar groups after mcans are adjusted for
initial variance as measured by pretest
scores.

There will be no differences in the Dpost-
test Spelling Scores betwz2en the experinantal
and countrol groups after means are adjusted
for initiai variance as measured by pretest
scores.

There will be no differences in the post-
test Spelling Scores betwean the exparimental-
specialist-teacher and experimental-
classroom-teacher groups after means ar-:
adjusted for initial variance as measurcd

by pretest scores.

There will be no differences in the pcst-
test Arithmetic Scores between the exyeri-
mental and control groups after means are
adjustsd for initial variznce as nzacurad

by pretest scores.

There will be no differences in the rost-test



Arithmetic Scorcs betwa2:n Hhe oxperiaental-
specialist-tezcher and cxperimental-classroom-
teacher groups after mcans arse adjusted fer
initial varience as measured by pretest

Scores.

Definiticn cf Terns

The terms srecific education therapy, lancuacze

ehility, visusl perception development, acadcmic sbility,

academic ability develonment and educably mentally rectarded

are operationally defined fcr purposes of this stuqgy.

Specific Educational Therapy, the indevendent

variable, refers to the treatment used and will be c -
prised of the Peabody Language Development Kit (PLDK) and
the Frostig Program for the Development of Visual Per-
ception (FPDVP). The PLDK will be uszd daily for approxi-
mately thirty mirutes. The FPDVP will be us2d three times
a week for approximately thirty minutes.

Languape Ability refers to the ability to under-

stand what others communicate and in expressing thoughts,
ideas or wants, at any point in time. For this stuly,
language ability is operationally defined as the scores
Teceived on tha ITPA.

Language Development is operatiorally definecd =3

the improvement of scores from pretest to post-test on the

ITPA. It refers to an improvement in both the ability to
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understand what others communicate and in exdressing
thoughts, ideas or wants.

Visual Perception Ability will refer to the

ability to recognize and discriminate visual stimuli and

to interpret those stinuli by associating them with previous
experiences, at any point in time. PFor this study, visual
perception ability is operationally dcfined as the scores
received on the DTIVP.

Visual Perception Detvelopment is operationzlly

defined as the improvement of scores from pretest to pcst-
test on the DTVP. It refers to an improvement ir both the
ability to recognize and discriminate visuzl stimuli,

and to interpret those stimuli by asscciating them with
previous experierces.

Academic Ability refers to achicvement in those

abilities most important in learrning to read, in pre-
requisites of numerical thinking and in the sensorimotor
control required in learning to write, at any point in
time. For this study, academic ability is operationally
Qefined as the scores received on the LCRRT and the WRAT.

Academic Ability Developmert is opcrationally

defined as the improvement of scores from pretest to
Dost-test on the LCRRT and the WRAT. It refers to an
improvement in achievenient in those abilities most im-
Dortant in learning to read, in prerequisites of num2rical

Thinking and in the sensorimotor control required in
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learning to write.

Educable Mental Retardation (EMR) refers, in

general, to the two levels of measured intclligence
designated as "Mild" and "Borderline Mental Retardation"
by the American Association on Mental Deficiency. This

includes an I.Q. range of 50-83.

Organization of the Study

The general plan of this study is to present in
Chapter II a review of rescarch related to educational
ohjectives for the EMR and consequences of special class
placement, educational concept and diagnosis of EMR
and learning disabilities and educational therapy.
In Chapter III the design of the study will be described
with reference to experimental design, statistical
hypotheses, type of analysis, sampling procedure anc
nethod of treatment. The results of the analysis are
reported in Chapter IV. Chapter V includes the swmmary,

conclusions, discussion and recommerndations.



CHAPTER II

REVIEW OF THE LITERATURE
The literature included in this review is organiz:zd
under four subsections:
1. Educational obiectives for the cducable
nentally retarded.
2. Consequcnces of special class placement.
3. Educational concept and diagnosis of
educable mental retardation.
4., Learning di-zabilities and educational
therapy.
Educational Objectives for the
Educable Mentally Retarded
In public school special education classrcons for
children educationally classified as educable merntally
retarded, it has been traditional to place curricular
enmphasis on life adjustment programs. A study by Stavansl
also reveals that cver the past quarter century there has
beer general agreement that educational objectives for
sucl: students should include: tcol subjects, meking a

diving and using ore's leilsure time wisely. Steveus ulco

lGodi‘rey D. Stevens, "An Anzlysis of the Objectives
for the Education of Childrer with Retarded Mental De-
velopment”, American Journal of Mertal Deficisncy, 63:
No. 2, Septcmber, 1953.
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writes that there has been general agrecmecnt that the
educational goals for the retardate should be the sane
as for all learners, but at a lower level. These educa-
tional assumptions have zpparently resulted from a con-
ceptualization of the mentally retarded child as more
similar to, than different from, his normal peers. As

a further consequence of this characterizaticn, according
to Stevens, there hos been a marked shift away from tle
specific educational training of mcntal functions which
represented the influence of Europcan physiologically
oriented workers.

2 have observed that there

Sparks and Blackman
appecars to be increasing emphasis on special class place-
ment and special preparation of teachers for the educable
mentally retarded. This they note is occurring despite
the lack of empirical evidence that differences actually
exist in regard to special class teacher techniques,
materials or content. Simches and Bohn3 have reported
on their study of major curriculum guides for the EMR.

They concluded that existing programs for the mentally

retarded 4id not differ appr: eciably from thoss offered

2H. L. Sparks and L. S. Blackman, "What is Special
about Special Education Revisited: The Mentally Retardec®,
Exceptional Children, 31: 242-47, January 1965.

5Gabriel Simches and Raymond J. Bohn. "Issucs in
Curriculum: Research and Responsibility™. Mental
Retardation, 1: 84-87, 115-17, 1963. -
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nornal groups. In thelr review of rescarch in the

area of special classes for the mentally retardecd,
Blackman and Heintz4 concluded: "Special educators are
still faced with the task of developing educational
methodologies which, when applied to the mentally re-
tarded, will prove superior to methods currently in
use". The special education classroomns in Ingham County
also reflect the philosopnical and curricular effects

of thc national trends as reported by Steverns and others.
In particular, the counceptualization of thz edicable
mentally retarded child and his educational needs has

cC
been consistent with general trends reported above.”

Consequences of Special Class Placement
Rcsearch assessing the consequences of specizl class
placement, hovever, has frequently fail=d to support the

expectations that such placement results in better acadcrmic

performance or improved social or personal adjustment. (Fin:

*Leonard S. Blackmen and Paul Heintz, "The Mcntalls
Retarded", Review of Educational Rescarch, %5: 5-3C,
February 1965.

5Pcrsonal conversations with administration and
professional staff of the Insgham Intermediate School
Board.

6Marvin J. Fine, "Security Patterns of Educable
Mentally Retarded Boys in Relation to Special Class
Placement" (paper read at Annual AAMD Convention, Ciaicago,
May 1966.



Sparks and Blackman,7 Johnson,8 Kaplang). After ro-
viewing research relatod to the consequences of

special class placement, Johnsonlo has observed that
educable mentally retarded pupils placed in such
classrooms achicved significantly less than comnparable
pupils placed in regular classrooms. This has obtained
in spits of small class sizc, specially trained teoachoars
and disproportionately higher costs. Johnson further
st2ted that even advantages in terms of parsoral znd
social development which night result fron special group-
ing appears slizht and provably not particularly meaningful.
Johnson tends to attributed these consequences to teacher
training programs stressing the inability of the re®tarlad
and the stress nlaced on establishing good mental hygienc
Drograns.

tudies in this arca have nct been unaniaously”

17%parks and Blackman, op. cit.

80rvillo G. Johnson, "Spccial Education for the
Mentally Retarded-A parado"”. Excentional Children,
29: 32—u9, October 1962

’Marv1n S. Kaplan, "Aan Investigation of the
Anxiety Levels of Mentally Handi-zzpped Children with
Special Consideration of the Effaﬁts of Special Education
Classes" (Unnubllsh d@ Ph.D., Discortation, Michi a» Stats
Univarsity 1961).

1 .
OJJ“J son, ov». cit.
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nezative. Kern and Pfaeffle repcrt finding covidence

of better social adjustment for rctardcd stud:nts

-

L4

A
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specially rplaczd, than for retarded students placsd
rcgular classes. In srivse of such occasionzl findirgs,
however, the trend seems overwhelming and is clearly

12 In theiz revicow of

stated by Blaclnen and Heintz.
Goldstein, Moss and Jorcdan's research on the scacation
of the mentally retarded, they stated:

t is the opinion of the revicwers that this
nethodologically sophisticated study of the
cfficiency of special clasces for the mentbally
retarded blends into the long line of negative

findings which have characterizecd this area of
research for the past thirty vears.i?

Ecucational Concept and Dingnosis c¢f
the Educatle Mentally Retorded
One of the consaquences of the rescarch gencritod
by the interest in determining the role cf language and
visual percepntion development on ITunctioning in school,

has been to seriously question the presznt sducational

1lyilliam H. Kern and Heinz Pfacffle, "A Com-
rarison of Social Adjustment of Mentally Retarded Children
in Various Educational Settings," Am~rican Journel of
Mental Deficiency, 67: 407-13, Novecmber 1962. —

124

ackman ard Heintz, on. cit.

13Herbert Goldstein, James W. Moss and Laura J.
Jordan, The Efficacy of Special Class Training on the
Development of Mentally Retarded Children, U.o.
Department o?‘HdHlfh,‘Education and Weliare, Office of
Education, Cooperative Research Project No. 619 (Urbana:
Institute for Research or Exceptional Children, Univoreit:-
of Illinois, 1955).
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conceptunlization of children classified es cducably
mentally retarded. Lam*;ertl4 made ore of thz strongecet
statements when he asserted that the diagnosis of mental
retardaticn in noninstitutionalized childrern 1s incorrcet
in 85 to 90 percent of cascs. . . Most of these childre
have developmcntal disorders of loarning end langrage
function "which commerly occur without any impairment
of intelligence”. Among learaing and languaze disorders,
Dr. Lamnert included problems in reading that nrevent
word rccognition and the comprchension of word meening
in »i1inted, written or spoxen speecch and in expression.
"The greatest single cauce of misdiagnosis of mental
retardation is failure to separate intelligence from
language, speech, sensory, mobtor and spatial modalitics
with respect to tesving", he maintained . « . The
standard intelligenc> tests are "notoriously misleadin"
in the languagce disordered individual, he continued,
in part because of associatced problems in behavior,
spaticl relstionships and motor function.

In 2 statecnert before the Ad Hoe Comnittreez on
th> Handicanped, Sengstoclk, National Association for

Retarded Children, Inc., stated:

“*Diacnosis of Retardation Said o be Cften
Wronz", Medical Tribune. Report on 21 addr-ss given by
Dr. Mor-is W. Lampert bzfore the scchion on ne“rwlcry
and psychiatry at the Annual Mezting cf the Southern
Medical Ascociation, December 1, 1965.



It is predictcd that by 1975 there will be 70
million children in our sch0uln1~= ropulstion. . .
thes2 12 nillion will b2 handicapped. Within
this handicapped mopulation, it is cstimotzsd tha

there will be some three million nontally retords
(considering a precisc definition of this disabi 1117

cmuevorv) cnd cnother throz million with snecific

learning ﬁ:s:blllty which will renrzsent a functional
retords t“og unless stratogic snecial intervintion
takes pLgce.

t

In his statencrt bhefore the Scrate Subceomnnitteo=z
on Educa®tion, Kir¥ al=zo made refcerence to this situntlion:

These children are in our schools and are in gereral
failing, particularl: in scme aspzct of bshavicr or
cormmunication « + « Actually this zgroun of childr-n
cuts across varicus disability grounings. Thus
lzarning disabilities are found -~meng childeen who
are otherwise averame in intellizcnce as well ns
anong childreen who ars below averazs o0 supQVior in
int:1lig=nce. « « Muny evch children . . QT
diagnosei as nentally retarded but (who) ”rm bettzr
classificd as learnins disabilities sinca they hnve
rormal abilities in some arcos and mer’--A7w 140100
abilitics irn o*her areas, givins the oppoirance: of
mental retardation. Rorzdiation presgrors for sone
of thocr ckhildren will zrcc#ssfullj r,mﬂv; them fror
ths claasificusion of mentnl retazdabticn.io

B ()

Reviewing rocoen® roozcich in mental ratopdobi oo

invelving the structure of intcolligencs, eclazgific tion

16

systimes and achisvenoas, Bloclaarin and Hzintz commeis
hot the meanirg, welight ond interpretation from tho

.

rescarch cre conflic*inrg. However, the studlies in

N P -~ L3 A A Sy . - cde - Loy s
learning reviewcd find thet S aentally rotardcd possnso

‘581 el Kirk. "Statement before the Se
Subcomnitteze on E‘u01+1oa" A. C. L. D. Snecin
on Legislation and L*1“n11g Disabilltics, 105,

)
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ixinvz, on. cit.
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with The sugygecetion thot the future in cducntbionnl
recearch with the mentally roetarded peints So The

avaluaticn and developnent of his pgycho-clucaticnal

and Stiglkin, atterson‘7 talzes Glie position Thins sclouls

chould b2 ¢ncourazcd te placz purils i rezul-r classrecns

- - 3 - N ~ v 3 . <= ey ~ -~
cxcept in exbrone cases where spccial classrcors or scheol

percent of the school »cpulation cousidered "slow leconeors".
I talies The pocition that such rupils need more shecial-
ized attertion rather than thke regular school wort pro-
sented at a slower rate. SUiskin idenvificzs tlhe learning
roblen arcas as including coordination, s»hecech and
language, nemory and attontion span and zbility to abitroch.
It is clear, however, that cven cneny menbally

rectarded students not all have the sane desrees o

417P. L. Potterson, "The Normality of Ewceoptionsl
Children,"™ Rchabilitation in Canada, 12: -
Winter) 1965-18C€.

15
Hzrshel M. Stis

skin, "The Slow Le~rnor ond the
Yeshiwva," Jcuisk Purent, 17

, -
: 8-10, Cctober 1945,

-
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difficulty in learning school material, nor similar
learning blocks where the degree of learning handicap is
equivalent. Because of this, it is to be expected that
any two seemingly similar educable mentally retarded
students could have totally different experiences in any
educational enviromment, be it a special class or a regular
classroom. This situation makes it difficult to know
whether Patterson and Stisken are in essential agreement
or disagreement, if the learner and the learning situation
were defined along different dimensions. This may well

be more at the root of confusion in special education
than anything more patently philosopical.

One possible set of different dimensions are
those used in the area of learning disabilities and one
advocate of using these dimensions is Hirsch.19 She
questions the educational value of current approaches to
homogeneous grouping based on chronological age and
IQ. These approaches are_described as inefficient be-
cause they are not educationally meaningful. A learning
disability approach is described as having more educational
meaning. The dimensions of learning disabilities, the
*Disability Groupings", would permit a diagnostic

19Ester Hirsch, "Another Approach to Homogeneity
in the Mentally Retarded", New Frontiers in Special
Education, Selected papers from the 43rd ua
Convention, Portland, Oregon, April 20-24, 1965. (Washing-
ton,sg.ga, Council for Exceptional Children, no date),
pP. -60.
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approach to instruction based on psychological estimates
of the student's level of functioning in each possible
cognitive area. Such diagnostic information would pro-
vide a bases for the teacher to structure each child's
instruction to provide for maximum individual growth.
Blackman?o too, proposes an approach to the education

of EMR students based on those psychoeducational char-
acteristics of the student that may be relevant to
academic achievement. He suggests that instructional
procedures could then make allowances for and accomodate
such characteristics. As defined by Blackman, the unique
purpose of special education is to train retarded pupils
to the highest possible levels of academic competence.

He maintains this can best be accomplished by considering
their specific learning abilities in relation to the re-
quirements of the material to be learned. In this way,
he predicts, classroom education for the EMR can become
based on a blend of psychology, education and computer

science.

Learning Disabilities and Educational Therapy

As recently as 1966 Bateman21 has written that

2oieonard S. Blackman, "The Brave New World of
Special Education" (paper presented at the 90th annual
meeting of the American Association on Mental Deficiency,
Chicago, Illinois, May 10-14, 1966).

2lBarbara Bateman, "Learning Disorders," Review
of Educational Research, 36: 93-119, February 1966.
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none of the major survey textbooks deals specifically
with learning disabilities as such. Noting the in-
creasing interest, however, she points out that the

Review of Educational Research has now included a

chapter in this area for the first time; that a tabula-
tion of the sessions of the 1965 Annual Convention of

the Council for Exceptional Children revealed that learn-
ing disability was second only to mental retardation in
the number of sessions and papers presented; and that,

the entire December 1964 issue of Exceptional Children

was devoted to this topic as was the April 1965 issue of
Mental Retardation. ©She attributes this upsurge of

interest, in part, to two things. First, to the develop-
ment of a broad educational movement toward a more
scientific approach to learning situations which is
based on a psychoeducational philosophy. Secondly, to
the recent emergence of new diagnostic philosophies and
instruments having rather direct educational implications
for curriculum and educational therapy. According to
Bateman, in order to include all problems currently
labeled as such, it is necessary to describe learning
disabilities as "those deviations in the learning pro-
cesses which are associated with an educationally
significant discrepency between apparent capacity for
language or cognitive behavior and actual level of

language or cognitive performance”.
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As recent as this upsurge in interest in learning
disabilities appears to be, it clearly has its roots as
far back as the eighteenth century. Itard revealed an
interest in a sensory motor approach to learning and
describes such training in his Wild Boy of Aveyron
(1849). Montessori modified these early methods as she
applied them to teaching the retarded (1912).

More recent literature has expressed an interest
in the role of both language development and sensory
motor development on school achievement. Kephart
focusing on sensory motor development has written:

Many children are coming into our schooles lacking
in basic perceptual-motor skills. As a result of
this basic lack, they are less able to participate
in the formal educational activities which are arranged
for them and they are less able to learn from these
activities. They become slow learners in the class-
room. . . We may have to bring the equivalent of
ladders to climb, fences to walk, or horses to ride
into the classroom and help the child to build up
the sensory-motor skills which are required by

the more comglex activities of reading, writing and
arithmetic.?2 .

In the area of language development Speidel23

has recommended the need for a systematic program of
language instruction. His investigation of the listening,
speaking, reading and writing skills of 209 retarded,
special class students revealed that listening com-

prehension was their least developed skill, followed

2iil“ewell C. Kephart, "The Slow Learner in the Class-
room", Columbus: Charles E. Merrill Books, Inc., 1960, p.l7.

23E. B. Speidel, "Language Achievements of Mentally
Retarded Children", Dissertation Abstracts, 19: 3180, 1958.
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by speaking. Speidel believed language training would
lead to the development of these deficient skills and
provide a base for developing competence in the tool
subjects.

More recently, McCarthy and Scheerenburger24
summarized the recent research on language development
and wrote: ". . . there appears to be ample justification
to regard language development and remediation as an
integral part of the academic curriculum for retardates,
since tool subjects and content studies assume minimal
linguistic adequacy." In concluding their overallreview
the authors, like Bateman, note a remarkable groﬁth in
studies on education and learning problems. They
additionally suggest, however, that continued develop-
ment will require, in part, a greater utilization of
public school programs for research purposes.

Myklebust and Boshes25 have delineated areas of
dysfunction as seen in children with what they term
"language disorders" and "perceptual defects" and make

recommendations for scientifically oriented educational

2L"Jev.mes J. McCarthy and Richard C. Scheerenburger,
"A Decade of Research on the Education of the Mentally
Retarded", Mental Retardation Abstracts 3: 481,
October -~ December 1966.

25Helmer R. Myklebust and Benjamin Boshes,
"Psychoneurological Learning Disorders in Children",
Archives of Pediatrics, New York, June 1960.
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therapy based on specific knowledge of the area of
dysfunction.

Frostiga6

has investigated visual and motor
aspects of perceptual functioning and has found signifi-
cant correlations existing between deficit functioning in
visual perception and poor school performance.

In a study of the effectiveness of the Frostig
program for developing visual perception, Allen27 used
sixteen educable mentally retarded children. He placed
ten students in his experimental group which was trained
for one semester with Frostig materials and six students
were placed in a control group that received no specialized
training. The Frostig Developmental Test of Visual
Perception was administered to both groups before and
after the experimental group had received the specialized
training. Allen's analysis of the gain scores lead him
to report that the specialized training had improved
three of the five tested visual perceptual skills.

In another study of the Frostig progran,

2GMarianne Frostig, "The Frostig Program for the
Development of Visual Perception,™ Chicago: Follett Co.,
1964.

27Robert M. Allen, Isadore Dickman and Thomas
D. Haupt. "A Pilot Study of the Immediate Effectiveness
of the Frostig-Horne Training Program with Educable
?etardates," Exceptional Children 33: 41-42, September
966.
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Roscn28

explored the effects of a specific visual per-
ception training program on achievement in reading. He
used a much larger sample but a shorter training period.
In his study he used a stratified random sample consisting
of twenty-five first grade classrooms of 703 pupils.

The experimental classes received Frostig training for

a twenty-nine-day period. During this same period the
control classes received fifteen minutes more time over
and above regularly scheduled reading instruction. Dif-
ferences in pretest Frostig perception scores as well as
the other criterion scores among groups were found to be
unreliable, demonstrating equivalence of groups prior to
training. Analysis of variance of post-test scores re-
vealed improvement in perceptual abilities trained but the
improvement was not reflected in comparable superior per-
formance in the reading measures. In fact, in some in-
stances the control classes excelled in a task involving
reading comprehension. Rosen summarized his study with
the following conclusion:

Within the various limitations of this study,
which include the time and nature of the training
program, the specific measuring instruments, and
differential teacher effects, it appears evident
that the training of certain visual perception

capabilities by means of the specific adoptation
of the Frostig program for undifferentiated groups

4280ar1 L. Rosen, "An Experimental Study of Visual
Perceptual Training and Reading Achievement in First
Grade,™ Perceptual and Motor Skills, 22: 979-986, 1966.




of first grade pupils, did not result in signficant
improvement in reading scores.

Barsch29 has developed a functional organization
scale for evaluating organic children which includes
many items related to visual perceptual functioning.
He emphasized that the primary concern is with the
manner in which the problem interferes with learning and
that the level of learning therapy needs to be based on
the child's primary learning problems. Kephart,Bo under
controlled conditions, has observed that there are visual
perception correlates of learning that are amenable to
specific training. Llorens,31 Gesell32 and Winter Haven,35
among others, have all reported educationally significant
improvement following visual perceptual therapy for children

retarded in visual perception development.

29Ray H. Barsch. "Evaluating the Organic Child:
The Functional Organization Scale," The Journal of the
Genetic Psychology, 100: 345-354, 1962.

50Newell C. Kephart, "Visual Skills and their
Relation to School Achievement," American Journal of
Opthalmology., 36: 794-799, 1953.

31Lela A. Llorens and others. "Training in
Cognitive-Perceptual-Motor Functions," American Journal
OFf Occupational Therapy, 19, 1964.

32A. Gesell and L. B. Ames. "The Development
OFf Directionality in Drawing," Journal of Genetic

Psychology., 68: 45-61, 1946.

33procedure Guide to Perceptual Forms, (Clinical
Edition), Publication Committec, Winter Haven Lions Club,
P _ 0. Box 1045, Winter Haven, Florida, 1962.
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Painter34 investigated the effects of a rhythmic
and sensory motor activity program on body image, perceptual
motor integration and psycholinguistic competence of kinder-
garten children. She divided the twenty lowest functioning
students into an experimental and control group. The
experimental group was given a systematic rhythmic and
sensory motor activity program based on nine movement areas
of Barsch's theory and on suggestions from Kephart. Signifi-
cant mean gains were made by the experimental group in the
areas of remediation. This study demonstrates the wvalue
of a group approach within a public school setting for the
amelioration of certain types of learning disabilities.

Kephart?sa Purdue University psychologist, has
studied children reported to lack readiness for language
processes such as reading. His suggestions for therapy
included teaching such skills as lateral dominance,
directional knowledge, smooth eye movements, manual
dexterity and eye-hand coordination. Students with
learning disabilities were given specialized therapy

based on Kephart's recommendations in a study reported

3iGenevieve Paintef, "The Effect of a Rhythmic
andq Sensory Motor Activity Program on Perceptual Motor
Spatial Abilities of Kindergarten Children," Exceptional

Chiildren, 33: 113-116, October 1966.

35Kephart, op. cit.
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by Halgren.36 The gain of the group receiving the special-
ized therapy was described as approximately twice as great
as that for a control group receiving traditional remedial
reading. Halgren also reported observing an upward shift
of seven IQ points for the experimental group. A similar
study reported by Rutherford37 wvas also described as pro-
ducing significant results.

Getman38 has described six basic developmental
processes. He describes these as: general movement
(creeping); special movement (manipulative skills); eye
movement; communicatior; visualization and wvisual per-
ceptual organization (reading). Among the activities
suggested for developing skills are stomach rolls, ballon
tossing, ocular pursuit, sound identification, tactual
identification of objects and the counting of objects
left to right.

Getman's methods were studied by MoKee39 who

361‘1. R. Halgren, "Opus in See Sharp," Education,
81: 369-371, February 1961. —

57W. L. Butherford, "Perceptual-Motor Training and
Readiness," a paper read at the annual meeting of the
International Reading Association, Detroit, 1965.

38G. N. Getman, "The Visumotor Complex in the
Acquisition of Learning Skills," Learning Disorders, Vol. 1,
Jexome Hellmuth, editor, Seattle: Speci a% CThild Publi- ‘
Cations, 1965, pp. 49-76.

R 39G. W. McKee., et.al., "The Physiology of
©adiness,” Minneapolis: P. A. 8. S., 1964.
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reported his experimental group's gains in reading
comprehension was sigrificantly greater than those of

the control group. Kellyqo used 213 students in his study
of the relationship between scores from a visual screening
test and reading ability. Referring to Getman's stress

on visual factors, Kelly reported a close relationship
between these variables and a lesser but still important
relationship between test scores and school grades. Lyons

41 have also supported Getman's position when

and Lyons
reporting meaéurable intellectual growth for children wheo
have undergone visual training.

There has been some criticism of visual training
and the emphasis placed on it by some educators.
Hardesty = denies that any study in the literature defi-
nitely establishes a correlation between faulty eye co-
ordination and reading problems. Gordon calls visual

training worthless and Goldberg rates it as of no value.

Brandon tazkes the position that faulty reading is a

| *0c. R. Kelly, "Visual Screening and Child Devel-
Opment," Raleigh, N. C.: North Carolina State College,
1957. (mimeographed)

410. V. Lyons and E. B. Lyons, "The Power of Visual
Training as measured in Factors of Intelligence," Journal
OFf the American Optometric Association, 256-262, December

ISz,

42H. H. Hardesty, et al., "Eye Exercises," The
Collected Letters of the International Correspondence
Sccie of Ophthalmologists and Otolarnygologlsts, Series
Zt’ November 1966. -
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psychological problem and that most poor readers are normal,
ophthalmologically speaking. Blackhurst states that an
optometrist who offers visual training either does not
understand the problem or is trying to pad his office
p::'actice.L"3 |

In a review of the pre-readiness approaches,
Krippner44 however reports that a growing body of re-
search lends support to learning disability theorists.
He also suggests a similarity of their approach to the
writings of Piaget who has traced the connection between
perceptual knowledge, motor activity and abstract thinking.
He also notes a similarity to Hebb's theorizing about
the relationships of various neurological levels to learn-
ing. EKrippner concludes his review with his evaluation
that more research needs to be done before the importance
of pre-rcadiness factors can be clearly determined and
before the most appropriate methods of therapy can be
adopted.

Consistently significant correlations between

language ability and mental age for school-age subjects

*o1pia.

44Stanley Krippner, "Evaluating Pre-Readiness
Agggoaches to Reading," Education, 87: 12-20, September
1 .
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5 and McCarthy&7

have been reported by Ammons,45 Dunn,4
On the basis of their findings they have raised the
question of a possible cause-and-effect relationship and
thereby related language ability to school performance.
Hart,48 Smithl*9 and Blessing5o have all observed improve-
ment in the langueage ability of children retarded in
language development following language development

therapy.

Blessing studied the effect of intensive,

45Robert B. Ammons, Pauvl R. Arnold and Robert S.
Herrman. "The Full-Range Picture Vocabulary Test: IV.
Results for a White School Population,” Journal of
Clinical Psychology, 6 (April 1950) 164-63.

46Lloyd M. Dunn. Manual, Peabody Picture Vocabu-
la Test. American Guidance dService, Inc., Minneapo-
is, I9°T.

47 sames 7. McCarthy and Samuel A. Kirk. The
Construction, Standardization and Statistical Character-
istics of the IIlinols Test of Psycholinguistic Abilities.
Photo Press, Inc., Madison, Wisconsin, 15%3. p. &2.

48N. W. M. Hart. "The Differential Dia%nosis of
the Psycholinguistic Abilities of the Cerebral Palsied

Child and Effective Remedial Procedures,”" Special Schools
Bulletin, No. 2, Brisbane, Australia, 1963.

49J. O. Smith. "Effects of a Group Language
Development Program upon the Psycholinguistic Abilities
of Educable Mental Retardates,™ Special Education Research
Monograph No. 1, George Peabody College, 1962.

5OK. R. Blessing. "An Investigation of a Psy-
cholinguistic Deficit in Educable Mentally Retarded
Childjren: Detection, Remediation and Related Variables,"
(Unpublished doctoral dissertation, University of
Wisconsin, 1964).
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small-group language remcdiation on vocal encoding. Ie
used forty subjects, eight to fifteen years o0ld, enrolled
in public school special classes. Iastruction was in
groups of three to five children and conducted by student
teachers. He reports that the experimental group made
significantly greater gains than d4id the control group
in vocal encoding as measured by the ITPA. Blessing

also reported that the overall ITPA language age was not
significantly affected by his treatment and that Biret
Vocabulary scores were similarly not affected. He
concluded that the results of his study may be said to
provide substantial evidence of the efficiency of re-
mediating a single psycholinguistic deficit and of using
pretest profiles of educable mentally retarded children
in planning remedial programs.

Ensminger51 has reported on the effects of the
Peabody Language Development Kit, on psycholinguistic
abilities and intellectual functioning of slow learning
children. He analyzed the mean gains of the Illinois
Test of Psycholinguistic Abilities raw scores from pre-
testing to post-testing. He reported that while the

differences between his experimental and control groups

5IlEverett E. Ensminger. "The Effects of a Class-
room Language Development Program on Psycholinguistic
Abilities and Intellectual Functioning of Slow Learning
and Borderline Retarded Children". (Unpublished Ed.D.
Dissertation, University of Kansas, 1966).
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were not significant as a whole, the differences were
significant for those subjects below a mental age of
seventy-eight months. He also reports that his statisti-
cal analysis revealed a significant difference within
the experimental group itself when subjects at or below
a mental age of seventy-seven months were compared with
those subjects at or above a mental age of seventy-cight
months. He reports thet he did not find differences in
intellectual functioning following his treatment.

Ensminger suggested that since other studies
have revealed that as the IQ dccreases, the discrepancy
between language age and mental age increases (with
language age consistently lower than mental age), more
needs to be known about the relationship between language
age and mental age. He also suggested that language age
may be a more valid predictor of academic achievement
than mental age. He proposed a need to investigate the
effects of a languagec program on the academic achievement
of educable mentally retarded pupils.

In Ensminger's study, the PLDK was taught by the
classroom teachers. He suggests that the P1DK might be
a more effective treatment if taught by a specialist.

In their manual, Dunn and Smith52 report two

incomplete studies using the PLDK in its experimental

°“Dunn and Smith. op cit. pp. XIX-XX.
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form. The most comprchensive study (Dunn and Mueller,
1965) involves 734 first-grade disadvantage children,
divided into ten experimental groups and 150 control
subjects. On the basis of their first year's results,
they reported:
One can be optinistic about the effectiveness of even
the experimental version of the PLDK in stimulation
of both language facility and verbal intelligence,
as well as enhancing the school progress of grade-
one disadvantaged children. It would appear that
this can be done effectively by the regular class-
room teacher without assistance, working with her
total group of approximately thirty pupils at one
time.

A second study (Forgnone, in preparation) was
reported that employed the PLDK (experimental) and the
Frostig Program for the Development of Visual Perception
with educable mentally retarded children. He used two
experimental groups and a control group in his design.
One experimental group received visual perception training,
the second experimental group was taught with the PLDK.
The treatment period extended over three months and was
instructed by the classroom teacher. It was reported
that the short, intensive visual perceptual training
program produced significant gains in perceptual skills
but the gains in languase ability were not significant.
Dunn and Smith comment: "Thus the factor of length of
time of language training with educable retardates needs

investigation, especially when the language lessons are
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taught by the classroom teacher." They also note that
research employing the PLDK has becn with the experimental
edition and not with the refined instrument now available.

In partial agreement with the Forgnone study was
a pilot study by Rice and Suit.?’ Their investigation
involved two classrooms and forty-eight pupils matched
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