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ABSTRACT ) !

- . . . " e -

Audio-Psycho-Phonological Remé&wal-Tralnlng in |
Relatlon to the’ Psycho-Soc1a1 and- Personallty Adjust-
ment of Dyslexic Boys.

*

o

The heterogeneity of the symptoms associated with
dyslexia has created nmumerous difficulties in both its
diagnosis and remediation. -A. A. .Tomatis has suggested
2 holistic theoretlcal formulation .a2s well as a remedial
program .to alleviate this dysfunctlon. The {remedial
program emphasized the improvement in listening and lan-
guage skills via high frequency sound. The present: study
investigated the natureof change in the" psycho-social "
and personality adjustment ‘of flve.chlldren ‘during the
course of the remediation. TFour out of the five' children
showed relatlvely strong academic .progress during the re-
medial process. These four children also showed caonsider-
able -positive change in certain areas of psycho-soc1al
‘and persenality function. Positive. change was noticed in

eacher/rated areas of: self adjustment social. adjust-~
. ment, school adjustment, and self concept. Other interest-
ing changes were noticed in areas of cognitive development, .
attention, auditory laterallzatlon, personalization, and
the child's own subjective evaluation of his strength of:
self.  Results of this study suggest that APP remedmz;
training positively affects the dyslexic child's academic

‘progress. " ‘Concurrent with these gains, are changes in a0t

. areas of the child's psychc-SOC1al and personality func-
. tioning as.well. Caution is advised in interpretation of
. results, because of the lack of a.control group Further
. dlrectlons for’ research are also advanced. )

1 -
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Over the past 25 years, dyslexia and its remediation have '

become a.major issue confronting educators and psychologists. It ‘

ﬁas been estimated ;:t;at between 10% and 15% of the school population
suffers from some form,of reading handieap. Within the United
States alone, dyslexia is the :m.ajor variable in over 700,000 annual
achool dropouts (Bfowﬂ,-lsvg).‘ Delacato (1970) estimated that half
of the unemployed young adults between the ages of 16 and 21 are

functlonally illiterate, " : .

Reading failure no longer can be viewed as strictly academic in

" nature. Factors such as genetic pred:.sposn.tlon, chem:.cal imbalance,

I

)

-~

central nervous system dysfunctlon,‘ and problems of psychogem.o

origin have been cited as causative agents. This has caused both

clinicians and researchets to abandon the notion of a single

o

syndrome, and instead to devote their attention to differential

dlagnostlc strategles.

Regardless of the etiology of dyslexla., the affective problems

'coe.x:.stmg with the reading dlsablllty cause great concern to those

attempting to remediate the academié: 'symptoﬁs." The list of

4 -

behavioral characteristics that accofnpahy the dysfunction in

dyslexic children has led some to the conclusmn that the emot:.onal‘

and oogm.t:lve elements of the problem are t:oo closely tJ.ed for

precise differentiation.

The in-depth study of the psycho—social/personality makeup of_ ‘

the dyslex1c child began in the late 1930's. Gates (1341) estimated

-

from his clmlcal work that 75% of reading dlsabled chlldren have -

some form of emotional’ disturbance and/or personality problems.

‘Other psychoanalytic clinicians of the time emphasized the neurotic

w



. cnaracter of the dyslexic student (Blanchard, 1935, 1936; Pearson &
.Engllsh 1937; Sylvester & Kunst, 1943; Tulcher, 1935)}. More
recent.ly, the 1mplicit relationship between dyslexla and affective
variables has been studzed using larger groups of chll\dren (Bryan, .
'1974 Kromck 1976; Lerner, 1976). Numerous attempts nave “been
made to 1solate dccompanylng sympt.omatology. Results have been

var:.ed and contradlctory, leadmg authors to.conclude that no single

-

personality syndrome exists (Gl‘enn,_ 1975; Schiroeder, 1965; . Stott,
1971). ‘ | '

T’hls‘ thesis éroposes to examme the relatlonsmp between
SPeCI.flc affective variables and the remedial process in dyslexlc
children.- b

- The remedial- éppréach selected is that sugges;ted by A. Tomatis
(1978). This apprdach to the remediation of dyslexila- begins with
_ﬁhe asswup;ci;:n that reading: 1s part of the broader cateéory of human
cﬁmunication. Tomatis states that dyslexia is a developmenﬁal
disorder,l. which isrinnere'ntl.y tied to an‘ affective component.
Tomatis asserts 'mat't.he'remedial p';:oceés must fbéus on changing the
psychoneuroloyical 'organizatién,"as well-asr shifting the affective
"'cbmponehts of the c¢hild's personélity. Placing greaé emphasis on
language and audi“tory training, Tomatis (1978) 'clairﬁé ;hat specific
remed'ial use of sound and mus:.c can révérse the reading dysfunction.

| Studyi-ng‘ personality vériabl,e_s_and_ remedial chénge’ih the éhild
presents zqan')}-problems to the resea-rcher‘. many diagno'stic_tools
used by 'educgtors and ps‘ﬁrc:ﬁologisr_s have failen_ under criticism for
t;.heir subjective nature. . ﬁesaarc‘:he,rs, géneré],ly have ayreed that

personality ls not a static phenomenon. Rather, it is changeable in

~



nature, 4nd unable to be removed from the physical and social milieu

. in which one {ives.JNWhen studying change within a person's
;mépional makeup;;we are forced to explain areas which do not lend
themséiygs»to preciéé quantitative determinatioh. It is due to the
'uniéueneés of thé indiviéual and the novel interacﬁ;on between the
environment gnd each child's péychological makeup that an intensive
single case study approach was choéen for this paftiéular research
"study. This type of in—depth study allows the researcher to focus‘
on cértain psychosocial/personality variables and their relationship'
to the remedial p;ocess. Y ' .

;hé concept of personality closest to the theoretical desigﬁ of
this thesis is that oﬁ Allport (1937). He states that |
“..:personality is the dynémic organization within the individgal
that determines his chéracteristic béhavior qnd thought" (p.28).
The two most important aspects of Allport's definition are the
con;épt of "dynamic™ and the implicatioﬂ.of uniqueness. To study
the interaction of the remedial prdcess and the dynamic-
organization, the child must be studied over the course of that
process. The uniquéness of the child lends itself to a case -study
approach.

This.present study invdlved five dyslexic children, each of
whom participated in a ten month APP remedial prograg, including a
two month baseline and a two month post intervention period. During
this iime, (14 menths) certain varliables in the child‘'s psycho-
soéial personality organizatiqn were mea;ured concurrent. with his

academic progress.’



 CHAPTER i

REVIEW OF LITERATURE

Because exzstlng llterature on dyslexla reveals nuch confu51on N

about tne definition of thzs concept, the first sectlon of this
chapter reviews competlng deflnltxons. The followlng section
proposes a comp051te deflnltlon based on w1dely used constructs of

-

dyslexla and 1earn1ng dlsabllltles.

Increa51ngly, dyslexla ard 1earn1ng dlsabllltles are belng tied

";in research to language development.'. The third sectibn in thls

NPy
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rev1ew ‘focuses on the lnterrelatlons among language development,

personallty organlzatlon and readlng skill. Theoretical orientatons

toward readlng develppment‘are dlscussed in the fourth section.
This,is followed by an introdUCtory section devoted to Tomatis®

theoretical orientation towards dyslexia. The purpdse of this fifth
P g

section is to examine how Tomatis' theoretical position ties.

tdgether language development,  personality organization and

dyslexia; with the aim of proviging a rationale for the study of

personality and psycho~social variables within the dyslexic chi}d.
. . 4 : ' )
This thesis examinés the relationship between certain psycho-
soeialﬁpergonality variables and the remedial process., The 'sixth

section examines the empirical iiteratufe'dealing with the

-behavicral and personalicty characteristics which have been

identified in dyslekic cnildren. Three specific areas are

inveetigateg: soe}él perceptlon and 1nterpersonal skill, self-

concept, and ffustratlon—aggre551on. . S .
As'previouslylmentianed in tne introduction, tne limitee

success of remedial techniqpes‘have underlined the difficulty in

-
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“working with the dyslexic child. The seé'enth section of this review .

will briefly survey contemporary .remedial effo",’gts,’- with emphasis
- o SRR s o
placed on the short’and long term outcomes.  Because the AFP

-

~ approacn to. the remediation . of ;_iyslexié islbe‘ing émployed in this

dissertation, the eighth section will focus on its process.
Finally, the purpose and rationale section will’ serve as an
~ s

integration and summary statement. It will bring together botih

empirical and theoretical constructs, leading to the ‘research
expectations of this dissertation.

Cohcepts of Dyslexia

There has arisen an exorbitant number of terms used to describe

children and r‘eadiné problems, creating confusion in diagnosis. In
his reviéw of the literature, Kasdon (1961) foLmd that 43 different
terms ‘n-ave been utiltized for--diagno.stic purposes. .The same
 observation was made more recently .by Cruiékshankl (1972). It ig.
imperative for this thesis to exami;le past definitions and reach
&jreement on terms. . \ |

The tenﬁ dyslexia .arose from the Greek suffix lexis, which
means a word or phras-‘e. Its medical counterpart is that of
_ inqomplet.e alexia. Alexia il.s't.-_hel Greek term ;F.or word-blindnes_s.l, or
the loss of the _ability to unde'rstand the méa‘nihg ‘of written
se‘n__tences'_or words (Steadman's Medical Dictiona‘ry,. 3:976) .

- AS gyslexia is usédvtoday,l it ref;aré to a ;;onglomeration of
earlier terxr;é'which.have -evol\;ed separately under its heading. The
t';erm'was first used in the early 1900's by Berlin and Buns (Tométi_s
‘1569, 1972) in referen;ci to a specific anomqu dealing with people

who had lost the capacity to read.
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Within the period 1900-1917, the meaning of the term dyslexia'

-.switched from a specific reading-related disability.to-a more

géneric term kith,broadeg‘implicationst_ As the term dyslexia.
évolyeq, it eventually incorporated such ea}ly,térms-as alegié
(Hinshelwood, 1917), legasthenia and word amblyopia (Clairborne,
1906), aﬁalphabitis parﬁialis (Enéler} 1917) apa'brodylexia
(Claparide, 1916). | o |

' The specific term dyslexia was reintroduced by Hinshelwood, an

" English physician, }n 1917. Hinshelwood was studying the phencmena

.of word blindness in children. He concluded from his work that,

because of the existing symptomatology, dyslexia .was due to a '

"disorder in the visual areas of the brain. .

During the periéd from-1935 to 1955, the emphasis éf
érofessionals‘wofkiné with ayslexia focused on the psy?hogenic
aspects of~the disturbance (Harris & Sipay, 1975). Psychoanalytic
cliniciahs p?ésented numerous case studies seeking to demonstrate

the neurotic nature of the reading dysfunctiona(Bell, 1945;

Blanchard, 1935, 1936; A. Freud, 1954; Jacgsbn, 1944; Sylvester &

Kunst, 1943). Pearson and English (1937) enuqeréted-four
emotionally based etiolegical situations that they believed to be at
the basis of the reading disability: ' |
‘1. Unpieasant_and painful early reading exéerience.
.2. Rebellion of a child against parental wishes.
3. Inhibiﬁion of the‘child‘from exploration, with superego
"banning all kno@léagé through sight.
4. éymbclic represéntétion of anél-ﬁédistic fantésieé'ﬁhrough

letters and words, with their subsequent represion.



S
The 1960's, ség a tremendous ekpansioh of_thé literature '
available on dyslexia_énd reading‘éfSability. During fh}s period,
thgré-su;ﬁaced two diétincf-approaches ioward the dysfﬁnétion; the
medical and .the educational orientations. The medical focused on a |
neuropsychoiogical'etiology of the problem, often_associated gith‘
perceptual—ﬁotor,flaterélity, and coﬁmuniqéﬁion problems. The
edu;a;iénal orientation emphasized é more pluristic approach,
including sensot?, emotional, linguistic, sociological and .academic
defiqiencies. These differences in both approach and etiology arose
in part from the historical tenderities of the-varying disciplines,
and led contemporary researchers and professionals to qualify their
ﬁse.of the term dyslexié'(i.g., primary reading retardation:
Raﬁﬁnovitch, 1962; specific developmental dyslexia: Critéhley,
11964; specific éysl;xi‘a: Klasen, 1972). .
Fundamental to understanding how a specific author views the
dyslexic child are the varied_etiological foﬁgdations postulated as
‘underlyidg ﬁt. The étiology of dyslexia has been theorized along
three diverse lines: (a) Constituti&nal 6rigin;f(b) Congenital
dyslexia; and (¢) Psychoneurotic dyélexia. In the research to
date, unless the authors make specific reference to thé contrary,
dyslexia tends to be rather narrowly viewed as a reading problem
with an etiology suggestive of some degree of neurological
dysfunction (Manjo & Duffelmeyer, 1975). Although the list of
people supporting tﬁis,view 15 lengthy, (Bryant, 1963; Clermmens,
lBGl;-Connolly; 1968; Johnson & Myklebust, 1937; Money, 1966; Wood,
1959);_eaucatibnal sources remain critical of this approach. Most

of this criticism is directed against the lack of precision in
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meas;rement and lack of speci‘f‘icit.y in diagnosis. Vernon (1957) has
lamented the lack of any clear cut evidehce for an orgamc condltlon.
| underlylng the readmg failure. - Harris (1961), in support of
Vernon, mamtalns that by present dlagnostlc standards only a very
small proportion of children wrlth readmg problems can be classified
as having neurological deficits. In reviewing the exlstmg
llterature, Lerner (1969) has stated that, with over 20,000 reported
- studies, there is no clear ev1dence for neurolog:.cal etzology as the
sole agent in dyslexia.

In discussing the methodological problem in studying the link -
between neurological dysfunction and learn::mg problems, Wong (1979)
stated: "This theory is immune to disproofz- it does not lend itself
to any conclusive expenmentatlon and it depends on measures of

unknown or questionable- valldlty" (p.26).

Because of the pervaswe nature of the problem in today sl
_socmty, dyslexla has been remterpreted by educators Emphasis
has shifted away from etiologicelly based definitions, and has been
refocused on behavioral symptomotology and remediation. McLeod
(1966) s'peaks of dyslexia as a breokdown in psycho-linguistic
functioning. For him, the problem centers around a communication
disorder. Representative of the educational definition of reading
retardation or dyslexia is that put.forward b? sneche (1976). For
him, a child must fJ'..t five separate categories to be considered
retarded in reading:

1. The child must be behind in a number of reading skills.

2. In primary grades the child must be behind in his reading
' skills by at least one year.

3. The child is below the level of his grade, age, or socio-

economic group such that he cannot fully participate in’
reading tasks.



4. The child must have had the normal opportunity for
) schooling. <
* 5. The child remains behind his peers despite corrective
efforts on the scnool's part.
Because of the varying definitions of dyslexia and the accepted

heterogeneity of the makeup of dyslexic children (Myers & Hammill,

1976; Wallace & mMcLoughlin, 1975), a number of authiors have proposed

classification systems wherein etiological qualifiers are used to

clarify the term. Bannatyne (1971) has suggested four neosological

types of dyslexia:
1. P\:;imary Emotional Communicative Dyslexia: This type is
postulated to have its roots in the poor communicative relationship

between the child and mother during ‘the period of language

development. More specifically, Bannatyne places emphasis on the"
importance of language development in devel'opin'g reading and

canmmunication skill. He goes into some depth, explaining how the,

*innate program” for language acquisition can become distorted by
emotionally based difficulties in the child's environment.

/
2. Genetjc Dyslexia: This type indicates the child was born with a

-

limfted potential to learn language.
3. Minimal Neurological Dysfunction Dyslexia: This type is caused
by brain 'in-jury or neurological disorganization.
4. Social, Cultural or Educational Deprivation Dysiexia: This type
originates because of a lackrof exposure either in the nhome, schooi
or neighborhood where the child grows up.

One of the major limitations of many theoretical approacnes to
the diagnosis and remediation of dyslexia is the uni-dimensional
approach to etiology. 'B.ren though contemporary theorizing has 'taker:x

a.more hreuristic stance, tlie uni-dimensional trend is still in

’

-



evidence. The theories of Satz and Nostrand, 1973 (ontogenetic delay

in conceptual hngulstlc skill), vellutino, 1977 (a verbal def1c1t)\/

and Wallach & Goldst:uth, 1977 (an. auditory processing deficit),

i

o
Ross, 1976 (developmental delay in attention), Frostig, 1965;

Kephart, 1971 (perceptual deficit position), all are 'opeﬁ to this
limitation.

"

A more holistic orlented stance has been put forward by -
'I‘orgesen (19'77) . BHe preser;ts_a theory which hypothesizes that
children who é difficulty learning are both inac_ti‘ve cognitively
and immature in their socialization skills. From his point of view
these child_ren canr;ot realistically assess themselves in relation to’
their strhengths and weaknesseé‘ (socially and academictally)‘.

As previously mentioned, the multidimentional basis of dyslexia
1s today gene_re%ly accepted throughout most of the literature. 1In a
recent psychodiagnostic studylby Satyen (1980), 250 dyslexic
children who had been seen at a readlng cllm.c between 1971 and A
1976, were reviewed. 7 Reéults of this study polnt out the
multidimentionality of dyslex({ .

1. Sex distribution: Boys comprised 71.6% of the children eeen,

over the five year time period. The literature is in general

. agreement with this finding suggesting t dyslexia is more common
in boys (Critchley, 1964; Rutter & Yule, 1975) .

2. Language diffioulties: Satyan found 49% o e t:hildren delayed
in speech and langtxage development and 23% exhibited difficulty in
produntiation.- Although, the percentages vary with study and

population, it is generally accepted that speech and language

ity

e
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problems play a major role in reading dlsab:.l:.ty (Bannatyne, 1971-

Janslcy. Demrsch, 1972; Rutter & Yule, 197s).

3. Soc:.al-emotxonal problems: Satyan s study identified 27% of the
chlldren as having soc1al—emot10nal problems. Although this figure
is low in comparison with other research fmdmgs (Ekwall, 1976;
Koppitz, 1971), the existance of soc;al—emotlonal difficulty is well
accepted. In a five year follow-up study of 177 children with
learning problems (agés 6-12) by Koppitz (1971), téachers_identifi_ed

a.wide range of behavioral problems that accompany the dysfunction

in these children: 91% exhibited restlessness and hyperactivity, .

S4% had low fr-l.xstration thresholdé, 43%. were explosive, 42% showed
overt signsof high anxiety, 38% were deemed withdrawn and 33% were
overly aggressive. - .
4. Visual problémsi Satyan's research identified 54% of tb-e
children as having some vigual difficulty (i.e., pQor convergence,
diplopia, slow steriopsis,. vis_ual fatigue and squinting). The
presence‘ of visual and visual-perceptual éifficulty in the dyslexic
child has been given great emphasis in the literature (Benton, 1962;
Glbson, 1966; Lovell, 1964) , to the pomt where some researchers
have conveyed concern over the exclus:.on of other factors (Cr:.tchly,
1970; Wolf, 1969). Even so, the importance of vision and v:.sual

>

perception to reading cannot be ignored.

5. - Auditory difficulty: Satyan found 21% of the children exhibited

some hearing. loss. Althbugn most of the literature has focused on

the role of auditory perception and g';slexia (Lyon, 1977) rather

-

than sensorial loss; with increasing importance belng shown toward

the role of language development and dyslexia, the auditory sense is

[
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rebeivin{:; ‘more attention 'in the literature. Areas of recogniz;ed ]
i:rtpdrtance are: auditory discr.:imination (Bland, 1970; Oakla'nd,
1969; Price,‘ i973) ,.auditory ¢closure (Golden & Steinerf 1969) ' sound ‘
blendmg (MacGinitie, 1967) and auditory. memory’ (Dornbush & Basow,
1970; Golden & Stemer, 1969) ' : -
6. Mlxed lateral:.t,y: Satyan found no evidence for mixed léteral_ity
as a major symptom of dyslexia {only 2% of the children in the study
exhibited confused distal laterality). The queStion of' laterality .
of cerebral functioning and its importance in dysle-x'ia l-gilbeen
argued at lenéth in the literature (Sabatino & Becker, 1971; Tinker,
1965; Trieschman,: 1968) with no conclusions reached. Satyan's study

is a goog example of the controversy. His 1nd1cator of cerebral .

dominance was handedness, ignoring the- 23% of the chlldren in hls -0

study with mixed visual dominance and the 22% of. chlldren with
bllateral auditory preference.

Because of the difficulty heterogeneity has caused in both
diagnosis and remediation, Eisenberg (1979) suggests that definition
should center around the performance éefi‘cit rather than the
complicating syﬁxptomtology. He also recommends that one should not
assume the universality of'cliniéal features, but. be prepared to
tailor remedial efforts to. fit diagnosed deficiencies and handica[.::é.

| Before evaluating the term learning disabilities, the reader
must be made aware of a certain ambigui'ty. It is not uncommon to
see thé terms dyslexia and learning disabilities used
interchangeably. However, some authors havg implied that.dysll‘exia
is.a specific type of learning disability, one which implicates the

" reading process.



The term Learning Disability originated with S. Kirk in 1963.
It referred to children who do not have a general intellectual

def:.c:.t, but who show an 1nab111ty to learn’ and/or adjust at school

in 1964, Clements headed a task’ force appointed by the Natlonal )

Society for Crippled Cm.ldren and Adults, Inc., and the Natlonal

Institute of Neurological Diseases and Blindness. One .of the main

goals of the group was to deal wiph the issue of terminology in t_he.

-

field.of learning disabilities., It was conlcuded that the term
"ninimal brain dysfunction" was most appropriate when roforring to
children of average intelligence with leamihg or behavior problems
which were the directlresullt of central nervobus sy;tom disorder.

The group concluded that under the term minimal brain dyéfunction

should be those children previously diagnosed as: organic brain

dysfunction, minimal brain damage, minimal brain injury, minimal °

cerebral damage, hyperkinetic éyndrome, dyslexia, perceptually
handicapped, specific reading disability; aphasoid’ syndrome' and
learning disability (Clements, 1966). At the time, the results of

this task force were applauded as a step forward in clarification of

termindlogy. One of the reasons for the diffuse nature of the

definition was the broad symptomatolo;;y that had been id-efntified for
the leorgi:ng disabled child, reminiscent of‘the same ‘problem in
clarifying the term dyslexia. Clements (1973) listed the ten most
often cited characteristics as follows: hyperactiv;‘.ty, perceptua}
motor impairments, emotional lability, general coordinotion
deficits, disorders of attention, impulsivity, disorders of memory

and thought, specific learning disabilities (i.e., reading,

arithmetic, writing, and spelling}‘ disorders of Speech and hearing,
Sy .

v.
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and eqﬁivpcal neuroleogical signs and electroencephaiograpﬁic
irregularities. Given these diverse behavioral and cognitive

traits, it is small wonder that researchers and clinicians have had

"such difficulty both in dlscernmg an accurate um.dlmensz.onal.

diagnostic ‘lgel or discovering a umdlmensmnal eticlogical basz.s.

The "issue of d:Lagnosxs was further confused witn the passage of

‘

the Children with Specific Learning Dlsabllltes Act by the United

 States Congress in 1969. The definition they used stated:#

Children with special learning disabilities exhibit a
disorder in one or more of the basic psychologlcal processes
involved in understanding or in using spoken or written
languages. These may be manifested in disorders of listening,
thinking, talking, reading, writing, spelling, or arithmeti&.

They include such conditions which have been referred to
as perceptual handicaps, brain 1n3ur1es, minimal brain
dysfunction, dyslexia, developmental aphasia, etc. (Fi%st
Annual .report of the National Advisory Committee on Handicapped
Chxldren, Jan. 31, 1968 )

Nowhere in the report are "the basic psychologlcal processes
either descrlbed or elaborated on. One can infer that the concept
of learnlnidlsabllitles was qu:.ckly becommg a broader catch-all
term then its predecessor dyslexla.

With regard to definition, Gearhart (1973) put together four

broad generalizations which seem to tie together most of those

-presently in usage: ' ' ~

S

1. most definitions are based on a dxscrepancy beween expected
potentional and current functioning level.
2.§ Most definitions exclude other existing categorizations
‘that are used to classify special education students (i.e.,
mental retardation, emotional disturbance.) '
The culturally disadvantaged student is excluded in most
efinitions.- :
4. Some form of central nervous system dysfunctlon is usually
assumed. .

In summary then, one of the major problems in studying the

dyslexic child \'\s dealing with varied and confusing terminology.

\



The term dysléxié, over the years of its usage, has become a catch-

call térm with unclear etiological base and irarying simptﬁmaéology.

The introduction of the term learning disabilitix appears to have

added to the cbnfusion, leaving the issue unclear at bgst. What is )

. xlear, is that the number of children experiencing some form. of

reading di_fficulty" remains a major problem area in both education
and psychology. For this dissertation, learning disability will. be
considered the "umbrella®” term that is used in reference to a number

of specific disabilities, dyslexia being the mosf prominent.

_—

¢
Because of ,the many diagnostic and treatment issues which nave

become clouded due to the lack of definitional precision fega:dihg
t:.h.e concept .of dyslexia, this thesis must formulate so_mé fo’rm of -

composite definition.

' Dyslexia: A Composite Definition = . \ﬂ

AS has been demonstrated, there is more controversy surrounding

both the definition.and application of the term dyslexia than-there

is agreement. For tnis-dissertation, then, it was decided to

incorporate a number of widely substantiated positions, into a
s el ' , = s
composite definition. C . f

The fir;.st definition to be included is't"hat of Samuel Kirk.

.Since pis initial use of the term leapning disabilities in 1963, his
formal outlook has been somewhat refined. 1In a presentacion at ‘the

“First National Confe:ence on Learning Disabilities,' Kirk (1977)

offered a comprehensive definition stressing three main points:
discrepancy criterion; exclusion criterion and special education
criterion. His three—promjed definition makes the following points.

A learning disability is a psychological or neurological impairment



‘of perceptual or communicative behavior which (a) requires
insfc.ructionai help.over that wt_;ich' is normally obtained in a regular
class (special education crlter:.a), (b) is not pnmarlly the result
of mental retardatlon, sensory handlcaps, Severe amtlonal proolems,
or lack of an opportumty to learn (exclusion crltena), and” (c) is
manifested in d;screpancles among -specifie behaviors or between .
overall performances and academic achievement (discrepancy
criterion) This approach mcorporates many of the points wtnch
were referred to earlier by Spache (1976).

The second defzmtlon ut:.l:.zed is that of Rabinovitcn (1962,
1968) . Unllke Kirk, Rabinovich is more spec:.f:.c 1n his call for
differentlal dlagnos.ls. In his cllnlcal work ‘Rablnovn.tcn'
' A_1dent1f1ed three major groupmgs of read:.ng retardatlon, primary,
secondary endogenous and secondary exogenous. In second_ary'
endogenous reading retardation, the child's reading' ability is
impaired by clear cut neurological damage. In- secondary readlng 7
retardation with an exogenous causative factor, the child's ability
to read 1s obstructed by elther severe emotlonal d:.sturbance or
cultural deprlvatlon This the51s is concerned with what
Rab1nov1tch termed prlmary reading. retardatzon or developmental
dyslexia: .

The deficit is in the ability to deal with letters and woros' as

symbols, with resultant diminished ability to integrate: the

meaningfullness of written material.- The problem appears to
reflect a basic disturbed pattern of neurologlcal organl zation

(Rabinovitch, 1962, P. 74) .

Rabinovitch goes on to present :a' nnre functionél' description of
the-issue. Coupled w:.m the reading problem, the child exhibits

varying associated deficits: prew.ously*mentloned Rabn.nowtcn
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| notes a difficulty in these children in- using sounds as symbols and
in associating “conceptual qeaningfulness' to sounds and‘tneir
letter symbols. Underlying this are language deficits, articulation
probleme and primitive 5ynt\atx

| Eisenbérg's (1966) definition is the third conceptualization to

be -employed' m- this .dissertation. It acts as a summary 'qf the

-

prev;'.ous two positions and is frequently gquoted. "It can be etated

as follows:

Spec:Lflc read:.rxg disability may be deflned as the failure to
learn to read with normal proficiency, despite conventional
instruction, a culturally adequate home, proper umotivation,
intact senses, normal intelligence, and freedom from gross
neurclogical deflc:.t {Eisenberg, 1966, p.360).

'I‘he fourth defmltlon being utilized is based upon a set of
pertinent- empJ.r:.cal facts tht were brought forth by mchael Rutter
and William Yule (1975) whiile elaboratmg thelr concept of spec;:.f:.c '
reeding retard,atl.on.. 'I_‘hey preseut the argument, similar to that of
Rabinovitch, that there is a definite distinctio‘n.between reading

-

backwardness and.specific reading ret_atdation. The first major

*

differenee they stress is that of ‘potential. The speeific reading

retardation group they characterlze as’underach:.evers, while the
_ backward readers have low achlevement, but make better ‘use of thelr ) |
~ability. Rutter and Yule go on to make the following pomts:

1. Sex‘Distribution- 'mé s'pecific reading retérdetion group_-hes'_a.

hlgner percentage of boys (76.7% vs. 54.4%). = - /

l _2.. Qvert Neurologlcal Ev:.dence. The readmg backward group showed‘ '

ll 4% of cmldren with overt organlc brain dlsorder, whereas the >

spec:.flc reading retardatlon group did not show any children zuth

such disorders.



. 3.- Language Development: Botn groups had hlgh percentages of

children with slow language development The readlng backward group

showed 39.8% of children speaking-tneir first phrase aEEZ?\iuo\3
- months. 'This statlstlc is worth noting because of its 1mpllcatlon

‘for dlagnQSlS :

4. Socioeconomic Status: Results indicate that the reading

disability does nor'appear’to'respect economic barriers.

 Probably as important as any of the above points that Rutter
and Yule make is thelr feeling that it is v1rtually 1mp0551ble to

separate genetic and envzronmental znfluences to determlne the major

causatlve factor in readlng'fallure.

To summarlze, then, dyslexla in this dlssertatlon will be

deflned as a learnlng dlsablllty, the prlmary symptomototogy belng

L]

tbe chlld's inability to read at a level -consistent with . expected

potential. The following empirical guidelines will constltute the

‘operational definition: .

1. The dzsablllty 1n readlng must be so severe that the regular’

classroom is not 2 suff1c1ent educatlonal placement for the ¢child.

‘the most agreed upon crlterlon is that the child be between 1.6 and”

2"years behind in reading skill. .

2. A dlscrepancy must exist between the child's potential and his

actual achievement. _For‘thls-evaluation, Myklebust's learning

quotient-will be used.

3. Etlologlcally, the dyslekia must not be prlmarlly the result of
mental retardatlon, sensory handlcap, s?vere emotional problems or a

lack of opportunrty for formal learning.

-

.
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4. Children with gross neurological signs will be.ruléd out.

5. Dyslexia is viewed as res‘_ulting from a combination of both

envi ronmenta.i 'apd- organié factors.

Many of the most prominerit theorists who have stud:l.ed both
dyslexic and. learnmg dJ.sabled children have stressed tne J.mportance
of 1anguage in ltne devglopment of cognitive and social skill. Wmle
the emphasis of this thesis is on the psyciio-social/personality
aspéi‘:'ts of f:lyslexia, the importance of language developmént and its
concomitant affective componen-ts cannot be ignored. The followi’.ng
section is éresented for t:.rci reasons: first-, because of the
increasiné empirical evidence linking langgage, readi;'xg and
personalty. Second, the.r:emedial technique‘'utilized has as one of
its tenets, that language and auditory training will increase
reading abilitjr and further altar psycho-social/personality status.
For these purposes, the developmental lmk between language, readlx:;g
ability and personallty must be verified. .

The Development of Language and its Relatlonshlp to Reading

As was mentloned earlier, much of the diagnostic work. with

dyslexic chlldren has implicated language developm_ent and

deficiencies in the reading dysfunction. Satyan (1980) and Rutter

and Yule (1975) have found delayed speech and lar}guage development
in dyslexics. Cllthe'.r researchers have stressed phonological
defif:ieﬁcies (Downing, 1973; Mattingly, 1972); the inat':;i.lity of
dyslexic children.to efficiently en{gbloy verbal mediators to encc':de ,
decode‘ and store information (.Blank et al., 1968; Paris & barter,

1973; Perfetti and Hogaboam, 1973); and gerierally less éophisticated

'syntactic and linguistic abstractions (Fry et al:, 1370). Mattingly

16
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(1972) has emphasized the dependenc® of reading on language to the
point of calling readzng "parasitical® on language. )

Reading and speech are both elementS of human gohmunicatioﬁ.
whereas in spokeg language ﬁhe cogmunicgted mességé 1s mediated

by sound, in reading the agent is the written symbol. Both reading

and speech are adaptive'mechanisms for the human organism. . Every

species utilizes some form of sign communication for adaptive
purpose, but-only the human organism has the innate ablllty ko

utilize language as a functlon of abstract thought toward a soc1al-

communlcatlve end. Language serves to both organize and give,

concrete artlculatlon to thought processes, thereby creating:

.f”'

consciousness itself (Luria, 1973). In terms of its opérative :

functions, language is not purely sensorimotor in nature, but is the
v

verbalized expresszon of the experlentlal repet01re of the
A

1nd1v1dual It not only allows the individual to represent his

experlence in the course of his ontological development, but permits

onepgonceptual expansion through abstractioen, generallzaclon, and'

thought. Luria (1973) sees language as the vehicle by which the

human being becomes a conscious, volitional,.self—reguléted,\socia;
being. | S | )
~ In é developmental conte;t{ both the articulétory and
morphological aspects of language development have been extensivel&
studied (Berko, 1958; McCarthy, 1954; Reed, 1966; Ruddell & Graves,
1967) . But the primary motivational element, the affective nature
of its origins has, at times, been neglected.
To understand the importance of affegt in langugae development,

one must briefly discuss the psychic events that mark the precursors

17
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of language. Margaret Mahler's (1968, 1975)_work on the psychic
development of the human infant through the separaton—individuation

process is of significance here.. She describes how the first two

<

 years of the child's life mold his adaptive mechanisms and shape his

identity process. According to Mahler's research, the psychological
birth of the human child is grounded in the mother-child dyad.
The human newborn is totally dependent on the ministrations of

others for survival. This period~in the newborn's life, (around two

months) has been termed the preobject stage (Spitz, 1965) or the-

symbiotic stage (Mahler, 1968, 1975). It is characterized by a

state of undifferentation, of a fusion with the symbiotic partner,
. 4

the mother. At this point, communication between mother and child

is rooted in primordial need satisfaction. The child's primitive
égo is supported by the empathic rapéo;t of the host in the"dya&.
Maternal language-plays a key role in this pre-identification
process (Werner, 1963). The child responds to the mother's affect
which i's communicated not only via kinesthetic and wvisual
perceptions but througﬁ auditory stimulatibn as well. The infant
associates the mother's-verbalizations ;.rith interoceptive
experiences., ihvesting affect in them, and responding with cooing,

mouthing and eventually a smile (Spi.tz, 1965).

For Mahler and other ego psychologists, the child then begins

" the gradual processes of separation from this psychosocial symbiotic

dyad. It is during this stage of weaning/disengagement from the
v
mother that differentiation of the ego apparatus and the

commencement of intrapsychic ahtonomy begins. VChildren-begi'n to

.acknowledge distantiation (i.e., become conscious of himself),

18
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eSpeciall_y during the timeg they ar;a alone. They reaJ_.i-ze thatdnot-
only-can they emit éounds, but that they can repeat thém. "In normal
development children.are reinforced by the adult for i_:hitatiﬁg
maternal sounds, helping thewm to practice their wvocalizations and
endowing these sound with power. They c;';\n then use their vocal
signs to call €tpe mother to satisfy their needs. .

¢ Throughout the individuation process (18-36 months), the

rudimentary sense of self is strengthening: the child is busy

" exploring the world of objects and orienting itself in space. this,

in essence, marks the beginnings of the cognitive aspect of

, language. Affectively and socially rooted phonemes begin the

transformation to their objective counterpart, the morpheme. The
achievement of such a vital step presug;poses that the child
perceive_s himself in interaction with others. Werner (1963) rex‘iers'
to this as a gradual distanci;x; process; the primordial symbiotic
relationsﬁip is now giving rise to a distantiation bétween
symbolizer (the mother) and symbol (the word). The key to this
process is the transformation of the idiomorphic speech patterns
(baby language) into conventional speech patterning (Tomatis, 1973;

Werner, 1963). Through the internalization of experience via

;ar)éuage devélopment, there is an affective shift in function, from

‘things of action to objects of contemplation (Werner, 1963). The

desire to communicate is aroused by the megliacing tool—the word.

By the time children reach this period (three years and upward)
they have amassed an enormous amount of experience and internalized
both the words and action patterns of tneir parents. They must

-
organize sequences in time and the relationshigs of things to each
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other. Children experientially discover the grammatical

transformations of théh‘ language which give shape and form to the '

realities through which thiey, have lived. First children acquire

causality relationships which enable them to fit their experiénces
1

into a causal framework. Vygotsky (1962) points out that speech

develops in two interdependent and correlative directions; toward
coﬁzmuniéation wi-th the self through inner speech and through
communicaton with others (i.e., external speech). For Vygotsky,
egocentfic speech undergoes a gradual transformation to inner spéech
through the socialization procéss.- Werner (19_63) states:

When a child learns to articulate speech in order to

communicate to others he also learns to communicate to himself.
Because of his social nature, a person's inner life must be

fundamentally linked to socially organized activities (p:i327). .

" ona neurclogical level, f.ﬁria -(1966) places great emphasis on
. . P .
the emergence of the frontal lobes at this time in develppment (4-6
years). He mair}tains that they play an integrative role in both
linking ea-cperiential meaning to lénguége and in organizing,
regulating and directing behavior. This structural in.tegration
underlies the n:totivation for‘ the communication process. Lewis
(1963) views directed speech as t;.he beginnings of the child’'s
identity, since 5:t serves to both differentiate himself from .his
environment and to clarify his interrelationships. within it.
In summary, then; successful ‘spokep language requires both a

cognitive skill component and a motivational one. The desire to

épeak and communicate is rooted in the social identification, process

of the young child and reflects his emotional attitude towards his

interpersonal world. Although the gquestion of an inhate .ability for

language acquisition is still under debate, this thesis assumes that

20
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it is developed and cultivated by_expoéure, motivation end
experiences; in shert, that {t is a social phenomenon (Luria, 1959;
Tomatis, 1973; Vygotsky, 1962; Werner, 1963). |

The written sign in a phonetically based languege_system
(Versus a symbolic code, I.e., Old Hebrew, Japanese) has 1ittle
relation to objective realivy. It is, after all, a valueless
graphic design (Tomatis, 1972).’ As with the phoneme these érbitrary
signs must galn meaning for the child, i.e., they st at some p01nt
become catheced with symbollc value.

Reading can be eonceptualzzed as visual language decoding.

Written words are secondary (visual) symbols which in fact represent

- primary (auditory) onesg(Bannatyne, 1971) . It has been suggested

that the delayed language skill is the developmental precursor of
dyslexia (Myklebust & Johnson, 1962). .Spreen (1980) has suggested
that language is the cornerstone of reading, and tnat a synthetic

-

psycho—neuro—llngu1st1c approach needs to be applied. —

As will be seen, Tomatis places maJor\EfEij§ds on the

interrelationship between language development, personality, and
reading. This.cnapgef has-placed language and ;ersonality in' an
ontegentic f?ame. The reading process itself pust'noy be tied to
both these structures.

Theoretical Approaches to Reading

The theoretical approaches to reading take many diverse angles.
The followzng section presents two general orlentatlons which

provide theoretlcal support to the position taken in this

-
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Perceptual-Cognitive Aporoaches .

The theoretical hypothesis of the importance of lang_uagé and
personality development in reading é.kill has had su{apor‘t in recent
literature. E. Gibson (1972) in approaching reading from é
perceptual-cognitive framework elaborates on the hierarchial nature
of the abstractiqn process-in language: In doing so, she

devélopmentally traces the perceptual filtering of incoming stimuli

~that lead the child toward successful monitoring of his phonological

‘w‘stem. Gibson's maj'cl_r conclusion is Fh.at the motivation behind
léarning is the reduction of unceftainty for the organism in dealing
with its environment. The creation of economical strategies for
adapting tc;'its milieu depends heavily on the erganism's active
exploration and the tuning of the proprioceptive sense organs to
that task. These underlying processes are essential for the
stlmulus filtering that eventually leads'to linguistic and cognitive

abstraction: For Gibson, words are merely the lea¥ned symbols for

'ideas and events that the child has lived through, and théreby the

child's approach to them is ultimately a reflection of his approach .

to his surroundmg environment. In agreement with this theoretical
de51gn, Mattingly (1972) views readlng as "a dellberately acquired
language based skill dependent upon the awareness of aspects of
primary linguistic activity. The written test initiates the
synthetic linguistic process common to reading and speech" (p.l452l.
In this context, Mattingly is making a clear inferential ‘statement;
that the reading process evolves from and is in fact an appendage of
language and communicative skili. The idea’ that the re_ading process

initiates the same active analysis as language {or more specifically

22
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listcning) is supported“élsewhere (F‘ries, 1962; Goodman, 1970;
Hochberg & Brooks, 1970). | ’

In their presantation of a communication model of reading
development, Ruddell & Bacon (1972) place the emphasis of the

acquisition of reading skill on the motivation underlying the

cognition in a manner similar to Gibson. 1In their view, this

23

motivati.on is created by the value that the individual places on - .

events and ideas in his life. Cognitive thecnsts (Gardner, 1964;
Kagan, 1963; Witkin, 1962) accentuate the 1dea that pre-primary
grade children already exhibit 1nd1v1duala.3ed_ strategies for coping
with -both external demandsanc internal personality neads.
Cogn:'ltive style is thereby related to individualiperceptual
orderihgs of the e‘nvironnent and is highly dépe;dent'on an

-

individual"s sense of worth.
An overall conclusion of the above stated p051t10ns places the
success of the reading process squarely on the developing cognitive,

linguistic and motivational substructures that underlie it.

Psychoanalytical and Ego Psychology Approaches
More traditional psychoanal;ytic theory began formally looking

at children with reading disability in the late 1920's and 1930"s.

Freud (1961) raised the issue of resultant personality problems when

the instinctual needs of the developmg child are over—mdulged He
malntalned that a Chlld unw:.ll:.ng/unmotlvated to put forth any
effort to overcome obstacles will have difficu.}_ty in both mastering
the written_ symtols of language and in the learning process in
general. According to Anna Freud (1936), dysle:tic children, because

qﬂ
of either painful tension from within or threat of loss of love from
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without, must renounce autonomous ego functioning in order to have

the necessary psychic energy for repression of the painful/traumatic

situation with which they are dealing. This constant interplay -

leaves the ego devoid of the energy needed to undertake the learning
process itself. s

Contemporary ego psychologists view the learning problems

experienced by children as evolving from a need to ‘avoid conflicts

with both aggressive and erotic instincts. Hall (1956) presents
various case studies in support of this view. He found that it is
not unusuél to find that the mothers of reading disabled children

restrict their child's grdwth by stunting their needs to achieve and

explore. He postulated that this results in learning"—innibited'

children, afraid to exhibit the aggressive curiosity needed'fo_r
reédi;ng. Hall's findings are supported by earlier work done by
Sperry and his co-workers (Spe'rry et al., 195§') - In pre'senting
their-findings on case studies of _;.even male children with learning
pfoblems, t;hey found that in all seven families, there was a denial
of eiternal distgrbing events. The mothers, in trying to shield

their children from outside pressures, overprotécted them. This

vtendency led to feeling of insecurity in the children, and an

inability to adapt appropriately to social situations.

Many ego theorists have expressed similar orientations with'

regard to the importance of psychosocial/personality organization in
the etiology of dyslexia. For example, in a stuéy utilizing an
Ericksonian framc'ework, Ath.ey- (1966) isolated four key féctors among
160 ninth grade students,who were having reading problems. Factor I

was termed the autonomy syndrome. Poor readers considered

24



themselves nbre dépendent oh their parents than good readers.
Interestingly, tnes.e‘ readers expre‘ssed a desire to maintain the
status quo. They spent a large portié:n of their free time around .
the housé, and méde _céncerted efforts to please thei}' mothers.
Factor .IT related to poor readers" self— esteem. Their low opinion
of .themselve's was felt. botﬁ with reépect‘: to Echool and social
accouiplishments. Factor II? pointed to the fact that poor readers
" found scnool‘tq be s'oc'ially unrewarding. The things they ,dislikedg\\
‘about schooi revolved q'round their feelings-‘of frustration and
failure (i.e., bei‘ng laughed at)." Factor IV in the Athey study
is directly related to the poor readers!".' lack of individuation.
This—factor stressed their stréng family orieht;ation. Poor readers
were found to depend 'on their parents heavily foir companionship:
rather than c-m their peer group. ’ .In rc:ela;:ing 'her results to an
Ericksonian framework, Athey concluded. that proficient’ readers must
have successfully maétered énd resolved Erickson's first three’
st-agés of peréonality de.velopc.lent (i.e., trust, autoncf:my and
init.iative.) In a further extension of her 'a,g;pfoach, Athey

" collaborated with J. A. Holmes (1967). Holmes (1957, 1959, 1960)
stressed that affect must accompany, all- input of 'inforr'n‘ation. . He
points out that, beginning in the first.days of extrauterine life,
the infant is Igain‘ing pr:;a—verbal feelings of his own worth or ‘lack
of it. These primitivi "sense beiiefs" are neurologiically
engrammed in the subconscious of the individual. These mobilizers—
i.e., the attitudes connoted by these beliefs, as Holmes terms them—

—account for the individual's approach and attitude to learning and

determines whether accomplishments will be tempered by satisfaction
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or generalized anxiety. Mobilizers expand thfough affective
inte:_;'naiization and form the foundation of‘odr subsequent value ’
system. As wiﬁn the theo:iéing’ of Erickson (1950), Holm.es"plag:es,
é:riphasis on the ability of the child throughout ontogenesis to'deai
'w'ith his progressive autonomy in a realistic manner. |
From these .theoretical postula‘t.es and. corrobera-tiv.e research
findings, it can be surmised that for the éduéator arﬁ péychologist,
the theoretical orientation that he expounds crucially directs his
t';nerap-eutic. interventions. If one incorporat‘:es the perceptua;-
. cognitive approach with the analytic, a holistic theoretical
ur;derpinniné .;E'or dyslexia etnergés. In this marriage of theorer;ical
.p;sitions dyslexia is viewed as a multidimensional dysfunction, the
llseeds of which are intermeshed within the developing; child before he
encounters tl';e written word per se. ‘Language developments are.'
) vie;.red as fundamental, along wifh 'ne_izrolo.gical maturation, in

ta

acquiring reading skill. One of the major feasons_ Tomatis'
ﬁheoriziné is présented' separately and not incorporated into ;che
previous section, is that his approach. sei‘-ves as an integr,atix;”é .
point,. bringing together language, listening, communication,
psychoneurology and pe:sonality:development as they pertain to the
dyslexic child. His holisf.ic approach underlies his remedial
approach (audio—psycho—pk;onology) . |

_‘I‘omatis"‘ Approach to the Development of Language, Re&iing and

-

slexia - ~

Theoretical Foundations

Not unlike other contemporary scientists trying to unravel the

Ipuzzle of the 'dyslexic child, Tomatis (13978) views the.problems



inherent in dyslexia as multidetermined and as dri_giﬁ;ting before

the child encounters the written sign or begins to attach verbal

meaning to the written symbol. Tomatis conceptualizes the humam -

'organism as fundamentally social in nature with .an inherent desire

to project'-itself outward, gaining some form of influence over -and

understanding -of the environment,. He accepts the humanistic tenet

that our main c.'goal in life is self fulfillment; that there 1is within

people’d‘;e need to expand horizons; to understand our world and how

we react within it. To achieve this goal of progressive hierarchial
individuation, he maintains that we must effectively communicate
both with ourselves and with our environment. This occurs both

orally and through wr:ittj.en symbols.

Tomatis (1978) begins his thesis by stating that dyslexia is a |

" problem of the ear. . This is not difficult to understand if one

begins with his premise that the communication process is a key.
factor in the reading disability. Ontogene_tically, Tomatis. [1976)
traces the various functions and chérater.istics the éar assumes.
The first function attribl;lted to the ear is that of er;ergi.zinc_? the
cortex. In. studying the physiology of thé hearing mec.hanism,
Tomatis points to the fact that most of the sensory r:_eceivi-n'g cells .
in the-basilar membrane of the- inner ear aré accumulated in the

zones that pick up higher frequency sounds. These high frequency

: "charging‘ sounds®™ provide the human brain with upwards ‘o'f' 60% of its -

neurological enefgy (Tomat;'.s, 1976) .

The second function attributed to the ear is ‘that of

main.taining equilibrium. This function helps the the individual -



locate ﬁimself in spa;:e, and diretly a.ff'ec't.s both ‘his po;st.'ure_ and
‘verticality. ’ o . |

The 'tt"_xird function of ﬁhe.-eart'that of listeni'ng, is the 'tpost
.important for comun.i.clzation. it enables the individual to ;:eceive,‘
sélgct-, '_a'rgd analyze'a;‘Ll sounds ‘di'reg:tea ét him and,'_- thefeby,
c:.oirmunlitc’:'.ate 'with his éellow iridivj.duais. ‘Ti)e_maﬁr_xer 4n ‘which Tomatis
cbnceptuéliies tr{is‘function is similar to that expresée_d earlier
be Gibson h&1972) in _ner.comﬁgnts on perceptl;lal filtering .' For
Tomatis, the ear is ﬁot just a passive receiver of souund, but an
organ which can reach out an'd discriminate among so.un_ds——i.é.,:
listen rather than just-hear. The importance of f.he ability of the
child to égitically integrate an-d synthesize eiements of verbal
mes_sagesl for reading has been documented (Berger, 1978).

Within the. category of sound-reception. for communicative
éur,poseé, Tomatis distinguishes three hierarchial levels of
audition. The moét undifferentiated/primitive level is the purely
"sensorial act of hearing. This doéﬁ not requiré any conscious
involvement by the ind:'_.vidual, but is a less active recéption’of

sound waves. The second level of audition involves active

listening. For an individual to listen, the ear must attend to the

incoming sound. This implies inﬁentionality on the part of people

to direct themselves to the incoming message. The third stage is
that of integration. Tomatis' definition of the integrativé.

function of the ear is important to note:

In order to attain the degree of complete concentration
required so that assimilation can take place, a mobilization of
the self conscious is necessary. Man is .uniguely &ndowed with

- self consiousness and it is through this quality that he

acquires the ability to record, memorize, reproduce, and
imitate what he hears...Put another way, integration can be

y



defined as acquisition of verbal reproductive potentxal the
ability to reproduce a meaningful sound chain delzberately and
at will (Tomatis, 1978, p. 62-63) .

The integrative function of the auditory apparatus as

'ﬁostulatéd by Tomatis carries Gibson's theorizing one step further.

Tomatis looks past the point of sensorial tuning to the incoming

stimulation toward the conscious motivaton required for geproductive

ability. This higher auditory function also points directly to the

‘identified 1ingulst1c dysfunctlon in dyslexlc children identified in

the reajfﬁh
Be.d/e procéedlng to the readlng proceséfztself and-its

/ .
xelatlonshlp to phonation and communication between individuals, one

-

must flrst-place this entlre audltory process in its developmental
N 1 &
framework. . '

Developmental Prerequisites

Tomatis desiénates two distinct, yet iﬁseparable, concepts as
prerequisite for the development of human consciousness. Flrst, as
already alluded to, is the motivaticnal aspect: the de51re to

communicate. The second, which in essence determines the first, is
Nl

- the.bonding relationship one feels for his fellow human beings: the

desire to relate.
This bdpding relationship, according to- Tomatis, has its
beglnnlngs in utero. The expectant mother maintains a steady

'dlalogue w1th her unborn child by phy51ologlcally transmlttlng to

- it, not only the nourishment it requires for growth, but ‘her

accompanying emoticnal states as well.

The mother makes contact with th'e fetus through souhd;

visceral, organic and espcecially vocal sound. The child hears

the voice speaking and extracts the emotional essence from it;
it is the only semantic he knows. He is surrounded by it,

29
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drenched in it, add it is through its sound that he begins to
integrate the basis of his mother tongue (Tomatis, 1978, p.
85.) )

that the fetus hears of the maternal voice is distorted by
the liguid medium of the amniotic flLii.d. The resultant sound is one
;Ln_which all the lower frequency‘ harmoéics are filtered out
(Tomatis, 1978); Bé)th the eustacian tubes' and the middle ear
contain fluid in utero and remain that .way until- the f£luid i.s

drained, approximately’ 10 days after birth. Until that time , the

Fl

infant is hearing only the higher frequencies. But, with the

draining of the ear canal, the medium through which the newborn

hears gradually switches from ligquid to air. Tomatis has termed
this period as the child's sonic birth.” Even with this change in
the frequency of the maternal voice with whicﬁ the child has been
neuronically engrammed in utero, (Tomatis, 1978) | the inflections and

intonations remain the same: tempering the entire prenatal'and

perinatal periods with some continuity. .
The completion of the sonic birte, @Tomatis, marks the

Fal
1)

beginnin.g of a symbiotic dyad betweenﬁ mother and child.
Communicatons at this point in the infant's ontoloéical ,devjelopment
rélains at a very intuitive and affective level. The mother assumes
the dugl role of provider and inter_:pfeterl Very often, “it is she
alone who can differentiate and understand the va‘ried sounds that
the’ infant emits. Two impo;tant‘ events occur during this
developmental period. First, the c:hild. realized t:hét vocalization
cén bring sétisfactidn of need states. The child begins to listen
more closely to personal utterings, beginning an exercise period for

»

the ear's apparatus. Second, the beyinning of the double syllab'ic
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babbling (i.e., mama, dada) marks the first stage of a progressive

neurologicél lateralization process which will proceed through most

A

of his childhood (Tomatis, 1978). i

As the child matures both psychoneurologically and physically,
he begins to gain independence and exnlore the world beyond his
mother. In this .process of 'separation and individuation the child
gains a second new teaeher: his father. Tomatis refers to the
toddler's initial communication with the father as an adjlustment in
wtnch the child must learn a foreign language. The child must
. abandon the code like language for:ner:lyP used as the main
communication base, and enter into conventional -language. The child
‘must artieuléte more cleerly to make demande and reguests
intelligil;le to others. An. emotionally/physically distant or
_threatening paternal figure can arrest this orderly developmental
process; as can a maternal figure who, by satisfying her own needs,
refuses to allow the child freedom to.move away from her. The cnild
must be willing to begin to forego his egocentric need system in
favor of the socialization process. In normal development this is

-

dependent on a positively nurturing and lov:.ng lnterpersonal

. environment, whlcn motivates the child to communlcate with

SLgnlflcant others and seek to attain their recognition and
approval. If this above transition is stalled, the child w;'.l'l have
difficult;y entering ﬁne interpersonal world. . Consequentay there
will be little fut;ure. need for the reading process. Upon entering
school, this child will appear either frightened or impulsive.
‘Since the explorati,oni‘t;:rocess is also stunted, the child is not yet

ready to learn. "To speak is to be, to verbalize thought, to *
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pattern thought in the body's image; when we speak we speak of and
“ .

to ourselves, we listen to ourselves, we exist® (Tomatis, 1978, p..

67) . Thg most significant requiremex_'xt _of this develoémental
transicion from an egocentric to a socialzied stance, éccording to
Tomatis, is its reliance on the child's positive relational attitude
to other individuals. .

Hemispheric Lateralization and Language

In addition to the requisite socio-emotional stance/jttitude :

for communicating and learning, Tomatis also places substantial
emphasis on the hemispheric lateralization process and 'its

importance for reading., Tomatis presents quite a detailed

neurological explanation of the left-right symmetry (body and brain) -

and its vital importance to language functons, body image and proper

integrative functioning. Gnly a few of his far reaching conclusions

" will be presented here. The interested reader is referred to o'ther__

sources for a more detailed neurclogical explanation sf the process
(Tomatis, 1974, 1978).

Tomatis begins with the premise that, within the normal
maturational process, the hemispheres assume coordinated but

-

distinct roles in the human organism. Since the left hemisphere

. contains both the centers of symbolic thought and language

maintaining an'execu_tive function (i.e., planning and organizing),
neurological efficiency requires the achievement of hemispheric
later'e‘ili;ation to the left.

Tomatis places heavy emphasis on thc; importance of the v;agus

-nerve (tenth cranial pair) in both the lateralization process and

the emotional/affective development of the indivigiual. According to
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Tomatis (1978) the vagus bggins itr:s "journey” through the human body
by sensitizing the walls of the inner ear at the tympanus, then
travel$ to the larynx,- the bronchia, the heart and eventually
touches every major organ. It is because of this that Tomatis
ascribes great importance to it. He claims that it might very well
be at the base of all somatizations of the individual, and that its
role in the emotional life of the individual is of great 1mportance.

As is true with major cranial nerves, the vagus is bilateral.
- However, the route it follows on the right side of the body is
shorter and more direct than the left {Tomatis, 1978). Because of
this difference, both anatomlcally (right-left symmetry) and
hemlsphencally, the executor right s:.de (and consequently left
cortex) benefits from Quicker information processmg.

Tomatis has shown that one of the ears al'n_fays assumes the role

of leader in the listening process, much the same as in handedness.

According to Tomatis, lateralizaton is "a functional harmonl zation.

imposed by thought as it seeks to be monitored and expressed"”
(Tomatis, 1978, p. 87). If the individual "chooses" left sided
functioning (i.e. right b‘raino and left vagral pathway) he is
choosing the less efficient, longer route for self expressi“c‘:-n. If
the right is chosen, it will lead to a more precise molnitori.hg of
bodily and language functions Creating the conditions for both
greater self awareness and self control. Lateralization is viewed
by Tomatis as a gradual process of self mastery. He maintains that
" the dyslexic child has never established thlS dlalogu;wltn his

body, thereby making understanding of his environment tedious,

d'ifficult and scary.
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As the phenomena of language begins to take heold, the child
will be progressively steeped in the dynamics of his
interaction with this relatipnal or psycho-relational
structure. IF he is able to adapt) successfully to this inborn
structure, he will become righy sided, for a start. This
signifies his acquiescence ip the human‘copdition and
everything that it implies. Byt”if he resists this
he will be left sided. And if he resists to the poi
his dysfunction goes evén deeper he will become dys exic
(Tomatis, 1978, p. 89). :

Learning and Dyslexia
The next issue which must be dealt with in Tomatis' theory is
that of the written werd and its relationship to the listening

process. The letter, wﬁich is the fundamental building block of

written communication, is essentially a meaningless sign. The

letter gains worth when it 1is associlated with a designated sound.
Tomatis argues that the letter never achieves anything more than its

, _ _
sonic value. This being the case; the letter, even in its written

-

" form, must be' heard. Over time, both on a phylogenetic and

! ontogenetic continuu}m, our ears have developed a high degree of
specialization in the analysis of the various Erequency modulations
that, make up .2 particular language. ' It is this basic premise' that
leads Tomatis to claim that we read with our ears. The ear must not
only-be ablé to translate a-pproprigte sound ‘frequencies into the
grapnic image, but ‘also must, be able to reconstruct the sound from
the graphic image as well. "

~ In sumnary, then, the Tomatis approach views the dyslexic -E:hild
from two gfaraH.el yet conver?ent perspectiveb,.s: the neurological
organization of the child ‘and his socio-emotional adjustment.
"hence, two of Tomatis' basic tenets must be kept in mind:

1. Reading is an integral part of the continuum of human

communication. Communication begins for the human infant in _utero,'

3%



and is enveloped in both the separation-individuation process and in

language development. -

2. Dyslexia is a reflection

of both an immature neurologt

o -

(1.e., poor body image, poor eye-ear syncronization, pborly

-_—

éstablished auditory lateralization) and a disturbance in the socio- _

emotional adjustment of the individual. The dyslexic child has

difficulty decoding both words and the environment in which he

lives. Mmore specificaily, the dyslexic¢ child remains at an
égocentric level of personality development. He interpréts his
world fro; his own subjective unde;;tanding of it which corresponds
only slightly to how others vie; it. Consequently, he has
difficulty accomodating to his environment due to weak adaptive and

inéerpersonal skills.

Tomatis' views of dyslexia would suggest that both the self.

Structure and the child's adaptive ability might be profitably
explored in the psycho-social/personality assessment of the dyslexic
child. These variaé%ss, along with the dyslexic's response to
frustration haye implications for their significance in the étudy

and treatment of dyslexia.

Empirical Contributions to the Psycho-Social and Personality

Variables in Dyslexia

‘This present section focuses on three spécific areas considered
relévant in the theoretical conceptualizations regarding the psycho—
social/personality variables of the dyslefic,child: (a) social

‘perception and interpersonal skill; (b) self concept and (c¢)

reactions to frustration and handling of aggression.

s



'/‘me"t'fgnd toward greater involvement by the educational sector
—

.in the study of dyslexia and particularly the psycho-
|

- o
socidl/personality dynamics of the dyslexic child is.evidenced by
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the shift in focus of the literature over the past\decade. The
. 'd - .

shift has been gway from the "depth” personality measures, ‘and

towards behavioral measures of adaption. 'Most of these measures and

stuéies are directed at' investigating the c¢hild in his everyday
environment. The observations are made by those who have the most
frequent contact w;nth the subjects, ;

Most’ of the observational studies use teécher ratings, or rate
the child from teacher reportse Keogi‘x & Smith (1970) found t'.h:at
over 90% of the children rated adequately by .teacahe'rsl in

L
kindergarten for reading geadiness achieved in the predicted

‘direction by £ifth grade. The li\tératu& contains many studies

"~ which support the réliability and predictive validity of teacher

report; and ratings (Bower, 1969: Bryan & McGrady, 1972; Cohen,
196_3}' Farr &'Roelbe, 1971; Haring &‘Rigway, 1967; Ilg et al., 1965;
Kermonian, 1962). ‘

" A large amount of gmpirical eviaence exists to supp;)rt the
id'eas that both adaptive classroom _behavior and the social and
affective interactions of the child can be assessed with a high
degree of reliability. 1In ghort, current 5ehavior s a good
predictor of later academic achievement aﬁd mental health (Hewitt,
1974; Kellam, Branch and Agrawal, 1975; Kohn & Rosman, 1974;

Lambert, 1972; Pimm & McClure, 1967). Kellam et al, (1975) found

-that the social adaptation of the child as measured ‘by the teacher

in the first grade is related significantly to the need, in

. md

'
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subséquent.gfades, for remedial help. Even when both school
achievement and intelligence scores are included in their predictive
Eattery;.the measure of social adaptation still made a significant
independent contriéution to the outcome. Hartsough;-Laﬁbeft and

Zimmerman (1876) have demonstrated ‘that af%ective behavioral

attriéutes measured in thélsecond and fifth grades were as éood as,

and in-some instances more reliable predictors, of ninth and twelfth
grade aéhievement than were intelligence and achievement test-
scores. . Various research studies héve pointed out the link between
certain personality variables and subsequent increases in I.Q. and
achievement. McCall et al. (1973) , in subsequent retesting of
preschoolers, found that those who g;ined.in I.Q. were more
independent and competitive in the social context than those
children who did not. Bayley & Schaefer (1964) stressed the link
between social facility and achievement. Bensen & Kuipers (1974)

concluded in:their study of 90 Head Start children that by age four
Epe~relationship between cognitive development and personality is
significant. Spontaneous, self initiating cﬁildren'pefformed well,

regardless of sex, ethnic group and/or economic status. The

importance of social interaction and adaptive skill has become

increasingly linked to dyslexia.

Sccial Perception and Interpersonal Skill

The above empirical evidence is also in close .accord with

developmental theory. Piaget (1964) maintains that the child is an

‘active seeker who acts upon, and is in turn acted upon, by his
immediate environment (asgimilation and accommodation). Through

these interactional processes, the child develops balanced
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strategieé for adaptation. White (1959) claims that the ability to
organize, and thereby master, our envirornment is 1mportant for the

development of self and a feeling of.competanéy.

These developmental theories have direct implications for the

dyslexic child. Bryan and her associates have provided us with
detailed observational studies of thé learning disabled child
(Bryan, 1974; 1974a; Bryan and Wheeler, 1972). She has found that

learning disabled children have trouble interaciﬁnq with both

teachers and peers. In general, they exhibit socially inappropriate,

béhavior. In one study utilizing sociometric ratings,'results
indicated that learniné disabled children were rejected by fellow
classmgtes because.théy were seen as scared, unhappy, and wérried
(Bngn, 1974a). Bryan concluded that these children have difficulty
detecting critical Lnterpersonal cues, and lack the ability to make
appropriate inferences about people.. Interestlngly enough, there
appears no agé variable in this characteristic. Bryan's work
covered children from the first to sixth grades. These results are
in line with a mpch ea;lie; ;tudy bQ:Jackson (1944). After
comparing 300 reading disabled children with 300 advanced reading
children in the second tﬁrough sixth grades, Jackson concluded thét

a major factor in the retarded readers was ‘their erroneocus

. conceptions of their environment. Kronick (1976}, after observing

the interaction patterns of learning disabled children,‘reached four.

najor conclusions:

1. These children have an unclear image of themselves and

receive less truthful or confirming feedback about thelr-

interactions with others.

2. Tke learning disabled child cannot accurately assess or
identify affect. There is not a realistic flow between affect
and ideas. B
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3. These children receive ambiguious messages concerning
individual and group images, and are too“-concrete to reconcile
the situation.. : ce '

4. Because these chiddren cannaot accurately’ assess
communication from others, they pattern their reactions along
erroneous lines. Their communicaton skills are unclear,
shallow, and lacking in appropriate affect.

Lerner (1976) confirms this type of conclusion, maintaining
that a def;icit in social perception .is a key to the' learning
disabled c.hild. She cpncludes that, because these children are poor
in judging. the moods and attitudes of others and generally
insensitive to the general social atmosphere, their resultant
behavior is inapprppriate. Other researchers, using va_r‘ious '
techniques and studying different age ranges, have found cénfirming
evidence of this deficit in social perception (Bruininks, 1978;
Carillo,~1957,- Ekwall, 1976;. Kop;itz, 1971; McGinley & McGenley,
1970; Raygor & Wark, 1964; Steveﬁs_, 1971; Wug & Semel, 1976). Stott
(1971), utilizing the Bristol Social Adjustment guides, studied 72
diil;iren referred to the Center for Educational Disabilities at the
“University of Guelph. Two syndromes became apparent in this group ’,-f
of children. The first is the unforthcoming child. They are seen
as meek, submissive and do notsventure into any undertaking when
they are unsure. They easily give in‘xt‘o their fears, and can
quickly become immobilized with anxiety. .The second syndrome
pertains'—’to inconsequential children. This syndrome is marked by a
lack of chgékback to t.he;c:onsequences-—of beha-«riorf’f‘}l They. are
imp-ulsive arid sometimes aggressive.

The. studies reviewed refer to the way in which children are

viewed by significant others in their life. The studies do not
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address the underlying personality organization of the dyslexic

child.

Although the trend in the literature is away from "depth”

psychological mesures of assessment, research utilizing projective

techni‘ques in aiagr;osis of the dysiéxic child has been done. In
comparing 25 reading disabled children (ages 8-12) with a ma‘tched
control group utilizing the Rorschach technique, Abrams (1955) found
that the acﬁieving readers showed a greaf.er capacity for emotional

adaptation than the non-achievers. This conclusion was reached by

* comparison of both adjustment ratios (i.e., FCOCF & C) and the

frequency of scoring categories for both gto’ups. The reading

disabled group showed emotional irritability, impulsiveness,
féelings of high anxiety and inadequate internal control systems.
The achieving readers had protocols suggestive of better adaptive

strategies. In general, achieving readers showed better, more

integrated use of color and movement. These results are supporﬁed ‘

by ames & Walker (1964).s They alsc found that reading achieving
students show greater .emotional maturity ané more differentiated

experiencing of events as compared to their dyslexic counterparts.

Meyer (1953), utilizing the Rorschach technique, in comparing normal .

to reading disabled students in the third grade, concluded that the
read‘ﬁlng disabied group was unable to differen;cia-t:e experience.
Instead, they showed vague and inacc:L'xrat'e perception., He also féuna
that they lacked knowledge of conventional norms, leaving him to
deduce that part 'of their disability centered aroundl théir'poor
rapport with their envifonments@e results of these studies are

generally confirmed by other research which have utilized projective



: S
material (Gann, 1945; Stavrianos, 1971 Veltert, 1955; Vorhaus,

19525.
By way of a short summary from already mentioned research, the

dyslexic or learning disabled child is seen as having a marked

-~

‘deficit in socialization skills. He has difficulty making friends,
and is viewed by his peers as worried and unhappy. He lacks

independence, and appears unable to judge and correctly act on
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interpersonal feedback. He appears unable to assess his sociai_'

position,_instead.acting upon erroneous conceptions of his milieu.
Compared with achieving readers, the dyslexic child exhibits
impuisive:reaction patterns (suggestive of inadeguate internal
controls); and, in general,.relates to his eﬁvironment in a less
mature, more undifferentiated manner.

Self Concept

Coﬁtemporéry pegsonality theorists hold the tenet that a better

understanding can be gained about the individuallby gaining -

knowledge about his conscious perceptions of himself.. Snygg & Combs

(1949) héve held that all observable behavior is a function of the |

phenomenal field in which the person lives. Thcse parts of his

field which he perceives as characteristic of himself represent his
phenomenal self. The ﬁndiviaual's self-concept is the conscious
conceptualizaton of those stable ané definite characteristics. They
| further state that the adeﬁnacy of tﬁe individual's phenomenal self
lies in "the degree to which it is capable of aqceét;ng into its
organizatidn~ény and -all aspects of reality'-(Snygg.& Combs, 1949,
P. 136) .. The self, then, /s seen as the focal integration point of

‘personality; that which gauges both the internal apd external

e



.realities of the indi;ridual. _Leéky's work (Lecky, 1943), which
preceded Snygg and Combs by a few ylears,' stressed self consistency.
For him, the self represents the lnucieus'around 'which revolves the
individual'é. s'ense'bf worth. Lecky saw the self struggling to
mainta::m both inner harm-ony and conformity'with his envir&nment {p-
84). BHe preceded Roger'ls concept of congruence by stating that this
can only r;e-gchi_eved if the individual's conscious interpretatons of
his environment are consistent with his experience. -
’ Tﬁe moét wicie_ly referre‘é to définition of self arose from Carl
Roger's' work Ny |
The self conc'épt;.-or self structure may be thought of as an
organized configuration of perceptions of the self which are
admissable to awareness. It is composed of such elements as
the perception of .one's ¢haracteristics and abilities; the
percepts and concepts of the self in relation to others and as
associated with experience and objects; and goals and ideals,
which are perceived 'as having positiveor negatwe valance
(Rogers, 1951, p. 136). |
Various educational and personallty theorists have held to the
view that the self concept; of a child is a crucial detérminant of
h;‘.s ‘academic success or failure (Allport, 1943; Glasser, 1969;
Jersild, 1952; Rog-ers, 1951; Silberman, 1970). The empirical
.evidence to support ‘this positipn began to accrue in the 1950's and
continues today. Reider {(1955) E§und that elementary'échoql '
children wit.hT low self esteem‘had fower grades than students with
high self evaluations. Bruck (1957) later supéo;ted this conciusion
- 1n a study of 300 children from tr;e third through sixth grades. He
found a significantly positive relationship 'bet;eeen self concept and
academic achievement at all levels. More recently, this stabillity

was shown by Cress (1975). In order to determine the rélationship

_of ir_xi:elligence to self concept, Walsh (19é6) compared the
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differences between very bright (I.Q. over 120) under and over

achieving boys 5‘1 grades second through fifth. Utilizing stories
. . {

and playkits analyzed by independent judges, she noticed the

.mder'achi'eving boys more often represented a boy doll as isolated,

cr1t1c1zed and rejected.. This was later supported by Brookover's

work with 1050 seventh graders (Brookéver et al., 1964). Even with®

the ability factor held constant, their conclusions were that a
significant positive -relat:ionship exists l?e.tween self concept and
grade score aver’ages.' Interestingly enough,. they also found that
self concept was significantly relateé-tc; the perceived evaluations
of the students by signifiéant-others ‘In a more recent stu&y,

L

Cenname (1977) monitored fourth and flfth graders divided into high

Sy,
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and low self concept groups for ecne year. The high group exhibited .

© consistent academic achievement, while the low group maintained a

hostile attitude towatd work. Cemname also observed that the low -

self concept.group had fewer positive interactions with their peers,
- — ot

and exhibited behavioraj.'patterns which leventually causedy social
rejection. ’

. A significant relationship has been found between selféconcept
and academic achievement from many Sources utilizing various
measuring devices and different age groups of children (Combs, 1964:
Fink, 1962; McDavid, 1959; Ozehosky, 1967; Paschal, 1968; Shaw et
al., 1960; Shaw & Alves, 1963; Simon & Simon, 1975; Steven, 1956;
wilfiams & Cole, 1969). |

Turning more specifically to the relationship between self

concept and reading achievement, the correlation again appears

fairly consistent. Bodwin (1957) found a +.72 correlation between



we,

1Y

Y

——

immature self concept and reading disability in the third grade, and

a +.62.correlation in the sixth grade. He also found that the good

readers' self concepts rose, while the poor readers measured the
'Same._ Utilizing a factoral design with 926 children in the fourth,

'sixth and eighth.grades, Hallock (1958) found that reading ability

in the first grade-is associated with both self-cohfidenceiand
behavioral stability. 1In an.interesting study using a non-verbal
measure of self-social orientation in which each subject had to

manipulate objects to represent himself in relation to others,

Henderson_and Long (1966) compared a reading disabled and a normal
*  reading group of fifth graders. They found that the normal readers

showed significantly greater individuation, greater complexity of

self concept and stronger identification with both friends and
parents, -particularly the'father. Wattenburg‘& Clifford (1962)
studieé‘lBS kindergérden children to determine the antecedent

factor—i.e., reading achievement or high self concept. Their

conclusion was that as early as age five, the self concept ?s

.- ‘ :
antecedent to and predictive of reading achievement. They drew this

conclusion after retesting the children two and a half years after

measuring self cdncept. 'Iﬁtergstingly, self concept was a better

predictor of reading adhievement than I.Q. All of the low self

concept children nad either failed to learn to read or didn't read

as well as the high self group. Although most researchegf have

' clearly demonstrated the relationship between self-concept and

reading ability (sarber, 1952; Caplin, 1969; Cummings, 1971;
Dillard, 1975; Henderson, 1975; Lamy, 1965; Lewis, 1974), studies do

exist that indicate little or no relationship (Carter, 1958;



Labelle, 1970; Spicola, 1960). On inspection, these sources
appeared to utilizZe measures which could be considered too global
for successful -prediction. Specifically in uie Spicola study, the
pred:.ctablllty of self concept was lost when mtelllgence was
partialed out of the results. : .
The research cited above supports the general hypot;ssis that

poor readers are deficient in the dév_elopment of a psychologicaliy

rd

healthy self-concept. This general finding appeérs to hold true for -

a variety of specific self‘concept measures for all grades. More
specifically, thesei\studies indicate that deficient readers lack
\‘-—-./ .

individuation, and remain depende_nt on others, manifesting immature
self deveioment. Self-reliance and self worth, therefore, clearly

emerge as key factors in learning to read.

Frustration-Aggression-

Thenliterat:ure has shown that the reading retarded child has

great difficulty adjusting to both his academic and social milieus |

and that his self concept is poorly developed. Lacking effective

‘means of coping with academic and social demands has been

hypothesized to create a tremendous amount of frustration within the "

individual.

Monroe and Backus (1937) isolated five' reactions to continual

reading failure often given by students. They are:

l. Aggression—everything assoc\jbated with reading an'd learning

becomes hated.
2. Withdrawal--manifested either ip physical wltndrawal {i.e.,

truency) or cognitive withdrawal (i.e., daydreammg)
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3. Coméensétion—-either in physical prowess of satisfaction thirough
disruptioﬁ. ~ .
4. Defegtw—reacting either with apathy or depression.
5.,nypertension——constant WOLTY.
Dolch (1931) felt that continual failure xﬁight lead to a
5ituation where the student is.ponditioned against ré;ding. ’
Probably more deficieﬂcy in readinglcan be traced to
discouragement through failure and the consequent attitude of
_antagonism toward reading...lf -this condition is allowed to
arise, a child may go on from year to year with scarcely any
improvement because he never looks at a book unless he has to
and then with a distinct aversion (Robinson, 1946, p. 81).
Harris (1966), in comparing 100 non—-learners with 100 }earnérs,
found a distinct difference between the two groups on an aggression-
submission continuum. Many of the nonlearning males studies yefe
' scapegoated by their mothers. These children had no opportunity to
discharge their anger against mother for fear of loss of love. They
ended up with natred for both the outside world and for themselves.
Harris found that Lhe.learning disabled children studied possessed
extremes of aggressiveness or submission, with a heavy weighting of
the learning disabled children on the.passive end of the continuum
(75%) . Because of their Beed to conform, these chiidren inhibited
aggressive energies in favor of conventional outlets. Harris
theorizes that reading and intellectual pursuits can make one both

. . ~
- unconventional and non-conforming.

' For Rosenzweig (1965), affective reactions to frustrating
events are either retrogressive, not allowing the child to step

beyond past reaction patterns, or progressive, allowing nim to
.

adjust appropriately to new situations.

-
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Spache (1954), using the Rosenzweig Picture-Frustration test,
found that re.tar:ded readers show significantly more overt
agyressiveness ;ﬁo others, and less of ar; ability to accept or
acknowledge blame. He found that these children appear to facé
problems head on, with little insight into their role in the
conflict and a lack of strategies to solve the situations. Spache
states that these children show significant_ly less solution-§eeking
behavmr\and a re51stence to or lack of interest in change.

In a later study, Spache (1957) found that the reading disabled

child behaves differently toward .adults than toward peers. His

relationships  with adults are weighted with self-blame, lack of

confidence, and by attempts .0 avoid conflicts. With peers on the

" other hand, the child achieves recognition by generally aggressive

behavicor (exaggerated self confidence and a refusal to accept-

blame) .

Two subseq’uent studies, also using the Rosenzweig as part of
théir. battery, confirmed these résults {Connolly, 1968; Lieberman,
1968). Connolly found that dyslexic children are less willing to
a;:cept blame or admit i:"ladequacies than nondyslexic children. ';hey
either biame others‘ for their problems, or deny them completely.
Lieberman found that retarded readers made few attemp.ts to 'solve
their own problems, and instead depended on others to do so.

The overall picture of the dyslexic or reading retarded child
as being poorly adjusted in handling frustrating situations, having
a lack of insight -into his own problemé. and -having aggressive

tendencies toward his peer group has been confirmed by researchers

using other diagnostic instruments. Utilizing a Reading

~
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Apperception Test and teacher ratings, Hake (1960) -conlcuded that

» poor readers felt themselves persecuted by both teachers and peers.

They often c?xpse defensive patterns of behavior rather than facing.—

"their problems. ngi'ession was used more often as a solution to
'p'roblems: Bell et ;11. (1'.91372) , using the_ﬁigh!;School Personality
" Questicnaire, found a niéh level 'o’f aggressiveness and obedient
passivity in his reading disabled gr.oup. He concluded t.-hat t'hese
children showeé a low level of psychic energy and an av'oid:ance of
both internal and external conflicts. , ‘_& ._

‘ Zimet et al. (1973) took a different approach than most of the

studies reviewed. They initially studied 33-first graders, none of
- whom showed siéns of reading problems. 'Then they retested 25 of

..mem_in the th:.rd grade. 'Using the Rosenzweig, they found a

significant positive relationship between the internalizatomnr of
-;gé;ession and,.a;hievement in reading‘ cbmprehen'si«c:m. They
attributed this 'ﬁo the development of impulse control on the part of
the s_uccess‘ful students.

An interesting study was conducted by Bricklin and Bricklin
(196'7) in which movement- responses on the Rorschach in three
separate groups of children were studied (underachievers n=40,
achievers n=25, and children with other conflicts, n=25}. Thirty-
one of the 40 underachievers produced aggressive movement responses
in small detail areas. - This led the authors to conclude that these
children have strong feelings of anger which are on-iyn expressed in
limited areas pf life. Many of these aggréssive feelings afe_

~

projected into the past, away from their own ego boundaries. This



degial of tnei?'own feelirys arises, the authors postulate, from the
fear of losing their depeﬁdency:objects.‘

The pattern of the psycho-social/personality adjustment of
dyslexic children is becoming clearer. They are viewed by
significant’ others és having major difficulty adjusting to their

social milieu. Interpersonal interactions are marked by fear and an

inability to gauge others' reactions and decide on an appropriate

response. Some authors conclude that a deficit in social perception
exists. They are also seen as having a poor self image, attaching
little worth to their own skills, and leaning heavily on others for
.direction. The literature points to the conclusion that dyslexic
“children exﬁress strong dependency needs, coupled with a lack of

desire for autonomy and separateness.

Many of the coqglusions'reached by projéctive research indicate

that ﬁhe normal reading student shows higher-léve syof emotional
maturity when compared with their dyslexic counterpa The nbrmal
reading children consistently exhibited better rapport
environment, showing more differentiated experiencing of pﬁysical

and social events. The major implications of this research are that

the affective integration of the Hyslexic child is ‘developmentally .

below tha£ seen in.the normal reading child. Also, the literature
indicates that the reading disabled child's structuring of
experience is usually at odds with the accepted social consenéus.

It can be seen then, that empirical réseaéch has designated
épegific psycho—sociél/personality variables implicated in dyslexia.

The intriguing question of how these variables‘aﬁfect, or are
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affected by, the remedial process remains ever present in the
literature.

Remediaﬁion of Dyslexia-Contemporary Approaches

The ranedlatlon of the dyslexic child taxes diverse. directions, .

J
dependmg on the theoretlcal orlentatlon of the profess:.onal

mvolved and the strengths and weaknesses of the children in’

questioh. The educational sector offers numerous pragmatic
approaches for the educator/teacher to provide either individualized
or grou{a instfuction. - The most often used approaches include, sight
word-configuration approaches, vocabulary enrichment programs,

perceptual-motor progrrams, visual and auditory development and

~ phonetic skill development. The psychological discipline has

offered adjunct programs which range from individual guidance and

- psychotherapy to behavioral token systems. It is beyond the scope

_ of this thesis to discuss and evaluate these various approaches.

The following section will focus on the short and long term effects
of remedial prégra‘frming to provide the reader with an oy.erall view.

West et al. (1978) made che obseration that, through
remediaton, quantitative change (i;e., ego skill strengthening) is
often contrasted wi’t:h qualitative chang® in the child's personality
otgaﬁization (1.e., lowered self-esteem, anxiety, frustration).
They stressed that in some instances emotional d‘ifficulty is
reflective of the learning deficit, while others the reverse is
true. They concluded:

" ...the child needs concurrent help wif.h his feelings resulting
from the learning deficiency in addition to the approprilate
tutoring program. The personallty is the force that puts the
learning tools to work. If it is unavaflable oxzunresponsive,

remediation of the target learning symptoms is difficult (West
et al., p. 57).
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The remedial literature is heavily weighted with studies thal:
focus on "quantitative® change, often ignoring the concurrent psycho—
social/personality variat;l‘es that play a part in thé .process.
Recently articles have begun to _focus on the short sightedness of
.the unidimensional approach. Shelton_(lQTli) has placed emphasis on
‘the affective component of remediation which must be integrated with
cognitive appr:oches for success with the dyslexic student. She
Ast:resses the following: the 'physicgal environment;, the psychological
climate or atmosphere in the learning milieu; a curriculum that must
emphasize con'municatioﬁ and self enhancing skill, perceptual ability
assessment; evaluation that included affective and p.ersonality .
areas; .and teacher training and effectiveness to carry through the
appropriate technigues.

This trend in the literature is reflected in the increasing
number of stt._ldies which emphasize éarental involvement in ;:he
remedial process (Abrams & Kaslow, 1977; Kroth, 19757 McLoughlin et
al., 1978). Abrams & Kaslow 21977) present a continuum of
‘differential treatment approaches which include educational
intervention, individual therapy, paren.tal group counseling, and .
family therapy. '

The dominant education viewpoint in Norgh America 'stresses [Joth
early identification of the dyslexic student in order to provide
either placement in a special education classroom and the provision
of supportive remedial help.

The grouping of poor readers early in their educational careers
appears to do little in improving their later reading scores‘(Balow,

1965; Buerger, 1968; Muehl & Forell, 1973; Newman, 1972). Newman"
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(1972), in'studying 230 children randomly placed in low reading

groups in the first grade and retested after sixth grade, concluded
) ;

that placement of children in such reading groups "has neither short.

nor long term effects on later learning characteristics" (p. 505).
Lovell.et al: (1963} looked at children referred to full time
remedial centers. Even witb‘this intensive intervention they found
only a 1.6 ?eaf improvement in skill for every 2.7 years in the
program. They concluded that if the child 1s behind in reading at 8
1/2 to 9 years of age; chance of fuﬁure'success is,)at besi,

guarded. Rasmussen & Dunne (1962) evaluated correctional\ classes

"established during the seventh grade and continued thro gh high

N
school. They found no significant improvement over five years

in children with normal I.Q. Gottesman (1963), retested 43 learning
disabled children (ages 7-14) five to seven years after their
referral to an outpatient clinic. Wide Range Achievement Test

scores revealed only a four month improvement in single word rea&ing

. skill for every chronological year;

Most of the research in the 1itérature seems to suggest that
the effects of remediation are evident while the remediation is
taking place; but once the remedial efforts cease, the skill level
begins to decay (Buerger, 1968; Carroll, 1972; Heckerl & Sansbury,
1968; Lovell et al., 1963; Silberberg & Silberberg, 1969).

Remedial effects appear to have better (i;e., more long
lasting) results when the dyslexia is approached froﬁ a broader
perspectivg than pureiy academic. Many behaéiorally oriented

systems which have appeared in the literature, exhibit success by

applying effective reinforcers to successful reading experience

W
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(Cahp, 1973; Curry, 1970:; Glavach & -Stoner, 19-70). As in more
con:lwentional ranediafion, the long term Succes{ of these approaches
. is still in question (Macmillan & Forness, 1970).

Schacht et al. (1976) jppeared to have success at long term
remediation bi( stressing long term psycho—-therapeutic remediation.
Thei{: approach focuses on the total child, incorporating both
knowledge of spécial education and intrapsychic development.
Stressing an individualized loné" term approach (three yearé and up),
they present. case study evidence that the child can eventually
achieve grade level reading‘ skills. ‘ k .

Earlier resé;rch supports an imﬁrdvement in reading skill
utilizing _noﬁdirective play thex-:apy techn%.\;ues (Axline, 1947; Bills,
-1950;‘: Fisher, 1953). A more recent, well coxm-trolled study (Winkler
et al., 1965) brings into ques:tion whether individual group
counseling will result in positive effects on academic skills.

In summary, numerous and varied techniques for remediation of
dyslexia appear' in both the psychological and educaticnal
literature. To date, none of the more frequently used tec_:hniqueé;
have been found, consistently and over time; to -make inroads into
the réading disa.bility. The major, point to remember is that most
remediaton ?egins to decay once the intervention ceases. Researcn
'has not focused on “the effects of remediation on the psycho-
social/personality vag,i}ables that a;'e involved with the dyslexic

: »
/ r
child. Wwith the advept of a more holistic focus on remediation, the
/ >

o - ,f .
emphasis is being/s'nifted away from a uni-dimensional view of the
L

|
1
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dysfunction. In this context, Tomatis' approach to dyslexia (audio-
psycho-phonology) attempts to re-educate the dyslexic by emphasizing

neurological, perceptual, affective and interpersonal dimensions. -

Audio-ésycho—?honology: Re—education via the Electronic Ear

The re—séucation of ‘the dyslexic via Audio-Psycho-Phonclogy

v .(A'PP) is an ‘attempt to create within the child the proper attitude ‘
toward communication. It must be reinembefed that for Tomatis,
ldyslexia is thj- r;e'sult. of a breakdown in the normal auditory-

ro-

/_)/ linguistic functioning; of the individual.
L= According to Tomatis, re—education of the.dyslexic is a three
step process which roughly atteignpts to stimulate the normal
developmental process. The child is brought through the three
stages in seguence, and is only allowed to proceed to the next stge
when the former is successfully completed. The three stages through
whicn ciyslexic child proceeds are (a) the reuniting of the child
with 'n:zepre and post natal environment via filtered _s'ound; {b)
auditqry lateralizaton .?.nd enticing the child to forego his
dependenky relationship to meet the "other” (this refers to the
socilalizing aygent in the cnild's devélopmentai process) ﬁhrough a
performance stage; and (c) the directing of consciousness inward to -.

. encounter the self via a training pericd.

The Filtered Sound Stage

As previously mentioned, this stage is an attempt to recreate
or approximate the sonic mviroMt the child experienced in . the
womb. The mother's voice was heard initially‘ through a liquid
medium (the amniotic fluid). To simulate this, 'ne.r voice ‘is

recorded on tape and passed through screening filters to block out



lower freqhencies. If the mother's vo‘ice i1s unavailable, then
fil‘tered music, rich in high fréquencies (i.e., Mozart) is an
adequate substif:utie. The child is usualiy unaware of ';Jho is
Speaking to him on the tape and the filtering is such that it is

consciously unidentifiable.

The purpose of this stage is all important for eventual

successful remediation. It is an attempt to reawaken the archaic

pre and parinatal experiences and rekindle the innate communicative
. . .

desire-within the individual. According to Tomatis (1978):

As a rule, a desire to listen manifests itself in the child's
behavior right from the beginning of the filtered sound
sessions. He becomes more alert, more active, wants to
communicate, suddenly shows a great desire to live and to
exteriorize as if this Sénsory, psychoanalytic evocatiorn were
re-admitting him to a past time still] virgin of life's
" conditioning and the burdens of experience. Blocks that have
imprisoned these children in a state of disability from the
earliest moments of their lives seem to melt away as if they
had never been (p. 147). »

The last portion of the filtered sound stage of re—education is
that which Tomatis fmas termed the sonic birth ‘of tné_child. "This
'ehtails‘a -gradual lowering of the filtered voic-e over session-s,
corresponding to the initial d;:aining of the middle ear
ap_proximatel’y ten days after birth. Accofding t':o Tom;tis,' it is
this important ’emotional experience that causes children to seek the
som'ce of their comfort, their mother. 'I‘hié. recreates wiEhin the

child the basic desire for communication and life.

The Performance Stage

Although this stage in the child's re-education is marked by a

- :
more active participation than just passive listening, it is
-initiated with a passive Prelinguistic phase. During the

Prelinguistic phase the child listens to unfiltered songs and

1D



stories. This serves as a buffer be‘tween the sonic birth and the
active particpation of experiencing the "other".

The performance stage formally begins by having children repeat
into a microphoné individual sibilant words (i.e., words rich in
higher frequency sounds). During alternative seséions c¢hildren wiil

listen to filtered high frequency music. ' Very often, d-yslexié
children t}ave articulatorif problesn's; which result from both. an
inability to monitor their own.phonation ané from their lack of
discriminative listéning skillsw- Whiie repeating siﬁili?ts,
children ar'e' receving i;Ime_cliate feeﬁback of their voice through the
electronic eaf,. Through repeated practice they wlll begin to
monitor_ él'xefir owWn pbo/r;étion-xnore closely. ‘

Gradually during this stage, less sound is directed through t1f1e
ear-phones intb the left ear, s.trengthening the right ea.r (and left
temporal cortex), and hastening auditory laterlization.

On é psychological level much is accomplished during this
period o£ re~education. With the strengthening of the children'g

self listening skills and increasing fight—ear lateralization, the

children are becoming more aware of themselves as separate entities,

freeing them from the egocentrism and dependence that has bound them

for so'long. "...the verbal I and the notion of the other expand,
crystallizing the child's sense of tne distance between t:rhe
individudl ego and that of the 'other'"™ (Tomatis, 1978, p. 156). |
This increasing self awareness and sense of separateness is a
very difficult tra:msiti;an_for the child. It is of utmeost importance
that a qualified therapist be present during this proceés to support

the child’'s new self awareness.
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The Training Stage

This last phase in the re—education of dyslexic children
requires even more active part1c1patlon than the performance stage.

Whereas in the f:l.ltered music stage the dialogue was created with

-}

the initial humanizing element (the mother) and during the
P ' - . . .

performance stage the child was required to project outward into the

world of others, this last phase leads ‘thé child into an encounter

with self.

-

This final goai is achieved by having the-children read into

the electronic ear while receiving immediate feedback of their voice
through the earph-ones. The children still receive interspersed
sessions of high freqﬁency music-to aid in relaxation. Then a third
element is begun, that of Gregorfan chanting. The chanting,
according to Tomatis, continues the introspective attitude through
continuéd improvement o'f the cl_zild's monitoring of his voice
modulations.

In essence, then, the Tomatis technique for re-educaton of the
dyslexic child does not formally teach the child to read, but seeks
to create, or recreate, the proper cond:.t:.ons within the child for
autonomy and,conmumcat:.on.

Purpose and Raticnale <

The purpose of this study is to determine whether certain
. K ~ )
aspects of the dyslexic child's psycho-social/perscnality functions

will exhibit positive change concurrent with the APP remediation.

In studying the inter-relatedness of remediation and psycho—'

social/personality variables, it ‘was felt that an intensive ‘case

study, ‘L‘xsing more than one child, would provide the most c¢linically
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relevant information. E‘irst-, the heterog_erfeity §f dyslexic'_s
symptbﬁ:atology is widely accepted. The developmental nature of.the
dj.sébility presuppos‘es an idiosyncratic‘ ;nixtur.e of nature and
nurture. P.ast research and theory has indicated that dyslexia is a

more encompassing problem than an experienced difficulty in decoding

. the written symbol. Cognitive functioning is mediated througis and

can be subverted by, thé psycho-soclal and personality structure and
organization of the individual that has taken s'hape through the
intra and inter:-per’sonal developmental proce.ss. Thus, although
broad classification systems are helpful économically, the effects
of any remedial process on the uniqgue child can best be revealed-
thréu;ﬁ in&ividual (study.

From the theoretical positions stated earlier, a number of

S————e

rele;rant developmental. issues should be reiterated. Within the
normal cc.>urse of development, the following tenets are applicable: '
Fi;st, from birth {(and probably before) all perceptions of the-
infant are cathect.ed with an affective valence. These per.ceptions
ir";clude, not only how children view others and subseguently reacts
to interpersonal situations, but how they view themselves in
relation to others. Second, the motivational substrata of lénguage
ard reading skills, which are socio-cognitive adaptive mechanisms
and part of the dynamic int.eracti.on of communication, are dérived

from these affec}:—laden perceptions.' Third, the developmental

process (maturation and the individual's unique milieu) shapes the

' percepitual—cognitive ,st_yle and personality makeup of children.

Distortions in the nor}nai'_se'paration and individuation process will

be reflected in the affective and persoriality development of the

-



child. Fourth, the reading level that children achieve is based
both on psycho-neurological functioning, as weli as an ability to
adapt to an environment. Because of this ;nter-relationship,
reading skill ‘achievement cannot be .vi.ewed. in isolation from

personality organization.

From this developmental perspective: successful remediation of

- children's réading disabilities might be expected fto require

shifping. the af’fgctively—based perceptions to evoke a p;:siﬁive

change b—ot:h in children's inter-personal r_elationsh’ips and, in how

they view themselves. It has been suggested by Tomatis (1978) that
: ‘

dysle:.cia can successfully be remediated thiough a technique known as

audio—-psycho-phonology, which addresses the underlying auditory and

language difficulties. It seeks to create the proper conditions '

" within children for autonomy and more adaptive communication. If
this is accomplished, Tomatis believes that children will. willingly
launch thems‘:alves into the world of the written word, .for the
underlying desire for communication has been reawakened. .

Therefore since dyslexia is considered a multifaceted

dysfundtion, it should respond to APP re-—education because this

technique addresses its multidimensional nature. The purpose of -

L4
- this study is to test this proposition in five intensive single case

studies, via a series of specific research expectations.

Reseéarch Expectations

1. It is expected that there will be a positive change in the way

significant others view the child's social and self adjustment.

1

Dyslexiq children are viewed by significant others as having
\ :
major difZ:;;Ideusting to their social milieu. They are seen as
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having poor self image, attaching little worth to .t.hei'r own skills
and leaning heaviiy on others fof direction. Interpersonal
" interactions are t;xarked by fear and an inability to gauge other's
. reactions and decide their own appropriate. response.. This leaves
some authors to conclude that a deficlt in social perception and
‘interpersonal relationships exists. Efro;n the theoretical positien

stated earlier, Tomatis views the deficient auditory and linguistic

skills of the dyslexic as leading to poor social. adaptation. |

Developmentally, the importance of language in the socialization
. process is of utmost importance. The ability of the cLi;Ld ‘to attend
{listen), éﬁditg;ily decode, 'di’Stinguish intonation, and form an

appropriate response, play a major role-in gocial radjustment. To

measure the change in these areas over the course of study, two

rating scales were employed; the Chi.ld Behavior Rat_.irig Scale
(Cassel, 1962) and the Inferred Self-Concept Scale (McDaniel, 1973).

The Child Behavior Rating Scale d‘ivides the child's adjustment
into five areas (social,_‘ self, échool, home and’ physical}, and was
devioped to be used by both teachers and parent-:s,.‘ This makes it
well suited for -this study,-since it will p;:ovide a comparison
between two of tine most important aspects of the chilé's
environment: home and /school. The Inferred Self;Concept Scale was
'develqped for profess c;mals working with children to gauge self
development. | '
2. It is expected that there will be a poéitive change in the way

the children view themselves, in so far as they will be able to

evaluate their feelings of self worth more realistically.

&0



3. With improvement in the children's readi skill level, it is

exprected that there will be a change in the way they conceptually

handle frustratmg experiences.

L3

Research has shown that dyslexic children express strong

dependent ds coupled with a lack of desire for autonomy and
sepam tliemselves as social isolates and; at
.tlme{s feel so overwhelme;i by external c1rcumstances that they
elthe}den\_/ its exlstance or place blame on others for their plight.
This may be\ related to a tendency to nustrust authority figures and
their attempts to enhance self esteem with their peer group. This
area of research points to how dyslexic children view their own role
5
within their milieu. Tométis points to tl_'le egocentric nature of
dyslexic children and how their subjective view of the world distort
their feelings of Sog. - To measure these areas and how they vary
“over the course of remediation and followup, two mstruments were
employed: The“Self-Esteem Invent:o_ry (Coopersmith, 1975) and The
-Rosenzweig. Picture~Frustration Test (Rosenzweig, 1948). ~ The éelf-

Esteem Inventory was used to tap the chiidren's feelings of self

worth in relation to sot:ial, familial, aca personal areas
of 'experige. The Rosenzweig Picture~Fr tration Test measures how
children‘ react to frustrating experiential situations. It 15 useful
as well because it provides a means of comparing the children's
differential reactions to peers versus adults,

4. With positive changes in the childten's own self esteen,
perceptions of the children by significant others, and in their
ability to cope with frustration: ht is expected‘_th‘at the

underlying persoriality organization of the chiId’r/en‘wi.ll change "as
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well. This change should be evidenced in greater cognitive and
affective intégration as well as in more differentiated structuring
of their experieﬁce.

Research, which has utilized projective material to study the

personality characteristics of dyslexic children, indicates that

emotional immaturity und’erlies many of t;heir psycho~-social
difficulties. The situation becomes chronic.because the dyslexic.
students also exhibit less differentiated experienc;ing cc';upleé with
inflexible édaptive_ s-trategies. axfficti've integration is
develomentaliy below that seen in the no?:ﬁal reading stfxgient. To
nmeasure change in these areas, _the; Rorschach Psycho-Diagnostic and
the Chilé, Personality Questionnaire (Cattell, 1972) were L;sed. The
Rorschich allows the researcher,ﬁlinician to conment on the

children's perceptual-cognitive and affective integration as well as

their level of personalization organization. The Child Personality

" Questionnaire divides the children's personality organization into

fourteedy source traits and.<€erves as a more objective device for

- \’_‘__-

b

T Ty
rneasuring change.

APP remedial re-education claims to/: retrace the social
- -~ )

. appropriately, the experienc

. ow - .
. exhibit positive change. Tomatis'
2 . *

gentliiTdacion 'pro

thereby gg.’vin'g children a strefigthened
r.éferent system (self).\ They cjan g;uge and 'evaluatle, more

and .realities through which ‘tney
live. (;ne“:ﬁéuld ekpegt, thekefore, tnat\y'i;h succes_sful
i:e-media_t'ic_:n; the above psyc:.ho—s ial/persqnalit’y measure will'-'j
‘eor:y suggesté that with the -
increasing ability of children to moniltor and command thei; auditory- .

linguisti¢ mechanism, they will make progress towa/rd a jore
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objective view of themselves and their interactiogs witifin their

milieu. The first stage of APP ‘(passive listening) seeks to-

recreate and fundamentally altex:.the primoridal cathect)zd./affect.

In constructs presented earlier by Holmes (1957, 1959, 1'96.b) ¢ the

neurologically engrammed mobilizers will change through the re- '

awakening of the subconscious prelinguistic affective feeling
states. Once accomplished, the second phase of remedation {the
performance stage) seeks to strengthen the distantiation between
symbolizer (mother) and symbol (the word); thereby fostering the
internalizaton of experience via language (Werner, 1963) . Once this
is attaiped: the training pnase redirects the re-education taok
toward the self; fostering a higher level of structural integration.

The APP remedial re-education is hypothesized to

directly effect the components of the dyslexic's personality
referred to by Athey (1966): lack of autonomy, poor self 'esteelkn,'

the frustration and unrewarding nature of the learning process, and -

L ]

the orientation that keeps the dys.lexi:c isolated ftom peers,
Tomatis indirectly contends that APP will, simulate an environment
that redirects the child back through E:rlclson s first three stages
of personallty development {a sense of trust, autonomy and
initiative). It follows, then, that the stucture and organizaton
of the child's pe;:sonality and social adjustment will change,
altering strat:egies for coping with Bo'th internal and-external
envirormental demands. E‘;om an ego psychelogical framework the
Tomatis re—education techmque should free the ego from its task of

repression and, refurnish it with the required energy, for learning.
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CHAPTER 11
The methodology section will focus its attention on

four areas. First, a brief discussion of thé intensive

'cast‘study design will be presented. It is felt that since

this design approach is out of the mainstream of
dissertation research, the strengths and limitations of it
should be aired. The second part of the methodology section

will be devoted to a discussion' of the instrumentation that

Ld
*

wiELl be used to explore the previously stated research
expectations-. Third, a subseétion entitled selection of
subjects will outline the criterion fes;ults usec'i to choose
the children for this project, then briefly pres:t history
and criterion for all’_five children. Néxt, the procedure
subsection of ;'_his chapter will cover both the APP remedial
program that all ;he children went through ‘as well as the

administration of the individual tests that were utilized.

The Case Study Aporoach

+

One of the problems tnat exists in reviewing the

literature in the field of a_yslexiah, is the apparent

contradiction of research findings. Most of the existing
. . s, .

studies are correlaticnal in ﬁfature, comparing a group of

retarded readers to a group of normal reading levei_ \

o .
children. Results of these studies have shown weakness in:

" both chosen variable and instrumentation. (Connolly,

1968). A third possibility exists, that the two initial
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homg;aneods groups of children were in fact heterogenous in
regards to eithex..' the disability or their normality (Bell,
1945; Harris, 1976; Holmes, 1961; Samuels, 1973: Strange,
1940) . Tﬁis pfoblem is especially cox;found_ed in the study
of personality (Holmes, 1961). Samuels (1973) po'ints to

two types of studies (match—group and piecemeal) that

have as yet drawn no consistent results in the study of

3

dyslexia. Because of the inability to match groups on all

relevant variables, results of match group designs' have
proven inconsistent. Samuéls also implicates piecemeal
studies that ﬁave investigated a single f:éctor-, stating
that because of their popularity we have a large number of
variables that appear implicatéd in ‘the pi:oblem. The main
weakness in both &ypes of studies, con.sist‘;s of their
" inability to present a compreifénsive picture of t.hé child
and the factor\s\relating to either his remedial success or

-~

failure.
" The area of outcome .stud'ie%, compar'.ing group m.eari pre—
test to group mean poéttest scores has come under
increasing criticism as well (Lackenmeyer, 1979; Lazarus &
Davidson, 1971). The m‘ain drewbac‘k of such an approéch is
that client change during treatment can be lost in such
group design because indi\{iduals can _Vary 6pposite each
other on the. specific v.ariéble studied. This criticism can

lead to false generalizations about the actuad effects of

treatment (Bakan, 1967; Thoresen & Anton, 1574).
-]

.
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Many authors have exhorted the benefits of single

) subject researéh (Dukes, 1965; Edelston, 1950; Holmes,

1961; Shapzro, 1960; Sidman, 1960; Strang, 1940; Thoresen,

1978), yet thefe still remains an unsc1ent1f1c aura

associated with this type of clinically based research.
The history of psychology is such thét most often

heuristically orientéd intensive case studies has led to

more sSystemtatic investigation of the appropriate

variables. One is .reminded of the intensive case studies

o

by Freud and Piaget. More recently,athe clinical case

*®

stﬁdies of wolpe (1958, 1961) awmd Lazarus (1961) in
desensitization, lead to more/pontrolled laboratory stud}es
on the technique, that ascertaining its most effective
aspectsl(Davison, 1968;_Pau1,.1966). In all instaﬁces, the
case étud? raised many questions and provided valuable
direction for odgoing.study. '.

A major criticism of the.intensive case study approach

"-pertains to the lack of intesnal controls. Campbell and

Stanley (1957, 1963) list eight dif?erent extraneous
variables that must be controlled in such an approach.
They are as follows: |

1. History—specific events occuring between the sets of
measurements in addition to the experimental variables.

2. Maturation—biological or psychological processes which

F

external events.

>

B 3

-

vary with the paégage of time, independent of specific .
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3. Testing—the learning effect of the test\in repeated

administrations.

4. Instrumentation--changes in the scorers or the
measurements themselves which wili change the outcome
scores. e .

5. Statistical regression—because of the extreme nature
of the ix_'u'.tia\ groups, scores. will naturally vary‘,toward
the medp.

6. Selection—bias resulting in the selection of subfects.

7. En'cperimental mortality--loss of subjects' dgririg'

_ experimentation. - | :
8. Interaction of selection and maturation.

In pehaviorally ori;{ted ideographic research,
internal va:lidipy is handleld either by a return to baselire
and subsequ-ent reapplication of the experimental variable,

or by multiple baseline destigns which apply thne

experimental variable to a number of behaviors.in guestion

(Baer et al., 1968; E-iaring &'Phillips, 1962; Sidman, 1960).
Neither of these appliééions;,wei'e possible in the present
research, returning to baselme for ethical reasons, the
\1atcer because of an inability to fac:tor out specific
Ccausal relationships in personality and ,paéc\:-socxal
characteristics. Acéording to Edgar and Billirxgsl;ey (1974)
the ultimate. control of N=1 studies lies iﬁ/nz'.“ts

replication, pro{rincj that none of the eight factors

i, -
\J st -
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affecting internal valigity were resi:ons‘ibl'e for the
resultant change. .

In the pres;ent study, five separate cases were
employed in an attempt to build in partial replication .qnd
partially to account for history and mat;uration as well as
to guard against experimental mortality. 1In essence,
multiplé single cases will .partially contro.l for history,
but without control groups maturationtcan only be dealt
w1t:h through inference. Research has shown that even Wi
remediation, the dyslexic will in most instances réfnain
behind in his reading skill (Castillor& Conti, 1977;
Frauepheim, 1978; Howden, 1967; Koppltz, 1871; Lovell et

_— .
al., 1963; Newman, 19'72). The dyslexlc Chlld appears to
increase 1.n reading skill only five to six months for every
academc year (Rourke, 1975) 7 Infen&qce about psycho— ‘
social/personality change in“the dyslexic child over time
is more difficult since it has not been directly addressed
in tlllé literature. In'iﬁv%tigating nondyslexic children,
investigators have shown thét somec’”psycﬁq_-
éocial/personality functions do s-how consist\er?\cy‘-" over time.
Brc;ns'on (1866, 1967, 1969) 'has sho»;rn thrét childhood
behavior remains. stable along three continuums through

: adolesc_encfe: withdrawal-expressiveness, ‘reactivity-
placidity, passivity-dominance. {Other authors héve shown
that both aggregsivé behavior and 'soc;ié_l interaction

A%
‘patté?ns appear stable frames of reference 95 well .(Kagag &

PR 7
> : . ~
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Moss, 1960; Waldrop & Haiverson, 1975). Since maturation

can never be fully controlled for without control groups

many of “the measures of change will have to be interpreted

with a view to developmental considerations.

A second major area of concern in case study research

'is that of external validity or the generalizability of

findings. The general opinion in some circles of

psychological research is that N=1 studies provide no basis

for population variability since the samples have not been

)

drawn randomly. This leaveés the case study dependent on a

logical rather than on a Statistical basis for
A

generalization (Edgington, 1967).

Kiesler (}971) and Underw (1957) have div.ided’the

area of generality of resultg into three different

concerns: client generality--would the therapeutic

treatment be effective on other clients with the same

effectiveness; theraplst generality-—would a dlfferent '

therapist obtain similar resulM setting generality——

should the therapeutic technique work in different

settings. In the present research, since, f\i?,e different -

I:lexic children were chosen plus four different research
-

istants handling their remedial i:rogramming, the first

two criticisms were to some degree controlled for.
"

- Chassan (1961) - has argued that the generallzablllty of an

-studled : T - ~

intensive case improves with the number of cases bemg

e 3

1
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As previously mentiéned., the present design. is an
intensive case study design. Schemat;i.cally the design
appears as follows: . |

A-BC
WJ.th 2 representlng the initial two month baseline; B
representmg the 10 month APP remedial trammg perlod and
C regresenting the follow—up period. - The design
incor.porates.’ successive psychological asses—:syments (every
fwo months for most of the peasures‘) t.hroughﬁut the study
to assess the ific child characteristics throughout the
process. Because oﬁ th:e descriptive nature of such a

design, fluctuation of the dependent variables can be

studied both in relation to each other and to the baseline,

intervention and follow-up periods.

| ' The most persistent problem that arises in this type
of design is data analysis. Case study does not meet the
preliminary assumptlons for parametrlc statlstlcal
analysz.? namely, randomization of samp;.e, error components
not being homogenous or no:} ly distributed and"error

components not being independent (Thoresen & Anton, 1974),

R : [
Scheffe (1959) has shown that violation of independence

reduces confidence mt:ervalsa.from 95% to 755 for sllghtly

autocorrelated data. 'I‘rus is furtner supported by Glass et

~al. (1975). The problem is further .intensified wnen the

. dependent measures cannpt be used repéatedl (Gastwirtn &

Cohen, 1970}.
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Various alternatives have been offered for parametric;
statistical ysis. Glass et al. (1975) expanded on Box
and Taio's (1965) methods of integrated phases. White

(1971, 1972) and Koenig (1972) have used median slopes to

measure progress between phases of treatment. But in both -

of the above mentioned techniques dependent measures must

be used repeatedly. Most questidnnaires and pe’rsonalit_y

L

inventories were not designed for such repeated use

(Tfloresen & anton, 1974). :

Although statistical analysis is ruled& out in
presentation of results, more recent -authofs speak to ways
in which visual analysis of case study experimentation can

be effective (Glass et ‘all., ¥975; Jones et al., 1977;

Kazadin, 1976: Kratochw;'.ll & Levin, 1978). Spec_if;’,\cally
the use of graphs and tables become important. These -

authors recommend that certain aspects must be attended to

in order _t'o Secure a more objective analysis:

1. Baseline Stability: I'f__the baselir('é”r'emains stable,

effects of intervention are easily attributed. If baseline
/

drift occurs in the s?me direction as the intervention

-

. A 2
effect, it will be,difficult to ascribe to a specific
’ EY

cause. If baseline remains stable, or .if drift is in the
opposite direction to the intervention effect, one can

easily a'ttribut\the change to the intervention

(Kratochwill & Levin, 1978)._

Y m
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2. Trend and Changes in Level: Changes in trend and ievel
{slope of line) can occur in map'i: varied ways.. The more
abrﬁpt the change in level and/:gr trend, the stronger the .
, argument for a treatment effect. Change can be temporary,
delayed or decayed as well. '
Although visua._l‘ analysis- of trends can be misleading
{Jones et al., 1977), the specific e;cperimental cond-itions'
of the present investigatory research leave the writer' with
few choices. In defense o‘f. the present design, one must
return to. the inability of conventional research designs to .
provide éonsisﬁent results. The present experimen"_: is
éxplorator;y in the sense that it is hoped it will generate
more guestions Enan specific an_%wers. The results must be
considered with reference to the lack of specific internal
. controls and more conventlonal analys:.s.

Instrumentatl.on

Acade;mﬂcmevement Measures. Two tests of acad'e%ic
achievement were uswm—tﬁs'; demic
progress through the rgnedlal progranmng, namely the Gates-
MacGenetie Reading Test (Gates & MacGenetie, 1965) and the
Wide Range Achievement Test (Jastak & Jastak, 1976).

Gat;es-MacGinitie Readin?g Test (Gates). The Gates was

.‘

standardized on over - 40 00 plls in 38 communltles with

size, geographlcal location, averagye educatlonal level and
averge family income all taken into account for selection.

_Reliabilﬂity coefficients for the two subscales used in
’ <

3
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_ achieving .91 .and

this study, comprehension and vocabulary, are all guite
h1gh Alternative form reliability for the vocabulary
subtest are .85.for grade three andrfoﬁr: For‘phe
comprehension subtest, grade three alterqative form

reliability is ~87 and .grade four is .83. Split-half

reliabilities are also quite high, with comprehension
+94 respectively for grades three and
four; and vocabulary achieving .89 and .88 for the same

grades.

Both of the Gates subtests also compared faQorably to’

the Lorne-Thorndike Verbal I.Q. tést, both achie;ing

correlations of .60 in grade fouf.

Wide Range Acnhievement Test (WRAT). The reliability
of all three of the WRAT subtests are quite high.

L . -
Correlation coefficients for the reading and spelling

subtests ranged from .92 to .98 and for the arithmetic

subtest from .85 to .92,

The authors present numerous examples of external

Valldlty for the WRAT subtests. When compared to the
Callfornla Mental Maturity I.Q., WRAT reading achieved a

.81 correlatlon coefflclent, WRAT spelling at .74

-correlatlon coeffzczent and, WRAT reading a correlatlon

coefficient of .84. Individual subtests have also shown
. N -
strong correlation with other achievement tests., In grades

three and four validity coefficients between WRAT ‘reading

- and scales of the Stanford Achievement test vary between

- L

Ay
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.63 and .83 with the majority fai‘nng in the high .70's. .

WRAT arltmnetlc also compares favorably to the anthmet:.c
scales of the Stanford with valldlty coefficients varying
between .53 and .75 for grades three and four. The WRAT
spelling showed a .93 correlation with the Stahford
Dictation Test. ' ' \

In general, both of the achi_evertept -tests show high
reliability and validity scores. A ,c,omposite academic
_index will also be used to measure thle cpivl-d's' ‘progress

over remediation. This index is the mean of the total of

the five subtests, from the two academic measures used.

Psycho—Social/Personality Measures o

The Child Behavior Rating Scale (CBERS) - The CBRS was
developed by Russell N. Cassel in 1962\\{ It tonsists of
five ‘adjustment areas. (self adj.ustment, l‘heme' adjustment‘f
social adjustment, school adjustment ;nd physical
'adjustment) , and requires the rater to score the chzld [
behavior along a six-point continuum in accordance with how
well he fits various behaviors liSted. One of the most

valuable dimensions of the scale is that it was developed

for both teachers and parents, enabling a means of

comparison between these two groups. .Neither parents ;nor.

?
teachers were asked to complete the entire scalel Both

were asked to score the self and social adjustment scales

and the teachers completed the school adjustment sectlon as

well. - /\
| | . {

P
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Both reliability and validity appear high for the
CBRS. All of the items in the scale were developed from
‘Summary case reports and the scale was able, at a

statistically significant level, to differentiate between
g -

i

200 maladjusted and 200 well adjusted children. Constguct

validity also ap;iears high on the CBRS. Both teacher and

mother ratings of the CBRS cor;elaied significantly' (.Ol):

with reading,-arithmetic and. language achievement

‘(Metropolitan Achievement Test), and social .quotients -

(Vineland social Maturity Scale). 1In regardé to
reliaili\ty, after retest, 50 teachers achieved a .91
consistency and 50 parents achieved a .73 consistency in

scoring (Cassel, 1962).

The Inferred Self-Concept Scale (ISC). The Inferred

Self—Concept-Esale was developed by McDaniel in 1973. The

scale consists of 30 items, in which the rater must decide .

the frequency at which each ‘behavior listed occurs on a

five point scale. Unlike the CBRS this scale was developed

specifically for professionals obsefving classroom

-

behavior. Thevscale reveals one total score, which is

viewed on a continuum between socially undesirable and.

soc1ally fesirable self—concepts.
.

»

o

The Inferred Self—Concept scale was developed on the

' underlymg assmuptmn that the child's self—concept can be

rated from their -observable behavior. The scale w‘as‘

- developed from a list of 100 bel'iavioral items chosen from .

Y
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.the literature. Eig‘ht judges from the fielc_ls.of education,
psychology and psychiatry rated the items and the 30
highest consensus items were retained. There is strong
evidence in the literature correlating the child's manifest
self-concept with various I.Q. scores. The author sought

to prove construct validity by showing correlation between

the total score on the ISC scale and I1.Q. scores. The ISC -

cofrelat_:ed significantly (.01) with language IQ,
nonlanguage IQ0 and total IQ (California Tests of Mental
Maturity, Grades 1-6). The self-concept score also
correlated significantly (.05) with arithmetic achievement
and total achievement (Metropolitan P}chievement Test,
.G—rades 1-6). Reliafoiiity on the ISC sale also appears
‘hj.gh. ._Utilizing splitc half reliability coefficients,
c;aur1selors, and teachers achieved Pearson product moment
correlation coefficiénts of .86 and .85 respectively.

The Self-Esteem Inventory (SEI). The SEI was

dev‘eloped\-by Coopersmith in 1975. The inventory consists
of 58 statements wﬁich the child must decide are either
*like me" or "unlike me"! The scale was designed to
evaluate the child's' att‘:;.tude towards th.e self in secial,
family, academic and personal areas ;:f experier;ce.

Included as well is a lie scale. Be\ﬁg}ée ‘of the retarded

reading levels of the children involved in this study the

'SEI questions were read to them and they verbally reSpondéd

either "like me" or "unlike me". .

16
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Coopersmith (1967) reports a test-retest reliability
at .88-over a'five week period and .70 over a tjaree we'ecc
period. Fullerton (1975) alsg reports ‘a fairiy high test-
retest reliability of .64 over a 12 month period.‘ A number
of - convergent val%dity studies are reported suggesting a
high degree of agreement with similar scales aaetsinger et
al., 1972; Taylor & Reitz, 1968; Ziller et al., 1969).
Various other studies report that the. SEI scores are
significantly related to perceived reciprocal liking'(Simon
& Berngtein, 1971) , perceived popularity (Simon, 1972),.and
creétivity (Coopérsmith,'1967).

The Child Personélity Questionnaire (CPQ). The CPQ

was developed by Cattell in 1972 from his work on the 16PF

and the High School Pesonality Questionnaife. It is a

" forced choice guestionnaire that divides pesonality into 14

source traits and four secondary traits. Becépse of the
objecive nature of the measurement it is imperative that

tested reliability and validity be high. After a two day

period, with a sadple population, - the 14 source traits

achieved reliability scores (which the authors refer to as

test consistensy) of .56 to .80 with most scores in the .70

range. Validaton, which in the original study was not done
in reiation to clihical correlaton but was compared to
concept validity and pure factor correlation. Both sets of
scores are very hfgh;'the méjbrity'of which are in the

upper .70's. .A number of concrete validation studies have
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exhibited scme strong relationshiés between separate CPa
tfaits and observable behaviors. Werner & Bachtold (1969)
found high achieving students scored high-on 3 CPQ scales;
higher intelligence, greater emotional stability, and
greater venturesomeness. Rushton (1966) has shown a
correlation batween the CPQ factors of emotional stability,
conscientiougpess and sensitivity with adaptive classroom
behaviors.

In a study by Bazimore & Gwaltney (1973) a group of 30
disabled readers (apéroximately one year behind) were
compared to a normal reading group and the CPQ
diffgréhtiaéed at a .05 level of significance on at least
two of the factors. Five other factors- leaned heavily in
the significant direction.

The Rosenzweilg Picture-Frustration Tesﬁ. The

Rosenzweié Picture-Frustration test was developed by
Rosenzweig in 1948 and consists of 24 cartoon like pictures
in which the cgild must respond to a statement by an
anonymous figure (either a child or an adult). The
-situétions are designed to measure the child's typical
reactions to frustrating and stressful situations.

In utilizing the Rosenzweig,.Spache (1956) coméared a
group of retarded readers to a normative group of children.
His conclusions were that the retarded readers were more

aggressive and defensive than other children, less

N
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insightful in their behavior, and relatively inept at
handling conflict si%ations w1th adults.

More recently, all the écorincj categori'es, except
obstacle dominance, were found to have significant (.01)
product-movement correlations aEt_e_r a three month retest
period (Rosenzweig, 1978). In a presentation by Rosehzweig
and Adelman (1977) wvalidity was broken ‘down into primary-

construct validity, and secondary pragmatic validity. The

authors present developmental and theoretical evidence for

construct validity. Studies e:;:ist su;;gestling' that the
L |
constructs employed in the Rosenzweig feflecﬁ the
develépmental sequence in terms of the increasing
inhibition of hostile reacﬁions through "adolescence (Zimet,
Rose & Camp, 1973). Empirical research i's also presented
showing both physiolog‘ical and exposure to stress studi;s
and changes in the Rosenzweig response (:ategori;es. In
utilizing various age groups _with different behavioral

makeups, the overall validity of the measure ‘seems beyond

doubt (Mirmow, 1952; Spache, 1956).

The Rorschach. The Rorschach technique is probably .

‘the most frequently used projective measure both in
psychodiagnostics and in clinically based experimentation.
Interpretation of the Rorschach is based heavily on the

theoretical concepts of both projection and perception.

Inferences are made about the personality organization of

s

,
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the subject by the interpretations he gives to. —"ambig.uous
ard indeterminate visual stimuli® (Piotrowsk{ 1974, p.1) .‘

.The Rorscﬁéch, despite it; vast 'popularity, has met
with criticism over its subjective interpretation, ‘and
questionable reliability and validity. Most attempts at
measuring either temporal consistency or clinical

validation using the most accepted experimental and

_ statistical techniques have yielded at best mixed results

and_ have raised numerous methodological arquments (Harris,
1977; Be:alzt:aer:gf 1977) . Bolzberg (1977) presents temporal
consistency results suygesting that test retest ‘of
Rorschach is more satisfactory over short p;eriods-of time
(i.e., one month) thanzt is over longer periods of time
(i,e._, 10 months). Ames et al., (1974) lpn;;itudinal results

seem to agree with this finding. Sﬁe concludes that the

greater the time interval between testings the less.

. v )
correlation between them. She also concludes that by age

eight Rordchach protocols appear to ;tabiiize quite a bit
with all but three of 16 scores reaching interage
correlations of at least .50. Most of the. correlations
fall within the .60 and .70 range. /t

Ames et al. (1974) also present quite strong construct
validity data. This is brought out in both general
developmental trends and in the age specific trends of. ﬁany
RSrscéhach scores. These preéented trends, ar_é very much in

line with an earlier longitudinal study by Levitt & Truumaa

"



(1972). The developmental trends of major Rorschach scores
found by both these studies suggest a conceptuaf

consistency in interpretation and the child's emerging

. personality organization.

Rorschach results will be presented _in two separate
fashions. First, .eacn' child's results wil; be presenﬁed in
protocol fashion. In this way the most frequently tabulatd
responses will be-_ presented for each testing period (i.e.,
number of responses, location score percent.a;;es, number of
determinant and qua-ntitative relationships).. Rorschach
results will also be presented.in acco:;dgnce with the
Developmental Rorschach Rating Scale developed by.Mook
(1977). The scale -consiSts of nine separate five point
scales which assess three broad dimensions of the child's
functioning; cognitive integration, emotional and affective
integration,, and persona_lization. The Developmental
Rorschach Rating Scale offers many pc.:sitive' Eeatures' for
this study. It provides an easier classification system by
which the "protocols can be scored by independentl raters.
1t also offers a guantifiable system from which the
projective material ca;z be compared from testing to
testing.

Selection of Subjects

Initialli[, eight children were chosen to partake in
the present study. All eight children were chosen from the

" population that existed at ‘the Child Study Centre, -



" University of Ottawa. Each of the children, in-turn, had,

to meet six specific criteria to be included in the 'study,
namely: a definition criterion; a discrepancy criteﬁan;. a
behaviorial criterion; APP criterion; a nedrological
criterioh; and an approval criterion.
'1. Definition Cri‘ter.ionﬁ All children had to meet the
criteria of definition presented ear-:lier in’ t.h::Ls thesis.
2. Discrepancy Criterion: A sufficient diécr'eﬁancy had to
exist between the child's learning potential and his actual
achievement. For this requirement, Myklebust's (1968)
learning quotient was employed. The derivation of the
child‘s learning guotient begihs with the establishment of
his expectancy age. This i§ found by using the following
formula: i~y

Mental ‘Age + Life Age + Grade age = Expectancy Age

3. :
In the above formula, mental age is represented by the
higher of the child's verbal or performance I;Q. It is

felt that such a score is a better indication of the

child's potential. Life age is incorporated into the

formula as a reflection of physiological maturity. It is
represented by the child's age in years and months. Grade
.age is included in the formula as -an indicator of

opportunity for formalized learning. Grade age is

represented by the theoretical mean age of children within

a given grade. For this score,. the :table in use at:the
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Ottawa Separate School System based on current grade
placement was used. |

The child's actual achievement age is then found by
averaging achievement tests 'resul‘ts,‘ (i.e. insEance WRAT
reading,-spel-ling and arithimetic and Gates ‘McGinitie

vocabuiary and comprehension scores), and converting this

mean achievement to age norms. This achievement age score

" .1is then divided by the expectancy age score yielding the

Learning Quotient. A leéming quotient of 89 or below is
considered leaminé disabled. '

3. Behavioral Criterion: The-child must have been Judged
dyslexic by an objective'behavioral rating scale. For this
Sriteria, the Pupil i;i‘a‘ting Scale (PRS) (Myklebust, 1971)
was us';ed. The scafle, is a screening devise:'d;;j.ed for the
diagnosis of learning d_i.s.ability. It covers five separate
areas of behavior (auditory CO:&prehension; spoken language,
‘social orientation, motor coordinatior;,- and perscnal~social
behavior), not directly related to academic 'performance.
The child's individual teacher rates the child along these

lines and his total score must fall below a ‘specific cut

A}

off score. The Myklebust scale was chosen as a screening:
. .‘ ". 0

devise for a number of reasons. First, teachérs have been .

found to be ext_ramely_ accurate predictors of academic

performance. Second, the scale has been subje'cte-d‘ to a

wide range of ‘experimental study .and has proven itself
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valid and’ reliable (Bryan & HMcGrady, 1972; Calligan, 1977;
Pihl & Nagy, iQQO).

The.éeséarch 1s in agreement that a cutoff score of
70 out of 120 on the PRS is the best criteria.
4, AP? Criterion: The child had to meet-the‘three—nronged
cfiteria established by Dr. Tomatis for dyslexia; a) 2
listening test, b) audio-vocal laterality, aﬁd c) a semi-
structured interview by Dr. Tomatis himself. ' -
a)- The Tomatis Listening Test (TLT)- The TLT is a-diagnostic
measure>used in the Tomatis method to evaluate the subjects
listening skills. Tomatis distinguishes this from the
subjects hearing skills. As Tomatis defines the task, it
is one used to measure the aéagtive régdiness level ‘of the ‘
versons a@ditory”system, rather'then the sensorial
notential of his hearing é;éhanism.

To administer the TLT a standard audiometér is used.
Both ears are tested for air qondubtion using headphones
and for bone conduction-utilizing.a mastoid vibrator.
Pure tonés are nresented for the alr conduction test,
octave 5& oétave beginning with 82300 Hertz (Hz), and
proceediﬁg down the spectrum fo 6000,4000,3000,2000,1500, -
. 1000,750,500, and250 Hz. For each tone presented, the |
nrocedure Segins at the fainggét level, -20decibels (db), v
and vériés by'nlﬁs five 65'3 for® every presentation.” .This
continues ﬁntil the subject indicates (by raising their hand)

. ! . €
that the tone has been heard. This procedure is reneated

-

for every tone presented and threshold levels are recorded
¥ . ‘ .
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- standard audiometric grid. Only the subjects earliest

perceﬁtion of the tone is recorded.
For the air conduction portion of the TLT the righgil
ear is tested first followed by the left. The cufue
obtained for each ear is presented on the grid as a
continuous line with the right ear curve'pres%ntea on ..
the left ;ide and left ear gurve on the.right si&é.ﬁ
fhe'air conduction -vortion of the TLT isifollpwed.
by'the bone conduction measurement. As in the air con-
duction measurement, tcnes apé'presented singly fgbm
faintest to'higﬂest db in increments of +5 db, until
recognition is indicated. Unlike the air conduction,
the subject is asked te raise the hand that matches the
sf@e on which the sound is presented. He is asked to
raise both hands if the sound either cannot be localized
or is perceived between both ears. If the subject hears

the sound on the colateral side of presentation, or if "

he cannot locate the origin of the sound, a spatialization

G

error 1is recarded for that varticular sound frequercy.
These "spatialization srrors" are located on the grid by
the use of letters on the misnerceived frequencies. The
bone conduction cuwe is recorded on the grid by using a
dotted line (.see figure K ).

The final aspect of the TLT evalustion is that of
auéitory selectivity. To acromplish this test, the subject
is presented, via the air conduction, two successive tones .’

-

in descending order (i.e. 8000 and 6000). The subject is
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then asked *to indicate which of the two tones was of the
higher frequency}ikhe firstlor the-ézcondg ‘fhe fight ear
is tesfed first, with each set of twé tones vresented in
deécending order (i.e.BOOb and 6000 hz. followed by 6000
and 4000, followed by 4000 and 3000hz,etc.). The ear is
det?rmined to by closed within those frequency sets wﬂere
the correct'discrimination is not made. These errors in
the subjects auditory'discriminatién are indicated on fhe
gri® by slanted lines w%fhin those missed frequency vpairs.
The interpretation of the TLT is a complex.a;d highly-

spepulative_diggnostic procedure which will only be outlined
briefly here. The reader is referred to Tomatis' writings
(Tomatis, 1973) for more detailed descriptions. According
to Tomatis, the ideal air conduction curve should aécend
from the lower frequencies with a slepe of 6 to 18db per
octave beginning at,+15 or +20 db at 125 hz. The curve
whould peak between 3000 and 4000hz and tgpef off between
aOQO and 8000hz. The bone conduction curve should follow
the same general pattern as the air but reside between .
5 and 10db below it. Tomatis calls this the ideal listening
curve { see figure J ). Tomatis infersefrom these listening
curves various aspects of the subjects nsychological
functioning. His interpretations range from statements about
the nature of the subjects physical and somatic probtlems
to the natﬁre of his p;rsgnality organization and ssychic-
functioning. As of yet no empiricalfevidence‘exists to either

-

supbort or refute these glaims. o s .
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Audioléterqmetry'Test (AIM)- Tomatis believes the .
ear is‘a better indicator of latefalii#tion thén‘the ‘
tradltlonal measures .of dlstal preference. The audio-
laterometer is a device useg to measure which ear o¢of the

child's fenc@ioning is sensorilly dominant. The audiolaterometef
is a simple'%wo channel émplifie? used'wi£h a microphone

and earphones that feed the chiid's voice bﬁck to hils ears.
Using this device, - it is possible to feed. edther the same
intensity of sound to both ears simultaneously or vary to

each ear as preferred. .

To begln this test the AIM is set to send the same
intensity of sound to both "ears. While the subgect resnonds'
to verdal qﬁestions. the amount of "sound 1nten81ty is varled
downward (by 10db) for the left ear until the examiner
perceives chaﬁgeé-in.the subjects voice,expression,faclal
features and posture. The examiner is érained to observe
these subtlities of change. As an examolb‘\lf the left ear
input has to be reduced tw1ce until these observatlonal

' changes are noticed, the strength of the left ear domination’
is calculated at +2. Right ear domination is determined by ‘
réversing the procedure. ’

Ll

According to APF theory, the score obtained on this’*
Drocedure is indicative of\ both the subjects auditd*v
dominance and his self-listening capacity. The results o*
this test are recorded on the audiometric sheet in a box )

-

:néxt,jo the ear which shows dominance ( figure J .

-
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Air Conduction Curve
-~ == Bone Conduction Curve

Figure J! Tomatis’ conception of an ideal listening curve-
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(¢) Behavioral and Relational Intepview: Tomatis cohduc.t,s‘ -

this interview in which he observes the child's organisinic
? 4 ’ ' . T,
attitude while he is engaged in-‘both dialogue and as a

listener. 1In the interview process, Dr. Tomatis seeks to

determine the child's attitude.toward communication. He

*

feels it is-possible to igdntify a dyslexic pos ure by
' ¢

observing the child in linguistic interactiorf. During the

first stage of the interviewing process, is evaluates
the child as a listening participant. Using facials
N P i o \
postural and motoric{cues, the child's involvement,
. Ve ‘

attention a.nd‘ energy level are all judged.

This is=#&1lowed by tne dialogue stage of the -

‘interview. Tomatis att'en-rpts to gauge the child's 'hea'xrir.xq,'
attitude by obseryélng how the child handles oral
expression. He places he—avy emphasis on how the child
holds ‘?gis‘bo'dy dx.;ring discourse (i.e:, tonus of .facial
muscles', lip movements, di‘stal synkinesias). " V‘I‘he
éifference between the child's listening énd speaking
attitud_es is seen as crucial in this evaluation.

y All of the perspective subjects underwent a listening

test, an audio-vocal laterality test and an interview

session with Dr. Tomatis. Both the threshold evaluation

and the selectivity test provi&e an indjication of the

child's- adaptive listening attitude laterality and

spatialization refer to the maturity and effectiveness of

the child's neurological organization. Taking all this
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information in total, Tomatis judges the extent of the
child's dysfunction.

5. Neurological Criteria: All children had to be judged

free from gross neurological involvement. For ‘this

criteria all wefe seen and tested by Dr. Trites, a 1_ocal
neuropsychologist in the Ottawa-Hull area.

6. Approval Criterion: Parental approval had to be
secﬁred from all t-he parents of the children involved..

Out of the initial eight chii!.d.ren five met all six
areas of criteria. The final five children were all boys
attending the Ch].ld study Centre's 12 month program. Three
of the boys were in the 7 to 8 year range while two were in
the 9 to 10 yea;: range. All came from English speaking
faml:.es, two were in the Child Study Centre res:.dence

during the investigative period.

Child §l--Ernest

Background Information

Ernest is the oldest of two children comifug from an

English speaking, high middle to upper class nome. Both of
Ernest's parents had gained a high degree of academic
su.ccess achieving qraduéte deérees. At the begihning of
our project he was 9.5. ;

Ernest was referred to the Child Study Centre school

and residence with a history of learning. difficulty.

Although he is a fairly bright child with a hiéh potedtial

for academic achievement his difficulty with formalized

817
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education.began in kindergarten. 1In this setting, at'age'
57 Ernest was described as lacking maturity and not yet
ready for first grade. He appeared to crave an enormous
amount of attention and direction becoming angry if he was
not given a le'adership-position.

Criterion Results

In relation to the six-pronged criteria ou.tlined,
Ermest's criterion results were as follows: -
L. Ernest fit the i te c_flefinition offered earlier in
this thesis. His' learn ::;b-lle;ls were gpt ;he rgsult of
either retardation, sensory handicap or severe emotional
problems. He had sufficdient opportunity for education énd
a specialized setting was chosen to deal with his learning
problems. o |
.2. Myklebust Learning Quotient;uAccording to ‘the
pre_viously described formulatiom, Ernest's expectancy age
was 10 years, 2 months. His actual achievemeﬁt age (mean
achievement'converted to age score via Ottawa Separate
School Board norms) was 8 years, 0 months leaving his
learning quotient score at .80. This is well below the
suggested cutoff score of .89.

3. - Pupil Rating Scale (PBRS): Ernest received a rating
score of 63 (which is below the accepted cutoff score of
70}. This meéns he*ﬁits‘the behavioral criteria for

dyslexia.



4. Audio-Psycho-Phonological Cr¥terion:

' {a) Tomatis Listening Test: (see figure A, p.113) Thé
listening test revealed that Ernest was not making adequate
use of his ]:istening and language ability. His J.i;s'.tening
skills were undifferentiated, as evidenced by closed
selectivity (right ear was completely closed, left ear was
,;:lose’d from 1000 hz. upwards), as.well as flat air

conduction curves in the -lower fz:équency levels {curves

- LS

should ascend). Aceording to Tomatis,,pro@é; listening
reveals.a parallel path for b;t:h air and bc;n;a conduction
curves. In Emesé's case, on both ears, the curves showed
little resemblance. On -both air curve's;i, there was a
" gradual dropoff-in the higher freguencies (3000-8000 hz).
Tomatis views this pneriomena as a lack :f energizing.
ca;;acit'y. Ernest exhibited only one spacializaton error
- (on the left ear at 1000 hz.).

(b) Audiolatercmetry: Results of this test showed a small
advantage of 1 for the left ear. According to Tomatis'
criteria, this is indicative that Ernest's right ' ear was
not his leading ear. ('I:he question of left hemispheré

lateraliization is thus raised.)

(c) Personal Interview: Ernest's distractability became

evident during his interview with Dr. Tomatis. He had

difficulty maintaining a steady flow in his conversational -

speech. Verbally, he was cautious and tentative.
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5. .ﬁrnest was Judged free from any gross neurologiéal
involvement in testing by a local neuro—péychologist.
6: Parents consented to remédiation via audio-psycho-
phonélogy. ‘ T

Child g#2—Andrew

Backyground Information

Andrew was an attgéctive, fair haired and skinned,
stocky child. At the beginning of the baseline period he
was 7-years, 9 months old. On first impression, Andrew
presents himself as mature, almost adultish in his

~conversation but serious and lacking animation in

expression. He appeared to be more comfortable in the
presence of adults than his peer group, tending to shy away
from interaction.

Andrew is the second oldest of four children in a

fairly comfortable upper middle class family. Both parents

achieved professional degrees although mother only worked

occasionally. The oldest child in the family, Andrew's

senior by one and a half years, presépted serious
behavioral difficulties eventually leading to residential
Placement at the Child Study Centre. Both parents appeared
genuinely concerned about their children, although they
appearéd easily overwhelmed by difficult situations in
.Eanagement. Man? of their statéﬁents appeared
contradictoery in regards te both their children's

behavioral patterns and their management technigues,
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Criterion Results ' .l

In relation to the six pronged criterion outlined

previocusly, Andrew's criterion results were as follows:

1. Andrew fit the composite definition offered‘earlier.

His learning problems were not the result of either

retardation, sensory handicap or severe emotional problems.

He was afforded ample opportunity for fgrmalized learning
. v

and "his disability was judged severe enough that a

specialized educational placement was needed.

2. Mzklebust Learning Quotient: Andrew's expectancy age
came out to 8.4. . His achievement age tested od; at a 7.4
level, leaving his learning quotient at .86. This is below
the cut;ff criteria,levgl of .89,

3. Pupii Rating'Scalé (PBRS) : Andrew received a rating of
68 which falls béi;w the ‘accepted cutoff score of 70. This
indicates that he fits the accepted behavioral criteria for
dyslexia.

4. APP Criterion:

fa)'Listening Test: (éee figure B.plS3) Andrew's listening

-

test showed many signs of poor listening and communicative

cability. First, selectivity was almost completely .closed

on both ears. (Tomatis views this as indicative of a
turned off stance in relation to milieu). Second, both

bone conduction curves were flat and well above the air

-curves (Tamatis indicates that proper auditory functioning

Will reveal air and bone curves in congruence with the air

9l
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slightly higher). Third,. spacialization errors existed on
both ee;rs (on the right ear at 3000 hz. and on the 'left at
1000 and 4000 hzs.). '

(b) Audiolaterometry: This Eest showed a 1.5 advantage to
the left ear which is indicative of inefficient
functioning. |

(c) Personal Interview: * During the interview with Dr.
Tomatis, Andrew exhibited much restless behavior. He tired
easily in one to one f_:onveréation and there was evidence of

-~

motoric synkinesis duriﬂg his verbal responses. Tomatis
interpreted his interview and listening test as showing
mixed laterality and a poorr body image. His dynamic
interpretation of the listening test showed Andrew as
having difficulty relating to his mother. He was both
fearful and dependent and was uneasy in all social
contacts. When this is combined with dificient listing and
motoric skills, Dr. Tomatis agreed Andrew wgi afayslexic

child.

5. Andrew was judged clear of any gross neurological
damage by a local neuro-psycholoéi'st.

6. Parenﬁs consénted to remediation via APP.

Child §3—Brian

Background Information

Brian was 2 Stocky child who at the beginning of
baseline was 7 years, ll months. One received the initial

J:.mpression that he was quite shy around adults, as he would

%
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lower his head when speaking, ra:.;ely looking you in the
eye. it was also quite evident' that his communication’

. skills were poor, as he would fumble over words and had
difficulty bringing out his point of view. This situation
was quite different when Bri_a'g was involved in free play
with péers where he would run and shout with seemingly
endless energy. In this milieu, he was totally engaged in
whatever the group was doing.

Brian is the middle child in a family group of five
childre:.rr'. He ha_s only one sister,‘ one year his senior.
His father.' is a physician who between his arduous work
schedule and retiring temperament does not spend much time
with any of the children. Brian's mother is a full time
homemaker who handles the disciplining of all the children. -
-Brian's brother (three years his senior) also had a history
of learninghproblems and according to parents, it was not
noticed J'Tn school‘until he was 8 years old.

Criterion Results

l. Brian met all previous criterion lis“ted in the
.composite definition. His learning problems were not the
‘result of either retardation, sensory handicap or severe
emotional problems. He was afforded ample opportunity for
formalized learning, and his disability was judged severe
enough that.a specialized educc;ltional placement was

needed.
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2. Mykiebust Learning Quotient: By the formula presented
earlier, Brian achievéd an expectancy age of 8.7 years anq
his achievement age was 6,11 years. Thig yielded ;
learning quotient of .80 thch.is Qell below the cutoff
score of .89, ) .

3. Pupil Rating Scale {PBRS): Brian received a global
score of 66, this being below the accepted cutoff score of
70 classified him appropriate for this study.

4. APP Criterion:

(2) Listening Test: (see figure C.pl93 ) According to the
criteria set by Dr. Tomatis, results of Brian's listening
test shows severe difficulty in communication. Selectivity '
on both ears was fairly closed and bone conduction was
consistently above the air curve. Both lower frequency’;ir
curves were not ascending and there existed spacialization
errorﬁ on both ears.

(b) Audiolatercmetry: Brian's left ear shbwed an advantage
of 1.5 leaving Dr. Tomatis to conclude that auditory
" laterality was éoonly established.

(c) Qersonéf Interview: Dr. Tomatis was struck by a number
§f features ;f his talk with Brian. His voice was both
monotone and had a low pitch; his speech was very concrete,
and in general very passiv-e; and nis posture was slumped
and apathetic. All these factors led Dr. Tomatis to

conclude Brian was severely dyslexic.



S. Brian was judged free from any gross neurological
deficits by a lécal'neuro-_psychologist.
6. Parents agreed to remediation via APP. Vel

'CHILD $4-—CHARLES

/_,_.n.._..—-/ . . ) -
. Background Information Q
Charles was a thin, fragile looking boy, who at \e

Beginning of the bad® ine period was 7 years, 9 months old.

Initially one gets the impression that Charles preferred
his own play to any interchanges with éither peers ’or‘
adults. He was very ret:.icént when-one tried to engage
him in conversation. . On the playground he was very. much on
the perimeter of activities. He appeared to not know how
to approach other children hense his clumsy attempts were
usually met with rejecticn by his classmates (qui;:e often
he would try to get attention by instigating or teasing).
Charles was the only child of rurally based parents.
They prided themselves on their families self-sufficiency,
both socially and economically. He was exposed to few
. children at home (owing to the families life style) and
spentlmostl of his time entertaining himself. Charles’
father worked part-time -teaching design in the commux}ity
but spent the major portion ¢f his timpe at hon{e. As a
" youngster he too had difficulty learning to read and was
told he was dyslexic. Charles' mother carried the major

financial and organizational aspects of family functioning.



Both parents prided themselves in their creativity and

their self taught skills. | '

Criterion Results

,l; Charles met previously st_ateq criterion for dyslexia.
His learning problems were not the result of either
retardation, sensory handicap or Ssevere -emotional

difficulty. He was afforded ample opportunity for

formalized learning, and his disability was judged severe

enough . that a specialized educational placement was needed.
2. Myklebust Learning Quotient: Charles' exp;actancy age
‘was figured at 8.2 while his achievement score was figu‘red
at 6.10. His learning quotignt was .85, below the .89
cutoff score.

3. Pupil Rating Scale (PBRS): Charles received a score of
67 out of a total score of 120 which falls below the cutoff
score of 70.

4. APP Criterion: |

(a) Listening Test Results: (see figureE, p.268) Dr.
Tomatis felt that Charles' listening test was positive,
- indicative of better than expected listening ability. He
was drawn to this conclusion by open selectivity, curves
that exhibited an ascending slant and only one
spacial_ization error. -

(b) Auc.’.:i.olatercmetry:~ Test results showed a left ear

dominance of 2. -

e
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 (¢) Personal Interview: Dr. Tomatis rated Charles' verbal

expression and posture both good. He felt Charles was
affectively secure but lacked exposure and self—d:.rectlon.
Because of 1lstengg test results, audiolaterometry and
interview he felt Charles was oriiy mildly dyslexic.

5. He was judged free from groos neurologicél involvement
by a local neuro—psy&hologist.

6. Parents agreed to APP remediation.

- ‘ Child §5—Darryl

Background Information

Darryl was a tall, black, 9 year old, who was living
in the.Child Study Centre residence oui‘ing the research
project. He gave one ther- initial impression of being a
very buoyant Chlld always having a sem:.—smle on his face.
He appeared to feel at ease with most people and got along
well with staff and st:uc:lerw.t:s...~ On closer obgervatlon, it
became obvious Darryl had difficolty maintaining his
attention on a su.bject for extended times. Although quite
sensitive to his environment, he was also impulsive,
leaoing whole heartedly into things without thinking. His
affect was actually fairly labile switching from laugh‘oer
td tears quit:.e easily. This was evident in both school and

residence and was "ufguaily the result of some limit being

‘imposed on his behavior.

Darryl was an adopted child living with his parents

since he was 15 months old. His natural parents were
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unmarrietzl, and because of familial pressure; his; natural
mother gave him up for adoption at 13 mdnt:hs.‘ (He s;;ent
t.\.e'c.a months in a foste'r home). His adoptive family '
consisted of three older girls, the oidest of which had her
own child out of wedlock and was residing with the parents.

Criterion Results

l. Darryl met all the expectations of the previously
'stated composite definitioﬁ._ His learning problems were
. not the result of either retardatlon, sensory handlcap or
severe emotional dlfflculty. He was offered ample
opportum.ty for formallzed learning and his disability was
judged severe enough that a speciali;ed educational
placement was needed.

2. myklebust Learning Quotient: Darryl received an
expectancy age of 9.5 years. When his mean achievement of
1.9 years-is converted to age his achievement age becomes
'7-.0. His learning quotient was figufed at .77 well below
the cutoff of .89. ‘

3. Pupil Behavior Rating Scale (PBRs),: Darryl's global
PBRS score of 65 places him- well below the expected cutclaff‘
of 70. | |
4.- APP Criterion: -
(a) Tomatis Listening Test: (see figure D, p230) 'Dar-ry_'l's ‘
listening test .showed some positive prognbétic signs, the
major one being the open selectivity. On the negative side

- both air and bone-conduction on both ears were flap and
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spacialization errors existed on botti ears. According to
Tomatls theorizing, flat curves are md:.cat:.ve of both
undifferentiated llscemng as well as a failure to properly
utilize incoming flow of energy. ‘

(b} Audiblaterometry: Darryl scored a +2 left ear
' agvantage.

(<) Personal Iﬁterview: Dr. Tomatis was struck by Darryl's
restless nature and h-."Ls flat voice. He felt that auditory
jateralization would help in increasing his self-awareness.
From all the information, Dr. Tomatis considered Darryl
dyslexic. ‘ .
5. Darryl was judged clear of any gross neurolog ical
_démagé by a lecal neuro-psychologist.
6. Darryl's parents agreed to remediation via APP..
Procedure ‘ | N
Out of the initial eight children chosen from the

pulatlon at the Child Sutdy Centre only five met all the

'spec1f1c criterion to be included in the study. One was '

1iminated for failind to meet the discrepancy crlterlon,.
one did not meet the neurological criterion and one did -nog. :
t the eﬁ:otional criterion. These five children received
ur per day of AFP at regularly scheduled times. It

should be noted that all children in the Child Study Centre |
School were invelved in individualized education Vand
planning. Most received varying forms of co-curricular

activities, ‘including: music and art therapy, psSycho-motor



training,, individualized reading, APP training and various

forms of psychotherapeutic involvement. The human contact

that these children .received was not in excess of most of
the CSC population. . : ‘m\

As prev::.ohsly mentioned in the t:heoretic;al portion of
this thesis the audio-psycho-phonology remedial program is
a three step process: (a) 'éassive listening &filter'ed
spunds), (b) ac:;ive performing, and (c) training. ,

l. Passive Listening (filtered sounds): The gdal of this
first stage in the ré-education of the dyslexi& child is a
reawakenj.ng-of the desire for cominunicaéion within his
relational environment. This is accomplished by soni‘cally
simulating his pre-natal environmen-t through filtering‘ his
maternal voice. Remedial sessions during all three stages
of audio—psycho—phonology lasted one hour‘:"; déy (£ive days_
a week). During this first s'q:agi the child listens t‘O'F:l
half hour tape of filtered ,mat(e'mal véice and a half hour
of filtered high frequency music. (Adopted children as
well as children with maternal voices too low to be

filtered listen to one hour of music) . -

Progress during this stage is monitored after every 30

sessions via audio-metrics. The decision that_fhe child is -

ready to proceed to stage 2 (active performing) is
determined by positive change in threshold levels and the
opening of selectivity on the listening test. With the

opening of selectivity the abiild proceeds to the sonic

Vg
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birth substage which entails a gradual lowering of the

maternal voice until the child can identify it. .

2. The Performance Stage: This stage is marked by more

'.active" participation by the child in the remedial
process. The hour remedial sessions are brokén down into
half hour listening to filtered high frequency n-lusic and
half hour repeating (with immediate feedback via
headphones) of sibilant tapes. The sibilant tapes are
broken down into progressivély filtered sessions. The
child will begin with the least filtered tape and progress
daily upwards. Progress is recorded and monitored via
audiometrics. '
3. The Final Trairiing Stage: DQuring this stage the child
listens to alternating sessions of: (a) filtered music,
(b) Gregorian chanting, and (¢) reading (reading 1s not a
tape per se but the child reads into the electronic ear
+ recejving immediate feedback from his auditory-articulation
loop) . |

For the five children involvgd'in the re-education
there were four professionals involved in the remedial
programaing (three Ph.D students and one technician--all
will be referred to~as program assistants). The children
were randomly assigned to one of the four program
assistants.. Each program assistant #&s responsible for
instituting the épecific program for each child and

monitoring behavioral progress. The group of four met once

«1
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~ a week to discuss any issues that were brought up (i.e.,
parental c@laints, behavioral changes, audiometric cl'éhge
and progr'am alterations). |

The battery qﬁ; pgycho—sacial/personality rﬂeasurés was
. presented to each child in a one-to—one testing situation
(the only exception to this was 'administrati_on of CPQ which
was presented in a éroup situation). The average test_j.ng
session lasted approximately one hour and Qere.done.fat
prearranged times during the school day. All tests were

' administered by the investigator.

The CBRS was filled out by teachers and parents twice .

during the baseline period and every two months thereaftir. _

The child's teacher was aﬁkec} to £fill out three of the
adjustment areas {social adjustbmt, self-adjustment, ;nd
school adjustment). Parents were asked to fill out the
scale togei:her.and scored only two afijustment areas (social
adjustment and self-adjustment).,

'. The Inferred Self Concept Scale was filled out by the
child's teacher twice during the baseline ‘period ‘and every
" two months ther_eafter.

The SEI was administered twice during the baseline
period and at two mnr'lh intervalé thereafter. Because of

the poor reading and concentrative skills of the subjects

the statements were read to the child and he answered "like

me® or "unlike me".
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Administration of the Rosenzweig Picture-E;rustration
test was aiso altered because of rea"ding levels.
Statements were read to the child_' and his responses
recorded by the examiner. The Rosenzweig was édministered
to all children twice during the baseline and at two month
intervals thereafter. It was ipitially scored by two
independent scorers, both with experience using the test,
according to the outline preéented in the scoring manual
(Rosenzweig et al., 1948). The discrepant scores were then
given to a third scorer to decide the corregt score in
relation to the resp.onse. |

The CPQ was administered-to all five children in a
group, twice during the baseline period, once five months
into remediation{, once at. the end of remediation and then
at the end of the followup period. Que.;.;tions were read to
the children and they separately filled out the scoring
sheets. Questions measuring factor B (intelligence) were
not given.

. The Rorschach was administered to all children
- individually according ﬁo instructions suggested by Klopfer
(1956) . It was administered to all children .t:wice during
the baseline, once five months into the study, at the end
of the APP intervention and at the end of the followup

period. The Rorschach was scored in accordance with the

Developmental Rorschach Rating Scale developed by Mook -
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(1977). It;.aas scored Dy two independent raters with Dr.
Mook deciding all discrepant scores.

| In summary, out of the eight initial child_ren-; only
five met all six criterion for .inclusion in this research.
Each of these five children was subjected to a 10 month APP
remedial. intervé'xtion with a two month baseline period and
a two month followup. Besides being tested for académic
improvement during this period, each child received a
series of psycho-social/p;rsonality measures to judge what

effect the remedial process had on specific identified

variables. The following chapter, Presentation of Results

is organized around the four research expectations. Each

child's results will be presented individually in the

followin_g order: brief outline of individualized APP

-

program; criterion results; how significant others view the

child; how the child views himself; the child's personality

traits and &ymamic organization; and finally a summary of.

' »
psycho-social results. At the end of the results, section,

an overall summary will be presented.
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Table I
Academic and Criterion Score for all Five
Boys at the Beginning of Baseline

Child ‘
. - ®

Ernest Andrew Brian Charles Darryl
Age 9.5 ) 7.9 7.11 7.9 9.3
WISCR
Verbal IQ 102 . 109 101 112 . 108
Performance IQ 131 o123 ‘ 131 114 111
Full Scale IQ 118 118 117 114 110
WRAT -
Reading 2.8 2.1 1.9 1.7 1.8
Spelling 2.2 1.6 1.3 1.4 1.8
Arithmetic 3.9 2.2 2.2 1.9 2.6
Gater-McGinitie
Vocabulary 3.5 . 2.6 1.9 2.0 1.9
Comprehension 2.8 1.7 1.5 1.5 1.4
Composite
Academic Index 2.9 2.0 1.8 1.7 1.9
PBRS '
Verbal 23 - 29 23 31 23
Non—-Verbal 40 39 43 36 - .42
Total 63 ' 68 66 67 65
Learning '
Quotient 80 - 86 80 85 77

a All scores are in grade equivalents by year and month

b Total PBRS score is out of a poss:ble 120 with 70 being the accepted
- cutoff for learning disabilities.

¢ The learning quotient cutoff score for fearning disabiliwies is 89.

-]



Table II
Testing Schedule for Each Child

Followup
Baseline Period Remedial Period Period
Test 12/75 2/76 4/76 6&/76 71/76 8/76 10/76 12/76 2/77
Academic Tests
WRAT X X X X X X X X
Gates X X X X X X X X

Rofdchach X

Rosenzweig X

SEI

CPQ
Inferred
Self
Concept
CBRS

Teachers

Parents

>~
>
=
>~

X X X X X X X

X X X X X X X X

X X ' X X X
=

X X X X X X X X

X X: X X X X X X
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e _ Chapter III

Presentation of Results
.‘ R

4

.This q&f_thﬂ ml], oe orgamzed around the four stated researchr
exﬁecr.atzxor_ss. Results will be presented 1nd1v1dually for each of
the five chiidren who 'partrc1pa_ted in this study. - After a brief
outliee of the APP program and the criterion and dcademid results,

the four areas under study will.be preisentea". " These areas, which

are generalizatidns and corresponding to.the four specific research’

expectations, are as follows. how signifi:carit others view the child
{research expectatlon 31); -how the child views hlmself (researcn
expectation §2); how the ch:.ld copes w1th- frustratlon,s (research
expectation #3); and the child's dynamlc personal:.ty orgamzatlon

(research expectation #4).

. .
/-
Because various tests utilized different measurement ‘intervals,

it was decided, to convert these measures to a standard interval

' scale, with a range from 0-100, and a norm of 50. Therefore, many

of the presented figures will ﬁave two vertical axes. The first
represents mé original testing interval, and the second represents
‘the standard interval.

For the afore mentioned standard scale, the following

>

definitions of change were. decided upon:

1. étabilitz—two successive points on the horizontal axis will :

be considered stable if a minimal change of 0-5 units on the

vertical axis nas occurred.

2. Small Change—-a small change would be considered to have
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occurred, if tne change between two successive peints on the
horizontal axis was between 5 & 10 units on the vertical axis.

3. Moderate Change—a moderate change would be considered to

have occurred, if the change between 2 successive points on the
horizontal axis, was between 10 & 20 units on the vertical axis.,

4. Marked Change-if a change of 20 units or more on the

vertical axis occurred, between two successive points on the
horizontal axis, a marked change was considered to have taken pléce-.
5. A Spurt-a spurt will have occurred if a-smalk, mederate d'_g

marked increase then decrease in slope within three successive

assessments has taken place.

6. A Dip-a dip has occurred if a small, moderate or marked

dec'rease then increase in slope within three successive assessments
has taken place. \ =

7. Variable-the slope of a line will be cohsidered variable if
it exhibits small, moderate or marked changes or the vertical axis,
accompanied by either alternating spurts or dips over the majority
of the horizontal axis.

Results will also be viewed visually for trend analysis (see
figure F) as follows: -

l. Change in trend-if the slope of the line on the horizontal

-

axis exhibits a different trend during intervention then was evident

during baseline, a change in trend is assumed. If baseline trend

rises and intervention trend exhibits a general downward slope, then
L

a negativé remedial effect is assumed. If baseline slope is

'descending and the intervention slope showg a general upward slope,

then a positive intervention effect is assumed.



-

- -

2. Change in level-if baseline scores exhibit stability, and

-

intervention scores rise or fall below that level by the end of
remediation, then the slope has exhibited a change in level.

3. Change in level of trend-if over the remedial period,'the

same trend is exhibited as during the baseliné period, but that
trend is either at a substantially higher or lower level, the.n a
change in level of trend is Sssmxed to have occureed. -

In summary, each child's irldit.;idual presentation will consist
of four .separate sections, each of which will be concluded by the
research expectation pértinent to tiat section. Eacﬁ child's
presentation will be "s.'mrmarized by the general research expectation,
which will follow the four séctiqns'.

Results. will be presented on a staﬁda\)rd interval scale with

change on that scale defined by a small, moderate or marked

variation. Visual trend anélysis consisting -of three different

.types, will alse be commented on when deemed pertinent.

Child gl-Ernest

. - APP Remedial Progyraming

As already mentioned, the APP remedial program consists of

three pnases; the passive phasé, the performing stage and the
training stage. As recommended-by Dr. Tomatis, the passive phase of

filtered Sounds took up the most time‘inﬂErnest's reﬁédi_al
.o - ' . -
programming. It consisted of 120 half hour sessions, the majority

-

of which was the filtered mother's voice "(the first 10 sessions was
filtered music). This period lasted from the beginniny of
intervention in early Pebruary until the middle of May. At that

T -
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time it wa.s deemed appropriate to begin the sonic birth subphase.
(This decisior; is determined by the listening test results. Sonic
birth is usually initiated with the opemng of selectivity). The
~ sonic birth was accomplished in one sessmn as Ernest ea511y

-

recognized his unfiltered mother's voice.

The performing s:tage was introduced and Ernest spent 70 half
nour.sessions in practicing articulation exercises on progressively
filtereé‘ tapes. This phase of remediation lasted for two months

from mid May to mid July.

The trainix\g phase began in mid July and lasted until the end .

of the lnterventlon phase 1n late November. It involvea 115
alternating sessions of reading and f:.lt.ered muste. Gradual
rermination began in October,. when the five day a week séssions were
reduced to three days a week.

Criterion Results . , -

Before the beginning of remediation, Ernest"s learning quotient '

LS

was. 80, nme points below the cutoff for learning disability. After
APP ra_nedlatlon, thl_S score rose to 87. Although this is st:.ll
suggestive of a learning disability; the rise in score would suggest
a lessening of severity., S *

Behaviorally, the Pupil Rati'ngAScale showed a rise over
| remediation above the cutoff 'score for learning disability. Before
remediation: Ernest's ratiné;‘ on this scale was 65. After. the APPE
re—education,-his score rose above ‘the‘cutoff score of 70 to 72.
For this criteria, Emmest would no long‘er be conéidgred learning

disabled...

i



. Table #3
Ernest [ Academ:.c Testing Results for
Baseline, APP and Followup Periods

- Scoring Periods

3all scores are in grade equivalents by year and month.

'bHighest score is out of 120,

.Disability.

Test Baseline Period APP Remed:.al Period Followup Period
12/75 2/76 4/76 6/16 8/76 10/76 12/76 2/77
W.I.S.C.~R.. . - ;.
Verbal I.Q. 102 115 -
Performance
I.Q. 131 136 °
Full Scale :
I.3. 118 128
W.R.A.T..
Reading 2.8 2.7 3.0 3.8 4.1 4.6 - 5.6 5,72
Spelling 2.2 2.7 2.3 2.7 r3.5 3.5 3.5 3.7
- .. Arithmetic 3.8 3.9 4.5 5.0 5.0 4.5 4.7 4.7
Gates—ncﬁlnltle . ,
Vocabulary 3.5 3.7 4.4 4.3 4.6 3.9 4.7 5.8
" Comprehen— ot
sion ~—28 3.4 4.7 3.6 3.4 4.1 5.4 4.4
Composite Academic _ .
Index - 2.9 3.1 3.6 3.7 3.8 4.0 4.5 4.¢6
P.B.R.S. T
Verbal 23 24 28 ‘
Non—-Verbal 40 41 44 -
. Total . 63 65 72D
Learning
Quotient .80 .87¢
W

with 70 being the cutoff for Learning

Cutoff score for Learnmg D:.sabz.l:.ty is .89.
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DIAGONAL _LINES .ARE INDIATIVE OF THOSE v
FREQUENCIES WHERE AUDITORY SELECTIVITY WAS

' CLOSED, AS MEASURED BY AUDITORY DISCRIMINATION -
(TOMATIS 1978) j :

THE NUMBER. WITHIN SIDE THE BOX INDICATES THE
STRENGTH OF AUDIOLATEROMETRY (TOMATIS
LATERALIZATION TEST) o

A LETTER WITHIN GRAPH INDICATES SPECIALIZATION
ERROR . |

BONE CONDUCTION CURVE

AIR CONDUCTION CURVE -

FIGURE -A-TOMATIS LISTENING TEST —CHILD# . ERNEST.
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Ernest's audiometric and laterality results over the course of
remediation are quite positive (see figure A). Selectivity opened,
and he lost his only spacialization errof. grmest's air conduction
curve rose in the higher frequencies, which Tomatis as.c'ribes to a
more ‘efficient energizing use of his ability. Before the remt;dial
process, audiolaterometry shnowed a slight advantage of 1 for hi.s
left ear. - After APP Ernest showed a strong right ear advantage of
2.5.

In look}mg at Ernest_'s composite academic index, it can be. Seen
that he gained 1 year -and 4 months over the 10 month intervention.
Over the baseline period this score also rose'bu—t only by two

months. This would indicate a change inh level of trend over the

remedial period. Over the two month follow-Up period this index

rose by only one"mqnth possibly indicative of a slowdown in his

»

progress. P -

—

How significant others view the child

{ < ; '
L\;\_ Figure 1 represents.Ernest's adjustment ratings as seen by his

teacher. After remaining stable dur'ing the ba'seline period (quite a
bit below the average'adjl.st_ment range,} Ernest's self adjustmer;t
rating snowed a moderate rise after two months of intervention. [t
then spurted bet'-ieen;the fourth and sixth‘ assessment periods,
reaching the average raﬁgé .by-pe.riod 5. It then showeld a marked
rise by period 7, the end of the APP remediation phase,' returning to

the lower end of the average adjustment range, Ernest’s rating

+ remained fairly stable over thé followup period, showing only a

minimal gain. In comparison to the baseline period, this scale
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exhibited a marked change‘iri level over the interventi.on and
followup periods. '

‘Ernest's school adjustment scale remained fairly stable, quite
a bit below the averagé adjustment .r.ar.lge, over the first three
assessment periods. It then showed a marked rise over the next two
scoring periods, reaching the average range. This adjusément score
exhibitgd a small dip between periods 5 and 7 ending the
intervention period just below the a‘v‘grage range. Over the followup
period, this adju:_%tment scale shé:we;d a small decline. In comparison
to the baseline per‘iod, Erngst's school adjustment exnhibited a,"
change in level over the intervention period. -

Unlike the above two adjustment scales, Ernest's social
adjt.istmént rating shbwed a marked decline during "t:hta:L baseline
period, falling from just below thé average range. It rebounded to
'wi;hin the average adjustment range‘ by the fourth aé.sessment period.
This adjustment rating also showed a moderate dip between peric-ads 5
and 7, but rose to within the average adjustment- fange by the end of
intervention and iﬁto thé followup period.

It is interesting to note ;:.hat all three adjustment scales
showed a dip during the sixth assessment per‘iod. This peridd
corresponds roughly to two events that miyat have affected tnis
rating. First, Ernest had a new teacher during this time. Although
she was familiar with him, this wignt have added to the decl.:Lne.
Second, Ernest left the Child Study Centre residence during this
time. This chamye cfhight a.lso'have been part of the decline.

Figure 2 represents Ernest's parental rating of his self and
qﬂ
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his self adjustment as being fairly stable, within the low average

P

range. This w?s_followed'by a mod-erate dip in slope between
assessment periods 2 and 4, and a small decline until period.GI, when
the score levelled off. It remained fairly stable, slightly below
the average range;- until the end of tne —study. This adjustment
score showed a small ciownyard change in level over the remedial
period. |

Ernest's social adjustment, as rated ‘tlay his parents, exhibited
a small rise during the baseline period, almost reachiny the average

—

adjustment range, but fell moderately during the first two months of '

intervention. Tnis rating remained fairly stable until there was a

swall dip between the 5th, and 7th as_sgssment period. This score
_ remained fairly stable during the Followup period.

It is interesting to note the discrepancy in rating, especially
at the beginning of the study, between Ernest's teacher's evaluation
of his adjust:ﬁent and his parents evaluation, using the same scale.

- hY
whereas his parents noticed a small downward trend for both areas,

his teacher saw fairly dramatic imprévement, especially in the self -

and school adjustment areas.

Teacher ratings of Emest's inferred self conceét -(see figure
3), remained stable dur-ing b-aseline well ‘below tne. mean score for
. his age, exhiBiting only a minimal downward trend. This rating
showed a marked rise by as,séssment period 5, then dipioed bet'n;een
periods 5 and 7, reachingbto just below the means score by the end

‘of intervention. It remained stable over the folloying period,

falling off only minimally.

118

{Ir’_‘



s .

180 + 100+

e———» SELF CONCEPT LEVEL

165 + 90+ - | ———2 MEAN INFERRED CONCEPT
" : ¢ LEVEL
150 + 80+
0 .
=135 + 70+
<l
|*
120 + 6Q- 2
’—
a
w105 L 50
=z
5 |
90 +- 40 -
L.
g
»n 75 + 30+ - -
o
x 60 1T 204
a
i ’ )
U
Z 45 1 10T o
30 b
I 2 3 4 -5 6 1 8
ASSESSMENT PERIOD
KEY ~

‘BASELINE PERIOD
1 DECEMBER 1975
2 FEBRUARY 1976

APP REMEDIAL PERIQD
3 APRIL 1976

4 JUNE 1976 .

5 AUGUST 1976

6 OCTOBER 1976
- 7 DECEMBER 1976
FOLLOW-UP PERIOD

8 FEBRUARY 1977

’ FIGURE 3: ERNEST'S INFERRED SELF CONCEPT AS
MEASURED BY THE |INFERRED SELF CONCEPT SCALE.



—

The first specific resear:'ch expectation hypothesizes an-.upward
., change in the way significant others view the child's adjustment. -
: - . .

On the CBRS, teachers, saw a marked improvement in Ernest's
adjustment in at least two areas of functioning (self, and school).
Because of baseline trends, the improvement in these areés appear
related to the intervention. ‘Both_of these scales almost reached to
with the average range by the end of the intervention. The self
adjustment scale.continued rising over the follewup period. In the
area of self adjustment, his téacher appeared to notice a maturing
in Ermest's emotional control. During the baseline period, Ernest
exhibited many signs of what Stott (1971)..called the inconsequential
child. He was extremely moody,.often crying for no reason, and gave
one the impressjon of being a defeated child. The major change over
 the mtervenuon, appears to have been a reversal of trus attltude
toward one of more confidence and buoyancy.

In the area of school adjustment, Ernest's ratings during
+baseline appear to indicate an attention and motivational deficit
(i.e.-trouble keeping his mind on wolrk, extreme varii;tbility in
performance, and a maj-or problem in self expression). The upward
change in thése areas was quite dramatic over the remedial period.

His ratings suggest an improvement in both energy level and in his

ability ﬁo_ maintain task appropriate benaviors for longer periods of °

- time. .
The extreme variability in the ratings of Ernest's social

adjustment over tne baseline period could be indicative of his

emotional immaturity and moodiness. According to the ratings, the

swing within this period was related to nis peer interaction

120



patterns. He could become overtly agg'ressive when things didn't go
his way, which would result in rejection by classmates. Ernest

would compensate for this by playing with younger children with whon

he was more dominant., During the remedial period, his social

adjustment rating rose to within the average range. Ratings suggest
that his behavior was becoming both more age appropriate and more
acceptable to his peers. This facilitated his making wore friends

and keeping the friends he had. His rating also points to a gain in

his status within his peer group. This gain was improbable during

the baseline period, for Ernest could not remain within his group
for long enough stretches of time. " His social adjustment ra'ting
continued showing improvement over the followup period. ’

The overall improvement L-;.een by Ernest's teachers 'in his social
and self adjustment are in direct contrast‘ to his mother's rating of
these same areas.

The decline in ratings by parents of Ernest’'s’ self adjustment
over the remedial period was linked to his mother seeing him as
sulking, gettincj more nervous and excited about things and having
less acceptable personal values. She also saw his behavio:: as being
more cyclic in nature. Ratings did improve as far as Ernest's
sociability was concerned, as well as him having a thicker skin in
nis inreractions. ) .

50ciaily, Ernest's Mother also noticed a slight improvement in
Ernest's socially ac':ceptable behavior with peers, but this was

offset by his inability to keep friends, his declining abilities to

be agreeable in conversation, and his "show—off" type behavior.

g aial Aermmimm r
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;fxany yuestions are raised by the seemingly inconsistent ratings
of mother and teacher. - The llterature, in general, suggests that
the familial environment of the dyslexlc child fosters many of ms
behavioral patterns and that often relationships become emeshed
(Hall 1956, Athey 1966). A change in the child's behavior, even if
it is seen as positive by others, might be viewed negatively by lﬁs
family. When viewed in'this light, mother's self g‘nd social
adjustment ratings become more understandable in coumparison to
. teachers views. Ernest became more self initiating. This could be

upsetting home, prompting a rating reflecting his less acceptable
personal gies and his being less agreeable to q@li'al positions
T4 . .
in conve,{'sation. .

Results of Ernest's inferred self conceb; as ra;éd by his
teacners alsosho‘;ed a fairly strong improvement over the remedial
period. This rating suggests that Ernest was becoming better able
to judge the effé;tiVeness of his interactions and subsequently
exhibiting ino.re group oriented behavior. The -major changes in
teacner rating appéar to focus on Ernest's being. less fearful of
activities, more willing to state nis opinion and carry through with
his own ideas (i.e. independence) and more obje:tive in regards to
his own faults (i.e. ready to accept rightful blame). These results
are very much in line with the teacher rated CBRS.

The literature (Bryan 1974, 1974a; Jacksen, 19—44;‘¢Kroni,lck 1976)
points to the dyslexic child's erroneous.conceg;tions cof his
environment, possibly due to inaccurate social fesdback. it is this
general” area, that the teacher ratlngs 1‘nd1ca;.e improvement for

Ernest. He appeared better able to assess his behavior in relation
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to his.peers émd, ﬂle;eby, . approach interpersonal situations, with
ore self confidence. The- relationship between this social facility
A , .
and academic motivations appears guite strong. = . _
In summary, tne spec:.f:.c research expectat:.on wh:.ch
hypothethized a positive change in t.ne way s:.gnlflcant ‘others view
the child's self and social adjustment is confirmed with
reservation. The \issue_ of maternal objégtivity in behavioral
measurement ranéins' the complicating factor. -

-

. How t:he cn:l.ld views hlmself

L

All of Ernest's scores on the Self Esteem Inventory showed at
least mde\rate variability during the baseline perlod. During the
first assesénent period all of his esteem scorés, except for h_i.-s
‘home-parental self esteem; were at least one standard deviation
above the nean range.

‘Ernest’s social self esteem (see figure 4) fell markedly during

the baselme period to ‘below the average range. it then showed two

per:.ocxs of moderate increase, followed by two periods of moderate"

decrease. Between assessment per:.ods 6 and 7 1 e to witnin the
ad

average range, and stayed at that level‘over the followup pericd.

Ernest's school self esteem showed a m\oderate spurt over the

first three assessment periods. After remaining stable for two

.perlods, it exhibited a marked decline to within the average range
by assessment priod 6. Between periods 6 and 8, this est¥em level
showed a moderate dip, finishing the study at a low'average level.

4

Unlike the preceeding two . scores, Ernest's home—parencal esteen
; > ) pa

4 o

began within the average range, and exhibited a marked rise over the

first three assessment periods. After stabilizing at this level for

e —————
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two months, it fell to below the mean range by assessment period 6.
It then spurted over the final three assessment periods, ending the
study, below the mean range. ' |
: 'In general, then, E:rnest s school self esteem showed m\ﬂ
change in level of trend between baseline and followup periocds.  His
home-parental esteem exhibited a slight and unstable chiange in trend
over the remediation. The extreme baseline variability in his
.social self esteem sSCQI® contaminates any po.ssible intervention
effects. ) | |
Ernest's general self esteem (see figure 5) Showed a marked
decline during the baseline period. This was followed by two ema_ll
dips, leaving its assessment level pericd 6, the same as assessment
period 2. It then exhibited a e:ﬁall rise over the last two months
of interventiaq, and reutained stable over the followup pez_:iocll.l |
Ernest's total self esteem showed ‘a m_arked decline during the
baseline period (see -figure 6)-. After remaining stabie for two
months, it showed a small increase between asses;-.ment perlods 3 and
4. This was followed by a moderate decline by period 6, and general
stabilicy, over the remainder of the study. |
The_second specific research expectation hypothesizes‘"that
there will be a positive shift in tiie way the child views his own
self mrth.
Ernest's total self esteem score, as measured by the Self
Esteem Invex;tory, was quite'high during the lE,bé.'..c_;eIl.J.ne-per:.od but
falling (82nd $ile to 62nd %lle) In comparisen to the low teacher

ratings for his self esteem, his high score mJ.gnt be seen as

e_xaggerated.- This high total score is mostly the result of an .



inflated school-academic self esteem score, a high average home—

parental self score and a high ‘'general ‘self esteem score. These

aggrardized scores appear to reflect elther Ernest’s 1neb111ty to

accurately measure hle performance; op, more probably, served as a
defense against tne true nature of his position. Coopersmith (1967)
terms.éﬁis‘occurance a defense .aginst devaluation that arises from
feelings of incompetence or powerlessness.

During the remedial period, home—parental and school academic
 esteem-scores-both reversed baseline trends aed fell to wiﬁhin an
average level. 'Ernest's total self esteem score also con;inued
falling, reaching the 5lst %ile by ehe end of APP.

Although these results are contrary to Ehe expected trend, they

are very much ih line with teacher CBRS ratimgs. Leary (1957), in

speaking of the different levels of personality organization, makes

‘the peint that an integrated structure reflects a congruence between

levels. 1Irn this case, Ernest's subjective. evaluation of* his
¥ X
academic, home and total self esteem levels were inconsistent with
the more objective teacher ratings. Over the course of
interventioh,'teacher ratings and Ernest's rating became more
comparable to each other as each-approached evaluation became more

realistically based, again reflective of a stronger ability to

assess h;mself in relation to otners. B
h.: . -

-In sunnary, tiie second spec;flc research expectation 1s only
partially accepted. For Ernest, a wore positive sense of self
entailed a lowering across levels of his se<lf esteem and a

‘restructuring of this referent system. Most of the changes suggest

-
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|
The Child%s ability to cope with frustration

that he was better able to ‘assess and realistically judge his

(=)

capabilities and limitations within his mileau.

As can be seen by Figures 7 through 9, all three %f Ernest's

. ' . . . s -
.direction of aggression scores (extrapunltﬁe\ness—E,

intropunitiveness—:[', and impunitiveneés-M) remained stable during
the baseline period; with E and M slightly above the norm and I
slightly bel'ow. E remained stable until it to'qrsa woderate, jump in
score between assessment periods 3 and 4 (see figure 7). It

remained at this level, until it showed a small.drop between

*

assessuent periods- 5 and 7. It agéin showed stability over the
followup period. Overall, there was a small rise in level of trend
during the course of the study. _ |
| Ermest's I score showed only miz:ximal vag‘iation over the entire
study (see figure 8). It remained at the same level during the
followup period and Ba;eline periods. V
After remaining stable durincj baseline, Ernest's M score
droppéd moderately between assessment periods 2 and :1 It th_fen
showed a small gain by period 6, and remained at that level through
tnhe followup period, sligfl't‘l_y below the mean (see figure 9). In

general, then, this score exhibited a small downward change in level

over remediation.

O

Unlike Ernmest's direction of aggression scores, his focus of "

agygression scores (obstacle dominance-0D, ego dominance-ED, and need
persistance-glP) all variea during the baseline period. His (D score

sk}owed a moderate decline during this period, falling to just above

the.normative mean score. It continued this moderate downward.
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trend, reaching its lowest point by assessment period 4 (see- figure
10). It showed a small gain between periods 4 and 5,-then remai:'led‘
stable below the mean score for the remainder of the study.
Ernest's ED score showed a small gaiﬁ' during the bageline
period, rising to just above the mean level (see figure 11). It
1eve}led off at thét point, until it spurted betwéen _assessment

periods 3 and 5, falling below the mean. It remained fairly stable

for the remainder of the study, showing only a minimal spurt between

periods 6 and 8.

as can be seen by Figure 12, Ernest'shNP score snoweé a small.
rise during baseline, wt:xich continued until period 3, leaving it
slightly above the mean. It then exhibited a small dip between
periods 3 and 5, and remained fairly stable,__ just above the mean,
‘for the remainder of the study. |
. It is of interest to note, that Ernest's direction of
aggression scores ren‘\ained relatively stable in comparison té his
focus of aggression ones.: This was especially clear during the
baseline period. ft d’.s also noteworthy that four of his scores
reached their extreme levels during assessment period 4; oD and M,
their low levels, and ED and E their higb levels. This appears to
suggest, that at this peried, Ernest gave the most aggressive
responses, and expressed his highest level of defensiveness. This
express‘ionl is also suggestivm‘aering of his willingness to
gloss over and deny the existance of Erustrating events.

The third specific researcn :e.xpectation postulates a change in
the way the child c:onceptué.lly handles frustrating e:_cperi_enc_:es with

an improvement in his reading ability.
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Table &

Ernest's Rosenzweig Responses’

Scale

Assessment Perlods

Read Norm

1 2 3 4 S5 & 7 8
. .Total Percentage Scores
Diregtion of aggression .
E* S50 S0 54 66 66 62 58. 58 54.9 46.0
I* 16 16 20 16 13 16 16 16 20.0 - 25.6
M* 33 33 25 16 21 25 25 25 26.2 28.5
“Focus of Aggression
m* 33 17 13 4 13 13 13 13 15.4  16.3
ED* S50 58 58 71 54 54 58 54 60.8 56.4
NP* 16 25 29 25 33 33 30 33 24.7 27.2
- ' Broken Down Response Patterns
Direction of Aggression
E
A-C* 9 7. 8 11 10 "9 9 9 6.3 5.9
.C-C* 3 5 5 5 6 6 5 5° - 7.3 6.9
I : - :
A-C 2 2 3 2 2 2.2 2 3.8 413
cC 2 2 2 2 1 1 2 2 1.8 1.7
M
2~-C 4 6 4 2. 3 4 4 4 4.0 3.7
c-C 4§ 2 2272 2 2 2 2.7 3.3
Focus of Aggression '
oD~ . _
- A-C 7 3 3 1.3 3 3 3 2.3 2.2
cC 1 1 0 0 0 0 0 O 1.9 1.8
ED _ : .
AC 5 6 5 8 5 S &€ 5 7.4 6.2
c-C 7 8 % 9 8 8 8 8 7.7 7.0
NP - )
A-C 3 6 7 6 7 7 6 7 4.4 *5.8
c-C l 0 0 0 1 1 1 1 2.3 - 3.1

Reading disability norms taken from Spache, 1957.
1857.

Normative scores taken from Spache,

E* - Extrapunitiveness
I* - Intropunitiveness
M* - Impunitiveness
OD*- (bstacle-Daminance
ED*- Ego—-Dominance

NP*- Need-Persistance

A-G* Adult-Child
C-C* Child-Child

-

Assessment Periods

Baseline Period
1-December 1975
2-February 1976

APP Remedial Period
3-April 1976
4-June 1976
S-August 1976
6—0October 1976
7-December 1976

Follow-up Period
§—February 1977

137



\ On the Rosenzweig B-F test, Ernest exhibited an- upward change
in level on extrapunitiveness-E; and a downward change in level on
impunitiveness-M. Both these c'nanges- were the results of change on
his adult-child pictures (see téble) . 'Moustakas (1953), in speaking
on the :therapeu'tic process in play therapy, talks about anger
gradually becoming more. differentiated- and focused over the ‘course

of therapy. The literature is sugyestive of the learning dlsabled _

or dyslexic Ch.lld exhlb:.tmg nore primative aggressive outbursts,

.usually directing anger felt toward parents either at himself, or at

the learning process (Harris, .1966; iemet et. al. 1973; and mcCarthy
& Paraskenopoulos, 1969) . ‘ .

Ernest s results reveal a defm:.te trénd over the remediation
of an increa'smg point of focus for his an?ei'-the adult world. It *

is interesting to speculate what would have happened with this anger

“given a longer :jénedial process, whether this anger would have bey
S;’j

to defuse into ambivalenZe and then constructive problem solvi:mj
Moustakas suggests. It is difficult to hypothesize whether this
increased amount of extrapunitiveness is in fact a realistic ‘tieiny
of emotion to reality by E.;nesc,- but the trend aw:ay from glossing
over the frustrating e\_;enp toward the direction of ahger ak an
object is of signifi'cant importance.

In summary, it appears that the. Way in wnich Ernelst )
conceptually handled frustratmg 51tuat1ons changed somewhat over
the remedial process. This switch is noticed in & decrease in his
tendency to glosg over frustrations and by an increase in his

outward directed hostility.

S



The child's ‘personality traits and dynamic orgénization "

out of the thirteen source traits on the CPQ, and @;seéond
order factors, seven traits and 1 second order factor "appeared t'o
change &uring the remedial process (see table). -Factor D
(phlegmatlc temperament vs. exc:.tablllty) , fell marke.dly over the
APP remeglal period. This factor, appears to reflect the amount of
unchanneled nervous energy. The downward change for Ernest is
indicative of a more deliberate approach on his part. This £inding
is vgr‘y much in line wit‘h his teacher ratingf, as he was seen as
becoming ‘less distractable and more atuned to.his work. This trend
on the CPQ did reverse itself over the fo_llow'up perim‘i.' 'fhe'
dowrward trend in Factor I (Harris vs. Presmis) also fits within
this area, showiné Ernest more realistic, practical, and smature.
This increased amount of self reliance and sense of .respo.nsi_b'i.li'ty
showed up in teacher rétings as well. ‘

Two ‘factors, H (threctia vs. parmia) and J (zeppr'i'a vs.

4

coasthenia), corraborate the change in Ernest's socialization

pattern over the remedial period. The moderate rise in H can be

viewed as an improvement in his social responsiveness. The high H

chiid tends to be more genial apd friendly, making the first move in.

social intercourse. The fall in J, over the second half of

-’T"'\ | .
intervention, conforms to this pattern, since it is™indicative of-

- more group oriented action.

The two factors-that reflect the strength of Ernest's self
" (Factor O—untroubled adequacy vs. guilt proness and‘QB -low self
sentiment integration vs. lLigh strength of self sentlment) . form an

interesting &dox. Factor 0 fell, 1nd1cat:1ng more self confidence
%

-~
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. ' Table #5

Ernest's CPQ Results for tne Baseline
APP Remegial and Follow-up Periods

Assessment Periods

Baseline APP Remediation Follow-up

Trait 12/75  2/76 7/76 12/76 2/717

Primary Source Traits '
A 4 5 3 ; S 6 N
c 6 7 9 ! 9 8 .
D 6 6 5 4 6
E 3 4 3 5 6 - ~ 6
F 2 4 6 N8 5
G 5 5 6 s 3
H 6 5 6 7 7
1 6 . 6 4 2 3
J- 5 6 8 4 5
N 6 - 6 7 6 6
Q . 6 -7 5 4 5
Q . B 6 6 4 . 5
Q 4 4 5 4 7

Second Order Factors
Extraversion 3.7 4.2 4.3 6.0 5.4 2
Anxiety. . . 5.0 5.3 4.9 5.0 5.5
Tough Poise 5.6 5.3 6.1 6.9 6.6 *
Independence, 4.5 5.4 5.9 4.9 5.6

"
D ,

-

All trait scores are listed in sten scores.

Average sten scores for all. primary source traits are 5
and 6. C o

2mean score of secord order factors are 5.5, S.D. - "2.0.

»



over the remedial period is in line with this trend, bringing into

-measures suggest.

and resilence, while Q3 also fell, to a below average lev'e;,
g_aint_ing to aqlower_self integration. Teacher ratings of self
adju_s.tment‘ confirm the change in factor 0, wnereas the SEI reflects
a more realistic self'structure: In this iignt, the lowering of
selr; sentiment mtegratzon of Factor Q3 can be v1ewed as an
accomdatmg process. The change from an exaggerated self defendmg

against devaluation to a more posmwe ‘assessment of capab:.l:.t::.es,

-

. necessarily entails a hierarchial restructuring and an alteration of

‘his‘ referent system. \/

Probably the most positive change in Emest s CPQ scores is- the
marked rlse in ego strength (factor C) over the 1nterventz.on penod.
The authors define ego/strengtn as the level of “dynamic

integration,.emotional cdntrol and stability® (Cattell et.al. 1972;

P. .26). This result pears to verify the increase in

internalization and synthetic intedration that the more behavioral

L)

The second order :factor changed over the remedial period
was Tough Poise,. which reverse& baseline trend and rose. The
authors correlate this. facror to an increase in cortical alertness
and energy.

All three of Ernest's Developmental Rorschach Rating Scale

A

indexes - {cognitive, affective, and persénalization) rose during the

" baseline period. The overall improvement in his Rorschach protocol

question the effect of. the intervention on this measure.
Another striking aspect-of Ernest's Rorschach protocels is the
integrative level they exhibited during the baseline period. In all

-
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Table #6 .
( Ernest's Rorschach Responses
{ ' Assessment Periods
N Baseline Period Remedial Period Follow-up
e 12/75 2/76 7/76 12/76 2/77
Total R T 30 28 39 46 45
Location
Scores
W 23 25 13 7 11 =
D% 43 64 79 70 . 64
ds 7 0 3 - S 4
Dds 23 11 7 13 20
Determinant
Scores .
F% 83 71 / 67 57 49
M 2 2 5 7 8
m 1 4 3 4 6
m 0 0 1Fm Im ImF
FK 0 0 : 1FK 1K 1KF
Fc 1 1Fc 1¢ 0 0 2
Fc 0 0 0o 2 0
FC .0 1 1 4 3
- CF 1 0 1 0 2
C _ 0 0 1 0 0
Quantitative
Scores y _
M:Fm 2:1 1:2 5:3 7:4 4:3
"Sum C 1 . .5 3 3.5 3.5 <
FC:CF+C 0:1 - 1:0 . 1:2 4£:1 3:2
M:Sum C 2:1  2:. 5:3 7:3.5 8:3.5
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Table 47
Ernest's Developuental Rorschach Rating 8cale Scores

- Scoring Periods

Scale . Baseline Period Remedial Period Follow-up Period
12/75 2/76 7/76 12/76 2/77

C.I.* 5.10 5.40 5.70 6.20 6.00
A.l.* 3.50 4.30 3.00 3.90 -4.30
P.I.* - 4.50 5.20 5.80 5.80" 5.80
A .

(1) 3.00 3.00 2.80 3.50. 3.60

(2) 2.23 2.63 . 2.76 2.88 2.66

(3) 2.36 2.70 2.73 2.96 ' 2.70

(4) 2.50 2.50 3.10 3.05 3200.
B

(5) 2.00 3.00 2.00 2.60 2.80

{6) 0.00 0.00 2.00 2.60 0.00

(7) 3.00 2.50 0.00 0.00 3.00
o

(8) ' 2.33 2.57 3.11 2.66 2.86

9N 2.20 2.60 2.72 3.13 : 2.90

ao 1nd1cates no scorable responses glven

A - Cognltlve Integration B - Affective Integratlon

(1) Wwhple Responses (5) Form—Color Integration
- (2) Part Responses (6) Form. Shading
~\3 : Inteyration °
(3) Form Level (7) Texture Integratlon

(4) Form=Controlled Determinants .
T C - Personalization
(8) Quality and Balance of

' Movement
*C.I.- Cognitive Index - (9) Quality and Balance of
‘A.I.- Affective Index ‘ Movement, Shading and
Personalization Index Color
-



three instances, Ernest's qualitative indexes beyan the study at

themean level for children his age (see table 7.). This is

ind:?..c:ative of the imderlying 'dynamic strength Ernest showed even
before the remedial process.

As can be seen by figure 13 ,l‘Ern'est's cognitive index remained
fairly stable at the mean score for his age, with only a minimal

upward trend during the first three assessment periods. This was

followed by a small upward rend during the second five months of

intervention, which already placed this score on standard dewiation
above the mean into the high average range. Although there wasia
minimal downward trend over the followup period, Ernest's cognitive
index remained in this high average range. : .
Part oi__the rise in this index over the last five months of
intervention can be attributed to a rise in subscale 1, whole
responses (see tablé) . Although the quality of Ernest's whole

responses rose during this period, the relative percentage of these

responses fell to its lowest level of the study, 7% (see table).

Using norms for normal children at 10 years of age, Ernest's W% at
the end of rémediation is very low (37.9% for average intelligent
children; Levitt & Truumaa, 1972). - i

'fne u;mle response is usuall}.r interpreted as the ability of the
child to organize intellectually. In this case, although the
percentage fell, the quality improved, which could. be_ indicative of
Ernest.b becoming more selective in his abstractions.

Ernest's affective index exhibited a small upward trend ;:o a

high average level, during the baseline period. There was a

moderate decline in this index during the first:five months of
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intervention, but it recovered to its nign averaye level by the end

8 <

of the study.

The moderate fall in this index during the first five montns of
APP remediation was partially attributable to a fall in the quality
of Ernest's form color integration (scale 5), and a drop in texture
responses (scale 7) to zero. Simultaneously, there was a rise in
his shading responses. The recovery of the affective index over the
final five months of remediation was partially due to an increase in
the number and quality- of Ernest's form controlled color responses
as well as his achromatic color responses (sée table).

Overall then, the first five months of intervention appears to
have negatively effected Ernestr:'s affective integration. This Score
showed a recovery over tne final five months of intervention and
into the followup period. This is indicative of an increased
ability on Ernes;t's part to react in an appropriate way to the
emotional demands of diverse situations.

Ernest's personalization index rose npderétely over the firs;:
three tesfing periods to a high average range (see f;igure 15). This
\Tm_c'lex remained‘fairly stable at this level_ over the final two
assessment periods. | )

partially responsible for theé rise in this index over tlie
remedihl period was a rise in Ernest's human movement responses (see
table). Human movement (M) responses are usually associated with
ego strengh (Klopfer 1956), or richness of inner life (Ames et.al;
1974y . Alomny with.é rise in eyo strength, t'.heze‘ was alse a minimal

rise in inanimate movement responses (m) over the intervention.
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These responses are usually seen as reflective of inner tension
(Klopfer & Davidson 1962).

The last of the specific research expectations postulates a

change in the underlying personality organization of the child, in

rel~ation to cognitive and affective inegration, as well as 1n the
structuring of his experience.

Two of the subscales of cognitive integration did exhibit a
positive trend concurrent with the. remediatjon: scale l (whole
responses) rose over tne last half &EXAPP and into tne followup
period; and. scale 4 (form controlled determinants), snowed an
ascending‘ tendency during intervention. - -+

Alt.l;ogh t}}e quali}y of Ernest's W responses improved, the

relative .Aumber decreased over the remedial period, which is

L

suggestive of a higher degree of scrutiny given to these responses.

There was also an increase in the percentage of d and Dd responses
during this period (see table). Whereas the W respbrl_se is usually
associated with abstraction and the ability to relate extemporaneous
details (Piotrowski 1974), both the d and Dd Eesponses are often
seen as being éoncerned with small, sometimes dispa&ate detalls
(Piotrowski, 1974; Mook, 1477). Although Ernest remained

predominately a practical and concrete thinker (D%), his criticality

developed both toward the more abstract and obvious elements of his

perceptual environment.
The improvement in level of scale 4 (form-controlled
determinants) is related to tne internalization of control. This

upgrading of control can be viewed as an improvement in Ernest's

reflective ability-thinking before doing.

1%9°



Ernest's affecfive index dropped considerably over the first
five montﬁs of intervention, but._.rqse back stromngly by the followup
period. It iS al:.o intgéfesting to ..not:e m;t scal;e 6 (form-shading
integration) varied opppsite that of scale 7 (texture integration),
over the course of the study. Also, concurrent with the
intep_:éntion éer:iod, sum C rose, pure C responses appeared in his
protofol, and FC rose over the final five months (see table).

The rise in form shading responses (KF, K, an::l FC') over che
remedial period could possibly be seen as a rise in Ernest's anxiety
level. Usually these responses are given very infrequently at this
age, and their appearance might be.viewed as important. Texture

responses are usually seen as reflective of interpersonal

sensitivity {Schachtel, 1966). Their disappearance, coupled with

Ernest's rise in anxiety over -this period, is a measure of tne

difficulty he was experiencing in social interaction. The rise in
N

sum C over the remedial period, is a reflection of Ernest's desire

for social intercourse, but in the process 'bf learning, the subtle

cues and the redirecﬁion of his behavior appears to have negatively

effected his affective integration as a whole.

The increase in FC score‘s over the last five- months of
remediation indicates an increasing amount of emotional control, and
is also reflective of the approwriateness of these reactions. This,
coupled with his pure C response (Qﬁic'n is the uncontrolled, more
explosive type raactions5 indicates that altf,io‘ugh his emotional
reactivity was }corrning under increasing internal controll, some

aspects have, as of yet, eluded that process. Ernest's followup

results in this area confirm this trend, as the pure C response
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disappeared, but he did give 3 CF‘respou_ses, indicati\}e of more
spontaneous, soc¢ially appropriate .re:sponse pattern.

The personalization index on the Developmentai Rating Scale' is
a measure of the child's differentiation and individuation, both in
-r.'e];éft.ion to himself and to his surrounding milieau. This general
_index showed improvement concurr."ent with the remedial period, but
this .trend was evident during the baseline as well.

The first of these two scales (8-the quality and balance of

movement) is used as an indicator of the child's attitude _toward

himself (Mook, 1977). This scale showed éenéral improvement over
APP and followup, but this followed baseline patterns. Also during
the remedial.period, M snowed an upward change in lev_el and Fp .
appeared on his protocc‘al for the first time. The rise in both these
scores are well above ége expected norms (M-1.7 and m averages .4
responses; ames et. al. 1974). Hunian movement (M) responses are
usually associated with ego strength and the ability of the child to
stabilize and consciously direct his interactions with his
environment (Klopfer and Davidson, 1972; Piotrowski, 1574). This
rise would appear to corroborate the rise in factor C on the CPQ,
although there is not statistical evidence that the two measure the
same organization. The increase in M responseé,‘along with the
appearance of inanimate movement at this point signifies-a parallel
rise in internally felt tension.

The second scale that comprises the personalization index
(scale 9-the quality and balance of movement, shading and color)

measures the cnild’'s experience in respect to others. Tuis scale

ar,
-
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also exhibited a general rise during remediation, but this wés' in
)

~ line with baséline trends as well.

In summary, tne fourtn specific research expectation can be

supported. Cognitively, Ernest appeared to gain both a c:_riticali'ty

of thought, and more importantly, improved in his abilly to delay

immediate needs in favor of reflected action. Affectively, Ernest

l::ecauu;= more rgs‘ponsive to his environment and, by-the followup
period, exhibited a positive relationship between internalized.
control and spontaneity of expression. He also appeared to be
gaining in ego st;ength and his ability to internalize his

experience.

Sumary of Psycho-Social Results

.
\b
\

The major change in Ernest's vsycho~social/personality of
functioning appears to be in .t.h'e congruence between different levels
his hierarchial psycho-social/personality organization. During the
baéeline périod‘ a major discrepancy existed between how his teacher
viewed his adjustment and his feelings of self. Concurrent with the
remedial process, Ernesg's self concept and self édjustment were
‘seen by his teacher as showing‘marked improvement. During this
period as wiall, his own evaluation of his esteem levels generally
revéaled- a moce reaiistic organizatiion. Ernest's dynamic
personality organization exhibiﬁed more internalized cognitive
conrols, as well as strengtnened inner resources, after the remedial
process.,. |

Socially, Ernest's teacher aiso noticed a generaiized
in@rovement in his skill level.: His behavior appeared tc; become

more socialized.as well as more stable. Although mother's rating
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did not mirror tm.s improvement, her dec.um.ng rat:.ng could be .

viewed as a reaction to her son's new found .mdepende_nce. The CPQ
also revealed a definite trend toward.more congeniality in his

social mileau, as well as a leaning toward group oriented behavior.

There were some indications on projective analysis, that Ernest was

begoming more reswsive to overt environmental stimulation.

There were definite signs of strengthened ego skills across the

remedial perlod. This was evn.denced by an 1mprovement in Erne\t =

L)
ability to assess s¢cio-behavioral feedback more accurately. Ernest

also appeared more able to control and direct his energy more

effectively. \’ :

Child #2-Andgew , . . , ‘

. -

APP Remedial’Programning.
Andrew had a long passive training phase lasting aimost 110
sessions. His natural mother's voice was poo'r in tonal guality as

well as lacking in higher freguency sound. ‘After re-récording and

re-filterinyg, uhis natural maternal voice did not appear to be.

aiding Andrew's opening of selectivity (Andcew's listening test

_remameu closed past 3000 nz.). The sonic birth was attempted, but

-

not successfully, as Andrew falled to recognize hz.s maternal voice,

At this point in programming, it was decided to a;ternate the -
» natural volce with a substitute female voice rich in Me nigher :

'frequencies. Selectivity finally opened b_y. fnid-May and the sonic -

blrth was successfully ac..compl:.shed over 15 sessions.

The performance phase of programming lasted for 140 Sessn.ons

.

from June to Ocober. Synkinesis evident as andrew tried very hard

+ to form Kis lips properly to repeat the presented words. Andr

Is.
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'l:.stem.ng?s test snowed three poSlthe signs durmg this perlod
first, bone c:onductlon began to fall and in the middle frequenczes,
fall.mg below the air curve. Second, the air curve took a more
ascending trend in the lower frequencies, and third, sé_acialization
errors disappearéd. ‘

The, final training phase consisted of 35 sessions interspercing

first grade reading material with filtered music.

Criterion Results
| All of the criterion academic testing for Andrew changed i'r‘l a&
positive direction over the remé&ial peri_od' (see table 8 ). )

In'look'ing at his Myxlebust-learaing quc;t.i'ent, there was a rise
fron; a pre-remedial level of 86 to-a po‘stl remediation score ef 94.
This placed him above the accepted cutoff scoce of 89, suggestiny
that by this crlterla, Andrew could no longer be cohsidered learning
disabled. The myklebust .pupil rating scale also rose above the
c(xteff score for learning disability. It reached a post-remediai
éco;:e of 73, up from his.pre—remediation level ef 68. By this
behavicral drite‘fia,‘Andrew would'no lor;xger have been acceptal.ale for

inclusion 'in the ‘initial selection process.

The chanje, over the APP remedial petiod in Andrew's Tomatis

listening test and audiolaterometry,'was al ite impressi{;e (see
f£igure B) .&uring this period, the fol \ewing changes were of
import: .auditory selectivity openeq in both ears; spacializatien'
errors disappeared on 5oah ears} auditory lateromeéry switched f\rom
a +1.5 left e—az—'. ac}vanﬁage to a +1.5 right ear advantage; a drop in
bone conduction, eepecially on the left ear; a more normal ascendmg

-

air curve, on tne right ear. all of these }sdx\..au.ons point to an

!
/



J‘)

? T e el
-

‘Date: BASELINE TESTING 3 : 155
13 300 K ISF 1K 3K WKLY 8K . L5 250 500 1X LSK AN AK uK &K BX .
Sﬁl’/ dh LSK Hzx

yd ' /17 L ¥ 1A 5 AV

S A SV AA LA A/ X XA XX
i gy e d 0 do oo ju eyl .4

777 AV A4l AAAFTTS IR
A7 A7 y a0 AVAY, P NLEZ X TV 4
BAAVE &4V 4 X Vol Y / A VvV

WAV, VAV SVAV.. 0 AT Vi A4 VAW A AV AV
AV AL A Y /g 0 AV a4

- 4 AV IAAA L] o yavd S AN T A ®

® / / / / / i 1/ / 30 I‘/ / / // / / / A ’

L AVAVAD VW, 4 A4 AL L

Lsk_t N 3 - . u;z o

) ExamineT

+1.5

Date: FOLLOW UP TESTING -

125 250 300 (K ISKLXK 3K MK 6K BX

d 115 250 S00 'I.It 1L.5KIX 3¥ 4K ¢K 8K Hz. .
20 L o
-10 !
: 0 Fit= . §
XTI 10 b ) - i !
s - g le¥ 1 H
- 20 .
w0
S0 -
w -
70
— ) 80
Kight ] 30 t.q\:\
N . 2 YamineT:

» . =

13K 4CGLBK  DIAGONAL KINES ARE IND@ATWE OF THOSE
/]

Al FREQUENCIES WHERE AUDITORY SELECTIVITY WAS
L4 44  CLOSED, AS MEASURED BY AUDITORY DISCRIMINATION.
//// //f - . e

THE NUMBER WITHINOS.iDE THE BOX INDICATES THE
STRENGTH OF AUDIOLATEROMETRY. (TOMATIS
L-ATERALIZATION TEST.)

R—L—M A LETTER WITHIN GRAPH INDICATES SPACIALIZATION -
T ERROR. - :

' BONE« CONDUCTIQN CURVE

AID AANDHCTION CURVE



o ASaa Gikour |

-

- According to Tomatis' criterion (1978) all of tnese areas would

»

* - - ’ s - -~

~

improvement in Andrew's linguistic and listéning efficiency.

L

point to a successful remediation.

" The last figure to add to this evaluation is Andrew's composite

academic index. Although this index gained two months over the

baseline period, it gained 14 months over the remediation,
a— - -

-

indicating a chnage in level of trend.

How sigr{ificant others view the child

All three of Andrew's teacher rated adjustment scales exhibited

the same general slope over the course of the study (see figure 16}.
They began ac least modérately below tne average adjustment range
and were fairly stable during the baseline period showing only

minimal variation. Between assessment periods 2 and 4, all three of

these scales exhibited small to marked spurts, with andrew's self"

and scliogl édjl.stménlt reaching to within the average range and his
social adjustment remaining just below tuat level at period 3.
Self,_ social_and school‘ adjustment all exhibited marxegl gains
between assessment periods 4 and 6, reac'hing to the high average
range. All three scales dipped over the final three assessment

perieds, ending the study in the high average ranée. All three of

e -

_ ¢ : .
these teacher rated adjustment scales showed upward changes in level

over the intervention and followup periods.

Andrew's parental rating of his self adjustment exhit;ited a
snall upward trend during the baseline period, rising out of the
average adjustment range. (See-figure 17). This scalé then

- ¥,
remained fairly stable for two assessment periods, but exhibited a

moderate dip in slope by per-ibd 5. By tne end of the followup

.
Y
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Table $8

Andrew's Academic Testing Scores for
Baseline, APP, and Followup Periods

\

¢

Test Baseline Period

Scoring Periods

rl
)

APP .Remediation Followup

12/75 2/16 4/176

6/76 8/76 10/76 12/76 2/717

W.1.5.C.-R.

Verbal I.Q. 109 119
Performance .
I.Q. 123 117
Full Scale *
1.Q. 118 121
WRAT . a
Reading 2.1 1.6 2.2 2.6 2.93/“ 3.3 3.6 3.9
Spelling 1.6 1.9 1.8 1.8 . 1.8 2.0 2.2 _2.5
Arithmetic 2.2 2.2 2.6 2.6 2.8 2.8 3.0 3.6
Gates-McGinitie .
- Vocabulary 2.6 2.4 2.8 4.1. 3.1 4.1 3.7 4.4
Comprehen— o
sion 1.7 1.9 2.3 T2.6 2.8 4.0 4.9 4.6
. Composite Academic . i : ' .
Index 2.0 2.0 2.35 2.75 2.7 3.2 3.5 3.8
PBRS
Verbal 29 31\ 32
Non-Verbal -39 37 4lb'
Total 68 68 73
Learning -
Quotient 86 94 ¢

%411 scores are in grade equivélents by year .and mnﬂi’s. |

‘q-lighest score is 120, with 70 being the cutoff for L.D.

Cutoff score for learning disability is &9.

I'4
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period, Andre:.l's self adjustment{ rose bacic to the higﬁ averaée
range, showing a small dowm:rard nge in level of trend over the
study. ' | |

‘ Andrew's social adjustment rating exnibited only a minimal
dowrward trend, slightly above the averagé adjustment range, during
the baseline pericd (see figure.ls) . It then showed a moderate gain
reaéning its nighest level between assessment perieds 4 and 5.
After showing a small decline by period 6, this scale remained

, .

stable over the remainder of the study. B

As can be seen by figure 18, Ai;drew"s inferred s:elf concept
remained fairly stable o';rqr the first turee ésséssment periods, a
"small degree below the mean level. After showing a small fdip
between periocds 3 and 5, this rating exhibited a moderate rise to
slightly above the mean level by period 6. It remained fairly
stabie, at that' level, for rﬁe remainder of tiie study. An upward
change in level was seen over the remedial period.

The first specific research expecta_tion postulates & positive
change in “tne way signigicant others in.A.nc'irew's life view hif self
and Vsocial adoption. B SN (

Andrew's teacher saw his self adjustment as extremely poor ‘anfé
faliing minimallyi:ver the baseline period. Rating during this
' period generally reflects both a somber, unHappy at‘titu_cie towards
things, as well as an immature lacx. of internalized controls. ‘He
was seen as usually depressed and unkempt in appearance, and easily
'flying off -the handle. - Concurrent with th€ remedial period, his
overall rating rose guite s;.:bstantially., placir;g him within the

averade adjustment range. Many,of the overt signs of tension

- , ]

4

\
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appeared to lessen, as he became less reactive and more selective in

-~

" his expressions.of exhuberance, and he alsc eliminated biting his

nails. Ratings reflect a general moderation in gross activity as

well. Andr:e;% affert also improved; he cried less for no ‘reason’

and physically, he showed a healthier appearance. The rating also
appeaced to indicate an increasing ability on his part—to/\med'iate
his action py thHought. He became more tactful and was better able
to concentrate on taeks for longer: periods of time without his mind
™ wandering off into daydream activity.

Teacher rating of Andrew's social adjustment also exhibited an

upward trend concurrent with remediation, but results here must be

tempered in deference to a minimally rising baseline trend. Changes‘

on this scale appear to reflect a general maturation in Andrew's
pee"?%ated behavior. After "the -remedial” process, he appeared to
make friends much more ea511y and showed much more yenuineness in
his interactions. He _also appeared to pay more attention when

[4
others spoke, and took to heart their suggestions.

As with Andrew's self adjustment ratings, his school adjustment
was rated poor and fallmg minimally over the baseline period. The

major difficulties brought out by this scale, point to him having

major probiehs completing his work and dist:"-éﬁctlng_ the other -

qh:.ldren in class from domg thelrs.' The quality of his school work
also was quite variable, changmg from day to day. ) -
Concurrent' with the rgnedial period, Andrew's school adjustment

rose substantially, reaching to witnin the average range. The major

improvement centered around his inyolvement -in co-curricular’

ac“ilvx._tles, as well as his mcreas;ﬁg._ab\ll\,\kty to succesefully
. N

NS
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interact with one or more staff member. Alsc during this time, his
in—class behavior appeared to moderate, as he spent more‘time on his
work and distracted others less.

Parental r_atir_;gs of Ardrew's self and social adjustment during

the-baseline period, were demonstrably higher than his teacner

ratings duriny the same periocd. His mother saw his self adjustment -
. *

as rising during the baseline to the ‘above average range. Whereas,

~his teacher noticed signs of depression, his mother felt his affect
4

was very positive. Mother also did not appear to notice any of the
overt signs of anxiety which his teacher had. Over the remedial

period, parental rating of Andrew's self adjustment generally had a
o~

downward trend. On the .scale itself, mother rated him falling
< )

slightly over a number of items. Ingeneral tho;.:gh, she saw him as
h} i . .
mocdier {i.e. crying more frequently, preferring to be alone), and

exhibiting less* control oué is temper. At one point, sne

N
emphasized this by restating in the margin of the scale, that he was

exhibiting more of a display of temper.
Mother's rating- of Andrew's social adj;lcment varied generally

opposite that of self adjﬁsmmt. She saw his social adjustment as

falliryg over the baseline peri@but generally rising ‘concurrent -

with the intervention. At no time tnough, did nis rating fall to
within thie average range. Mother's improved ratﬁ;’s focussed on
Ardrew's becoming less demanding of their attention and getting

along better with children both younger and older than himself.

-

Teacher rating of Andrew's self concept remained stabie ovegp -

3 :

the baseline, but showed a definite improvement during the

intervention period and into the followup. 'Th_is improvement in

- . .‘. :
. . . ) o ( . '%;_
' . N “.‘—"!
[ - ' . - .
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rating centered around three general areas. E‘irst,' hie was viewed as
less fearful in his approach to others and to new events within his
envirorment. He also began "mixing"™ more with his 'pe;.*rs, especially
during physical education. The second area Andrew showed
improvement was in the amount of ,effort- and pleasure he was putting
P
into his academics. Lastly, his teacher noticed that Andrew was no
longer ’talking just to hear his own voice or gain attention, but was
more s‘erlofx;s and critical about wnen he spoke and what he said.
{;&:ty, then, this first specifi_.c ‘research expectation can
only partrdlly be supported. Andrew‘; tea};cher saw both his self
esteem and self adjustment as maklng defi‘nii,:e gains. Bet1avio;ally,

this was seen bsgh in a reduction of overt anxiety as well as as

,improvement in his genefal attitude toward his environment. Another

importami aspect in this rated '.improvemenc, was a geheral moderation
both in his behavioral swings and his academic performance.
Although her ratings were substantially higher for the entire study,

mother's rating of Andrew's self adjustment fell over the rem;drﬁl

.period. - Se—

Teacher rating of Andrew's secial adjustment showed positive

# - T w .
gains.é:oncurrent with remediacior, but baseline trend must temper

this progress. Mother's rac of social adjustment ro%e during,

intervention, with posith, changes' seen in his peer relations and,
- * .

he was viewed as®less demanding and more self sufficient in his |

play. - g

‘How the child: views nix':xself

AS can be seen in figure 19, Andrew's rating of ‘his social self
L

esteem exhibited a'mriderat:e decline\during the baseline but stil
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. remained abové mean levels. . By assessment period 4, this score
. showed a marked gain reaching its higheﬁst level in the study. This
was followed by a marked decline by period 5, in which this score

fell to below the mean level. After a moderate—small spurt between

periods 5 and 7, this score remained stable-within the average range ”

over the followup period. v

After remaining sEa/lb.le._ within tne averdge range during the
baseline peridd, Andrew's home parental self esteem was quite
variable over ikRtervention, showing_ two moderate, spurts. - By

asgeésment period 7, it had fallen to a small degreé below.the

awgrage range. It remained at that level over the followup periecd.

Andrew's school self esteem exhibited a marked gain from below
the average range to above it, during the baseline -period. After
remaining stable for 2 asgessmont\périods, this score fell back to
below the average range by period 5. By assessment period 7, it
;rose back to within the average ‘range and continued to exhibit a
small g:ain over the followup périod.

After exhibiting a moderate decline during the baseline per:.od
to the mean level Andrew!s general self-esteem was var:.able for the
-entlre study (see figure 21). It ended the intervention period
. (assessment period 7), at the mean level and then exhibited a marked
rise over the followup pericd. ‘ °

As.with his general seif esteem, Andrgw’s total self esteem
sqdre was quite v;ariaible over the j.nte\rvention period, exoibi‘oing
two inoderat'e spurts, it eventually ended the remedial period orlly a
small degree below where it began, (See figure 22) . This score

showed a moderat:e rise over the followup perlod.

. f
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’ The second specific researdh expectation postulates a po;itive
change in the way the child views. himself.
Aédrew's total self estgem, as measured by the SEI, fell during
the baseline period, from the 58th %ileﬂ*to the 48th. Although his
~ score fluctuated widely cohcurrent with the remediation, it finished
generally lower at the 3lst. . During the followup period it rose
back, to the 58th sile. Most of Andrew's‘;&tings were quice
Qariable during the intervention period, méking any interpretation
of trends qpite'speculative. His social;self esteem fell over the
remedial period in accordance with baseline trend; home—éarental
self esteem showed a slight downward chanée'of level by the end of
remediation and into the followup and his general self esteem
reversed trend every assessment period for the entire_study.
¢ As mentioned, the interpretation of such variability is quite
speuclative.. It does point to the lability of Andrew's feelings
about himself. This variability was especially evident in Andrew's
social self esteem. In comparison to teacher aajustment ratings,
Andrew's perception of his success within the ‘social mileau was’
quite aggrandized during the baseline period. Although not neafly
definite, some signs pointed to the-stabilization of these feelings,
witnin tne average range, by the end of the study.
In summary, because of the extreme variaSilitQ-in score, this

Second research expectation cannot be supported.

L]

-

The child's ability to cope with frustration Lk

Andrew's extrapunitive score exhibited a moderate gain over the
firsz/z;ree assessment periods_rising to just above the mean level

(see figure 23). After showing a small dip between periods 3 and S,
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it exhibited a marked gain by assessment period 6. It then showed-

only a small downward trend .b:y'the erid of the remedial period, but
fell off markedly over the fc;i.,'l;oggp. 2

Except for small gain'between assessment periods 2 and 3,
Andrew’s introp:.'xnitive score fell from an average range to zero
responses by assessment period 6 (see figure 24). 1t showed a
:ﬁoderate rise ba'ck. by the followup period,_ but still remained
moderately below the normative level.

after shéwil::g'a small gain over tie baseline period, Andrew's
impunitive scores dipped be;ween assessment periods 2 'and 4,
reaching to the mean level at period 3 (see figuré 25). This sco;'e
then remained stable for two months, which was followed by.a marked
decline between perio;!s 5 and 6, leaving this score moderately below
the normativé level. It remained at this level until the end of the
intervention, then exhibited a moderate gain over the followup
period, to just above the mean.

In Ardrew's focus of aggression scores, his obstacle-dominance
. . [} .

score remained stable for the first.four assessment periods,

moderately below the normative level (sze figure 26). It then .rose -

toe the normative level by the enc}.‘of the interv._enr.ion, but showed a
small décline over t.he followup period.

As can be seen by figure 27, Arx:'lrew's ego dominance score rose
moderately over the first three assessment periods, reaching to .just
above tnc;.- normative score., It then exhibited an éxténded dip,
reaching its lowest level by period 4, but returning to a normative

N\

level by the end of remediation. It showed a small increase over

the followup.-
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- Table {9

Andrew's Rosenzwelg Responses
Scale . Assessment Periods Read Norm
1 2 3 4 5 6 7 8
- Total Percentage Sgores
Direction of Aggression
E* 38 42. 40 42 46 83 79 84 54.9  46.0
I* 25 17 21 17 13 0 4 13 20.0 -, 25.%
M* 38 42 29 42 42 17 17 33 26.3 28,5
Focus of Aggression T
aD* . 4 4 4 4 8 8 17 8 15.4 16.3
> ED* " 46- 50 62 46 54 58 58 63 60.8 65.4
NP* - . S50 46 33 S50 38 38 25 - 29 24.7 27.2
Broken Down Response Pattterns
Direction of Aggression
E :
A-C* 6 5 5 5 5 1 1 7- 6.3 5.9
Cc-C* 5 7-5 6 9 8 6 7.3 6.9
I
AC 21 4 3 2 0 1 2 3.8 4.3
c<C 3 1 1 1 o 0 1 1.8 1.7
M
AC 6 7 6 7 8 4 3 6 4.0 3.7
c-C . 3 3 1 3 2 o0 1 2 2.7 3.3
Focus of Aggression ‘
- oD
A-C 1 1 1 2 2 4 2 2.3 2.3
T c-C 0 g0 0 0 o0 ¢ 0 1.9 1.8
ED
AC 5 6 7 4 6 6 5 8 7.4 6.2
. € & 7 & 7 1 71 8 7 7.7 7.0
iy M - . .
A~C g 9 7 1 7 7 6 3 4.4 5.8
S 3 2 1 2 2 2 0 2 2.3 3.1

Reading disability norms taken from Spache, 1857.
Normative scores taken from Spache, 1957.:

E* - Extrapunitiveness Assessment Periods
I* - Intropunitiveness Baseline Period

M* — Impunitiveness ~\  l-December 1975
OD*-— (Obstacle-Dominance 2-February 1976
ED*~ Ego—-Dominance APP. Remedial Period
NP*— Need-Persistance 3-April 1976

4-June 1976
&-C* Adult Child : S-August 1976
C-C* Child-Child 6~0October 1976

7-December 1976

Follow=up Period
8-February 1977
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B Andrewfs need—persistapce score, began the baseline period
markedly above the normative level for children his age {see figure
28) . After falling over the first'three periods to 5ust above the
normative level, this score rose back to the ﬁ?gh level it began the
study.at. For the remainder of the intervention perioed, this score
generally fell, ending slightly below tﬁe normétivé mean by
assassméni: period 7. It remained' fairly stable over ‘the followup
pecjod. ) .

The third specific research expectation postulates that there
w111 be a change in the way Andrew conceptuallytuuﬁles frus::atlng
'exper;ences after the remedial period. ‘

Before the remedial period, Andrew's direction of aggressio#
scores stood with eitrapunitiveness (E) and impunitiveness (M} both
ét 42%.05 his total responses, and.intropunitiveness (I) ac 17%.
Conceptually then, before remediééion, when-faced with a fruéirating
experience, Andrew would either percelve other people as the focus
of his frustratlon and direct his anger at them (E), or gloss over -
the frustrating situation, minimiziﬁg its importance (M), and assume
a more passive stance. Andrew's extrapuni;;veness responses were
quélIysdivided between adults and children (see table), but the
impunitive score was ihweavily weighted in favor of adults. By tne
assessment period following APP,-this picture had changed quite
draﬁatically, with E rising o 79% of his total responses and I and
M botn quite a bit below baseline levels. This picture did change
‘over‘tne followup periods. At the end of remediation, Andrew was
directing his anger and frustration ét otners, abandoning to a large

degree, his willingness to gloss over events.
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Andrew's focus of aggression scores also cnénged concurrent
with the remgdial periodl Before APP, his percentage of.fesponSes
was: obstgcle—dominanéé—OD—4%; ego—dominance—ED—SO%; and need-
persistance~NP-46%, (see table 9 ). After the remedial period, OD
had risen to 17%, ED to 58% and NP fell to 25%.. The rise in ED and
the fall in NP were both in accordance with baseline trends. It
would appear two follow that with the rising amount ;f anger Andrew
was dikecting at his environment, there would be a subséquent rise
in the attention .he paid toward the obstacle in the fr;strating
- event, . » ‘ . -

In sumary, these resﬁlts support the third specific research

expectation. .

The child's personality traits and dynamic organization

Only three oélthe 13 primary sodrce traits and one second order
factor on the CPQ, showed a generalized change concurrent with the
intervention period. Qther scales (hotably A and D), exhibited wide
fluctuation during certain phases of APP, but these could be viewed
as. shorter term modifications. Of the three primary source traits

~

that changed, Factor F rose gquite su?stantially, from a below

.- -average sten score to one markedly above that range; Factor I, fell

from an average range to a moderately below average level; and
Factor Q4, rose substantially, from its average sten score rating.

all three of theée chahges began varying back toward the mean over

the followup period. The second order factor of independence showed.,

a definitive upward swing cdﬁé:;rent with tne remediation, but then

also fell back over the period.
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in Andrew's F factor is somewhat in ling“with the
téacpeg rati --of.hls self adjus@e'nt. This chang€e in score
represents a poéitive teratlon J.n hlsemotz.onal outlook, from a
slightly desurgent pole to one of a happler, more outgoing, positive
attitude. The fall in scale I and the rise in the second order
fac;tor of independence, both are congruent, and polnt toward Andrew
becoming rr;ore self reliant an;i-responsible‘for his own actions. The
lower level of I, also represents a pra;tical-, group solidarLEy

generating posture. The independence facor, the authors describe,

as relating more to “field independence”. At first glance, the rise

' J.n factor Q4, ergic tension, appears not to fit w:.tn the other

-

changes, espec1ally Factor F. The Ligh level of Q4 would present
Andrew as tense and frustrated, .sensitively aware of beiny
criticized by parents and teachers. It is interesting to note, that
the authors make references to the correlation of this Q factor with
a low factor C (ego strength) and a high factor -0 (guilt proneness) l.
Both of these factors remained generally within the average range
for Andrew during the remedial period. Wwith this in mind, anci/ the
changes in the other factors, this upward swing of Q4, could be
viewed more positively as a quality driving Andrew toward
individuation;' Intrus regard, it might f£it well with the extreme
variability noticed in his esteem scores. |

On the surface, Andrew's SEI ratings of his consciously

"percfiqved self image varied tremendously over the remedial period,

with“-enly gquestionable trends. -His CPQ results portray a push
; , 5 ,

toward independence and self sufficiency, coupled with a more

euphoric attitude, but a large amount of driven ergic tension.

-



Table #10
. Andrew's CPQ Results for the Baseline, ~ .
APP Remedial and Follow-up Periods
Assessment Periods
Baseline APP Remediation Follow-up
_Trait - 12/75_2/76 7776 12776 ' 2/71
: . Primary Source Traits
A 5 S 5 1 6
c . 6 5 7 5 7
D S 5 10 6 7
E 4 5 7 7 6
F 4, 4 g 8 5
G 4 3 3 3 -3 .
H 5 6 4 6 7
I 5 5 4 3 4
J 6 5 5 8 6
N 7 6 7 9 8
o] 6 6 5 5 4
Q 6 6 3 & 4
Q 6 S 9 10 7
- Second Order Factors .
Extraversion 4.8 5.1 6.2 5.3 © 6.0
Anxiety ° 5.3 5.5 6.9 . 6.6 5.7
Tough Poise 5.6 6.0 6.5 7.4 6.1
Independence 5.0 5.0 6.1 © 7.1 5.4

All trait scores are-listed in sten scores

Average sten scores for all primary source
traits and 5 and 6 -

Mean score of second order factors are 5.5, S.D. - 2.0
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Teacher ratings.point to a strengthened self with fewer siyns of

overt anxiety. A speculative hypothesis at this time would pomt to
an mternal:.zatlon of psychic energy, which was fueling Andrew's
push toward autonomy and individuation. 1In this process, his
identification syst_em,‘undergoing quite drastic change, exhibited a
large amount of variance.

After exhibiting a small, upward gain during the baseline
period, Andrew s cognitive index, as measured by the Rorschach
Developmental Rating Scale, remamed fairly stable around the mean
for the remaﬁmdf the study {see figure.29).

As can be seen by figure 30, Andtew s affective lntegratlon as
measured by his affectwe index, was quite variable over he course
of the study, exhibit‘inc_j marked fluctuation. Much of this

fluctuation was directly due to the ebsense, or presence of

determinants in Andrew's protocol. As evidence by his F% (see table

), during the first baseline assessment period, he gave no
determinant responses. This F% droppedAsubstantially to 63% before
remediation, then rose back to 88% after the first S months1 of APP.
It then fe}i again to 50% by the end of the remedial period, and
increased by a small degree to 57% after tne followup penod

Andrew 'S personallzat:.on index exhibited a marked gain over the
Seline assessment penod then rema‘ined fairly stable for the
t‘irst five months of intervention, show:.ng only a minimal downward
s:{xax}ge (see figure 31). Over the last five months of remediation
and into the followup period, this index:rose markedly, to above the

mean level for children his age.
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The Eourtb and fmal specific researcn expectation gostulates a
change in Andrew s under:ly:.ng pe;sonahty organlzatlcm to be
'ev1denced in cognitive and -affective integration, as well as in the’
structunng of his experience.

" The most striking aspect of Andrew's Rorschach protocol during

-. the first baseline period is his F%, which stood at 100%. This is
pighly indicative of paf.hology (Piotrowski; '19._'74)', and is reflective
of a highly constricted personality organizatibn. The average F3%

for his age, is beween 52% and 58% (Ames et. al 1974). This

. constricted makeup is indicaive of a ng:.d:.ty in functioning and a

1" -

high degree of undi‘fferentiated_ response patterr:;s, both toward 1
ext;arnal interaction and interfnalized thought: . | 1

His overall protocol improved before the remedial period, with
his F% falling to 68% of his responses. He produced 1 FM, 1 FK, lFc
and 4FC responses before the remedial .period began (see table 11).
These changes were noticed in his developmental ratings as well, as

his affecive index, rose from 0 to 6, and his personalization index,

rose from 0 o 2.8.

During the first five months of intervention, his protocol '\

i
:
[
]

is suggestive of a regression functioning, as F$ rose and both his
affective and personalization index's both fell. '

By the end of the remedial period, Andrew's protocol exhibited
some dramatic improvement. His affécive index  rose back, and his

personalization index rose to Substant.lally higher levels. This

change was mostly attributed to the appearance of a human movement
response as well as an mcrease in both animal movement and shading

responses (see table 11). Although his affect:.ve mdex fell

e i st b Wb o e
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Table {11

Ardrew's Rorschach Responses

.

Assessment Periods

Baseline Period. ~Remedial Period

Follow—
12/75 2/76 7/76 12/76 2/71
“ Total R 13 19 8 22 21
Locaion Y
Scores :
W 38 26 13 23 19
D3 38 53 63 64 62
ds 15 11 0 5 14
Dds 8 11 25 9 5
Determinant
Scores . :
F3 100 68 88 50 57
M 0 0 "0 1 1
™ 0 1 1 5 3
m 0 0 8] 0 0
FK 0 1FK 0 1FK 1FK
Fc 0 1 0 2 0
FC 0 0 0 0 1
FC 0 4 0 3 2
cr 0 0 0 0 1
C 0 0 0 1 0
Quantitative
Scores .
M:FM 0:0 0:1 0:1 1:5 1:3
Sum C 0 2 0 4 1
FC:CEF+C 0:0 4:0 0:0 2:3 2:1
M:Sum C 0:0 0:2 0:0 1:4 1:2
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slightly over tk;e _followué period, his personalization index
continued strong gains.

| Th-J.S pattern of protocol change is quite remarkable,
consniermg the level at wiiich it began. The striking change is

evidenced in the improvement of his per:sonalizaﬁion index by the end

~of APP and its strenghening during the followup. According to its

author (Mook 1977), this index is indicative of the level of
differentiation that the child has achieved both in relation to
himself and others, or his degree of humanization. ’

The improvement which Andrew showed in this area was across

_both of the subscales (é and 9) of the index. This improvement

appeers to reflect the substantial amount of dynamic growt‘n that
Andrew achleved concurrwlth the remediation process. He began
percexvmg himself as clearly dlstlnguzshable from others,
indicative of a growmg self structure from wnich his mterat_tlons
can be directed and maintained. ,Developmentally, Heinz Werner
(1942), talks about the structure of organization of the Chlld
gradually cnangmg, from a syncretlc fusion to a.more artlculated

one. Along botn these developmental continuum, Andrew's

.personah‘zaton index showed dramatic improvement. with the

improvement in the internalization of ~structure, Andrew's dynamic

' H
organization can be seen as becoming more discrete and self -

structured, and more articulated, because he could now benefit from

@

his experimental mvolvement.

Over the entire study, Andrew's developmental rating of his

.affective integration was guite labile, rising one period and

falling. the next. This pattern stabilized slightly, between the end
g ! ‘ )
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Table 13

Andrew's Developdiental Rorschach. Rating Scale Scores

Scoring Periods

Scale Baseline Period - Remedial Period Follow-up Perlod

A

12/75 2/76 7/76 12/76 2/77
*C.I.  4.40  5.50 £ 5.40 5.50 - 5.70
*A.I. 'S 0-00 6-00 0.00 5.70 - 3-80
*P-Io 0-00 2.80 2.00 5-30 . ° 6-30 &
(1)  2.80  3.00 3.00  2.60 3.00
(2) 3.00 2.50 2.40 2.80 2.80
(3) 3.00 2.50 2.40 2.70 ' 2.70
(4) 0.00 3.00 3.00 2.80 ' 2.80
B . . " . .~
(5) 0.00 3.00 0.00  2.70 - . 2.30
(6) 0.00 - 3.00 ¢.00 3.00. o 3.00
{(7) 0.00 3.00 0.00 3.00° . ~0.00
c - ‘
(8) 0.00 1.00 1.00 2.60 3.25
{9) 0.00  1l.80 S l.00 . 2.70 ' 3.00
a 0 indicates no scorable responses given
A - Cognitive Inﬁegration B - Affecive integration
(1) Whole Part Responses . (5) Form-Color
Integration
(2) Part Responses -{6) Form-Shading
. : Integration
(3) Form Level : - {7} Texture Integration
(4) Form=Controlled Determinants B
C - Personalization
*C.I.-éognitive Index ‘ ' (8) Quality and Balance
A.Il.-Affective Index of Movement
P.I.-Personalization Index (9) Quality and BRalance

of Movement, Shading
and Color



The major change which occurred concurrent with the remediation
could be termed as a striving for separation and independence. On a
behéviorally viewed level, hils teacher saw his self adjustment rise
substanﬁially to witnin the average range. His overall mood was
seen as elevated, there were less overt signs of tension and his
gex_'xeral behavior appeared more stable. Teachers-also noticed Andrew
was less fearful and m;.::e willing to take the first step toward
interaction with both peers and adults,

Although Andrew's mother's ratings fell over the remediation,
they might broadly be seen as indicative of the same trend. He was
showing his temper more, willing to speak his mind, both of which
'disrupted the flo;' of the house and was-seer; by his parents as
differenﬁ from the norm.

' Andrew'.s responses on both the SEI and the CPQ, protray that he
was having some difficulty feeling comfortable, especially in his
social interactions. On a theoretical level, the vafying subscales
of the SEI measure what has been termed the "consciously perceived
self" (Rogers 1951), or the “phenomenal self”™ (Buhler, 1962).
Rogers definesr its boundaries gquite 5pec.ifically, as those
pérceptions which are admissable to awarenass. Developmentally,
according' to both these sources,. the sélf develops out of what is
conceptualiﬁed as "trust and thrust*. The secufe relationship
provides the faith for the emerging self to reach into the world of
interaction. With reference to these theoretical positions, with
Andrew's increasing amount of positive . social interaction, his
previously neld conceptions of his relationship within. his mileau

began fluctuating and changing.
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A

of remediation and the followup period, but it was still indicacive

of a less mature pattern.,

Andrew's cognitive index did not exhibit any strong change

concurrent with the remedial period, but it did begin to show -

minimal signs of improvement over the followup period. .

In summary then, it was postulated that Andrew's persénality
drganization would change over the remedial period. This change was
hypothesized to occur across al} three of his developmental index’s:

cognitive, affective and personalization. With respect to this,

this last specific research expectation can only be partially .

supported. Cognitive integration did not appear to change parallel
to the remediation, although some siyns point to an improvement
following the intervéntion period. Andrew's affective index
remained somewhat labile, although signs here, also point to a
stabilization trend following the remediation. The major change was
realized in Andrew's personalization index, which showed a dramatic
improvement both in the struciuring of his internal experiencé as

well as, in his ability to interact with his environment.

Summary of Psycho~Social Results

In Andrew's case, his academic improvement; appears comensurate
with the change in bis psycho-social/personality variables. . Before
the -intervention, Andrew's self, social and school adjustment were
all rated by his teacher, in the maladjusteéi range. During this

time as well, the Rorschach revealed a fairly constricted

‘personality organization, especially in his ability to internalize’

experience and successfully differentiate himself from otners.
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child #3-Brian . 3

APP Remedial Programming .

=

After‘ ohly 30 seésions listening to \filtered mothar's voice,
Brian appeared réady to move oe;:d' the sonic birth process and
subsequent training phase. ~Sonic birth was accomplisned over five
sessions and the tram:.ng sessions began. At the beginning of the

training phase, it became obvious Brian was having a lot of

_/g:rfflculty understandmg the words presented and was tiring easily.

Thesé& behavmral md:.cat:.ons pointed to the fact that Brian was not
ready for this phase. aAfter consultatlon, Brian was returned to the
passive program. In total, Brian received 64 passive sessions and
the sonic birth was re—introduced by mld April. Brian's llstemng
test showed that selectivity had opened and ail spac1al:.zatlon
errors had disappeared (see figure C, page }.

The performance pnase of remediation was arduous for Brian. He
experienced difficulty in repeating words and phrases and required a
lot of encouragetﬁent from the proyram assistant. In all, this phase
Jasted until early November and consumed over 220 s:eesions.

The training phase was relatively short for Brian since the
previous stage took up SO much time. It con51sted of only three
weeks of ‘reéding simple grade one books, alternat;ing with sessions
of classical music, |

Criterion Results

Oout of all of the five children in this study, Brian’'s
criterions results are the least impressive (see table ). The

Myklebust learning quotient gained only 1 point over the remedial

period, rising from 80 to 8l. This score is still well below the
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ATV DIAGONAL LINES ARE INDICATIVE OF THOSE FREQUENCIES
7T WHERE AUDITORY SELECTIVITY WAS CLOSED, AS

707575 MEASURED BY AUDITORY DISCRIMINATION (TOMATIS 1978)
& -
* .} THE NUMBER WITHIN SIDE THE BOX INDICATES THE
- STRENGTH OF AUDIOLATEROMETRY (TOMATIS LATERALIZATION
TEST.) ’
R—L—M

A LETTER WITHIN GRAPH INDICATES SPECIALIZATION
ERROR.

BONE CONDUCTION CURVE.

AIR CONDUCTION CURVE

i
FIGURE-C- TOMATIS LISTENING TEST CHILD’3 BRIAN.
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Table §13

Brian_'-s/ Academic Testing SCores for
Baseline, APP and Follow-up Periods

Scoring Periods

(’?

Test Baséline Period APP Remediation Follow-up
11/75 __2/76 . 4716 6/76 8716 _10/16 12/76 2/77

W.I.S <R
Verba .Q. 101 102
Performance
I.Q. 131 : : 102
_Full scale
I.Q. 117 117
WRAT
Reading 1.
Spelling 1.
Arithmetic 2.2
Gates-McGinitie _
Vocabulary 1.9 1.7
Comprehen—
sion : 1.5 1.5 1.7 1.
Composite Academic - -- <
Index 1.8 1.7 2.1 2.0 2.3 2.3 2.3 2.8
PBRS
Verbal 23 24 Lo 24
Non-Verbal 43 43 . 46b :
Total 66 67 70
L.Q. 80 8l

9
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[ ]
to 0 W
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.
[ (8]
(8]
H
(¥}
[ 4]
.
o
[ 8]
H
[40]

1.7 1.6 1.6 2.3

2Al11 scores are in grade equivalents by year,and month
bﬁighest score is 120, with 70 being the accepted cut:offﬂ for L-D.

¢ Cutoff score for learning disabilities is 89.
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) cutoff score for learning disability of 89. 'Results of tne
Myklebust Pupil Behavior Rating Scale also revealed only minimal
progress. Before remediation, his score was 67 and it rose to only
70 by the end of APP. Although thls score reacned the cutoff score
for -crite.:ria,- this progress could be seen as minimal.’

Tomatis' criterion for dyslexia. (listening test and

audiclaterometry) exhibited mixed results over the remedial period.

On the positive side, selectivity opened on both éars and
spacialization errors disappeared. Also; both air curves in ’cﬁe
lower frequencies exhibited slightly more ascendence. Bone
conduction, for the most part, remained above the air curves and
'attempts at auditory lateralization‘had failed, as Brian's left t;.ar
still wmaintained a 1.5 advantage. Although some progress had been
made, the failure of the lateralization process could not judge
Brian's APP training as successful (Tomatis, 1978).

The final criterion, Brian's composite écademic index, also
showed only minimal gains. Intervention scores did reveal a
po;itive reversal of the baseline trend, but 6ver the 10 month
period, Brian only gained five months on this score. On a more
optimistic note, this index showed considerable gain (£ive months)
over the two month followup period.

How Significant others view the child

As can be seen by f.J.gure 32, unlike the precedmg two children,~

rd

Briah's teacher rated adjustment scales all began the baseline

period within the average adjustment range.. At no point in the.

study did any of these three scales fall below this range.
. -]
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Brian's self adjustment score exhibited a small rise over the

baseline period.. After showing a moderate decline between .

assessment periods 2 and 4, falling to a’low average level, this
score rose moderately by period 6, reaching a high average mark.
Between assessment periods 6 and 8, tnis score :exhibited a small
decline, leaving‘ its level roughly tl:xe same, at t_iﬁe end ?‘E the

=
A

-

study, as when the interve_ntion peried began.

Brian's social adjustment score also rose during the baseline
period, but by a moderate degree,.reaching a high average rTange.
The slope of this line generally paralled that of his self
adjustment rating; falling moderately by period 4, rebounding by

period 6, then falling off by a small degree by the end of the

-

study.

r

Unlike his other two adjustment scales,-Brian's school

adjustment score fell during the first three assessment periods,

reaching a low average score. After remaining stable for two

months, it rose markedly by assesfsmerit period 6, to well above the
average adjustment range. It then fell by a substantial marygin over

the final two assessment periods leaving this adjustment score at

‘the same level by period 8, as it was in peried 1..

Brian's self adjustment, as measured by his ﬁétg_ﬁts (see figure
33), exhibited a moderate downward trend during the baseline period,
falling from the low average range to moderately below this level.

After remaining relatively stable at this level until assessment

LE ] * £ \‘"‘ .
period 4, it then showed a moderate rise back to within the’ average

rating range. It remained fairly stable at this level for the

remainder of the study.

196
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BRIAN'S ADJUSTMENT RATINGS ON THE CHILD
BEHAVIOR RATING AS MEASURED BY HIS TEACHER.
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‘assessment periods, to a high average range. It then exnibited a

- moderate decrease by period 4, which was followed by a two month ¥

L3

social adjustment rose by a small degree over the first three

stable period, and @ small rebound by assessment period 6. It then
'fell again to a low average range by period 7,and remalned falrly '

stable at that level, over tiie followup pericd.

Figure 34, which shows Brian's inferred self concept as

measured by his teacher, reveals that this score remained fa:.rly

stable over the first three assessment periods, just: ‘below the mean
level. It then exhibited a moderate—marked dip between assessment
periods 3 and 6, ending this ti;ne just above the mean ievel. It
remained fairly stable for the remainder lof the study, showing only
a small increase ove:-' thé foiléwup period.

The first specific research expectation postulates- tnaﬁ there
will be a positive change in the way si_gnificant others view Brian's
sgcial and self adjustment over the remedial process.

Neither Brian's self nor social teacher rated adjustment
scale::",, exhibi.ted any major change concucrent with the remedial
process. Both of these scores remained at relatively the same

levels after the followup period that they ,snowea -during the

baseling. Ratings on Brian's self adjustnient scale did indicate a -

minimal improvement in his ability to pay attention in class, as he

began to show less of a tendency to daydream. On his social

adjustment scale, ratings did indicate that, over the remedial

perieod, Brian was feeling siightly less secure within his peer

- J

As can be seen by figure 33, Brian's parent;g”sl rating of his,
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INFERRED *SELF CONCEPT SCALE
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group, and that he was having a little more difficulty making and
keeping friends. |

Althougﬁ his school adjustment scale exhibited wider
fluctuations then the above two scaléé, it also showed little if any
general improvement concurrent with the remedial period. There was
a moderate upward change in level between .tne baseline period .and
the end of the remediation, but this quickly decayed over the
followé period. Ratings did suggest a slight positive change in
two areas. First, Brian was seen as being beﬁter able to express
himself, and second, he was less distractable while doing his work.

Mother's rating of Brian's self adjustment showed a small
improvement in two areas: Brian's ‘émotional maturity and lgis
ability to delay his actions and think first. Emotionally, mother
saw Brian as crying less for no réason and then not sulking as r.u;lch )
when things didn't go his wa&. She also noticed that he wasn't
preferring o be alo};é as often and When he ;zas with other people,
he took their criticisms more in stfide.

mother's rating of Brian's social adjustment fell over the

remedial period, after showing a minimal ascending trend during the

baseline. In this area, the items she felt changed were in line
with his teacher. She saw Brian as having a little more difficulty
making and keeping friends, and feeling slightly les.:-'. secure wiﬁh

his peers (it should be emphasized that this was a minimal cha‘nge'

across a numnber of items).

| Brian's teacher rating of his self concept as measured by the

Inferred Self Concept scale exhibited a small upward change in level

concurrent with the intervention period. The major change that was
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noticed, was a lessened' amoﬁnt_ of fear he showed both inl relation to
his interactions with adults and his interactions with peers.

In summary, althon.gh some small gains were noticed in Brian's
self and school adjustment, this change was not:_ sufficient“ to

support this first specific research expectaton.

How the child views himself

" All five of Brian's self esteem scales were at least 1 standard
deviation above the mean range, during the baseline period.
As can be seen by figure 35, Brian's social self esteem score

dipped over the first three assessment periods, then levolled off

antil period 4.. The major change in this score came between periods

4 and 5, as it showed a marked decline, almost reaching mean levels.
after remaining stable for two months, it then spurted over the
final tnree assessment periods finishing the study just above tne
mean level.

Brian's home-parental esteem sc‘ore remained stable for the
first three assessment perioeds, then exhibited a marked decline
between- peciods 3 and 5. This score t.hen.:spu.rted between assessment
periods S and 7 reaching to within mean levels by perioed 7. {':,'-
exhibited a moderate rise over the followup period.

After remalnlng stable during the baselme period, Brlan s
school self esteem became quite variable for the ,remainder of the
study. It oxhioited two" marked spurts between aés_essment pericds 4
and 6 and 6 and 8, eventually ending the study wi'ohin the mean

range.

-

After remamlng stable over the two month baseline period,

Brian's general self esteem showed a marl-ced decline by the fourth
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assessment period, almost reaching ﬁq the mean level (see figu;:e
36) . OQer the remainder of the study, Brian's general self esteenm
exhibited an extended spurt, rising markedly by assessmentbperiod 6,
then fallmg by a shghtly larger margin by period 8. |

As can be seen by flgure 37, Brian's total self esteem level

generally exhibited a downward trend for the majority of the study,

ending slightly above the mean le\}él by assessment period 8. The
only exception to this trend was between periods 4 and‘ 6 when this
total self esteem SCore exhibited a moderate increase.

The second specific research expectation hypothes:Lzes ‘a
positive change, over the remedial peried, in the way Brian views
his own self wort.h.

Scores on Brian's SEL are quite mterestmg, with all of the
subscales and his total self esteem score at least 1 S.D. above
stated norms, durmg the baselme pen.od. In all aspects then,
Brian's att:.tudes about his mileau and his worth within his
different roles were all very positive.

TwO of the subscales of the SEIL, home—parental esteem and
gerﬁral self esteen, remamed stable during the basel:.ne perlod.
Both ¢éxhibited a general downward trend ox;er the intervention,
ending within one standard deviation of tne mean at the“end of the
study. Brian's school self esteem also exhibited ‘variation over

intervention, eventually ending at the same level as durlng the

baseline per:.od. Br:.an s rat:Lng of his soc:.al self esteem exhibited

a slighﬁ decl’ine over the baselme perlod and v:.rtually no change

concurrent with the remediation.
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Coopersmith “(1967) views the child's self esteem as a.set of
selectively weighted perceptions which are abstractions of the
common features of the child's experiences. Being abstractions,

some qf these beliefs tend to be over—emphasized, but through the

normal developmental process, the child's perceptions will becone.

more realistic. In Brian's case, considering both his achievement -

and his ratings by other's, his esteem ratings during the baseline
period were slightly over exaggerated. By the end of the remedial
process, two scores, home-parental ‘and general esteem, appeared' to

fall to more realistic levels. By the of the followup period, all

.of Brian's esteem ratings had fallen to more realistic levels.

Brian's feelings of self worth did not. become more positive
over the intervention period, but did af:pear to become more
real®stic in relation to his mileau and abilities. Because of this,

this second research expectation can be only partially supported.

The child's ability to cope with frustration ‘

As can be seen by figure 38, Brian's extrapunitive score began

the study substantially below the normative level, and exhibited a

moderate decline during the baseline period. It rose back to the

baseline level by assessment period 4, and after a fairly stable

four months, showed a marked-moderate spurt betwen periods 6 and 3,

reaching sligﬁtly above the normative level at period 7. This score
ended the study only minimally above the level it was at during the
first assessment period. \
Brian,'.s’int;i'opunitive ‘score showed a moderate decli.r'xe, ’;c'rom

just below normative levels, over the first four assessment periods

(see figure 39)./ After remaining scable for two months, it
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exhibited a small increase by period 6, and remained fairly stable

ovér the remainder of the study,.a small deyree below the normative.

level. -
Brian's impunitive score began the study substantially above

the normative level, and rose nbderately over the baseline period

(see figure 40). It exhibited only minimal to small changes between

assessment periods 2 and 5, but exhibited a marked decrease by
period -'7, reaching the normative mean level. Over the followup
period, a small-increase occurred.

-As can be seen by-figure 41, Brian's obstacle-dominance score
remained stable just below’thé mean level, during the baseline
period. A small dip occurred in this s'core, between assessment
per%ods 2 and 4, with O-D reachihg to the mean level at the end of
it. After- remaining stable at this point for two months, a small to
moderate dip occurfed between periods 5 and 7, leaving his score a
small degree' above the normative level.” His score remain'e@taple

at this level over the followup period.

 During the first assessment p:‘eriod, Brian's ego-dominance score
was a small deyree above the normative level (see figure '42) . #After
rising: a small degree during the baseline period, this score
remained stable for: a t‘;ao morth period; It then showed a small dip
between pe;riods 3 and 5, whlcp was followed by a marked decline
between assessment periods 5 and 7, l'elaving'Brian's E-D score well
below the normative level. This score rebounded by a small degreé
over the- followup period. - |

As can.Re seen by Figure 43, Brian's need-persistance score

fell by a small degree during the baseline period. After rémaining

Ead
-

¢
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7-Pecember 1976
Follo up Peried
1 8-February 1977

Table 14
Brian's Rosenzwe1g‘Responses
Scale ' Assessment Perlods . Read Norm
. 1 2 3 4 5 6 17 8.
Total Percentage Scores
Direction of Aggression -
E* 25 16 25 29 25 29 50 33 54.9 46.0
I* 25 20 16 13 13 20 20 16 £20.0 15.6
M* 46 63 53 “58 63 50 29 38 26.2 28.5
Focus of 2ggression : .
aD* 13 13 8 17 17 8 25 25 15.4 16.3
ED* 63 71 71 63 67 54 33 42 60.8 56.4
NP* 25 17 21 21 17 38 42 33 24.7 27.2
- Broken Down Response Patterns :
Direction of Aggression
E - .
A-C* 3 1 3 4 3 2 7 6 6.3 5.8
c-c* 4 3 3 3 3 5 5 3 7.3 6.9
I
2~C 4 4 3 2 2 &4 4 3 3.8 4.3
c-C 2 1 1 1 1 1 1-1 1.8 1.7
M "
A—C 8 10 9 9 10 9 4 &6 4.0 3.7
c<C 3 5 5 5 5 3 3 3 2.7 3.3
Focus of Aggression - - -
0D ..
A=-C 3 2 2 2 2 4 5 2.3 2.2
c-C 0 1 o 2 0 2 1.9 1.8
ED. .
A-C 7 10 9 11 10 7 4 s 7.4 6.2
C-C 8 7.8 4 6 6 4 5 7.7 7.0
NP
A-C S 3 4 3 3 6 7 5 4.4 5.8
c-C i 1 1 2 1 3 3 3 2.3 3.1
Reading dlsablllty norms taken from Spache, 1857.
Normative scores taken from Spache, 1957.
E* - Extrapunitiveness Assessment Periods
I* - Imtropunittiveness Baseline Period
- Impunitiveness . l-December 1975
OD*- QObstacle-Dominance 2-February 1976
ED*— Ego~Dominance : . APP Remedial Period
 NP*- Need—PersistancF : 3-April 1976
_ t ) 4-June 1976
A—C* Adult-Child S-Agust 1976
C-C* Child-Child . tober 13976
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relatively stable until assessment period 5, .showing. only minimal
variation, this score took a marked jump by assessment pexiiod 6,
leavmg it moderately above the normative level. Brian's N-P score
remained fairly stable at tn:.s level, unt:.l the followup period,
when it e.xhibited'a moderate decline,_ leaving it jus‘.t. above the
normative level.

The third specific research expectation postulates a change in

the way Brian conceptually handles frustrating situations concurrent

with the remedial process.

During the baseline period, -Brl'ian's Rosenzwelg scores exhibited
the following pattern: E was well Below the normati-ve level and
minimally falling; .I was slig.htly below the~normative level and

mln:.mally falling; and M was, moderately above the normative level

and rising.” Conceptually then, thlS could be viewed behaviorally as‘

showing Br:.an to be qun:e passwe (M) in hJ.s approach to frustratmg

situations, preferrmg to gloss over 'such events in his life
"‘"'w--_-_. -

ratherthan face them dlrectly. .He rarely showed anger directed at

others but would occasionally place the blame on himself for the

conflict. Also during this time,-his O-D score was slightly ‘below
n&rmative‘ levels and rising; his N-P score was also slightly below
normative levels, but falling; and his E-D score was ; small degree
above normative levels and rising. Behaviorally
these scores fit the pattern e.xpress'eql in his direction of
agéression scores and showed Brian to be guite defensive (ED) about
his role in conflict. | |

Brian's Rosenzweig results showed a fair amount of change

F

concurrent w remedial process. His direction of aggression

;
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 scores exhibited a lar;;e drop in- impunitiveness (M) and a concurrent
rise in extrapgnit;iveness (E). Also, during the remedial perio;,
Brian's obstacle dominance and need pers_istanc§ scores both rose,
~while ego dominance fell. '
Behaviorally, the change in Brian's direction of aggression
.scores indicates that he began taking less of a passive stance in
frustrating situations, preferring to begin directing his anger
outyard toward the environment. This overall trend though, began
' \Jeversing itself over the followup pericd.

Brian's focus of aggression scores indicate that rather than
taking more of a defensive stance, as he predominantly did over the
baseline period, he began concentrating more on the source of the
frustration as well as searching for poséible solutions.

In summary, Brian's Rosenzweig respbnses Suggest a change in
the way he: conceptually handled fruétrating‘ experience, thus

supporting the third research exi:ectation.

~ The child's personality traits and dynamic organization

| Five'of Brian's primary CPQ scales and one second order factor
showed change concurrent with the intervention period: Factor D
rose from a low baseline level to wit‘hin the average sten range;
factor G- fell to below average sten level; factor H also fell, but
to withip the average range; factor N rose to an average score; and
factor Q3 fell fron; a. high average range to a sten of 2. The second
order factor wnich exhibited change was anxiety, which rose during

the remedial period but began decaying over the followup.
Behaviorally, the marked rise in factor D (see table /f), of

three sten scores to an average'sten level, is indicative of more



Table 15

Brian's CPQ Results for the Baseline,
APP Remedial and Follow-up Pericds -

Assessment Periods

Baseline APP Remediation Follow-up
Trait 12/75 2/76 7/76  12/76 2/77
Primary Source Traits
A 4 . 5 5 4 3
c 5 5 "7 5 7
D 2 2 5 6 4
E 6 5 7 3 5
F -6 5 7 5 4
G 5 5 3 3 3
H 7 7 6 5 7
I 4 . 4 3 6 6
J 6 6 6 S 5
N 4 4 6 6 5
0 6 5 4 ) 4
Q3 7 6 2 2 5
Q4 6 6 - 8 6 6
Second Order Factors
Extraversion 5.6 5.5 5.9 4.7 4.9
Anxiety 5.1 5.0 6.1 6.2 5.1
Tough Poise 6 4 6.2 7.0 6.0 6.5
Independance 5.9 5.3 5.5 4.0 4.9

All trait scores are listen in sten scores.

Average sSten scores for all primary source traits are
‘5 and 6.

Mean score of second order factors are 5.5, S.D-2.0.
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physical energy; During the baseline period, this low scorre was
su;ggestive of an inactive, phlegniatic temperment. Tne rise in
factor N to within average sten leévels, is indicative of Brian
maturing somewhat in his social intercourse, becoming less naive and
more astute in his interchanges. The slight fall in factor H, over
the remedial period can be viewed as a small moderation in Brian's
social reactivity, which also appears in line with the change in
factor N.-

The drop in factors G and Q3 are somewhat more concerning.
Factor G is the level of superego stren;;th, while Q3 represents the

amount of self sentiment;integration. Considering the overall drop

in Brian's SEI ratinérsz it might follow that his self—rega’f?!ing.

. [
sentiment (Q3) wou;l./d also fall. With the change in Brian's

perceptions about his worth and standing within his mileau, the fall
in self integration can be sefli as part of an accomedation process.
This hypothesis is strengthened somewhat by the rise in this score
over the followup periocd. |

The authors define factor G as the strength of superego factors

in restraint of instinctual drive. They do caution, that this"

factor, when measured by questionaire, is one of the most
motivationally distorted ones, and therefore, occasional aﬁpmalous
results could be expected. In Brian's case there were some overt

signs (i.é. social adjustment ratings), that during the remedial

period, he was experiencing some difficulty maintaining
. relationships. 'The fall in this factor would point to Brian -

becoming more self indulgent, and disreyardful of rules.

-
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On the Developmental Rorschach Rating Scale, it is evident from

" figures 44-46, that all three of Brian's overall index's remainded

sgable over the baseline pefiod, all above the mean level for his

.age. After remaining stable over the baseline period, Brian's

cognitive index showed only a small upwérd trend over the
intervention pe&iod (see figure 44). It then fell back to the mean
level over the followup peried. -

Brian's affective index fell markedly over the first five
months of intervention, to just bélqw the mean level Esee figure
45). 1t gebounded strongly the secona five months of intervention,
but fell off moderately over the followup pericd.

As can be seen by figure 25, Brian{s perscnalizaton index
varied only by a gmall deéree over the remedial period, falling
after five months, but rebounding the last five months (see figure
46). This score fell by a small degree over the followup period. -

The fourth specific research expectation postulates a change in

Brian's underlying personality organization. This should be

220

evidenced in cognitive and affective integration, as well as in‘tﬁiéssk

structuring of his experience. : A~

As mentioned, Brian's Ro}schacn protocolsAwefa relatively
stable over both baseline assessment periodé. His quantitaﬁive
determinant scores alsc remained Quite stable (see table 16), the
only changes being a fall in Fc and CF by 1 response, and a rise in
FC by 1 response. ‘

' During therinﬁervention period, Brian's cognitive index rose by

.60. This rise appears across all of the four subscales that make

up the index, as they all exhibited higher levels at this time than
L Y
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h before mterventlon. Two of these scales }exhibited an upward
reversal of- baseline trends over the remedial per:.od (Numbers 1 and
4). < ;

Although the quality (structural differentiation) of Brian's
whole resoonees improved over the. intervention period, the
perEentage of these responses decreased over this period (see
table). The W response is usually indicative of the child's ability
to organize and plan both thought:s and action {Piotrowski, 1974). In
th:.i{respect, Brian appeared more selective in his ablllty to
' ubstract, but for the most part he remained a practlcal and concrete
thinker.

Scale 4, form controlled determinants, also showed a pos:.t:.ve
re.versal of baseline trend. In children, as in adults, t.he higher

the quality of form controlled determmants, the more objective is

the child's grasp of the reallty in which he llV&S (Schachtel, 1958) .

Both these scores are indicative of positive cognltwe growth and-

_ixitegration over the remedial period. His cognitive index fell over
- ‘

the followup period, bringing into question the.permanance of the

change. . ' o
N

Brian's affective index was much more variable over the

remediation period than his cognitive index was. It fell off across

all three subscales by the midpoint of intervention (see tabie 17, ‘

then rose back by the end of APP. It then fell off again during the

followup period. One of the major changes by mid-intervention, was
- I &

the fall in the number of -E‘C responses and the concurrent rise in CF

responses. This change caused a_rise in sum C and a change in the

favor of CF and C, in his FC:CF & C ration (see table 74 ). Both

t




Table 16

Brian's Rorschach Responses

N Assessment Periods -
Baseline Period Remedial Period  Followup

- 12/75 2/76 7/76 12/76 2/77
Total R + 15 16 , 21 34 39
Location -

Scores
we 40 31 24 21 18
% . 53 67 71. 68 64
ds 0 0 0 3 8
Dds 7 6 5 9 10
Determinant . '
Scores N
% 53 S0 . 52 59 56
M 3 3 4 5 5
™ 0 1] 0 5 3 ~
m- 0 0 o " 0 2Fm
/B 0 0 0 0 0
Fc 2 1 1Fc, 1F¢ 1Fc,lcF 1Fc
- FC1 1l 1 o] 1 1
EC 2 3 1 1l 2
CF 1 0 3 1 2
@ . "0 0 0 0 1
Quantitativ ] . ~
Scores
M:FM 3:0 3:0 4:0 1:1 2 5:3
fm € . 2 1.5 3.5 1.5 + 4,5
FC:CF+C 2:1 3:0 ~1:3 1:1 - 2:3
M:Sum C 3:2 3:1.5 4:3.,5 5:1.5 5:4.5 -
¢¢:>
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Table 17

Brian's Developmental Rorschach Riting Scale Scores N
: -

Scoring Periods

Scale Baseline Period Remedial Period Eollow-up Perioed
. 12/75 2/76. 7/76  12/76 2077 o

*C.I.  5.80 5.80 - '6.00 - 6.40 5.60 I
*a.I. " 5.30 . 5.30 3.30 5.80 4.80
*p.I. . 5.0 5.90° 5.30- 6.00 -~ 5.30
A .

(%%_ 3.33 3.20 3.40 3.42 3.00

(2) 2.55 2.63 2.56 3.00 . 2.70

(3) 2.50 2.87 2.81 3.00 2.78

(4) 3.14 2.87 3.16  3.33 2.71
B L

(5) 2.33 2.33 2.00 3.00 1.80

(6) 3.00 3.00 0.00 3.00 3.00

(7) 3.00 3.00 2.66 2.50 3.00
C : . i

(8) 3.00 3.00 2.75  3.00 2.80

(9) - 2.85 2.87 2.50 3.00 %46

. - 2

A 0 indicates no scorable responses given

-

A - Cognitive Integyration B - Affective Integration .
(1) Whole Responses . (5) Form-Color Integration
(2) Part Responses ° (6) Form-Shading

. Integration
{3} Form Level . . (7) "Texture Integration

{4) Form=Controlled Determinants

C - Personalization

*C.I.-Cognitive Index {8) Quality and Balance of
Movement -
A.1.-affective Index ’ : ' (9) Quality and Balance of

, Movement, Shading and
P.I&Personalization Index o Color



these quantitative proportional changes relate to Brian's emotional
responsiveness to the environment. The rise in sum C indicates a
higher degree of overt reactivity on his part. The favoring of CF &

" C during this period points to a weakened control by Brian over his

emotional impulses. By thé end of the intervention, sum C had .

fallen and the FC:CF & C ratio was l:1. During the followup period,

sum C rose back-strongly and Brian's FC:CF & C relationship rose

back to 2:3. These scores in general would support previous stated'

CPQ results of weakened superego coﬁ"trols. B_rién became more
reactive (also seen in Rosenzweig), and appeared in less control
over these reactions. It should be emphasized that this trend was
variable at best, for during the final scoring peciod before ‘the

' followup, his affective index rose to its highest level over the

entire study. The fall off in this score during the followup was

less severe than during the first five months of intervention.l

Brian's personalization index was also variable. After the
baseline period, it fell- the first five months of APP, rose to 1its
highest level by the end of the intervention period_, then fell back
over the followup period. The variance in this index was concurrent
with that seen in his affective index. It appears a§parent that the
first five mon.ths of intervention was a restruct;'uring period for
Brian, both in his affective integration as well as in his
humanization development.

In summary,. the fourth specific researcn expectation can only

be partially supported, as Brian's cognitive index was the only

score that exhibited a stable trend concurrent with che remedial -

process. Strong signs existed in Brian's protocol to suggest that
-3

227



-—
‘

.

both his affective and personalization index's were both undergoing
a re-ordering process and improving botli in structural
differentiation and hierarchial integration.

Sunmary of Psycho-Social Results ¢

»
One of the most p051t1ve psycho—socmal/personallty crranges that

occurred concurrent with the remedial péocess,_ in Brian's testing
results, was what could be termed his objective perceptions of
reality. Both in the Rorschach and the SEI, signs t'aegan pointing to
an objectification of Briaﬁ's perceptual process. In this way, he
was beginning to take important steps in his individuation process.
In organism:f.c terminology, his ability to assess and judge his
assets, and their relative importaﬁce, became more.:'ar‘ticulated in
para_llel_ to the remedial process.

Another positive chang®lin Brian ‘coqld be termed his reactivity
to his environment. After the femedial process, he was seen as less

afraid to engage in social intercourse and he appeared to have more

| energy available for that process. Rosenzweig results suggest a

less passive approach to conflictual and fr.ustratf.ing situations,
with a parallel improveme’nt in Br;an's problem solving ability.
Testmg also revealed that concurrent with the first five
months of the remedial process, there were many signs of the
difficulty Brian was exper:.encmg in this process. The la‘billty
seen in both the affective and personallzatlon index's of the
rschach and the self xntegrat:.on, anxiety and superego scores of

. s

the CPQ, suggest a dramatlc restructuring of his underlyln

personality organization. Some strong signs, especially on the

e

_\\
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Rorschach, imply that this was leading to a more discrete, more
differentiated hierarchial or:génization. '

Although there were some signs that remediation had-elicited

-

some positive psycho-—soéia_l/personality ctxgnées in Brian's
functioning, there were also signs that pointed to a lack of

permanence in these changes. Across many of the instruments, there

was decay over the followup period or indications of 'per_sisten;

lability.

Child $4-Charles

APP Remedial Programming

The first stage of Charles' APP programming was vefy' short
because of the positive nature of his listening gest. | It consisted
of 30 session of listening to filtered mother's vpice and five
sessions of sonic birth. By the middle of March it was felt Charles
was ready for the perform.anc'e stage of pr.-'ogramihg. -

The éerformance sﬁage went very smootnly for Charles and lasted
for 70 sessions until the end of May. During this time his
listening test also showed positive trend by takihg on a more
ascending curve with the bone conduction curve beginning to drop
below the air (see figure D).

Charles' training sessions began at the be.ginning of June and

lasted over the remainder of the intervention phase. Most of his

sessions consisted of reading ‘into the electronic ear. One .

\"‘\_~

important trend was noticed on Charles' listening test during thi%

period—his bone conduction began ris;ing above the air. Tomatis

(1978) views this as a rise in underlying tension.
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Criterion Results - _ -

 During the baseline pe‘riod, Charles' Myklebust learning
qﬁotient was 35 points, below the cutoff score for learning
disability, y(see table 13). After intervention, it had risen to 90,
whichéve the reguired threshold. His Myklebust Pupil Benavior
Rating Scale rose over the remedial perioé from 68 to 73, whicn also
places him above the cutoff criteria. By ooth these criteria, after
intervention, Charles woulfd not have been included in the initial
selection of subjf.'cts.

By the criteria outlined by Tomatis (listening test and

audiolaterometry), the APP training was only partially successful.

On the positive sidé, agditory selectivity remained open, both air
curves exhibited more ascendence especially in the lower
freq;.zencies, and audiclaterometry switcned from a lefj: ear advantage
.of 2 to a right ear advantage of 2.5. On the negative side, bone
conduction, especially in the lower frequencies, remained high.
Thié level had dropped over the first five months of intervention,
but then rose back over the final three months. One spacializaton
error also remained.

Lastly, in reviewing Charles' composite academic index, a two
month increase was seen over the baseline period. '.After
intervention, his score had risen 1l year, 1l month, indicating a
slight change in level of trend.

Considering all these factdrs, Charles' remedial program could
be called mod'era:;ély success;ful. -

Eefqre proceeding to~the specific .researc‘u expectations, an

important variable needs comment. About six wmonchs into tue

-
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Table #18

<>

Charles' Academic Testing Scores for

Baseline, APP and Followup Periods -

Scoring Periods

Test Baseine Period APP Remedial Period Followup Period
i2/75 2/76 4/16 6/76 8/76 10/76 12/76 2/77
W.I1.5.C.-R. . .
Verbal I.Q. 112 167
Performance - -
I1.Q. 114 - 121
Full Scale :
1.Q. 114 115
W.R.A.T. '
Reading 1.7 2.0 2.3 3.1 3.2 3.6 3.8 4.1
Spelling 1.4 1.8 2.2 2.0 2.0° 2.3 2.5 2.5
Arithmetic 1.9 2.1 2.4 2.6 2.8 ~ 3.0 3.2 3.6
‘Gates-McGinitie
Vocabulary 2.0 2.0 2.3 . 2.3 2.0 3.3 2.7 2.7
Comprehen— ¢
sion 1.5 1,6 1.7 1.9 2.5 2.7 2.6 3.1
Composite :
Academic )
Index 1.7 1.9 2.2 2.4 2.5, 3.0 3.0 3.2
P.B.R.S.
Verbal 31 31 34
Non-Verbal 36 37 35 b
Total 67 68 73 b4
Learning
Quotient 85 90 ©

311 scores are in grade equivalents by year and month.
t’Highest score is 120 with 70 being the cutoff for L.D.

Ccutoff score for learning disability is .89.

'\.



femédiation, Charles' parents became increasing dissatisfied wi_th
the program at the Child Study Centre. > Whether this had any causal
effect with this study is not known. Mother, at numerous times,
threatened to remove Charles, both from the study and the Centre but
never did. Mother's comments to the staff in Eront of her son could
be seen as undermining both his school program and his APP training.
Visible signs of tension in Charles' were noticed over the final
three months of training, accompanied with periods of absenteeism.

How significant other's view the child

As can be seen by figure 47, all three of Charles ) adjustment

ratings by his teacher exhibited the 'same general s'lrope unil

assessuent period 6. All thiree scales began the .baseline period.

below the average adjustment range and _showed minimal to moderate
decline for the first three assessment periods. Between periods 3
and 6, all three scales rose to around the average range wi‘:'.h school‘
adjustment slightly below this level.

Between assessment periods{ 6 and 7, both Charles' self and
social adjustment scales showed small gains and ___t:h‘eh subsgquently
remained stable over the fol_lowup period. His school adjustment
réting exhibited a woderate decline between pefiods 6 and 7, and
then remained stable over the followup period.

Both adjustment ratings by Charles' parents were within th:e

average range for the entire study (see figure 48). His self

adjustment exhibited a moderate rise during the baseline period and

remained fairly stable at tnis level until assessment period 5.

Between periods 5 and 8, it showed a moderate rise, finishing off

the study at the upper end of the average range.
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Charles' social adjustment, as seen by his pai:ent.s, remained

relatively stable for the first four assessment periods, at a low

average range. Lt exhibited a moderate rise between periods 4 and

5; but then remained fair-ly stable, at this high a\}erage range, witn
only minimal decline over the remainder of the study.

Charles' self concept as rated by his teacher on the Inferred
Sel£ Concept Scale, was seen as moderately below the mean and
showing & small decrease during the baseline éeriod {see figure 49).
This rating continued falling reaching its lowest point by
assessment period 3. after shawing a moderate gain by period 4,
. Charles' rating st'abilized somewnat, falling by é small degree by
assessment period 6, aud rising by a slightly larger deyree by the
end of the study. At this point, it was barely. below thie mean
" level.

) Tr;e first speg:if.ic-res::arch expecta‘tion postulates that taere
~will be a positive change in tne way significant others view

Charles® social and self adjustment over the intervention period.

Teacher rating of Charles' self adjustment fell by a small |

degree during tne baseline period and wés moderately below the
average adj:ustment range before the remedial process began. As seen
by his teacher, Charles' difficulties at this time centered around a.
number of areas. A major problem was t;ls daydream activity duriﬂ
school. His mind appeared to wander quite easily off the subject at
‘hand. Anatner area of concern was his yeneral emotional ar.-ti_tude;
his teacher saw him as geﬁerally unhappy. being nurt 'very easily by
the comments of othiers, and suowing a lack of confidence in Lis

skill level. His pnysical appearance was also poor, as lie was
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usually Slovenly and unkempt. Teacher also felt nhis personal values

were quj:'te different from those of the otner children.

-

Over the remedial perdiod,

his raced self adjustment r

within the a}yerég\e/ange. Most of the chanyes in tnis riéti g
Vcentergd-iaround ﬁis improved appearancé, as well. a‘s. his sz:lf"
‘gpnfide'nce., although his distractabilicsf improved; %omewhat, it was
still oine of his lower ratings. Teacher ratings also- suggest ‘a
nx;deration in Charles' activity level, feeling he could relaxr much
easiér when he\wanted t-o-. ~

Charles' social adjuétment was rated lower than his self
scale,also falling by a small deyree over the baseline period. The
ma’jor problem areas seen centered arou_nd two broad dimensions.
First, éharles‘ appéared'to lack staﬁus within his peer group,
remaining aluost on the perimeter of all interactions. He wus <
poolr sport in cooperative' games, and ne tended to irstigate the
other children. The Second area that resulted in his 1low ré'r_ings,
was what might be called nis, egocentric attitude. He rarely
listened to otnerS wnen tney Spoka, and he (tendea to be selfish and
self centered ‘in his dealings with both peers and adults. ] )

By tne end of_ the the :remedial period, Charles' social
édjustmént rating had risen to wi"cnin the average adjustment range,
reaching a T éﬁ 44. His improvement appeared "to center around more

age appropriate peer beiiavior, as he seemed ro become more of a

. participating member with a nigher peer status. Teachers also

noticed tiiat Charles was better able tto carry on a pleasant
_converstation with both staff and peers.‘ Although his listening

-
-~
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ability improved, this was still as one of his lowd8t ratings, as
well as was nis self centered, selfish atti;ude.

Teacher ratings of Cnérles' scnool adjustmen?: were t.ﬁe lowest
of his three adjustment ratings and was falliny over tie ,baseline
period. A difficulty in this area, concerned paal might bé Seen as

. _ ;
an attention deficit (ie. difficulty keepixlg\h'i’é aind on his work

and thereby not completing his assignments).” Charles also had major

difficulty expressing himself, as well as exhibiting a fearful -

attitgde toward participai:ion. This overall picture left the
quality of nis school work varyilng from day to day.

Charles' school adjustment rating rc\se quite strongly
concu_rrent witti the remedial period, but by its termination and into

hY

the followup, it had not yet reached Lhe average adjustment range.

The major change in this area centered around Ct&arle,s' feeling more’

comfortable within the school en\}‘ironmenc and nou agpear,ing as
fearful of participation: Neither hiis attention nor his motivation
toward his school work, snowéd'any major improvement over Ne
remedial process. -

Charles'! mother rated his self adjustment within the average
range and risi;’zg during the baseline period (see figure 48). Her
ratings rose by a sma.‘ll degree over the remedial period and this
minimal rise continued into the followup period. In general, before
tue remedial period, mother did not notice Charles' general
depr&;‘.sed attitude, as his. teacher did. She did feel he wés a‘very

sensitive child whose feelings were easily hurt. She did concur

with teacher ratings that Charles nad difficulty péying attention
1 )

o
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and that his thoughts tended to wander. Over the remedial period,
the improvements she saw focused on nis increased confidence level,
Mother's rating of Charles' social adjustment were also seen as

being ‘within the. average range and rising during baseline (see

figure 48). Her ratings showed a yeneral ascendance during‘

remediation then it fell min;'.mally during the followup period.

Mother's rating of Charles' social adjus.tmént were all quite high

during the baseline period. The only possible trouble area she saw

was that he tended to show off in front of his friends. Although
her overall rating rose during the remedial period, she saw one

specific item falling dramatically, that being her son's popularity

A

with boys his own age. She did not feel his show-off behavior

+

improved.

Charles' rating of his self concept by his teacher -declined -

during the baseline period {see- figure 49). Althou;g'n this- dowm;'ard
trend was generally reversed during intervention, its rise was only
a small degree by the followup pefiod. Teacher rating during the
baseline suggests a general lack of motivation and self confidénc::.-
Charles .was seen as ovérsensitive in his interaction and fearful,
especially of adults. Because of his lack of. involvement in work,
he would become eas;ly diScourage_d anc; usually gave up without much
effort. His teacner also saw him“as getting into a lot .of fights:
wih péers, and in general, defiant of rules, especially those he had
to adhere ‘to within the classroom setting.

The positive changes in how significant others viewed Charles'

appeared to center around two areas: first, Charles became more

trusting and less fearful of his school environment, and/second;g he

et e T LiaCerevie Mot hoe ke md o
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appeared to have more academic motivation, putting more effort into
his work. There was not change concurrent with the remediation in
Charles’ perio‘dic negative interactions witn og.hers. Ratings
reflected that he was engaging in fewer pnysical confrontations with
his peers, but interminently would provoke his classmates and reject
friendly overtures.

In summary, teacher 'ratings of Charles' self and social
adjustment and his self esteem ref}ected a positive‘change in nis
confidence level and, for the most part, ms éocial interactions.
It did indicate that there still remained an egocentric negativistic
Side to his behavior which remained following termination of the
study. Parental ratings, both in self and social adjustment showed
improvement, although if gave a gualitatively different picture of
Charles than his teacher did. 1In general, then, the postulated
change in this first specific research expectation could be
support-ed.

How the child views himself

As can be seen by figure 50, Charles' social self esteem score
fell moderately during the baseline period. This downward trend
continued until assessment period four, wien it reached its lowest
level over the course of thne study. This trend reversed itself
overthe remainder of the interventicn period, as Charles' -social'
self esteem exhibited a marked increase by assessment period §éven,
reaching above the average range. This esteem score then remained
stabla over tne follov}up period. ‘ _

Charles' home-parental esteem remained stable, quite a bi‘t

below the average range, during the bhaseline period. This score

261



SELF ESTEEM RATINGS

e PR e ek vl . s et i s mTom Tt o L3

262

20 + 100+ ‘ o——— SQOCIAL SELF ESTEEM

'9' -+ Be--++0 HOME PARENTAL SELF ESTEEM
18" + 90+ O-+—+—0 SCHOOL SELF ESTEEM

7 + ——— & NORMATIVE ESTEEM RANGE
16 4+ 80+

5 4

B + 704 .

13 4

12

1

10

&

1 1
{ I 1

i i i . .
| 2 3 4 5 6 7 8 .

ASSESSMENT PERIODS
KEY

BASELINE PERIOD
i DECEMBER- 1975 T

. 2 FEBRUARY 1976
APP REMEDIAL PERIOD

3 APRIL 1976
4 JUNE 1976
S5 AUGUST 1976

6. OCTOBER 1976
7 DECEMBER 1976
FOLLOW-UP PERIOD
- 8 FEBRUARY 978

FIGURE 50 CHARLE'S SPECIFIC SELF ESTEEM RATINGS ON THE
SELF ESTEEM INVENTORY. -



L
. then exhibited a generalized upward trend over the course of the
study, reaching to within the average range, by the last assesshent
period 'during the remediation. This esteem score continued a
moderate rise over the fo}lowup period. .

Charles' sclicol self esteem score spdrtec; over the first t;'xree
assessment periods, 'but remained s;zbstantially below the mean level.
By assessment period 7,  this score had risen to within mean levels,
and remained stable at that point, over the followup pgriod.-

In geheral summary the\ﬁf out of Charles' three specific esteem
scores: one score, social, exllzibited‘ an u{;ward change in baseline

r

trend and level concurrent with t.he remedial process; and one score,
home—par;nt:al esteem, exhlblted an upward change in level concurrent
with APP.

Charles' general self esteem remained st:able\,\ slighty below tue
mean, during the baseline permd (see flgure/fl)/ After shom.ng a
moderate gain, rising slightly above the mea]n by assessment perloc
4, it exhibited a small decline over the next four months. Ovef the

last two assessment periods, Charles' general self esteem rose

moderately, leaving it above the mean score at the end of the study.

/

Charles' total self esteem score remained ‘stable, substantially

below the mean level, during the baseline period (see figure 52).
Except for a small to ninimal decline between assessment periods 5
and 6, this score rose c;ver the er:t:ire course (;f the study, ending
after the followup period above the mean. T

- The second specific researcn expeétation hypot:heéizes x:haf:

there will .i.:e} positive change in the way Charles assesses his own

self worth.

Y}
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Three out of -the five scales on Charles' SEI showed baéeline
scability: home-parental estgem, general self esteem and total self
esteem. All three of these scores rose concurrent wi£h the remedial
period, and continued rising over tr;e followup period. Charles'

total self esteem rose from the 17th %ile., before the intervention

period, to the 50th %ile.,' by the start of the followup. Charles'

social self esteem fell during the baseline period, but then rose
substantlally over the intervention, levelllng off over the
followup. Hi8 school self esteem, on the other hand,.showed a
stréng ascendihg trend over the baseline, then rose over the
remedial per.;iqd, and leveled off over the followup period.

Altnough there was some variance 'ir_l the degrze of improvement,
the generalized flndlng 15{52:::11 with the previously stated

teacher findings: ‘that Charles had- a marked degree of improvement

in his self confidence and esteem over the remedial period, and this

was seen in most of the areas measured. This leads to supporting
this second specific researcn expectation. ~

The child's ability to cope with frustration

All of Charles' direction of aggression scores (see figu'res 53

tnrough 55), exhibited variability during the baseline period. His
extrapunitive score showed a moderate rise over the first three
assessment periods, rea;:hing above the normat'ive mean. After
ore:naini.rxg fairly stable, for two periods, thiS score spurted between
periods 5 and 7, 'fal,ling below the mean by this latter period. It
then showed a small rise over the.followup pericd, reaching to

slightly above the mean level.

4
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c::h.arles' intropunitive score remamed below the normative le;lel
for the entire study. After snowmg a small decl:.ne during the
bas;eline, this score showed ‘only minimal variaton untll 1t fell to O
responses by assessment period 6. Charles' I score spurted
moderately over the final three penods, but remained well below the
normative level.

Charlés' impunitive score remained above the normative mean for

the entire study. After showing a moderate decline.over the first

three assessment periods, this score exhibited only minimal

variation until it showed a small rise between periods 6 and 7. It

Cemained stable over the followup period.

As can be seen by figure 56, Charles' obstacle—déminance score
remained above the normative mean for the sntire study. After
remaining fairly stable during the baseline period, showing only

minimal decline, this score rose moderately by assessment periled 4.

It remained stable for two months, then fell moder‘ately'to baseline

levels by the end of the intervention. This 0-D score showed a’

small increase over tne followup peried.

Aftef remaining stable gluring thel baseliné period, sligntly
above the mrmative-levei, Charles’ ego—d'ominance score showéd a
general downward trend (see_giguré 57). The excaption to this was a
moderate spurt between period 6 and 8. It ended the study,
moderately below the normative mean. IQ -

Charles' need-persistance scor-e rema%d faigly stable,
mderateiy_ belo@r the mean level,, showing only a minimal \gain during

the baseline (see figure 58). After spurting , to slightly above the

mean, between periods 2 and 4, this score gradually rose back to

250
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Table #19

< ) Charles*' Rosenzweiq Responses

\,_-/\/
Scale Assessment Periods Read Norm
. 1”7 2 3 4 5 & 7 B8 -
Total Percentage Scorefp
Directon of Aggression - - -
E* - . 38 46 54 54 50 63 42 50 54.9 46.0
I* 13 8 8 4 8 0-13 4 10.0 . 25.6-
mM* - 50 46 38 42 42 38 46 46 26.2  28.5
Focus of Aggression _
' op* ' 25 21 25 33 33 29 21 28 15.4 16.3
. ED* 58 58 46 50 46 42 54 42 60.8 56.4
NP* 17 21 30 17 21 30 25 30 24.7 27.2
Broken Down Response Patterns
Directon of Aggression i .
E .
B-C* 4 5 9° 8 7 12 7 10 6.3 5.9
c-C* - 5 6 4 5 5 5 2 2 7.3 6.9
I ’ . . : .
A-C 2 21 11 0o 2 -0 3.8 4.3
. C-C 1 01 01 0 1 1 1.8 1.7
M- .
A-C 9 6 7 5 6 5 4.0 3.7
c~C t 3 3 4 4 3 4 5 6 2.7 3.3
Focus of Aggression
oD ' - :
A-D . . 5 3 4 6 6 6 4 ) 2.3 2.2
cC - 1 22 2 2 1 1 2 1.9 1.8
. ED - N T
A-C -7 7 6 6 7 -5 8 6. 7.4 6.2
c-C 7 7 5 6 4 5 5 4 7.7 7.0
B o
A-C 3 5 5- 3 2 4 3 4 4.4 5.8

Reading disability norms taken from Spache, 1957.
Normative scores taken from Spache, 1957.

E* - Extrapunitiveness : Assessment Periods
I* - Intropunitiveness’ _ Baseline Period
M* - Impunitiveness . I-December 1975
"OD*— Qbstacle Dominance 2-February 1976 -
ED*- Ego Dominance APP Remedial Period
NP*- Need Persistance . 3-April 1976

y - 4-June 1976
A—C* Adult Child : 5-August-1976
C-C* Child—Child 6—October 1976

7-December 1976
Followup Period
g§-February 1977 .
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above thie mean level by ass?ssment period 6. It thea-dipped between
periods 5- and 8, ending the study slightiy above the normative rélean
level.

The third specific research expectation postulates that
therewill be a change in _thé way Charles conceptually handles
frustrating experiences concurrent with the 'remedial process.

Charles' Rosenzweig results showed only minimal change
e

® 255

conicurrent with the intervention period. For most of the remedial

3
period, all three of his direction of aggression scores (E. I and M)

exhibi'ted change. - By the last scoring period at the end of APP,

extrapunitiveness was unchanged, intropunitiveness was unchanged,

and "impunitiveness was unchanged. Charles' focus of _aggression

_scores (0D, ED, and NP), also showed only minimal change. By the

end of the remedial period, obstacle dominance exhibited no cnange,
ego dgfninance fell minimally*and need pepgsistance rose minimally.

The need persistance change was in accordance with the baseline

. trend. ‘when thg followup trends are accounted for, the only two

scores that showed a concurrent effect was: a small rise in

. obstacle dominance; and a moderate fall in ego dominance. S

In sumary then, the remediacion period,"- wien taken in total,

had only a minimal effect on t‘ way Charles conceptualily handled

frustrating events. This third specific research expectatiion could
»

thereby not be supported.

The cnild’'s personality traits and dynamic organization

Only t.hree of Charles' pnmary CPQ-traits and two seoond order

factors exmblted a protracted change concurrent - with the entire

remedial process: Factor D, showed an upward change in level, from

]
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just belm;‘sten- mean range to just above -it;' factbr N reversed a
downward baseline trend; and factor Q4 reversed an upward baselin
trend. Only factor Q4, continued tne trend evidenced during )
intervention into tha;.- foilowup period, as the other TWo. factors
Teturned to previou_s. levels (sée table 19). _

The M/—sg;\bgdér factors‘ that exnibited a change concurrent ’
with the remedial period, were toudh poise and indeg;endence, which
reversed downward baseline trends during the remediation.

The rise in factor D (phlegmatic vs. excitable), and the rise
in tough poise, are both closely linked and are indicative of an
energizing effect. The chénge from a sligutly phlegmatic temperment
to a sl%htly excitable one, can be viewed in a positive lignt for ’
Charles, for although he could be seen as more demanding and -
impatient,,/-k‘fe also could be seen as more actively involved. As the
authors view it, the tlol..\gt; poise factor is indicative of cortical ’
alertnes_s, an impor“c.ant -ingredient in a child"s_. active explorat‘;ion
of his environment. The chgréesain both thése factofs are very much
in line witn earlier stated teacher ratings of Charles' adjustment. e

The faiii; over the intervention peri'od,‘ in factor Q4 (ergic
tension level), presents an interesting complement to the above
changes, for although his physical activity level was increasing, he
presentes himself as more relaxed and r.rapquil in his dealings with
his environment, -

The upward reversal of the baseline trend in both factor H
(naivite vs. shrewdness) and the indqpendeﬁ_ce factor appear
cori_%uent. Factor N is indicatlive of social awareness)and this

-

‘result suggests that Charles was becoming more polisnéd and astute =~ *
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Table ~ 20

. Charles' CPQ Results for the Baselline,
APP Remedial and ®allow-Yp Periods

e
. TN :
Assessment Pericds
Baseline APP Remediation \  Follow-up
Trait 12/75  2/76 7/76 12/% .+t 2/77
: Primary Source Traits .
A 3 2 5 2 4
C 6 5 7 4 "6
4 4 5 g 4.
E 9 ) 6 8 6
F 6 6 9 & )
G 5 4 2 1 3
H - 5 6 5 8
I -/ 6 6 5 7 7
J . 4 5 6 6 4
N 6 5 7 8 6
0 5 5 3 6 1
Q3 5 .5 4 5 5
Q4 7 8 6 5 2
Second Order Factors
Extraversion 5.4 5.3 6.4 5.1~ 5.7
Anxiety 5.6 5.9 ‘5.9 6.4 4.5
Tough Poise 5.3 5.4 5.8 6.1 5.6
Independence 5.6 4.9 5.5 5.8 4.0

<

) - - - ! -
All trait scores are listed in sten scores.

Average Sten scores for all primary source traits are
5 and 6. -

Mean score of second order factors are 5.5, S.D.-2.0.
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in his dealihgs with others. In essence, he was becoming more
field-independent in his ability to interact within his milieau.

These results are very much in line with earlier presented teacher

ratings.

-

A number of other factors in Charles' CPQ profile exhibited

extreme variation at some points during the study, but it appear
in &ll instances, tnat these were transitory c@nqes as the extreme
trends were quickly reversed.

As can be seen by figures 59 and.60, which shows Charles'

[ S ——

Rorschach Rating Scale, both-his cognitive amd affective index's

remained fairly stable during the baseline period. The third index '

on this scale, the perscnalization index (see figure 1), fell by a
small deyree during the baseline. All three of these scales were
slightly above-the megn levels durincj the baseiine period.

Botn Charles' cognitive and personalization index's .remained
relatively stable for both tne intervention and the followup

-

Ny - : - . 4
periods. His afréctive index exhibited a moderate rise for the

latter five. This index fell by a small degvree over the followup
period. ’

The fourtl specific research expectation pos*cuiates a ’posici‘ve
change in the underlying g.yna-mic orgyanization Q.E_:Ithe cnild
concurrent with the remedial period. This change shéuld be evidence
in both c.‘mrles"'oognitive and. affective index's as well as in his
level of personalization. ‘

Charles' cognitive index did not reveal any sp-f_-cific ov.érall

chanye concurrent with the remedial period, as it fluctuated only
. T . \

o

first five montus of intervention , tnem remained stable for the

—
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minimally over -the course of the study (s;ee “table 21). Within the

context of tnis overall index though, two of the scales changed

concurrent with remediation: scale 1 (quality of whole respoinses)

-

exhibited a downward reversal of baseline trend ‘which carried into

the followup period; and scale 4 (form controlled determinants)

exhibited an upward reversal of baseline trend.

It is’ intéresting to note that although the quaii'ty of Charles'
W response fell, the percentage of tnem in his protocol rose (see
table Al ). So altnough he was ‘making more of an attempt at both
abstraction and integrating aspects of his environment, he was not
being as successful at it. The rise in the gquality of form
controlled determinants points to a more realistic cogniti'vg
attitude being expressed at this tine, -

Charles' affective index showed a strong upward change in level
over the remedial period. This change was nostly the result of
$cale & (form shadihg integration), which showed n'c:a-‘ “scorable
responses during the baseline. Charles gave lK response by the mid
poiht in i;ltervention and lKF by its termination (see table)}. The K
'respons‘e: 1s usually associatéd with unmet affective needs (Schagtel

.1958) . When taken in total context, this type of response appears

'.;'to £it intp Charles' overall protocol. Other tests reveal a
ot : “

st;ivifxg for independence and more socialli'.uvolvement or; his part.
The figst half of the remedial process was guite dramacic for
Charles as seen by' tné Rorschach, and other tes;ts. - Althougn his
affective index showed higher structural j.nteg‘ratioh (also partially

‘the result of stronger FC integrati'on&’ his sum C score also rosa2

sharply. So winile his reactivity toward his mileau rose, his

L
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Table #21
Charles' Rorschach Responses
ASSessment Periods
Baseline Period Remnedial Period Follow-up
12/75 2/76 7/76 12/76 2/77
Total R 17 25 23 . 29 27
Location '
Scores
We 35 20 30 37 40
D% 53 56 43 48 T 44
ds 0 4 _ 4 0 3
Dd% 12 20 ¢ 21 13 11
Determinant
Scores \
'F% 35 32 26 37 33 ] y
M 2 3 2 1 1 -
™ 5 & 5 " 10 10
m v imF 1Fm, 2mF 3FmlnF 1FM,lmF  2FmlmF
FX 0 -0 1K - 1KF 0
Fe 1l 1 1 2Fc,1cF 25
FC 0 0 0 0 0
rC 3 4 4 3 2 -
L I— 1 0 3 0 2
C. - 1. 1 . 0 1 0
Quantitative b,
. Scores ' -
M:FM 3:5 1:2 2:5 1:10 1:10
Sum C 4 3.5 5 3 3
FC:CF+C 3:2 4:1 4:3 3:1 1:1-
M:Sum C l:2 3:3.5 2:5 1:3 1:3
f&
. )]
_ / -
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Table #22 Y.

Charles' Developden;al Rorschach Rating Scale Scores

-

: ’ écoring Periods
Scale™ Baseline Period Remedial Period Follow-up Period
- 12/75 2/76 7/76  12/76 2/77 -
C.I.* 5.80 5.60 5.70  5.40 5.70
A.L.* 3.90 3.90 - 4.80 4.80 : 4.30
PQI-*' 5-40 5-00 l 5.30 5.30 5.30
A -
(1) 3.00 3.20 3.00 2.81 2.72
(2 . . 2.70 2.50 2.92°  2.36 ) 2.93
(3) 2.83 2.62 2.66 2.45 2.66
(4) 3.09  2.86 - 2.88 '3.06 3.00
. N \
B .
(5) 2.40 2.40 2.7 2.28 - 3.00
(e) - 0.00 0.00 ) 1.00 2.00 0.00
(7) 3.00 3.00 " 3.00 3.00 ) 2.50
¢ . ' T : N
(8) 2.71 2.33 2.45 2.66 2.57
(9) 2.69 2.68 . - 2.81  2.65 2.72
%
a 0 indicates no scorable responses given
" A_- Cognitive Intégration B - affective Integration
(1) Whole Responses _ (5) Form—Color Integration
(2) Part Responses ’ {6) Form—shading Integraticn
{3) Form Level - (7Y Texture Integration
(4) Form—Controlled Determinants :
C - Personalization
*C . I.— Coénitive Index : (B}AQuaiity and Balance of
A.l.- affective Index Movement .
P.I.- Personalization Index - (9) Quality and Balance of
- Movement, Shading and
r//f Color

¢
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ability to interact with it {partly b-ecguse'of parental atticudes),
apart from his sct;ool setting, did not.
Although Cnarles' personalization index exhibited a positive

reversal of baseline trend durmg remediation, this increase was

_minimal. By the end of the remedial period, Charles' M:FM ratio was

heavily fgvérin‘g ™M _(l:iO). This could be taken as a siyn of

“impulsivity. But because his_ FC:CF & C ratio still favored 'FC, his

M:FM ratio is viewed as social immaturity, but within appropriate

limits, S . ‘ | ‘_‘;5-

Considering-all these points, the final specific research

expectatlon can be only partlally supported There were strong

of cnange in his COgm.tlve :Lntegrat:.on, as well as the only minimal-

change in hls pérsonalization mdex, forstalls total acceptance.

Sumnary of Psycho-Sdcial Results

Benaviorally, a major change in Charles' psycho=socjaf
: g psy

,f_unctioning was seen in both how others saw his self concept and

adjustment as well as how he saht. Hls teacher noticed a more )

trusting, less fearful approach on his part in relation to- both his

interactions and nis school behavj.or. Both mother and teacuner saw a

-generalized rise in Charies' self confidence level over the remedial

Period. And Charles himself, saw a generalized improvement in nis

own feelings of his self worth.

Cnarles' soc:.al skill level, for the most part, also improved

over-tne remedial ‘Period. Charles was seen as acting more age’

. appropriately, and involving himself in more peer related

tivities. This change though, was not a total realignment of his

oeyam

" signs of mprovement in Charles' affectlve lntegrqtlon, but: the laq)l--._._.
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social patterns, since he .still acted at times with an egocentric

irmature style. .This was not only seen in others' ratings, but in

Rorschach analysis as well.

Another major change in Charles® psycho-social. f.unct:.omng was

1n both his.energy level and in nis ability to direct that energy in
more task related activity.
There were also signs that concurrent with the remedial

process, there was a positive change in Charles' affective

_ integration. With the improvement in his field independence and his

growing phenomenal self structure, Charles showed strong siyns of
the maturing%f his individuation skills.

Child #5-Darryl

APP Remedial Programming /

Darryl's passive phase of programming was macked by substantial
variability. ﬁecause of open selectivity, Dr. Tomatis félt this
Eirst phase could be short. He recomi:endeg:l 20 sessions of filtered
music followed by 20 session of a substitute filtered voice { a

substitute filtered voice was used because the natural mother's

7

b.
.-/

o
e

voice was unavailable). Sonic birth was attempred after 40 session

but Darry's behavior began regressing Ume'active performing

phase. It was then decided to return passive proyramming. After

°

. another 40‘ses:sions, sonic birth was again actempted. Dar-ryl's

Subsequent behavior again regressed, indicative that he was not yet
) .

-~

ready for learning. Passive listening was initiated a third time.

This lasted until the end of June (after 140 sessions)'.wh‘en he .

appeared more settled and-willing to put energy. into ctraining.

~
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Listening test results during this period indicjated steady

progress-was being made. Spacialization errors disappeared early on
and selectivity remained open.

Darryl worked on. the pefformance ph:ase from mi;l July to early
October (encompassed 90 sessions). Listening test results remained
positive during this period. .

Darryl's training phase began in October. d lasted until the

end of intervention in December, including over 60 sessions.

Reading was purposefully faken at a slow pace for fear of losing

motivation. !

Criterion Results

Darryl's myklebust learning quotient rose ‘from a baseline level

of 77, to a post remediation level of 83 (see table X3). This final

score is still below the agreed upon cutoff score of 89 for learniny

disability. The Myklebust Pupil Rating Scale rose from 64 to 71

over the rempdial periocd. This puts him above the criterion cutoff
B » - -

" score, and by tni_é. sﬁandard, parryl would no longer be considered.

learning disabled.

According to Tomatis' 'criterion, Darryl's APP re—education
could be classifiéd as moderately successfl..xl. O the positive side;
spacialization errors disappeared and auditory selectivity remained
open. Air conduction curves took on a more ascending curve dur;ng
the remedial period, especially in the lower frequenciés. Also,
audiolaterometry showed a positive switch from a left ear advantage

of +2 to a right ear advantaye of +l. On the negative side,

Darcyl's bone conduction curve remained above the air with peaks at

250 hzs and 1.5 hzs.

)
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40
50 -
o0
70
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‘ _l\.shf' . . %0 Lagt
’ éXLn-Lan-r:
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Y Y r- . X
v Vi '

@
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Darryl's

Table #23

Academic Testing Results for

‘ﬁi\ Baseline, APP and Followup Periods
Scoring Periods
- -
Test Baseline Period " pAPP Remedial Period Followup Period.

12/75 5776 4/16 6/16__ 8716 10/76 12/76 2/77

W.I.S5.C.R. : oo :
Verbal I.Q. 108 : 105
Performance

I.Q. 111 112
Full Scale
o I.Q. 110 109
W.R.A.T. : ’
Reading 1.8 2.5 2.6 3.1 3.4 3.5 4.1 4P
Spelling 1.8 1.6 2.2 2.2 2.3 2.2 2.6 2.9
Arithmetic 2.6 3.0 3.9 ' 4.5 4.2 3.9 4.2 4.5
Gates-mcGinitie ' ~

Vocabulary 1.9 2.3 3.2 2.8 2.5 2.9 3.1 3.5
Comprehen—

sion 1.4 1.6 2.0. 1.8 1.7 2.1, 2,7 2.2
Composite Academic : : )

Index 1.9 2.2 2.8 2.9 2.8 2.9 3.3 3.5
P.B.R.S. .

Verbal 23 22 24
Non-Verbal 42 42 ¢7b

Total .65 64 71
.Learning b g ’e
Quotient 77 83

2411 scores are in grade equivalents by year and month.

b

C cutoff score for learning disabilities is 89.

/

.,

Highes.'i score is 120,

t

ith 70 beiny the cutoff for L.D.

269

o —— i e

-
o e by A Al Lt bl o8 Rm e

ADwoh e e o

Y I OPITIE TOY PRI WUUST L. L PN



c- -

In reviewin'cj Darryl's composite academic index, althougn it

[y

rose by three months over the baseline period, it rose by 1 year, 1

wonth over the.ix?rventipn period.
. "f-’

“How significant others yiéw the child -

All three of Darryl's  adjustment ratings by his teacher

exhibited the same general trend (see figure 62). Beginning the

study below the average adjustment range, all three scales fell

during the baseline period. However, by the third assessment

period, they had risen to abc;ve baseline "levels, All three scales
spowed a moderate dip between assessment:“-periods 4 and 6. By the
edd of the intervention peried, all three of the adj ustmedt scalés
had risen to higher levels than during the baseline period. All
three.scales fanained fairly stable over the followup period, rising
only minimally. By the end of the stud'y, two of Darryl's adjustment
scales, self and social adjustment, had risen to within tl-'xe_average
range, witn school adjustment almost reaching that level.

‘Darryl's two adjustment ratings by residential staff began tue
stuﬁy at the lower end of the averge adjustment: range (see figure
63) . During the first three assessment periods, Darryl's seif
adjustment rating showed only minipal variation, then fell by a
small degree bj‘mriod 4. Between assessment perioeds 4 an'd 6, this
rating‘ exnibited a moderate-marked dip, reaching back to the lower
end of the average range. This scale exhibitc.;d only minimal
variation over the final thrt;e periods.,

Residental rcating of Darryl's social adjustment\'v/aried only
ﬁtinimally over the course of intervention, er;dingl the study at the

level where it began (see figure 63).
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go+ 100} N e——— SELF ADJUSTMENT
Beeseseedd SOCIAL ADJUSTMENT

_70 90+ O— - —0 SCHOOL ADJUSTMENT
. ———¢ MEAN ADJUSTMENT
) 80+ ' RANGE
" 60+ .____.__._.__._.______.__.___.__—-—'—12

ADJUSTMENT RATINGS

ASSESSMENT PERIODS

KEY

BASELINE PERIOD
I DECEMBER 975
2 FEBRUARY 1976
APP REMEDIAL PERIOD

3 APRIL. .~ 1976
4 JUN 1976
S AUGUST 1976

6 OCTOBER 1976

7 DECEMBER 1976
FOLLOW—UP PERIOD

8 FEBRUARY 977

. FIGURE 82 DARRYL'S ADJUSTMENT RATINGS ON THE: CHlLb
. BEHAVIOR RATING SCALE AS MEASURED BY HIS TEACHER.”
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80T 1001— .  &——— SELF ADJUSTMENT

.7 7| 2°**+<-A SOCIAL ADJUSTMENT

90T , ——=q MEAN ADJUSTMENT
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l 1 1 L 1 |
I i | | I i

1 g‘s 4 5 - & .7 8

ASSESSMENT PERIODS
KEY |

BASELINE PERIOD
| DECEMBER 1975
2 FEBRUARY 1976
APP REMEDIAL PERIOD

3 APRIL 1976
4 JUNE 1976
S AUGUST 1976

& OCTOBER 1976
- 7 DECEMBER I976
FOLLOW—UP PERIOD

8 FEBRUARY I977

. FIGURE' 63 DARRYL'S ADJUSTMENT.RATINGS ON THE CHILD
' BEHAVIOR RATING SCALE AS MEASURED BY RESIDENTIAL STAFF.
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Darryl's self concept, as measured by his teacher, showed only -

minimal variation for tne first three assessment periods, remaining

a moderate degree belgw the mean level (see figure 64). It then

rose by a small amount by period four, but exhibited a moderate dip'

between periods 4 and 6. Over the remainder of the study, Darr;rl '.s'
self concept rose markedly, reaching above the mean level. |
The first specific research e:_(peCtation postalate.-;‘. that there
' wi;l be a positive change in the way signifié:ant othér_;‘. view
Darryl's social and self adjustment, concurrent with *,.remedlal

process.

The major problem areas seen in Darryl's self adjustment by his_f
teacher during the baseline period, was his variable mood swings, as’

well as his denial of accegu:ance of respons:.b:.lxt:.es. He was seen -

generally as a very warm, happy cnlld whose euphoric moods could
easily become deflated, whicn would lead ‘to sulking and whining.
His rating showed a gradual upward trend during the intervention
period (save a snarp decline in August), eventually reaching to
within the average adjustment range. It continued rising over 't_.he
followup period. The major positive ghanges appear to have been

centered around nis improved level of responsibility as well as the

appropriateness of his benavioral reactions. He no longer would .

make excuses or alibis for 'nis_ mistakes, and his held values fit
mre in line with those held by others. His benavior in general
appeared more stable, and not suk.;:jected to such wide mood swings.
He remained a very sensitive child, -still -sulking wiien things didn't

go his way and at times would feel down about himself. According to
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ASSESSMENT PERIODS

KEY

BASELINE PERIOD
I DECEMBER 1975
.2 FEBRUARY 1976
APP REMEDIAL PERIOD

3 APRIL 1976

4 JUNE 1976

S AUGUST 1976 -

6 OCTOBER 1976

7 DECEMBER 1976
FOLLOW—UP PERIOD

8 FEBRUARY 1977

T

FIGURE 64 DARRYL'S INFERRED SELF CdNCEPT AS MEASURED
BY THE INFERRED SELF CONCEPT SCALE. ‘



- s e—————

At e gy mA R ¢ mw e s e = - ; .
-
- . o~
. - Pr— S M e e e A A kAR A — e e o - m -

{

thééé"ragj:ngs though, Darryl's ovér.:all confidence level did not
i'ntprove.;:;:ncurrent with the remedial process.

Teacher ratings of Da-rryl's social adjustment fell by a.
moderate degree during the baseline period. This score eéxhibited
only a small rise over che intervention period, but continued rising
over the followup, reaching to witn:in the average adjustment
. range.During the baseline period, the major problems brought out by
the rating might be termed, Darryl's unsociaiized eg'ocentric
reaction patterns. He was often quite aggressive with peers,
usually ending in a physical confrontation, and ne tended to try and
show off in order to gain stature. He was also seen as Qquite
selfish and self centered. His ratings also suggest that Darryl was
not a good listener, making it difficult to carry on a pleasant

v

conversation with him. His ratings, over the remedial peried,
;uggest a generalized 'improw)ement in all these areas. More
specifi;:ally, Darryl was seen as less aggressive in his int;raction
and less self centered and selfish within his peer group. _.1-_lis
- listening skill also appear;ad to changye positively, concurrent with
the remediation.

‘* Darryl's .sc:hool" adjustment rating was the lowest of his teache:r
rated scales during the‘ba'selir}e period. Problems in‘ this area
- centered around what could be called an attention deficit. He was
very restless and unable to sit still, nis mind tended to wander off
and he would distract the other children in his class. Darryl was

also seen. as experiencing a lot of difficulty expressing nimself in

words.
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Darryl s schoel adjustment rating by his teacher eventually

reached to just below the averge adjustment’ i‘ange by the followup

period. The major area of improvement was seen as the amount of .

effort ne was able to put into task oriegted behavior. He was less

restless dunng the day and appeared to be able to work harder, for

"longer periods of time, Alfhough this was the case, he still had

difficulty finishing his work, and at times could become fairly .

distractable.
\

Residential staff saw Darryl's self adjustment rising minimally

during the baseline period, then falling somewhat over the remedial
period. Iﬁ genéral, ratings did not point te an improvement
concurrent with the remediation, in Darryl's daydream activity and
his emotional sgnsitivity. Residential staff saw Dafryl's sbcia-l
adjustnent as falliﬁg during the baseline period, but risinyg only
sligntly oer remediation. As with the teacher ratings, they did
notice an improvement in Darryl's ability to pay attenﬁion during
conversétion. They' also saw a slight decrease in nis
aggressiveness.

Teacher rating of Darryl's self concept rose slighty over both
baseline and remedial periods, but showed its strongest rise over
the followup periog. Minor upward variance was Seen across a number
of items, the major emphasis pointing toward more group related
aétivity.

In summary, because of the discrepancies in teacher rated and
residential rated adjustment scores, and the questionable change in
self concept over the remedial period, this first specific research

expectation could be only partially supported.
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How the child views himself i

As can be seen by figure 65, Darryl's social self esteem score
was witn‘in the average range at t'qe first assess}nent period, but -
showed a moderate detline for the next two success"ive periods. It
then showed a marked increase reaching bac‘k to within the average
range during the fo.urth assessmen?:_periogi.- 'I'hi's esteem score then
dipped between periods 4 and 6, reacning’to ‘the above the éverage :
level. By period 7, Darryl's social self esteem showed a moderate
increase, and remained stable over the followup period, at 'this
level. . - ' o .

Darryl's home-parental self esteem remained stable at more than

one standa@sqiation above the mean during the baseline period.

It then exhibited a marked decline, reaching to within the average .

range by assess t period 4. After a small rise in peri{;:d 5,
Darryl's home seif esteem s‘nowed. a marked decline, to below‘ the
average rangé by .Period 6. It ined stable at .that: level. over
period 7, then showed a moderate rise to within theé averagé range
over the followup period. | 7 |
After remaining stable, slightly beiov} the average range du-ring
the base\iine peried, Darryl's school esteem score_féll until
assessment period 5, falling.moderate;ly between periods 2 and 3, and
markedly between perieds 4 and 5. By lasse‘ssment peried 7, at the
end of the intervention period, it had risen to .wit.hin the average
range. It fell off modgrately again during tr.le followup period.
Darryl's general self esteem remained fairly stable, more than

one standard deviation above tne mean, during the first three

assessment periods-(see figure 66). This score then showed a marked |
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FIGURE 65 DARRYL'S SPECIFIC SELF ESTEEM RATINGS ON THE
SELF ESTEEM INVENTORY.
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decline by period 4, reaching to the mean score. Between the fifth’
7/ : O

and eighth assessment periods, Darryl's general esteem score had
risen back t'o baseline levels. ‘ ’

Darryl's -to-t.al self esteem score exhibited ghe same gener;a;
trend as his general esteem score, beginn.ing more than 1 S.D. above
the mean, falling by assessment 'ber_iod S to below the mean, and
rising over the final three period; almost to baseline levels (see
Eigure 67) . '

The sécond specific research expecation postulates a positive
change in the ‘wa‘y Darfyl vi%owp self worth, concurrent with
the remedial process. a
when rev.iewing Darryl’s esteem ratings( figures 65 through 67)

one is initially struck by the amount of fluctuation in the various

esteem levels over the course of the remedial period. During the

baseline period, only one score, Darryl's social self esteem, hinted.

that such a wide variation would follow.

Darry‘l's social self esteem rose from mean baseline levels to
more than one standard deviation above the mean during the followup
. ;.:eriod, He was ob;riously feeling more successful and comfortabie
about his intieractions durihg “ the folld’;mp period. But when this
score is'“éompared to more objectified teacher and residgntial
ratings, it appears sowewhat #fgrandized.

Darryl"shcgfparental .ratings, oppo§ite that of his social
ratings, beyan thn; baseline exaggerated and finished the study more
realistic. It should be taken into account that he was in

residential plaement over the entire length of this study.
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FIGURE 66 DARRYL!'S SELF ESTEEM RATINGS ON THE SELF
ESTEEM INVENTORY.
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'FIGURE 67 DARRYL'S SELF ESTEEM RATINGS ON TH_E/§ELF
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barryl's school academiE esteem ratings ex;nibited the most
fluctuation over the remedial périod, falling to an extremely low
level by-assessm-.nﬁ-pe_riod 5, then risihg back to within mean levels
by the ené of the remedial period, wnich was only four months hence.
Four of Darryl's esteem scores (school, geperal, total, home)

exhibited & downward trend over the first 6 momths of the

intervention period. This suggests a deflationary process during

this tipe, which might indicate a re-evaluation period: for him.
what is clear, is that Darryl was feeling considerably worse about
his own self worth dunng this penod than he had at the begmnmg
of the baselme period. All of these Scores, save home-parental
esteem, rebounded ;ver the final four montns of intervention.

"I_'he marked variability in Darryl's esteem scorés could very

well have been attributable to what teacher and residential ratings

suggest was his moodiness and affective lability. Because of what

could be termed this extreme fluctuation, this second specific

research expectation could not be supported.-

The child's ability to cope with frustration

The majority of Darryl's scores on the Rosenzweig_ showed
_relative stability over ﬁhe course of the study. -
As can be seen by figure 68, Darryl's extrapunitive (E) score
showed a small dip over the first tnre.e assessment periods,

remaining above thé norm. After femaining stable for two mnths, it

N

then exhibited a small decline between assessment periods 4 and 5.

i ,J % It showed a small spurt between assessment pe:{ods 5 and 7, and then

remamed stable at that level over. the followup period.
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FIGURE 68 DARRYL'S EXTRAPUNITIVE ROSENZWEIG SCORES.
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Darryl's intrﬁpunitive (I) score remained remarkably stable
over the course of the study, centering itself around the norm (see
figure 69). The only change of consequence in this score was a
small minimal dig between assessment periods 3 and 5. _

Darryl's impunitivé (M) score exhibited a small-moderate spurt
over the first three assessment periods, remaining below the norm
for that period (see figure 70). It then showed.2 moderate rise by
period 5, to slightly below the norm level, and remained fairiy
stable for the remainder of the sﬁudy.

As with Darryl's M scorgi~his obstacle dominance (OD) scofe
remained relatively stable around the norm for the entire study,
except for a small spurt between periods 3 and 5 (see figure 71).

As can bé seen by Figure 72, Darryl's ego dominance score (ED)
remained stable, slightly below the norm, during the baseline
period. Over the next two assessment periods, it showed a moderate
decline, which was followed by a2 moderate increase, placing it at
the norm level by assessment period 7. It fell moderately ovef the
followup period. |

After a stable baseline period, which was slightly above the
norm, Darryl's need persistacne (NP) score showed 2 small amount of
variablity over the course of the study (see figure 73).

It ended uﬁ?:eﬁedial period at the saﬁe level at which it began.
It then showed a moderate increase over the followup period. .

The third specific researcn expectation pdstulates that

concurrent with the remedial period, there will be a change in the

way that Darryl conceptually handles frustrating experiences.

T
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As can be seen by figures 68 through 73, Darryl's aggression
scores exhibited only‘minimal variation, conéurrent -with t‘he
remedial period. Theé only clear trend was that of stability. For
tnis reason, this third specific- research expectation could not be
supported. |

The child's personality traits and dynamic organization

Six of Darryl's CPQ scores exhibited change concurrent with the
intervention period; scale C reversed a downward baseline trend,
rising to aSove the average sten range; scale E reversed an upward
baseline trend, falling to just above an average sten score; scale F
rose from a low average sten level to a low average sten level;
scale J .reversed an upward baseline trend falling to a below average
leve_'l; and scale Q3 reversed a downward baseline trend, rising to a
higqt: average score (see table). | - - i .

Tne fall in two of these scores, fac;:.or E (submissiveness vs.
dominance) and factor J {zeppia vs. coasthenia) appears to reflect a
more sc?cialized stance on Darryl's part. The high score.of factor E
during the baseline period, suggests an agyressiveness by Darryl, to
the point of being a behavior problem. This high score is

. corroborated by earlier presented teacher ratings, which showed
Darryl as overly aggressive in his .peer. relationships. The fall in
this score is indicative of a more accomodating attitude on his
pért. This is in accordance with he fall in Factor J, suggestive of
more group oriented behavior.- The ‘rise in factor F (desurgency vs.
surgency) over the remedial period, indicates that Darryl's overall -

attitude appears to have improved. The authors relate the surgent

attitude to be a major variable in an 6utgoing, extraverted appreoach
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Table 3 24 .
[N : Darryl's Rosenzweiq Responses
Scale Assessment Periods Read Norm
1 2 3 4 S 6 7 8
) Total Percentage Scores
" Direction of Aggression ‘Q?
E* 58 54 63 63 54 58 50 50 54.9 46
I* 25 21.25 17 21 21 25 289 20 25.6
M* 17 25 13 21 25 21 25 21 26.2 28.5
Focus of Aggression = . ' ‘
oD* 17 17 13 25 17 17 13 13 15.4 16.3
ED* S0 50 46 38 42 46 54 42 60.8 56.4
AN NP* 33 33 42 38 42 38 33 46  24.7 27.2
Broken Down Response Patterns
Direction of Aggression
E
A-C* 7 7 9 9 &8 8 7 6 6.3 5.9
C-C* 7 6 7 7 5 6 5 6 7.3 6.9
I ’ :
A-C 4 4 4 2 3 3 4 5 3.8 4.3
C-C* 2 1 2 2 2 2 2 2 1.8 1.7
M , ‘
AC 4 4 2 4 44 47 4 40 3.7
c-C 0 2 1 1 21 2 1 2.7 3.3
Focus of Agrression
CD
A-C 4 4 3 6 4 4 3 3 2.3 2.2
cC 0o 0 0 0 o0 0 0 0 1.9 1.8
ED . : .
A-C 5 5 5 2 3 5 5 4 7.4 5.2
c-Cc ™~ 7 7 & 7 7 6 8 6 7.7 - 7.0
NP p
A=C & 6 7 7 8 6 7 8 4.4 5.0
c-C . 2 2 3 2 2 3 1 3 2.3 3.1

Reading disability norms taken trom Spache,- 1957.
Normative scores taken from Spacne, 1957.

Assessment Periods
Baseline Period

E* — Extrapunitiveness : 1-December 1975
I* - Intropunitiveness ' 2-December 1976
M* — Impunitiveness ‘ APP Remedial Period
QD*— Obstacle-Dominance e 3~April 1976

ED*— Ego—~Dominance . ' 4-June 1976

NP*- Need-Persistance . S-August 1976

) - 6-0October 1976
2~C* Adult-Child , 7-December 1976
C-C* Child-Child . - Followup Period

8-February 1977
»
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to the environment. The changes in these three traits on the CPQ
are supported by many results of the previous testings. On the SEI,
Darryl saw himself becoming more comfortable in his peer relations.

Both the rise in factors C (emotional instability vs. higher

. ego strength) and factor Q3 (low self sent:.ment mtegrat:.on vs. high

str% of self sentiment), are indicative of a very pos:.tlve change
in Darryl's measured personality traits. The higher sten score in
ego strength reflects a métu;-ify in dyham-ic integration and

internalized control. This change agpears to fit in well with the

rise in Q3, and indicates a higher degree of self integration. In

general behavioral terms, this rise is reflective c;f Darryl's
behavior being directed from a more stable concept of himself and
his potentials. |

Figure 74, which represents Darryl's Developmental Rorschach
Rating Scale cognitive i'ndex, rose by a small degree during the
baseline period, to just below the normgtive mean ievel. E‘orr the
entire intervention period, and-into the followup period, this index
varied only minimally, remaihing around the mean level.

Darryl's affecive Index remained relatively stable during the

baseline period, showing. only a minimal upward trend (see flgure

75). This score fell markedly over the remediation and followup'

periods, reaching to Just below the normative mean level.
After rising moderately over the baseline period to a moderate

degree above the normative mean level, Darryl's personalization

- index exhibited only a minimal dip over the remedial period,

eventually finishing the ihtervention only slightly above where it

. began (see figure 76). This score then fell by a moderate degree
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Table # 25 .

" 5 _ Darryl's CPQ Results for the Baseline
: APP Remedial and Follow-up Periods

Assessment Periods

.Baseline APP Remedlation Follow-up
Trait - 12775 2/76 _ 1/76 12776 2777
Primary Source Traits ‘

A 3 6 6 7 8

C 6 5 7 7 9

D 6 - 6 7 5 7
. B 8 9 7 7 9

‘F 5 5 8 8 7

G 4 3 4 3 6

H 6 . 6 5 5 6

I 2 4 "3 4 4
J 6 7 4 4 5

N 5 5 4 S 7

0 <+ 5 5 6 5 5

v Q3 4 3 4 6 3
Q4 S ) 6 5 6
. Second COrder Factors

Extraversion 5.4 .2 6.3 6.3 7.0
Afxiety 5.6 5.5 6.2 6.7 5.6
Tough Poise 7.4 6.7 6.3 5.8 6.0
Independance = 5.8 6.0 5.8 "- 5.7 6.0

All trait scores are listed in sten scores.

Average sten scores for all primary source traits are 5

and 6.

Mean score of second order factors arg,S.S, s.D. - 2.0.
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over the followup period, endmg tne study just above the normative
mean level.

The fourth specific research expectation postulates that there
would be a‘change in Darryl's underlying dynamic¢ perscnality
organization duriﬁé.the remedial period. Thi_s wquld be evidenced
across his cogﬁi;ive and affective-integration as well as his
personalization level.

Darryl's coynitive index rose during the’'baseline period and
continued a gradual but minimal rise acrc.ass the intervention period
(see table 27). This rise was seen acéoss all four subscales of
tnis index, since they all were at slightly higher levels after the
remedial period than before <it. All of these subscales, except the
quality of whole responses (scale 1) fell somewhat during the
followup period. In feviéwing his quantitative location scores:
Darryl's W% was‘ the only score to show a consis}‘:en-t change
_ concurrent win the intervention period, reversing a downward
baseline trend (sez; table). The increasing numbejr of wt;ole
responses, coupled with their _improving guality are both signs of an
increasing ability on Darryl's part for perceptual abstraction.

Darryl's affective'&iridex r'os'e.-,slightl.y dur-in'g the baseline
period, but ‘then fell over th.e‘entire remedial process, then inte
the followup period.. Partly responsible for this decline was the
fall in the number of FC responses over th;'.s period (see table).
The usual interpretation of color im;}acgpt{ the Rorschach is that it
' represents the child's afféctive reactivity towards his environment.

Although a lack of responses.is usually not interpreted in a

negative sense, the fall in this index over the remedial period, at
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Table #26

>

Darryl's Rorschach Responses St

Assessment Perlods
Baseline Period Remedial Period Follow-up
12/75 2/76 1/76 12/76 2/77

Total R 39 36 27 28 26
Location
Scores
Wa 10 . 6 7 13 12
D% 54 64 59 71 50 - ¢ : )
ds 23 26 19 5 27
-Dd$ 10 17 15 11 12
Determinant '
Scores
F3 79 61 70 53 50
M 0 2 1 5 3
M 2 4 4 6 5
m Imf 1mf 0 1mf 1Fm; ImF, 1m
FK -0 1FX,1X K 0 0
Fc 3 3 1 1 2
FCl 1l 0 0 D 0
v FC h3 3 2 1 0
CF- 0 0 0 1 0
C . G 0 a 1 1
Quantitative *
Scores . )
M:FM 0:2 2:4 1:4 5:6 3:5
Sum C 5 1.5 2.5 3 1.5
FC:CF+C 1:0 3:0 2:1 1:2 0:1
M:Sum C 0:.5 2:1.5 1:2.5 5:3 3:1.5
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Table #27

Darryl's Developmental Rorschach Rating Scale Scores

‘ Scoring Periods
Scale Baseline Period Remedial Period Follow-up Period

12/75 - 2/76 7/76 12/76 2/77
C.I.* 4.50 . 5.10 5.50 5.60 . 5.30
A.l.* 5.00 5.20 4.70 3.50 2.50
P.I.* 4.00 5.80 2.00 6.00 5.00
A
(1) 2.00 2.50 3.00 2.60 3.00
(2) 2.22 2.50 2.42 2.71 2.38
(3) 2.21 2.23 2.30 2.64 2.31
(4) 2.55 3.00 3.33 3.15 2.92
B
(5) 2.00 2.67 2.67 2.00 .1.00
(6) 3.00 2.00 1.00  0.00 0.00
(N 3.00 3.00 3.00 3.00 3.00
c - _
(8) 1.66 2.87 2.60 3.08 ~ 2.64
(9) 2.28 2.92 2.55 2.87 - 2.36
‘a 0 indicates no scorable responses given.
A - Cognitive Integration B - aAffective Integration -
(1) Whole Responses (5) Form—Color Integration *
{2) Part Responses (6) Form—Shading Integration
(3) Form Level (7) Texture Intejjration
{4) Form—Controlled Determinants
C - Personalization
*C.I.~-Cognitive Index (8) Quality and Balance of
A.l.-Affective Index Movement

P.I.-Personalization Index (9) Quality and Balance of ~

- . Movement’, Shading and,
Color -

4\.

-
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best, can be seen as an acc;omoda:ion period for Darryl. The fall in.
form controlled color can be viewed as a lessening of Darryl's
ability to control his emotional responsiveness and a rise in his
spc;nteneity. |

It should be pointed out though, thét tiiis index, fo; the
majority of the study, remained above the normative mean for hils
age. 'It is in fact surprising that Darryl's affective integration
was at such a high qualitat:ive level during thé baseline period,
considering the results of the other measures during this period.
The other measures -do not sugygyest that over the remedial period
Darryl was becoming more. impulsive, just the opposite, tine
behavioral ratins suggest he was changing from an emotionally labile
child who te.nded to“either withdraw or strike out aggressively, to a
more s;acially mature cne. S.een in tnis light, the fall in his
affective index. could be viewed as a re~organization process of his
autocentric perceptual attitudes, from a rigid overly controlled,
and thereby labile one, to a more spontaneous relaxec‘i' pattern.

The above hy.pothesis is somewnat confirmed by the result‘; of

Darryl's personalization index. This score rose moderately over the

baseline period, and after falling off by mid-re—eduation, rose to a.

slightly highér- level by the end of APP. The rise in this index by
the end of the remedial period was partially achieved because of a

better balance between Darryl's human and animal movement respcgses

- (see table). Although his M:FM ration was weignted in favor of FM

for the entire study, at the end of the remedial period, this score”

stood at its most favorable relationship, 5:6. This ratio reflects

"Darryl's level of maturity, in the sense that it relates to the
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strength of Darryl's inner resources witn respect to his impulsa
life. Developmentally, Ames et. al. (1974), repoft al:1 ra_tio by
) age 10 in this relationahip. Although Darryl"s ratio did nat quite
reach this plateau, the 5:8 ratio achieved represents a substantive
impfovement_ih the 1:2 ratio before intervention. Although no
statistical correlation exiats, this increased leval of .inner
impulse resources was reflected as well in CPQ traits C and Q3.

The variability in Darryl's personalization index over the
baseline period was confirmed. by other measures‘during the same
period. Both Darryl's mood'and his reactions to others were quite
labile. - Although some of this remained by the followup period, its
variation appeared less extreme.

In summary, Darryl's underlying dynamics showed some strong
signs of a growing maturity. It also showed some persistent signs
of: variability, as well as a reorganization process in his affective
mtegratlon. with this in mind,.the final research expectation can
only be partxally supported.

Smmary of: Psycno—Soc1al Resulrs

During the baselme(perlod the picure of Darryl s psycho—
social/personality orgam.zat:.on qenerally reflects an affect laden,
yet falrly unsocialized c.h:.ld. He showed many signs of.warmth and
af:ectwe responsiveness, but this quickly could be turned into
quite ﬁaggtessive reactiops. His mood swings were al_s:? quite severe,
with a euphoric attitudg yuickly changing into a moody,, sulking
posture. This more lablle, somewnat diffuse orgamzatlon was also
evidenced in Darry's dlstractablllty. He had a ‘lot of difficulty

directing his energy, even in conversation. He had major difficulty

EE L
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in an academic setting where his mind wandered and he became'
distfacting both to himself and others.

A major change in Darryl, as measured by the instruments used
in this study, could be viewed as a maturation process and a
breaking in his egog:entgic behavior pattern. Across a numbervof

psycno—social/peréonality levels, there was a noticed decrease in

-

St .

Darryl's aggressive, unsocialized patterns and reactions. - As he

>
" became less self centered, his reactions gradually became more group

syntonic and more acceptable to others within his mileau. This

internalization and articulation of his behavior was alluded to

across a number of measures. The improvement in his behavior was
noticed by Darryl as well. His social self esteem showed the most
positive gains over the remedial period. 1In addition to an
increasing socialization level, concurrent with the remedial

rocess, a sitive change was seen-in Darryl's mood swin s,
P 3 g Y

 bringing increased stability. with this change, Darryl was better

able to effectively utilize the énergy he possessed and he was seen.
as being better able to focus this energy in task oriented behavior.
His sRorschach protocol points to an increasing ability on Darryl's
part for more abstract tnon;ght:.

- Ratings on the CBRS and SEI, suggested that there was not much
improvement in Darryl'é self confidence or general esteem level. In
Icontrast, CPQ scores pointed to a higher level of self integration.
Whereas no overt changé was évidenced in his esteem levels, there
was obviously a higher amount of structural differentiation taking

place.

“



Darryl's Rorschach prot:.ocols suggest that concurrent with the
APP Remediation period, there was a somewhat regressive,
restructu:.'ing‘ impact on his affective integration. One can ‘assume
that a breaking down in his egocentric organization toward a more
réalistic, age appropriate state of individuation would entail a
reorganization of arffective perceptions.

| Sumnary of Research Findings

How the child is seen by significant- others

The first research expectation hypothesized that concurrent
with the APP remediation there would be a pdsitive change in the way
significant othersiview the child.

| Four out of the five children who participated in this study,
were rated by their teacher, below the normative range in social
adjustment, during the basgli_ne period. Each one of these children
had major difficulty in their interpersonal behavior skills. During
the baseline period, they all lacked peer status, and all tended to
remain on. the perimeter of their peer groupings. Three of the
children in this study, Ernest, Charles and Darryl, fit well iato

Stott's (1971) inconsequential child category, during the baseline

period. They were all egocentric, coming across as selfish and self*

centered and mostfy rejected because of these reactions. ’ Andrew, on
the om‘,er hand, was seen mf:n:e as an unforthcoming child, (Stote,
1971} . ' He was extremely immature and anxious in his interactions.
All four of these children during the bdSeline per.'iod' were seen as
having a clear deficit in social perception. They were all poor in
judging the moods and attitudes of others which led to inappropriate

behaviors. Brian, on the other hand, was rated by teachers within

L



the average adjustmet{t range during the baseline period, and was
seen as more mature, not exhibiting many of the inappropriate
behaviors of the other children. .

All four of the children rated below the average range in
.social adjustment during the baseline period, had reached this range
by the. followup period, with thiree of the four reaching this level
by the end of the remedial ‘period (assessment period 7). Concurrent
‘with the rel-nedial period, the degree of improvement in socialization
skill; varied with each child, with Brian being the only child that
his teachar did not see a noticeable gain. The over aggressive
behaviors of Ernest, Charles, and Darryl was diminished follo;eing
the intervention period. Across many of the instruments used to
measure change in tnis study, Darryl showed more group oriented
behavior, less self centered reactions and a marked decrease in
overt aggression. Ernest's improvement also was seen across many
levels, as it appeared he was better able to judge and evaluate the
effectiveness of his reactions. He was also seen as gaining in peer
status and his social responsiveness and group oriented behavior
also improved. Charles also was seen as gai_ning in social
awareness, which appeared to lead to a higher group status. But
also in his case, signs of eygocentricity and impulsive behavior
remained.

Andrew also showed definite improvement in-fiis socialization |
skill, but it was of a sligh;.ly different nature than the above
three children. He was viewed as more genulne in his interaction

/

and more willing to interact with both peers and adults. Mostly,

Andrew was seen as more independent and more practical. B8rian,
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although he was seen after the intervention period as less socially
naive, did not appear to show any improvement within his peer group
relations. Although it could be argueci that Brian was more age
appropriat® to begin with, his lack of improvement across many
psycho-social/personality and academic areas. According to academic
criteria, the APP remedial program was less successful in Brian's
case then it was with any of the other four children. In short.
summary, teachers rated the four children who showed at _least
moderate academic success during remediation as élso méking_ soci.';ll
progress. Although the relationship between social facility and
academic efficiency does not appear strictly linear, an improvement
in one appeared to be reflected by an improvement in the other.

Four out of the five children in this study (save Brian), began
the baseline period below the average self adjustment raﬁée, as

rated by their teacher.

Tgaéhers felt that all of these children exhibited a

. generalized fear of interaction. During the baseline period, all of

the children except Brian, were seen by.teachers as either somber
and unhappy or extremely moody.

Concurrenc with the remedial period, teachers saw major charges
in the self adjustment levels in fo-ur out of the five children.

Ernest exhibited more self confidence and more maturity in his

. emotional control. Andrew showed less overt signs of anxiety and

fear, appearing much happier and easy going. Charles also showed
more self confidence and less fear, although he still showed
periodic negative and defiant behaviors. Darryl also showed major

improvement in self adjustment over the remedial period, and
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although .he remaineci a senéitive child still prone to sulk when
things did not go his way, there was a étro'ng improvement in his
overall responsibility level.

Simj;lar to. his social adjustment rétings,‘Brian's teacher did
not notice a change in his self adjustment concurrent with the
remedial process. It is interestintg to note, tnat by assessment
geriod?,‘all five of the children's self adjustment ratings were
within the avefage‘ adjustment range, and this remained such over the
followup period. -The‘ improvement in the self adjustment of the
majority of the children in the study, for the most part, was

mirrored by the Inferred Self Concept scale as weill.

-
1

Parental-residential ratings of the five boys did not mirror
the change in self and social adjustment noticed by teachers. On
both of these subscales, these ratings were much higher than teacher
scores during baseline. .

For the social adjustment scale, four out 6f the five boys were
rated within the average range during the baseline period. The
fifth boy (Ernest) was rated slightly below the average range. In
general, ox:xly one of the five boys exhibited any real change

concurrent with APP (Charles' now rose from a low to a high

-~

average).

All five boys were rated by parental-residential ‘raters within
the average self adjustment r‘ange during the baseline period.
Durir:g APP, two boys (Brian and Charles) exhibited a slight rise in

this rating, two boys' score fell slightly (Ernest and Andrew) and

one remained approximately the same.
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As with the teacher rated soqial and self édjus{ténent; scales,
the ‘teacher rated school adjustment scales showed excellent positive
change in four of the %ive boys (save Brian) concurrent with APP.
During .!:.he baseline pe'riqd, these four boys all exhibited signsof
an attention. deficit with varying syuptam?tology. Ernest had great
Qifficulty with his motivation, while Andrew would spend a $od deal

of time distracting other students. Charles had difficulty keeping

. his mind on his work while Darryl also showed this problem coupled

with an inability to éit still.

All four of thes boys showed ‘a major upward change concurrent
with APP. Tw | of-f their scores reachec'i to within average ievels
while two ended slightly below this.. Interestingly the major
differel;lce-in these positive changes was r.hat the two boys (Charles .- -
and Darryl) whose scores fell below average levels stilll showed son;e

o«

signs of attentional and concentration difficulty.

Brian's school adjustment rating beéan the baseline period
already within the average rangé and .rose t;oncurrently with APP to
well above t:nis 1evei. “But this decayed 'v.ery‘quickly after
le'rmiﬁatit.:n indicative.;. of no real change.

%
How the Child Views Himself

The major conclusion that is. possible Erorﬁ the. results of the
SEI scores 1s tha‘t; all five of the children exhibitfed extreme
variability in theiru rat_irigs over every phase of this study. The
majority of the scales did not exhibit baseline stability in all but
one 5_nild (Ch_arl:es).. _In his case three of the five scales remained
§ta51e during the baselix.le period. All three of these scales .then

rose concurrent with the APP remediation.

i T
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Out of the five scales in this inventory, the.largest amount of
i
-variability appeared to occur across-the social self-esteem scale.
It was quite variable across™all five boys.

When teacher rated social adjustment results are compared to

the child's ratings of fis social self esteem levels, ' on the SEI i

some mterestmg comparisons arise. Although these two measures

have never been statlstlcally correlated, by using the interval

.Scale for both and the average ranges for both, some preliminary

comparisons cam be made. . First, when comparing baseline periods (at

assessment period 1), all of the children' social self esteem-

ratings (save Charles), were higher than their teacher adjustment
ratings (Charles was approximately the same). So, four out of the

five children considered _then;selves more successful in their social

facility then their teachers did at this time. ' At the end of the

~ study, three of the children's ratings (Ernest, "Andrew and Brian) of

their social self esteem's, were mich closer to teacher ratinés of
their adjustment. Tl‘ile remaining two cnildren both showed higher
ratings than their teachers. ‘In the majority of the children then,
their social self esteem r:atings were closer to tne niolre quecti_ve
ratings after the remedial peried then before.

The child's ﬁating 6f_ _hie own self esteem’ levels proved an
interesting comparative>point, to .the more objective CBRS. Some
trends were quite evident across all the children's SEI ratlngs.
First, all of the children, except Charles, rated both their general
and total self esteem level, a.bo_ve the nprmative-'u;ean during the

baselme pericd. I‘ms is an interesting contrast to teacher ratmgs

and is more in lme ‘with parem:al views.

» _ /
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another interesting aspeét of the children's SEI ratings was
the relative variability all the scales exhibited concurrent with
the remediation. This could indicate the relative instability of
the testing instrument, but considering past findings of the SEI, it
seems more logical that is is reflective of the instability of the
child's own feelings of self worth.

How the child handles frustration-aggression

During the baseline period, a number of patterns emerged in the
children's direction of aggreission scores (E, I, and M), on the
Rosenzweig. During this period, two children (Darryl and Ernest)
showed higher E scores then normative levels, with I and M remaining
around the mean level. In behavioral terminology, these chJ.ldren
showed more anger directed at thelir mileau, wnen confronted with
conflict situations. Over the remedial periocd, and into the
followup, these patterns showed‘ only minimal variation. - The other
three children (Brian, Andrew and Charles), showed a different
pattern during baseline, with low E, low I, and high M. This is a
more passive, glossing over, even a withdrawing pattern in
comparision to the norm. After the intervention period (‘assessment
period 7), the patterns of two out of these tnree chlldren changed
(Brian and Andrew). Over -fthis period, E showed a substantlal rlge
and M a substantial drop. Neither of these pattern changes in
eitner Brian or Andrew e#hibited any permanance, as these trends
reversed this direction during tne followup period.'.

when comparing pre to post remedial periods, little change was
seen in three of the children's focus of aggression scores (615, ED

and NP}. It is of interest, tnat the children with whom the change

’

\
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occurred, were those two which showed direction of aggressidn score
cnanges, Andrew and Brian. But whereas in both cases tneir{OD score
rose, their other two ‘scores varied opposite each other. In Brian's
case, his defensiveness about his paft in the frustrating event fell
(ED), while his solution seeking behavior (NP) rose.

Returning briefly to the previously stated results, it is of
import tonote that whereas improvements in socialization skill was
observed by teachers, this was not, for the most part, translated

into strong conceptual response pattern changes on the Rosenzweig.

The child's personality organization

The foﬁrth research expectation postylated that there‘;ould be
a positive change in the child's underlying personality organization

‘concurrent witn the remedial process.

Results from the CPQ tend to confirm the~;diosyncratic nature
of personality organization. The chanées in the perscnality traits
concurrent witn APP varied differently with each child, withno
o§erall pattern emerging.

Ernest's CPQ tended to support other measures showing him
better able to channel his energy as well as a general maturihg in
his social attitude (i.e., social responsiveness, group orientation,
overall responsibility). His CPQ also sho#éd an objectification in
his self system as well as a rise in ego strentgth. Andgew's CPQ
showed~him to have a more positive attitude but alsc reflected a
rise in his ergic tension level. Results also pointed to an
increase in his field independence.traits.

Brian's CPQ results were guite interesting reflecting ﬁore of a

pliysiological maturation. He was less extremé in his reactions
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(1 e., more physical ener-gy, less reactive and more reflective).

But results also showed ms self sentiment mtegratlon falling as

. \
well.

‘As with Ernest; Charles' CPQ results reflected an energizing
effect of APP coupléd with a reduction of nis overall tension El.eve‘l.
Darryl's-CPQ score tended to support many of the conclusions reached
from the CBRS. It showed a substantiall.reduction in many of his
unde‘rsocialized reaction patterns, as well as an improvement in his
group oriented behavior.

As mentioned abové, a defihite improvement was seen by teachers
in the majority of the children's social perception which in most
instances represnted an objectification of the perceptual process.
This was \direct.l;v reflected in an increase in behavioral maturity.
In this regard, a concurrent intprovement should have been evidenced
in the child's persﬁnalization index. &All five of the children's
personalization indices - -improved over tne—course of remediation,
albeit some by small margins (Andrew, 2.3; Emest, .6; Charles, .3;
Darryl, .2; and Brian.l). Owing to the nature of the instrument,
one would not expect the type of dramatic change on the Rorschach,
that was seen on the CBRS. So although the change 'm the children's
social adjustment was mirrored by arﬁ_c_iynamic change in the

structuring of his experience, these two measures are not

‘quantitatively comparable. It is interestintg to note that the

child who exhibited the strong:est academic and social adjustment
gains (Andrew), exhibited the_stronéest gains on the personalization

index; and the child who exhibited the weakest academic and social
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adjustment gains (Briax-l) exhibited .the weakest gains on the
: . .

personalization index. - o

There appears to be no glenéral trend on the affective index on
the Rorschach Rating Scale across all five of the children. This
index appeared the least stable of the Rorschach scores, exhibi ting
wide fluctuations .between assessment periods; Even. in regards to
the individual children, trends in this score were somewhat
incongruent with other testintg results. Results here point to the
persistent lability of the dyslexic child's affed_tive organization,
and to the questionable connection this score has to improvement in
reading skill. |

For the cognitive index of the Rofschach Rating Scale three of
the boys showed a positive improvement concurrent with APP (Er-nest,
Brian and Darryl} but in two instances this was also reflectedl in
baseline trend. Andrew's CI showed no specific change and Cﬁarlgs'

was unstable,

s
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CHAPTER IV
Discussion of Results

This discussion section will focus on two broad areas in

regard to pertinent results found in this study: The first section

wili address both the four specific research expectations, as well

as other clinicall{g oriented areas that proved of interest. This

section will be called clinical impressions and will encompass the

implications, and the Tomatis Technique.

The second section in this chapt'er will focus on the strengtﬁs
andlweaknesses of this current research. It wiil be subdivided as
follows: Design and methodology, irxetrxmehtal—ity, and .the Tomatis
Technique. i '

Research Expectations

The first research expectatlon hypothesized that , concurrent

with the APP remed:.atlon there would be a pos:.tlve change in the way |

significant others view the child.
Both the ch:.ld s social facility and self adjustment were

rated by his teacher and his parents. During the baseline period,

following subsections: Research expectations, Theoretical '

- four out of the five boys were reted by their teachers below the

average range in soc1a1 adjustment. By the end of the remedial
period three out of the four ratmgs had risen to wlthm average
range. The fourth reached this level by the end of the followup
period. . For the fifth. bfay in the study, the teacher did not see ahy

noticeable gain in this area. It is of interest to note that this
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boy did not show any academic remedial effects either. Results here
generally support this first research exg:ectation. -

As far back as. the mid 1940's, it was observed that children
with learning problems exhibited many forms of maladaptive or
immature social behavior (Jackson, 1944). More recently, the
excellent observational studies of Bryan and her associate;s {(Bryan-
Wheeler, 1974; Bryan, 1974, 1974a) have confirmed the difficulties
these children exhibi\ﬁ\in social intercourse. The critical poiht
alluded to throughout the litera'ture is that these children exhibit
generally immature social styles and are unable to benefit from the
subtlties or nuances of’interpefsonal interaction (Briuninks, '1978;
Wiig and Semel, 13‘76). Tomatis (1978) has termed this occurence,

the inability of the dyslexic child to decode his environment.

Stott (1971) has identified twb,_gpre syndromes for children with

f . '
educational problems. The first he termed the unforthcoming child,

who is submissive and immobilized by fear and anxiety. This child is
very cautious, rarely venturing into any undertaking he's unsure of.

The second child he termed the inconsequential child, who doesn't

check bag¢k on his behavior but acts impulsively, and at times,

/
‘aggressively. During the baseline period three out of the five

+

children fit into Stott's inconsequential category (Ernest, Charles

and Darryl) and one (Andrew) fit well in his unforthcoming group.

-

+ These four children were all seen by teachers as having major

difficulty within the social realm. All four of these children,
Aduring'”t'he_ baseline period, were seen as having a clear deficit in
social“i::erception. In line with Lerner's (1976) thinking, they were

all poor in judging the moods and attitudes of others which led to
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fit and cohfirm trends in the literature.

As mentioned, teachers noticed that change in these four
children was quite strong during APP remediation. In general, their
improvement tended to center around two areas; social ;wareness and
social responsiveness. These improveﬁents led to higher peer status
and more acceptance by peer group. ‘These changes mirrored what
‘teachers saw as a generalized reduction of egocentricity or a
maturing in their interaction ‘patterns.

The major finding here, that the four boys who showed at least
moderagg academic gain also showed social gains, requires some
theoretical clarification. Tomatis (1978) has speculated that the
underlying social difficulty for the dyslexic child is his refusal
to part with the more secure mother—child comunication dyad. This
protracted dependency relationship leaves him unable to successfully
adapt to his surrounding environment. Whether the child remains
iumobilized.and overly cautious (étott—unforthcoming) or impulsive
and aggréss&vea(Stott-inconsequential), both reflect social
immaturity. Athey s (1966) theorizing and research support this
position. She foungm{hat dyslexic children tended to depend too
heavily upon their parents for support and direction. They also
lacked.autonomy agd went out of thelr way to please mother.
Although Athey defined this syndrome within an Ericksonian model,

her conclusion Supports Tomatis, that a breakdown in the

socialization process for the child has taken place. The

developmental difficulty here centers around what Mahler (1968) has

termed the separation-individuation process. Ausubel (Ausubel and

. 316
inappropriate behaviors. In this regard then, these results clearly '



Sullivan, 1970) has called this same process desatellization. But

whatever this developmental sequence is called, it is marked in the

normal child by an internalization of function; a-social
1

disiantlation (Werner 1963, Ausubel and Sullivan, 1970) between love

object and child. This change is marked by a reduction of the

_ child's egocentric attitude and a heightening in his social

awareness. and sponsivenes:s. The developmental shift from
egocentrism to a more relativistic behavioral attitude assumes a
mediat:ional process and an ability of the child to gauge his
reaction against those of\others. Resul ‘here suggest that these

four boys showed a dramatic maturing in/' their social interaction

pattern, implying at least the beginﬁings of the individuation

process. Tomatis (1978) has maintained that the tie between
reading,\;anéuage and social maturity is a stfong one. That because
the APP remedizl program helps teach the child self listening
skills, this will lead to an internalized awareness of one's
capacity to act upon'one's.environment He hypothe51zes that the
ability of the child to control his linguistic skill reflects his
degree of social differentiation. The shift that Tomatis maintains
must take pléce s toward a more allocentric form of communication.
The child breaks out of the "me-we" attitude and assumes the more
altruistic "I-thou” one., This change in psycho-social functlonlng
was seen in the majorlty of the boys in this study and was found
across many of the measures. Research also ties positive social
interaction patterns with self concept (ﬁartup, 1970). It would be
expected then that teacher reted self adjustment areas should mirror

this social change.
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' On both scales used, teacher ratings of the child's self
adjustment and self concept exhibited major improvement in four ;ut
of the five boys measured. The child that exhibited no change
(Brian) is the same that showed no soc1al adjustment change. ©On th;
CgRS these four children all began the study below the average self
adjustment range. All of these children fit well 1nto Bryan's
conceptualization of being fragile, emotionally vulnerable and
easily defeated. Teachers rated major changes in all four of the

children concurrent with the remedial period. These results also

I

generally support this first research expectation. =
Research has shown a strong tie between the child's academic
success and his self concept (Glasser, 1969; Silberman, 1970;
Henderson and Long, 1966). It has been postulated that one of the
reasons the dyslexic child mighi become a rejected member of his
peer group, is that he is seen as écared, unhappy and worried
(Bryan, 1974). While other children's opinion of themselves rise
with increased competence and age, the_reading disabled child's self
" concept remains relatively stable (Glick, 1972) . Baseline results
here generally confirm literature trends as well. These four boys
shoqed: anxiety and fear at ig:s;action (Koppitz, i971); poor self
confidence (Athey, 1966); defiance (Keogh and Tchir, 1972); and
generally unhappy appearance (Banreti-Fuchs, 1978). Results here
are strong, indicating that concurrent with improvement in academic
and social skill, teachers noticed an improvement in self
adjustmentl The connection between ihprovement in self adjus%ment
mirroring improvement in social adjustment is a theoretically éound

one. The child's self develops by integrating experiences with
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subjective realities (Lecky, 1945). An integrated self system is

one in which environmental integrations are consistent with
experience. With the dyslexic child's inability to;?ecode his,
env;ronment, an integrated self system remains imposéible. The
child's feelings of competence arise out of his capacity to interact
effectively with his environemnt (white, 1959). The improvement in
* the child's social competenc; should mirror his- improving self
image, and results. here suggest tﬁis occurred. i
Freud (1961) was one of the first to suggest that patholegy
arises when the demgnds ofﬂghe environment differ substantially from
internal need states. Sulliban (1953) felt this would result in a
dissonance the child could ﬁot accept, and wouid lead to his
selectively not attending to certain areas of his ;;;ironment. In
terms more familiar to Tomatis' theoretiéal-position, the
communication of the child becomes distorted. It is expressed by a
non-acceptance of the outside world, accompanied by a "progressive
extinction of the will to mature or exist independently” (Tomatis,
1978, p.50). Rogers (1973) has called this state one in which the
child becomes estrarged from himself.
‘ Parental-residential ratings of both the child's social and
self ad¥ustment are quite different than teacher ratings. First, in
both areas, parents rated children much higher than teachers during
baseline. All social adjustmeét ratings by parents were within
average ratings during baseline, gxcept-zrnest, and his were -
minimally below that ievel.. All five of the boys were rated within

the average rarge during the baseline in self adjustment. Second,

"in both adjustment areas, parental-residential ratings did not



-

ex.llx_ibit any major changes concurrent with APP.. In this regard,
these result's suggest a rejection of- the first researéh é'xpemctation.
Parents did not see a pos;’.tive change in their children conc;.xr?ent
with A;P.

This‘ result is quite different from those reported in the
literature. Studies have suggested thqt parents- of learning
disabled children tend to devaluaﬁe their abili.ties, and use
derogatofy terms as discripters (Seigler and Gyntler, 1960) '

(Chaptman and Boersma, 1979). Studies have also suggested though,

*
that the reading disability might reflect a maladaptive home

enviromnment (Thayef, 1970).

.The discrepancy between social adjustment ratings of teacher
and parent is of major consequence for these children. The
litefature. is especially weak in comparing the varying gxpectancy
levels between the dyslexic chiid‘s heme and school environment.
The school's normative expectation levels might in fact be quite

different from those at home, especially if the home environment

showed signs of social maladaption. The academic environment is

also the area where the child'has met only partial success.

In-any casle, results here do not support the general
assumption that the parents view th‘e child in a negative light.
Further than this thowgh, ;'.t is evident from tﬁese results, that for
both self and sccial adjustment ratings, the two most significant
adults in the child's life differ in their view of him.. This was
tfue both prior to and during the APP process.

The second research expectation hypothesizes that concurrent
with the APP thé child would feel more positively about himself.

Nl
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Results obtained here do not suppoort this hypothesized change. In
general, the boys in this study showed aggrandized scores during the
baseline périod. These levels showed little stability of level or
trend during the course of the study.

The child's rating of his own self esteem levels prove an

interesting comparative point to the more objective teacher rating.

During the baseline period, four of the five children rated their

social self higher than their teacher adjustment ratings (Charles

was approximately the same). At this period then, four out of the

-five children considered themselves more successful in their social

facility than their teachers did. By the end of the study, three

had fallen to more approximate teacher rating. The literature

corroborates that the learning disabled child has difficulty in the’

assessment of his social status in relation to others (Wiig and

Semel, 1976), and that they tend to rate themselves highex: in status
than others do. It is also interesting to note, that on the SEI
ratings, all five children saw their social esteem rating fall
during the Easeline pe"riod,_ and that over the course of the entire

study, these ratings were in general, extremely variable. The

lability in these felt perceptions was quite dramatic. It has been

. sugéested in the literature that children's perceptions, which are

grossly overrated, alsc tend to be the least stable over time (Xugle
and Clements, 1980).

The discrepancy between teacher and child rating of their
social facility, is of large conseqﬁence for these children. The
literature suggests that not only is the teacher a highly accurate

rater of such development (Lambert, 1977; McMichael, 1980), but that
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the child's gventéul return to. a more normalized setting can be mo.re'
dependent on his behavior and attitude than his actual achievement
 (Koppitz, 1971). |
Four of the children-rated both-their general and -' total self
. .esteem levels above the normative mean dui:ing baseline. This is*in
direct conflict to teacher opinion and is closer to pére:ital views.
.E‘estinge:'s (1954) theory of scocial ‘cqmparison suggests' that people«
will use- signifi.cant others in their milieu as the basis of formin:j
their sLe\lf worth. In:h(is étudy, ﬁ)arents' ratings were ;:loser to'
chilgiren's than teachers were. It must also be remembere§i that
these children were all in a special school setting and two were in
a spec;ial: residential setting. Their iumediat;e peer reference group
could lend itself to a higher eval—uation in comparison. The
relati.ve strenc';-th' of these boys' esteem evaluations during the
baseli-ne’ period, could be reflectiire of these unique circumétances, :
rather than a defense against devaluation.
. This research/does npf: substa}ntiate the general notion that
the dyslexic child has low self esteem. This st-udy .'f'ound these
feelings aggrand.ized during’ baseli.ne. Tl';e child's esteem levels
wex;,e also quite labile during remediation but generally ﬁélling,
more closely approximating teacher evaluations after rerﬁediation
' thap before. So although results here do not support acceptance of
t:.his second redearch expectation, they do suggest an objecﬁification
of many of these boys' subjective evaluati-ons. ‘ -
Theoretical positions would .suggest that the discrepancy )

between these children's subjective esteem ratings and their teacher

‘rating should cause major problems. The major issue here is the
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ability of the child to correctly perceive his status positions.
The boys in this study appear to have been more successful at doing
this in relation to parental feelings than the more obje\ctive school

milieu. Results here confirm the previously stated notion that the

dyslexic child has not béen able to step past the home toward the

more objective social milieu. The importance of the @bility of the

child to objectify and successfully evaluate his status in relation

to others is of major developmental consequence, Tomatis (1978) has °

postulated that.the self structure of the dyslexic child must be

distorted, owing to the affective nature of the dysfunction.
Because the child'é social perception and judgement is disForted, l;e
has difficulty evaluating the situational gestalts in which he finds
himself (Kranick, 1976). Developmentally, the child's self
consistency and objectinity develops from his interaction with his
environment (Lecky, 1945, Plaget, 1964). Lecky (1945) has theorized
that the important developmental crisis for the child is his_ ability
to assimilate his father's personality. This reoréénizes and
enlarges his self sﬁructure. If the child gioes not step beyond his
maternal bond, then his adaptability and learning decreases_. In
this case, according to Lecky, he returns to his fantasy and
egocentric nature to defeénd his own validity. From this
perspective, results here make theoretical sense. It follows that
the child's perception of his status would be closer to matérnal
wiews. During the APP remedial process, Tomatis claims that the
child encounters his self by interiorizing his linguistic and
phonatory_ skills. He thereby becomes more aware of his existence as

a separate entity. In this line of thinking, the re-ordering of the
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child's apperception (consciqus self-perception) during remediation.

could exhibit ‘itself -_in unstable response 'patte}ns. And in fact, a
~lability in felt perceptibn's wés “observed on the SEI over the course
of remediation. The dévelopmental importance of the changes
recorded and discussed so far is of major impprt. Results suggest
that the majority of boys in this study have taken major steps
toward an autonomous existénce. Their soc:Lal and self adjustment
improved substantially in the eyes of thelr teachers. Their own
apperceptions (conscious self-perception) alsc became more realistic
and syntaxic with their environment.

The third research expe‘ctation postulates 'that there will be a
positive change in the way the boys conceptually handled frustrating
experience, |

During the be;seline-per;od.two separate patterns emerged f{om
these five boys.: _Two Ehildren (Darryl and Ernest) fit ir;to an
overly aggressive pattern, directing much of%'their frustrations
outward toward the environment. The. remaining three children fit

into a more passive, almost wlthdra‘gk' pattern. The passive

patterns of t:wo of these children appeared to change concurrent with

”

APP, but neither was lasfing as there was a quick return .following
termination.

The two differences of aggression patterns found in thess five
children are consistent with the literature on the subject. A
nmﬁber of research studies have identified learning disabled
children as being at one of thelextreme ‘ends of the aggressive~
passive continuum (Natchez, 1961; Feldhusen et al,l97'0,- Bell et al,

1972; Hake, 1969). Along this continuum, Harris (1966), found the
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heavier weighting on the passive end-(75%) for the learning
disabled. Althouwgh this result is well supported throughout the

literature, there is relatively little emphasis placed on

postulating why this is true. It has been hypothésized (Abramson,

et al, 1978), that individuals who feel they have no control .over

ﬁheir fate, will respond with a state of learned hqlplessness. 'This
wil%{result in a passive approach to their environment. ‘Although
int;rnal locus of control has beeg éositively connected with
achievem;nt {Kifer, 1975)} little has beeri done to trace the
developmental link between learned helplessnes theory and dyslexia.

| In summary, this third research expectation cannot be
supported. A chanée-was not seen in the way these children
conceptually handled frustrating experiences.

The fourth specific research expectation postulated that
concurrent with gép there would be a positive‘change in'the
" personality organization of the children. It was expected that this
change would be evidenced in the cognitive, affective, and
personalization organization of the child.

According to its author (Mook, 1977), the personalization
index on the Rorschach Developmental Rating Scale is an indicator of
the humanization developmént of the child; ie. the process of the
child becoming distinct and separate from his surrounding milieu.
This process is reflective of both‘the dynamic maturing of the
child'é inhibitory ability and the increasing differentiation and
articulation his personality organization is assuming. Upward
_ bhange on this measure is also reflective of the distanging process

in communication between symbolizer and symbol (Werner, 1963), in
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the sense that it represents an autonomizing of function. The
higher th.e perscn'ali.;:ation index, the less egocentric and
idiosyncratic is the child's perception. All five of the boys in
this study sawz‘th:ai‘r personalization indexes rise auring APP. This

result is consistent both with previously stated resultsjas well as

the theoretical orientation stated throughout this dissertation..
LY

For this index, this fourth research expectation is supported.

As mentioned previously, the affective index on the Rorschach
was quite variable for most of the boy-zs involved in this st;xdy. No
general trend was noticed, and in this regard, this result does not
support the postulated direction of the expectation.-

Tomatis has postuiated that the first stage of APP would
recreate the child's prenatal acoustic environment. Its statéd

purpose is to stimulate the archalc memory traces that formed the

initial bond of communication between fetus and mother. One would

expect from this period a regression in affective function during

this stage of remediation. It is of interest to note here, during

the first half of APP (which most roughly corresponds to the first

stage of APP) four out of the five of the boys' affective indexes
fell. Although this relationship requires closer scrutiny,

preliminary results would support Tomatis®: theoretical position. '

LY

The itive Indices changed differently for each of the

children. f£o 'r out of the five CI's rose during the APP
remediation, but] two of these showed' ascending-baseline trends; the
other two fell s ‘i;lghtly over the followup peried. Trends do appear
ough to we;rrant acceptance of this éxpéctation

. t .
with reservation.
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Out of all. the locatiz:\scores on the Rorschach, the whole

respbnses exhibited the greatest. change concurrent with the' remedial -

pericd. The qual.ity (stru::tural differentiation) of the whole ‘
responses improved in three out of the five children during the ApP
remedial period (Ernest, Briarl, and Darryl). Although the quality-
of whole responses dropped for Charles, their total éercentage in
his protocol rose. Iﬁ Andrew's protocel, the quality of whole
responses remained fairly stable, fallmg sl:.ghtly at the end of the
remed:.al period, but then rising back after the followup period.
Research connects the improvement in the quality of whole responses_
with the complex cognitive function of abstraction (Blatet and
All;'.son, 1863), and more. recently, to the devel'opmental nature of

-

qualitatiye intellectual growth (Smith, 1981). )

In three of the children (Ernest, Brian and Charles), there
was also a positive change in form controlled determinant.:s
concurrent with the remedial period. The strength of this; score,
Schachtel (1966) rélates both to experiential level as well as
percéptual hold. In this regard, the quality of this sc.;ore reflects
the control the child has over his impulses, as well as the gquality
of his rela.tedness to his surroundings (Mook, 1977).

As mentibned in the beginning of this dissertation, the study
of the child's dynamic personality orgamzatlon is quite-a comglex
task. 'I‘he complicating factors, aside from causality, 1s that of
normality. Major personality theorists all ascribe to different
orientations in these descriptions of this multidimentlonal

‘organization. A major thread that appears to tie most of the major

positions together is that of integration. When viewed along the

~
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adjustment-maladjustment continuum, an integrated personality

usually reﬁers to both intra and interpsychic consistency. The
major self theorists all hold to this concept, but by different
names (self consistency, Lecky, 1945; self congruence, Rogers 1951).
Major personality theorists alsc a%}ude to this variable. Jung
(1971) emphasized the individual's adaptive responses (i.e. the
flexibiity of the individual in adjusting to environmental change).
Sullivan‘(Muliéhy, 1552) speaks of syntaxic organizaﬁion or the
degree to.which one's behaéior_is consqﬁSually'validated by others.
.Er?kson (15595 speaks_of:the relativity between the three
personality processes (somatic, ego, and societal) and the

impor;aﬁce of an equal weighting to the three. .

" Thé point to be made here is the strength of'émphasis placed

on intra and -interpsychic integration in normal development. When-

the five boys are looked upon in this light, a number of interesting

points are-bfought forward. For the four boys that have been.

referred to as exhibiting ac;demic change, basel%ne fesulté suggest
anything but a syntaxic personality organization. When looked upon
with closer scrutiny, the change these four boys showed during
remediation was that of integrann. Intraphysicallf, general érends
on' CPQ and results on the personalization index both suggest a

S
maturing in ego function. Test results showed an integraton across

levels and a maturing in autonomous adaptabilicty. But most

L]

impressive were the interpsychic changes noted. These four boys all
showed a strong change in their social sensitivity and
responsiveness. They became more aware of their interaction in

their mileau. Their self systems all exhibited much higher degrees
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of "harmony”® or "consistency” p.ost. remediation. This is a major‘
alteration inm their;' adaptive ability; In this more general regard,
this lést research e.xpectatz.on that postulates a posu:lve change in

the boys personallty organization should be accepted.

Befsre' proceeding to a éiscussion of  the Tomatis Technique and
some theoretical implications of the findi:ngs here, one further area
requires a closer look. Although not listed as part of the specific

. research expecta.tions of this dissertation, the children's

efficiency and task oriented behavior changed during APP.

Efficiency and 'I‘ask Criented Behavior

Four out of the five chlldren began this study at least
moderately below the average adjustment range in their school
adjustment. All of t.hese children were seen by their teachers as
having difficulty‘éoncentrating‘ on, and thereby finishing their
work, would distract others, exhibited excessive daydream activity,
-and were poor listeners. 1In this regard, théy' all appeared to meet
~the ::riteria of DSM III (1980) for an attention deficit disorder
without hyperactivity (314.000). These four children all exhibited
many of the diaghostic criteria of both inattention and impulsivity
that this diagnosis outlines. It should also be noted that these
children also exhibited many of the associated features brough_t out
©in DSM IXI, of mood lability, temper outburst, low self P;steem {as
reported by teachers), etc. The manual also points out to the
élinician that there might be a discrepancy'between the reports of

the parents and those of the teachers. When referring to these .

children, it is further recommended that primary consideration be



given to the teacher reports because of their familiarity with age
norms. ; *
Each of these four children made considerable progress over
- :

the remedial period in their school adjustment ratings. Ernest

showed more task appropriate behavior as well as more energy to

apply to academic tasks. Andrew's concentration and listening
skills were positively effecéed concurrent with the remedial peried.
Also during this time, he was able to spend more time on his school
work, and there seemed to be an improvement in hi§ verbal
expression. Although there'was some improvemenﬁ in
Charles' listening and conceéntration skills, fley were still low
scores in his rating following thg remedial period. The‘major
improvement during this'périod appears to Have been in his physical
energy as well as cortical alertness. Darryl's improvement over the
remedial period was seen in his attention, listening skills and his
task orieﬁted behavior, although there was little if any change ih
his daydream activity.
In summary, there appeared to be a positive change in the
attention deficit noticed in four outlof the £ive children studies
" concurrent with the remedial pericd.

Theoretical Implication and the Tomatis Technigque

The theoretical premises on-which the APP remedial technique
is based is heavily dependent on the developmental;neurological
process it proports to simulate. ;h{giggééion will briefly discuss
the stages of this teclmigue and the rationale on which it is based.

In way of a short summary of the results presented and

discussed, a number of points should be reiterated:
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1) Concurrent with APP, teachers observed a strong ‘positive
change in the social, self and school adjustment areas, in
those four boys that academic progress was shown. This

change was not mirrored by parental and residential
ratings.

2) The boys' own ratings.of their self esteem levels Showed .

aggrandized patterns before remediation. During APP there
was a large amount of variability in ratings but a general
downward trend was noticed. :

3) CPQ results showed a general improvement in social
receptivity and awareness, confirming teacher rated
findings. Rorschach protocols indicated an improvement in
all five boys in personalization.

The rationale on which this dissertation was based assumes a
number of developmental precursors to the reading disability per se.
The literature suggests that the reading disability has an affectivé
component originating partially in the child's separation-
individuation process. It was also stated that the reading
dysfunction is in fact only one aspect of the communication
disorder; that the dyslexic child also maintains a difficulty de-
coding his environment, as well as the written word. Tomatis (1978)
maintains that the reading disability is only part’ of the broader

dysfunction. Implicit within this disorder is an immature audio-
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psycho-linguistic organization, as well as inflexible adaptive
strategieé;. It follows from this etiological picture that tl'E
child's referent system (self) and his ability to gauge and evaluate
the realities through which they live, would become disoriented.

As previously outlined in the review of iiterature chapter,
re-edcuation of dyslexia, via the APP method, is a three stage
process: the passive phase; the training phase; and the performance
phase. Tomatis (1978) concepyualizes the passive phase as a
restructuring period, and places major emphasis on its importance
for successful remediation. He postulates that the child is

returned to a developmentally earlier communication plateau, and is



redirected b.ack th}.'ough a more normalized communicatioh and
listening process. In his theorizing, Tomatis connects this process
with a rest-ruct)uring of the child®s underlying afrfective
organizatidffiaéf%éll. The manifestations of a successful passive
phase of progranming, according to Tomatis, should be an improvement
in the child's generai attitude toﬁard communication with his
environment; i.e. more alertness, and exhibiting a "great desire to
live and to exteriorize.” (To'matis, 1978; Vp. 147) . _

In using the two measures that were administefed halfway into
the‘ remedial period (the CPQ and the Rorschach), s‘_in'ce for most of
. the children this first phase of APP lasted .at least four months, é
number of interesting trends surfaced.

On the CPQ, across all five children, two scales exhibited

change concurrent with the first half of the remedial period; scale

C showed a two Sten score rise in all children over this pericd; and
!
scale F, showed at leaﬁt a two sten score rise during this period.

As mentioned previously, scale C is defined by the authors as the

strength of the child‘'s ego skills. More specifically it is a trait

that measures "the level of natural dynamic integration, emotional
: . .

control and stability.® (Cattell et.al. 1972; p.26). Scale F is

reported to measure the surgency of attitude the child expressés.

So a rise in this scale can be seen as a measure of improvement in

outlook.

In an interesting comparison to the rise in scale C on the
CPQ, the affective index on the Developmental Rorschach 'Ratingls-g:ale
fell for four out of the five children (save Cparles) , during the

\
first five months of the remedial period. It appears then, that
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although there was an improvement in the trait defined as ego-

strength, there was also a re—organization, almost a regressive
eg

proceés, occuring in the child's affective integration. Three out

of the four affective indices rebounded over the final- £ive months
of intervention. _

It is'also- of importance to note, that teachers durir;g this
period rated strong gains in self, social and schqol adjustment in
the majority of the boys studied. = - ~

whereas the first phase of AJ?P treatment contends to re;awaken
the innate communicative desire mfﬁi’.‘f the individual, 'the second

\ : - :
two stages seek to break the egocentric bond that has hindered his

personal growth (Tomatis, 1978). They are marked by increased self -

awareness and a sense of separateness from his parental attachment.

The score which most.closely approximates this change would be
fhe personalization index on the Rorschach. This scoré.rose for the
majority of the children over the last five -months of APP. 1In
general, these changes also support the theoretical si_gnificancé
that Tomatis postulates fof this period.

Tomatis' approach to the remediation of dyslexia éssumes an
interrelationship between langauge, affect and reading;. The APP
remedial process attempts to re-direct the child back thfough. both
his linguistic and humanization processes. The loéic behind this
technique is that teaching the child to contrel his audit_:or.:y-
ptwnatory—linguiséic process will po.sitiv‘ely change his inter and
iritrapsychic organization. 7 |

In general, the overall results of this study suppofﬁ a number

of previously stated theoretical orientations. It is ¢lear, that
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concurrent with remedial success, a number of psycho-social
variables change positively. These changes appear to. effect, in

varying degrees, three levels of the child's personality: how

- {

significant others view him; how he consciously views himself; and
the "deeper™ levels of his psychic structure. More i—mportantly, the
‘childrencwho show.ed academic suc.cess also exhibited a more
integratéd personality organizatien. |

Strengths and Weaknesses

Design and Methodology

. - : ' .
The major problem inherent in the case study approach is that

of causality. Because of the threats to internal validity (Campbell
and Stanley,.IQ_GB) » the causality factors cannot be determined and
remain vague and ambiguous.. In the present study, the influence of
the Child Study Centre School, the residential placemen.t of two of
the children, and the therapeutic attention paid to 1;he five
" children during the remesiial process, could have all singly or in
tandem, effected change on the reading and psycho-social/personality

measures, regardless of the APP ::efnedial process. But even with

these interviening variables, the evidence of a remedial effect is -

strong. The gquestion of causality remai.ns a central issue, not
between rrodalii:y and change, but between reading skill improvement
and its reiationship to change in the psycho-social/personality
measures. _ -

Although ‘the ethical cbjection of withholding tre'atment,
however inadequate or unproven is a strong one, the relationShip
between these above two factors would have been clearer had a

control group been used. Even though the literature does not
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suggest that any of these variables would change concurrently

without the remedial process, the issue of normalized change and

growth in the dyslexic/learning disabled child remains a sketchy

issue. ' ' -

Across a number of children, the question of time-limited
remedial intervention is brought out. It is next to impossible to
pre—-determine the length of the remedial period prior to its
beginning. The decay J".h some of the followup scores, could very
‘well have been because of incomplete remediation as well a.s only a
temporary improvement.
a The case study approach did highlight the heterogeneity of the

psycho—social/personality characteristics of the five children

studies. This was evident both before the remedial process, and in

the changes that were recorded. The variation of these children
across the remedial period was by no means totally consistent.

Although some broad trends were revealed, the subtleties of the

individual child changes might have been overlooked with other.

experimental approaches. The strength of the case study gpproaci{
lies not in the unequivacle presentation of conclusions, but in the
directions that its results suggest (Kazdin, 1980; Barlow, 1981).

\ )

Instrumentality w

Academic and Criterion Testing

Both tests used to monitor academic progress (Wrat and Gates)
performed fairly well during the course of the study, and are well

suited for the intensive case approach. - »

The issue of definition inTthe dyslexic/'iearning disabled

child still remains a thorn in the side of the researcher looking
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| into this educational dysfunction. This point was made clear by the

) : ‘ ,
comparisons between the PERS and the Learning Quotient. Obviously,

before the intervention period, they both showed all chlldren in

thJ.s study to be learning du.sabled. After remediation, on the PBRS,'
all five children made su.ff1c1ent progress and met the criteria for
‘bemg mn—learm.ng’dlsabled Oon the learning Eent, only two of

'the children made the criteria cutoff. By these results, the

learning quotient is much more selective in its criteria of success
then the PBRS. But academic results could have been reported' quite

differently had only one of these measures been used in this study.

This researcher found the Tomatis.criteria for change too |

amorphous. The audiometric technique, the audiblate_rometry', and the

_personal interview all need further specifieation and elaboration..

This is especially true in the following areas:

1) Criteria for phase change: i.e. specific criteria levels
on the above three measures for termination of the any of
the three ses of re—education.

2) Both treagment effect norms-and normal developmental
changes orf both the audiometric and audiclaterometry
techniques fequires aggregation.
Psycho—Social/Personall ty,Measures

As Kazdin (1981) has pointed out, a fa:.rly large dlscrepancy
exists between clinical practice and psycholo'gical research. He

further recommends that continuous assessment can strengthen the

" internal validity of the case study approach. Although, the

<objectification and s{rstematic collection of data is of utmost

importance -for case study're;search, most of the widely used
instruments for psychological assessment by c¢linicians could not
stand the rigors of successive assessment. Even the most widely

used rating scales and more objective measures of personality

]
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organization could not meet these standard__s. In the present
research, - assessment was only carried out a maximum of eight times.
Even with those few periods, a boredom effect was noticed in the
children tested. ”

-In mény of the studies that have utilized continuous
aséessnent, some form of behavioral observation has been used. From
such behavioral information only inference can be made about the
child's dynamic personality organization. In order to.close The gap
‘between clinical relevance and psychological research, the first
bridge that must be crossed is that of instrumentation.

The Tomatis APP.Remedial Re—Education N

Yeaten and Sechrest (1981) outline fo.ur areas in which to
judge the likelihood that a treatment moaality will have the
intended outcome:

1) Amount and intensity-in comparison to other more
conventional rgmedial techniques, the APP remediation progress is
relatively intense. WNot many of the widely used techniques
recommend at least one hour a day, for a.period varying from six
months and up, gep:andant on the severity of the disorder. Tomatis
has also "suggested, in his unpublished lecf:ure's, that the re-
education process‘could be improved with an increased daily
intensity.

2) Theoretical rationale-in his writings and lecturjing,.
" Tomatis fr_equently bridges the gap bet&.n physiological functioning
and psychol®gical process with at times, less than édequate
experiméntal sup[:;ortqﬁor his positions. One gets the.impression

that the testimonial proof overstates the case. There is no doubt

i
-
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though, that this technique, along with its underlying tneofetical
rationale requires further experimenﬁal scrutiny.' Of special
empﬁasis,‘Tbmatés' devel?pnwntal theory.nqeds further elaborapion
and clarification. The DevelSPmental Communiéative—Linguistic
rela;ionship he sugéests, espeéially in utero, is ceriainly one
aspect that requires enunciation and study. ’
The link Tbmatis.suggests between the-audiometric iistening
. test and the individual's physiological and personality organization
is é second area where more supporting éxperimentaI evidence would
lend more credibility to this entire approach.

3) -Clear-detailed treatment protocoi—this area as well,

' requires further experimental amplification. As mentioned, the link

between aspects of the listening and audiolaterometry-testiﬁg and

the re—education process needs more well defined experimental .

support. This is especially relevant pertaining to the diagnostic
signs on both measures tﬁat prombt passage from one remedial phase
to the next.

4) Training of théraﬁists—the most importént aspect of the

APP remedial. program is the integrity of the treatment modality:

i.e. the-degree to which the program is .delivered as intended.

.Because of the above stated weaknesses, the quality training of
rémedial therapists is of utmost importance.

~I'n‘copclusion, the major results of this dissertation support
the connection between certain psycho-social variables and the
remedial process. There were other results that do not suppert
existing trends in the literature. "Results here also suggest that

the APP remedial technique be further researched into the

“+ subtleties of its relationship to reading and personality.
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Chapter V

Sumary and Conclusions

The majority of the research in the field of dyslexia and
learning disabilities has focused on the information processing aﬁd
cognitive Espects of the dysfuﬁction. This present research sought
to ;valuate the relationship between the child's psycho-

social/personality adjustment and the remedial process.

L)

The literature that has focused on this area assumes a
distinct, yet ambiguous relationship between certain psycho-
social/personality variables and the reading disability. Both
diagnostically'and developmentally, the experiential role of
language appears to play a major role in both thé socialization
Process. It also provides the structural integration which
underlies the motivation for communicaﬁion. In general, the
literature is subdivided into three areas of concern:. social
percéption and interpersonal skill; self concept; and frustration-
aggression. |

Tomatis (1978) hypothesized that by simulating the child's
auditory-linguistic developmental process, the re-education of the
dyslexic child is possible. He further assumes the reading
‘jdisability is reflective of both an immature neurological system, as
well as an egocentric psycho-social/personality organization. The
re—education of the child's auditory-linguistic process should
impact strongly on-both his socialization skill as well as his

personality organization.
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To study the concurrent effects of the remedial process and the
psycho-soéial/personality changes in the dyslexic child, an
intensive ‘case study approach was utilized. This consisted of a two
month baseline period, a ten month remedial period and a two mor.mth
followup period. Eight children were initially selected from “the
clinical populaton at the Child Study Centre, only five of_-which met
the following crit_:efia for inclusion in the stuéy:

1) Criteria of definition-this was a composite definition

arrived at from a number of generally accepted definitions of -
&

dyslexia and learning disability; F
2)Discrepancy Criteria-the child had to be considered learning
disabled by the Myklebust learning quotient; .
3)Behavioral Criteria-the child must have been judged learning

disabled by an dbjective behavioral rating scale (Myklebust Pupil

Behavior Rating Scale);

4)APP Criteria—the child had to meet the three pronged criteria
established by Dr. Tomatis for dyslexia: listening test, audio—vocal
lateralitys. and a behavioral relational interview by Dr. Tomatis;

5)aAll children had to be judged free from neurological .

involvement; and
' 6) Parental approval had to be secured. .

The investigation involved administering six tests of psycho—

social adjustment and persor_lality at fixed intervals through the

course of the remediation. The psychometric measures employed were::

) The Child Behavior Rating Scale (rated by teachers and pa_:_'ents) ; The
Inferred Self Concept Scale (rated by teachers); The Self Esteem
Inventory (rated by the child); the Child Personality Questionaire;
The Rosenzweig Picture E‘rq'str.a‘tion study; and the Rorschach
technique. The Rosenzwéig was scored by two blind scorers with a
third deciding the discrepant scores. The Rorschach was scored and
- rated according to the Rorschach Developmental Rating Scale, by two
blind scor;:s with a third deciding the discrepant scores. Two

academic performance tests (The, Wide Range Achievement Test and The

Gates MacGinitie Reading Test) were also administered at fixed
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intervals over the course of the studg, to .gieasure academic
progress. -
The results of this study must be viewed from rhany different

angles, For the four- ch:.ldren who showed at least moderate success

~in the alleviation of thelr readmg d:.sablllty, many of the psycho—

soc:.al/personal_lty measures appeared to change concomtantly_.

For these four children, teacher rated &e}f, social .and schooi
» A -

adjustment all showed substantial improvement concurrent with the

remedial period. The areas of improvement centered around less fear

© in the interactional process, more appropriate interpersonal peer
- v kS

reactions as well as more task oriented behavior.._

‘ Parental and residential ra.t‘;ings of the chi_ld's social and self
adjustment showed a discrepancy from teacher ratings, both d;};_‘\ing
the baseline and intervention‘ periods. In general; these r?tj"ngs
(pafental and residential) were much higher for all the children
dgring the baseline period and did not mirror the change seen by the
teachers.

The teacher ratings of these specific foﬁr children, in th?ir
inferred self concepts, showed fairly strong improveme:t;. Progéess
in this a.rea for the most’part was related to a maturing in social
skill., -
. : .o -

In four of the five children studied, some aspects of their
subjective self esteem ratings were aggrandized during the baseline
period. For the most part, these levels achieved more realistic

levels concurrent with the remedial period. For the £ifth child,

esteem levels rose concomitant to the remedial period.
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Results of the Child Personality Questioanaere different
N

for all children. If a trend was evident, it was_towWard more group-

oriented behavior and for some children, higher ego strengh.

Two patterns V-V;er.e evident with regard to the children's
Rosenzweig responses ;béfore- the remedial.period. One group of three
ch:.ldrgﬁ shgwed ,a more passwe, avoidant type of response pattern,
whereas the remaining two children exhlblted a more aggresswe
pattern. Two children, from the more passive group, exhibited more
aégressive, i'nvolved resper;xses concurrent wiE’h the -remedial period,
but these pettern changes did not persist over the followup period.

Rorschach results were also quite dlfferent; for each child.
In general, concom:.tant with the remedial period, four of the’ fJ.ve
children showed a chaqge in protocol which would be suggestive of a
cognitive improvement in their '-ility to abstract. Affectively,
scores were quite variable; gspecially over the fifst five‘months of
the remedial process, whig¢h signified what could be seen as a
reorganization process in this level of emotional integra-tion.
There were also signs across four of the children, of én'.increasing

differentiation in their individuation processes.

when taken in total, the psycho-social measures e;t?ted a .

higher -level’ of intra and interpsychic integration r those
children who showed academic‘proq','ress. Developmentally these
children were seen as maturing in their indiw'd\uation process.

The remediaé technique utilized in this research, APP, provﬂed
an interes't@; approach to the reading dysfunction. Results
presented suggest that concurrent .with the remedilation there

were positive academic effec.,s in 1c‘our out of fz.ve boys
as well as changes, to
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varying degrees, their psycho-social functioning. Out of the three
progressive stages of this re-education techniqtie, the first stage
(passive listening) appears the ;nost intense for the child. This
was evident in many of the psycho-social me t.;res used. Because of
the time limitations of the design used, the latter two stages
require further enunciation. )

The present study was conceived as an investigation into the

relati-énship between psycho-'social personality variables and the

-remedial process. It was not designed to provide a definitive

answer to this; relationship, but should be viewed as direction for
future research. There are still many unanswered questions, which,
with better cont’rolled studies, can lead to mo‘re precise and
conclusive results. Some areas which might prove informative are as
follows: . :

1) The research into change within the psycho-social/personality
v;riables of the dyslexic/learning disabled child is beset by the
lack of normative study of .thes'e children. There is little in the
literature from whilch to judge clinicéi criteria for success o-r its
lack thereof. |

2)Results of this study -suggest that, for these children,
improvement in their academic skills was mirrored by improvement in
ésycho—social/personality functioning. This relationship though
requires' further scrutiny. Future research must contrel for more of
the internal threats t;o validity than was provided here. As an
example, remedial treatment gains must be partiélled out of speéial

school or E:lass, residential treatment and the effect of one—to-—-one
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attention. As suggested earlier, control groups would most 1ikeiy
be the most economical approach to this difficulty.

3)Change in these children was especially 'evi.dent in thé areas of
interpersonal relationships, self adjustmerit and the,‘ ability to

accurately assess their experience. The etiological relationship of

these areas to academic change/improvement might prove fruitful in

the study of dyslexia. Would studies examining these areas provide

supporting results using both differing remedial approaches and more
specific variables? * )
4) An interesting finding of this reséarch has been that these
children are viewed somewhat differently by those in their school
envirorment, than by those in their'homé/resideﬂtial environment.
: ..
parental and familial perceptions and expectations of their dyslexic
child have not been given the a£tenti$n in thgmre ;chat they
deserve.
5) Another interesting finding of thi§ rgsearch was the tendency of
thése ‘boys to overrate scme areas of their self esteem. The
research in th.is area does not confirm this' f£inding, although
*initial result.s. here could be an effect of the academic setting.
would a study comparing mainstreaméd'dyslexic children vs special
class cl'uildren vs special school children exhibit any differer}ce in
esteem levels? @
6) The Tomatis APP remedial techniqué needs further study in many
areas. They include: the relationship between auditory laterality
and attentional skill; the rélationship between high fPequency sound

stimulation and.efficiency in task oriented behavior; the general

relationship between the perceptual cognitive process and .the

et e Mme M b e w o mLoams o e e % = e
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communicative listening ability of the child. The APP remedial

 protocol itself requires further elaboration, much of which was
< . ' )

o
alluded to earlier.

In summary, concomitant with the APP { remedial process gains
were seen in certain psychb—social personality variables. Evidence
presented here supports the follo;}ing three conclusions:

1) This study was limited methodologically in the conclusions
it could draw between the relationship of reading skill improvement
and APP.

‘ 2) A strong but heterogenetic relationship appears to exist
between academic improvement and certain psycho-social/personality

variables in these dyslexic children,

3) Enough evidence exists here to reveal the promising nature ]

of APP as a remedial technique. Further research should be

initiated to evaluate this process.

oz
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Chapter VI
Critical Evaluation

The Tomatls approach to the remediation of dyslexia is unique in
the field of psychelogy and education in the semse that it is rooted
in audio—pSycho—ngurOPhysiologic31 functioning. The APRapproach arose
from theoretical inferences that were based on clinical experienée.
1t does not utilize accepted remédial.approacgés but attempts to reor-
ganize auditory and‘liétening patterns.

Theory building 1in psychology is a complex process in which empir=

. NP > . .
ical facts are ;¥ganlzqd into hypothetical constructs based on scien—

rific observation. These hypothetical constructs. are then subjected

LY

to experimentation to evaluate- their~predictive power and their ability

) '~ - . : .
to account for reality. This type of diaelectical approach eventually
brings the researchers to formulate theoretical conclusions based on
empirical realities. Tomatis' theory, based on a large degree of clin-

ical work presents a position Dhaéezz_;oo abstract and that uses hypo-~

" thetical constructs which are notssufficiently based on a empirical in-

fastructure. The theory is both ‘too abstract and too general, attempt-
- - - - - T - - -
ing to account for every aspect of organismic functioning. Verification

of the theory is dependent on the establishment of a strong empirical

base. N t
This section will center around three areas: certain aspects of

»

the Tomaris theory; the APP method; and “further suggestions for future
research. The weakness of the APP theoretical infrastructure will be
explored within this context.

The Theoretical Fouddations of APP

This section will explore three aspects of APP that are central
. -t

to its theoretical foundationm: the energizing aspect of, the.auditory
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sense, the intrauterine communication between mother and fetus an&
auditory lateralization. ’

The entire APP‘process is centralized arougd the iﬁportance of
the auditory sense for proper organismi; functioning. A major tenet
ascribea to auditory functioning in APP 1s that of energizing the cor-
tex. Tomatis maintains that high freq;ency sound, provides the cere-
bral cortex with up to 60% of its neurological energy {Tomatis, 1973).
It is this belief th;F has qutered the use of'filtered classical tapes
and voice in the APP approacﬁ. These sounds are filtered to exaggerate
the pigher frequencies and eliminate the lower o;eﬁ. In Kis writings,
Tomatis describes types of classical music which would make the ﬁost
use of this energizing element. In analyzing-the foundations upon

which APP is based, this area would appear a logical beginning point.

Whether or not high frequency zound provides any cortical stimulation

~1s still to be shown. To ekpand on this further, little if any research

has been directed to the effects of any filtered sound (music or voicé)
. ' c e .
on the psycho- or psycho-neurolegical functioning of people. This fact

is central to APP and the theoretical foundation on which it is based.

Certaln aspects of Tomatis' overall neurophysiological theorizing

- ’
= 4

find support in comparative research. For instance, the afferenf cells
within the baselar membrane are-highly spécialized for responding to

differential frequencies. Those cells speéifically de;igned to record
higher frequencies are both more specialized and outnumber those of the
lower frequéncies {Moore, 1977). Research has also shown the auditory
system to be a highly effective pattern processor and filtering Ssystem.
(Sanders, 1977). Efferent fibers are able to enhance frequen;y'levels

of afferent input thereby attenuating certain impulses. This type of

lateral inhibition renders the system self-regulating and pérmits the
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control of only certain stimuli patterns to pass to higher level cells.

At the level of the auditory cortex itself, it has been shown that dif-

ferent areas of the cortex respond to different frequency levels with

the middle-higher frequency areas providing the larger mass (Gacek, 1972).

All of this research although confirming some aspects of Tomatis' theo-
rizing does noﬁ validate his statement about the energizing activity
of high frequency sound. It also does not suggest, that the filtering
of voicerwoulé necessarily provide any beneficial effects. The enti;e
area of the behavioral effects of any sound frequency levels needs to
be researched stattiné from the effects on lower mammals to man. The
neurological mechanisms exist to undertake such a program. Average
evoked potentials have proven a direct way to measure cortical activity
.- %
-(Chapman, 19735. Other promising methods fog’meas%ring cortical activ- '
ity are both alpha measurement and EEG activity in general (Gruber &
Segolowitz, 1977).

A second majér theoretical area that r%pains a weakness in APP
theory is Tomatis' speculations oﬁ both prenatal and perinatal develop-
ment. Tomatis statés'that'communication between mother and fetus during
pregnancy forms. the basis for future socialization of the child. APP
is based on this belief utilizing fil;eéed matefnal voice to begin the
re—education process. -

Research on prenatal and perinatal development provides some sup-
port to Tomatis' position. Cochlear as well as mi a inner ear
structures have reached full aéult size by the fifth\fetal month (Eisen-
berg, 1976). It has been shown that the fetus shows response to both

pure tones and other sounds ‘(Bernard & Sontag, 1974). Eisenberg (1976)

shows that preadapted auditory specificity of some kind exist in the

v
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- human newborn. She presents research thar suggests the existence of

intrinsic audiovocal relays, innate acoustic preferences and race spe-
cific‘diffefences in speech and hearing mechanisms.

Sanders 31977) in reviewing research on infant speech perception
'conﬁludes "some-aspects of processing in a séeech mode are either a

- A . )

genetically endowed capacity in infants, or they are learned within
the first few weeks of life." (p. 166). Sanders goes on to describe
the sophlstlcatlon of the infants' phonetic capabllltzes In his con-

c1u51ons, Sanders 1eaves Out che p0551b111ty that some aspects of an

. infants sophlstlcated audltory and phonetic cap;£iliti;s might be the
result of prenatal. communication. However, there is nothing in thé lit—
erature.to.the writers knowledge that would rule out ;his possibility.

.The final‘area to be covered in this section is that of auditory
latera iéy. In the APP-pfocess major emphasis is glaced on lateralizing -
the child's 1isteninglskills to the right ear and Subsquencly the left
hgmishphere (Tomatis, 1973). This aspect of the APP remedial process
1s central to Tomatis' theoriziné on the re-education of the dyslexic
child. He maintains that the pathways from ?}gh: ear to left hemishere

provide-the most efficient form of neurological organization. _
+ Physiological sfudies have: shown th;t the auditory pathway inﬁgi;es

both ipsilateral and contralateral connections to both lower and higher

comtical regions.' (Milner 1962). Furﬂqafwre, Milner (1962) has

shoun through lesion and frequency hearlng loss studies that there is

@ functional asymmetry between contralateral»auditory pathways and cor-

tical function. Research both from psychophysical aad-lesion studies

indicate_tpat linguistically significant aco;stic signals are prefer-

| entially-ahalyzed byAthe,right ear and subsequent left hemisphere (Whit-

-

aker, 1971). It has been shown that at 411 ages the two hemispheres
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are dlfferentLally sensitive to some acoustical aspects of stimuli (Mol-

-

®

fese, }977). Evoked potential literature strongly suggests that

even- prior to a year after birth, linguistic acoustical s;imuli are

lateralized to the left and non-language st%muli to the right (Molfese,

. -~

1977). ’ ' -
©  On-studies relatzng temporal aud1tory preference to reading ability,
a great deal of evidence exists suggesting right ear preference to strong
reading skill (Bakker & de Wit, 1977). Bakker (1967, 19&9) usxng df-
chotic digit .and monauraf'presentation designéz has shown a marked right
ear preference for above average readers. Left'ear_advantage; has been

shown to be significantly related to dyslexic groups of chxldren (Satz
»
& Van ﬂostrand, 1972, Sparrow & Satz, 1970). It also appears that the
importance ‘of auditory preference is developmentally linked. Auditory
preference for right ear, gains in significance the older the child be-
comes. Its significance appears to begin by 7-8 years of age (Bakker,
Smink:& Re?tsma, 1973) . ‘ f .

The above research directly supports many of Tomatxs sta:ements
and beliefs. Although more research needs to be done to correlate right
ear dominance trafnzng with 1mprovementw&p reading skill, the link ap-

pears justified. For this area there—~is more emplrzcal evxdence than

the previous two areas. Howevef although lending support, these experi-—

mental evedences are not~integrated into’ Tomatis' présentation of theory.e

This support is important to provide the empirical foundation of theory

3

The above three theoret1cal issues (high frequency sound and its

- -

energizing effect, lntra-uterlne communication and audltory lateraliza- |
L Y

thon) point to the major d1ff1cu1ty in Tomdtis'. formulatlons They
poikt to the broad nature of the hypothetical cons;ruct? he presents,

mostl of which have some basis in empirical fact but are also heavily
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welighted with inference.

The APP Method

‘ Other than the, major theoretical weaknesses that 'underlie the APP
approach, the APP method itself has some obvious weaknesses. The diaé-
nostic and evaluative procedures:chht are utilized (TLT and audiolater—

9 .« - .
ometry) all lack the standardization needed to make them more viable

tools of research and clinical practice. The: following aspects require
»

further research and standardization of procedure:

(1) Administration: The admisistration of the three diagnostic

techniques mentioned above 2ll require more strinient.guidelines. The

successful utilization of psychological and psychoneurological diag-
. . \ .

nostic\procedures all depend on established norms of reliability and
validity. The administration of the TLT and audiolaterometry require
being subjected to such measures of significance. "Normative guidelines

for both these tools need to be established and followed.

(2) validity and Reliability: Basic rgliability: internal con-

sistency, validity and normative boundaries need to be established for
both the TLT and the ALM.

It is especially essential that reliability validity and norma-

‘
.

tive research be carried out in regards to the selectivity and spa-
tialization subtests of the audiometric evaluation. The results of

these measures are very important in the success of the APP process.

(3) Interpretation: The psychological and physiological predic-
tive properties Tomatis ascribes to the child's listening test results
could easihly classify-this measure as a projective technique. This

being the case cross validation research is imperative.

The theoretical rationale for interpretation of the TLT needs to

be spelled out.so that results can be clearly corroborated.



. ? '3A5g_

(4) Stages of APP: An important aspect of the diagnostic procer

dures are their use as an evaluation tool for the three stages of APP. ' .

The ch11d s progress through the APP is monitored by the changes rer '

fledted on the diagnostic evaluations. For this reason, t.h guidelines

-

for {change must be clear and well documented.

" The different stages of the APP itself require more indepth evalu-
7

atapon. -

Future Research: The future success of the use of the APP approach

is dependent on a well organized systematic resea{ch effort. fnis effort
should center around. providing empirical evidence for APP in the Slgnl-
ficant areas of: (a) theory, (b) diagnostic proqedures, and (c) the
process of APP application.

(a) Theoretioelz The three areas outlrned previpusly-require in—‘
depth empiricai‘evaluation. For instance, the role of sound frequency
and its direct or indirect.inpact on organismie functioning must be clar-
ified. Research should also focus on the behavioral effests of sound
and voice filtering on child and adult fnpctioning.’ More experimentation
needs to be centéred around auditory 1atera11zat1on The importance
or 1rrelevance of lateralizing the child's auditory system needs to be

explored.

(b) Diagnostic Procedures: A major research effort needs to be
undertaken in regards to the diagnostic and methodolegical eépects of
APP. Morelspec1f1cally standardlzatzon procedures as well as re113b11-
ity, valzdzty and normatlve studies should be carried out on,the TLT
and ALM. |

(c) Process of APP App11catlon- Finally, as_brought out in the

previous «chapter of thlS thesis the APP re—-education process needs fur—

ther elaboration. Research needs to outline the effects of this treatment

>

N
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. ~modality and with which group of children it has its most bemeficial ~—

A

- effects.

In summary, the APP approach to the remediation of dyslexia offers
an innovative approach theoretically and clinicaliy. The theory has
come under major triticism because of its highly inferential and specu-
lation nature. Its hypothetical constructs are both too bread and
abstract and requires a major research effort to verify their signifi-

cance and heuristic value.

-

%
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