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Retraining Cognitive Abilities: Memory and Thinking
Improvement Combining Suggestopedia with Cognitive
Behavior Modification (CBM) for Ages 10-55

Jan Erland

ABSTRACT. This quasi-experimental study explored
how a specific application of information processing theory
was applied to practice using CBM methods and
Suggestopedia, applying the sequential-simultaneous
dichotomy. The study consisted of Experiment | and
Experiment ll.  Experiment | had 140 E Ss, age ten through
adult, from w .i"h a group of 40 E Ss were selected for the
study according to age and entry proficiency. A group of 40
controls, age ten through adult, was selected outside of the
140 E Ss, to match the 40 E Ss in age and ability. A
multitactor analysis of covariance showed significant gains
for the 140 E Ss and the 40 E Ss over the controls after the
treatment application, based on seven subtests frcm two
different standardized test measures. Included are
implications for educators, discussion of the results, and
future recommendations. Experiment Il, a 1 - 3 year
longitudinal study will be reviewed in the next issue of
SALT.

Teday's schools, along with their curriculum are
criticized because the nation's standardized test scores in
reading and mathematics have been falling since the
1950's. Many students avoi 1 science and other demanding
fields. This dilemma may not be totaily a question of
teacher incompetency or disinterest, lack of school
structure, or the incompleted teaching of worid knowledge.
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It may not be a lack of student motivation, poor home
support and values. While these are important detrimental
facets, additionally it could be a problem of poor
information processing abilty, or deficiencies in
underlying cognitive thinking abilities.

Information processing problems exist in many
learners, making classroom instruction a difficult task.
Teachers and business supervisors are searching for
answers to learning difficulties and inability to perform
basic job skili functions. Individuals need to learn and
process information, and to remember it, so that the
classroom and work environment can become more
productive and harmonious.

Programs aimed at teaching the basics of reading,
writing, and arithmetic depend upon adequate information
processing ability. Long-range benefits for individuals
who improve their information processing capabilities
include more entry opportunities for gainful employment,
increased career oplions, and better performance on the
job. This leads to opportunities for career advancement.

Carefully designed Cognitive Behavior Modification
(CBM) (Meichenbaum, 1977) techniques and strategies
that included verbalization, mnemonic o.'ganization, and
study skills still tell short of Jesired iiprovement of
academics, because some important foundation components
were missing. Theoreticians, although looking at all the
ramifications of the problem, were not focusing or arn
important bottom line issue. This was poor information
processing capability, with deficient cognitive functions.

individuals, whether high or low achieving children,
teenagers, or aduits, are often born with certain
underlving information processing deficits which do not
disappear with maturation or the passing of time. These
deficits may include inadequate visual and auditory



sequential memory capability that ultimately interferes
with the integration of information. Individuals possessing
several of these problems may develop some compensatory
and coping skills. They often carry within them a high
degree of stress that can result in underachievement, or
even chronic situational depression. These deficiencies
when existing within multiple cognitive functions, may be
called learning disabilities, Dyslexia, or mentally
handicapped. The problem may be misdiagnosed and blamed
on a lack of motivation or poor aititude. Individuals may be
told to try harder, or to seek help with counselors or
mental health professionals. Wrong prognoses are often
made. The thwarted individuals may not achieve to their
maximum potential. They may not be able to enter the
career fields of their choice, or be able to compete and
advance in their chosen fields.

If mental abilities can be positively influenced, then we
need to know what experiences will help individuals
improve cognitively. This requires monitoring through
standardized testing of the various cognitive abilities.
According to Pellegrino (1985), many intellectual skills
are malleable. Therefore, by ascertaining a person's
strong and weak areas, carefully designed individualized
instruction, as set forth in this study, can bz applied to
ettect improvement.

Currently, an emphasis is being made by educators to
teach to the proficient dominant learning style, whether it
be visual, auditory or kinesthetic. Additionally,
methodology is being designed to help learners function
with strictly a global simultaneous approach. While this
line of thinking holds merit, another consideration riceds to
be addressed. Why not correct or retrain tha deficient
learning style, or inability to function sequentially and
analytically?




This study :as undertaken to develop and document a
different approach to improving mental functions and
deficient learning styles. Learning capabilities were to be
enhanced through memory acquisition and retention. The
study was designed to explore if low achieving individuals
and aiso high achieving individuals, could improve their
cognitive functions, within a wide age range from 10 to 55.

This experiment was comprised of a group oi 40
experimental subjects selected from a pool of 140
experimental subjects who received the three week
treatment, and 40 controls who did not receive treatment,
to det-rmine whether there was any interaction effects of
the trea:ment with age and entry ability levels within the
experimental group. Hypotheses were that subjects from a
brou.: age, ranging from ages 10-55, of both fast and slow
paces, would improve visual speed of perception, and
auditory and visual sequential memory, leading to
improved auditory and visual integration, and
comprehension.

Techniques of elaborative short-term memory
rehearsal of underlying abilities were used to realign and
correct specific information processing deficiencies. Such
procedures, as applied in this siudy, using strateg.es of
decoding, sequencing, analysis, and visualization, are based
on Cognitive Behavior Modifization (CBM) principles
(Meichenbaum, 1977), and the simuitaneous vs sequential
dichotomy (Kaufman & Kaufman, 1983), within Guilford's
(1967) Structure of the Intellect model. When combined
with Suggestopedia (Lozanov, 1978), the intent was to
explore the possibility of rapidly improving underlying
thinking and memory skills, thereby resulting in betler
conceptualization, and improvement in academic aptitude
or daily job proficiency.

Novel stimuli were used in the study. This included
ventriloquist puppets and audio visual media, as adjuncts
to Cognitive Behavior Moditication and Suggestopedic
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techniques, in order to improve memory acquisition and
retention,

Method
Subjects

To serve as the experimental treatment group, a group
of subjects consisting of forty individuals, both male and
female, ages 10 to 55, and primarily from a middle income
environment, was randomly selected from a pool of 140
individuals who had received the three week treatment.
Another group of forty individuals, ages 10 to 55, selected
outside of the group of 140 individuals was selected as the
control group and matched the 40 E Ss in age and entry
proficiency. All of the experimental and control subjects
voluntarily participated in the study. The control group
did not receive treatment between the two tests. Both
groups represented a typical Bell Curve distribution of
ability levels as determined by the initial screening
assessment test scores. The individuals included business
executives, general employees, housewives, and college,
high school, junior higt and grade school students down to
age 10. There were some learning disabled.

Class Grouping Procedures

Two to five individuals, according to age and entry
ability levels, were placed in separate class groupings in
the experimental treatment group. They were initially
screened and tested using seven subtests of the Woodcock
Johnson Psycho-Educational Battery (WJ) (Woodcock, R.
& Johnson, M,, 1977) and The Detroit Tests of Learning
Aptitude (DTLA-1) (Baker, H. & Leland, B. 1935; 1967),
measuring spatial relationships and visual perceptual
speed, auditory sequential memory, visual sequential
memory and auditory-visual integratton (See Tables 3 &
4). For the treatment application, high avecrage to




superior students were grouped together, average students
were grouped with average, low average with low average,
and moderate to severe deficit students were similarly
grouped with one another. Every effort was made to make
the treatment groupings compatible, by age and ability, so
that the instructions and lessons could be geared and paced
according to the overall compatibility of the individuals in
the groupings.

The 40 Experimentals matched the 40 Controls in age
and entry ability levels. Each group of 40 had 25 higher
ability (fast pace) individuals, and 15 individuals of lower
ability (slow pace). Each of these two groups were broken
into ages 10 to 15 years, and 16 to adult. The 25 fast pace
individuals had fifteen subjects ages 15 to adult, and ten
subjects ages 10 to 15. The 15 slow pace individuals
consisted of eight subjects ages 16 to adult, and seven
subjects ages 10 to 15.

The ability level of each individual, for grouping
placement requirements, was determined by the
standardized tables and ability references of the Woodcock-
Johnson Psycho-Educational Battery, which is ideally
suited for matching and pairing students for experimental
designs, as it identifies cognitive characteristics. It also
has definite descriptions of each functioning level, which
are: very superior, superior, high average, average, low
average, moderate deficit, and severe deficit. Those
subjects whose functioning level scores were average to
very superior, including the perceptual speed cluster,
ware placed in the high ability (fast pace) groupings.
Similarly, the subjects who had functioning level scores,
inciuding perceptual speed, of below average to severe
deficit, were placed in the low ability groupings.
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S iopedia Stimuli Apolied

Part of the stimuli applied in the study with the
treatment group, was the use of videoed life-sized
ventriloquist puppets as a teaching touol within a
suggestopedic design ‘framework (Lozanov, 1978). Puppets
as class models were used for the following reasons:

I. The variety of vocal intonation, including pitch
variations, tonal changes, and sound dynamics, of the
puppets was designed to enhance visual and auditory
memory (Lozanov, 1978; Render & Anderson, 1986). The
puppets became an important tool in depicting the varying
analytical sequence components, and also the simultaneous
componernts (Erland, 1980).

2. The animated and vocal characters were nonhuman
figures that were implemented to nelp reduce stress
surrounding the irtensive drilling procedures.

3. The unusual cartoon faces formed a whole gestalt
framework on the video screen and became a simultaneous
memory aspect, and also in improving visual closure,
which is processing as a whole gestalt formation (Kirk &
Chalfant, 1984). Similarly, the individual faces depicted
separate chunking formations, or sequencing instruction.

4. The puppets creatzd a place of focus, attention, and
concentration. They also became models (Bandura, 1971)
in the drilling rehearsal paradigm (Erland, 1980).

5. The cartoon puppet figures were part of the
Suggestopedic design to create a warm, ciose, stimulating
environment, that can become conducive to learning and
memory (Erland, 1980).




Music, Rhythm. and Pacing

Other components applied in many of tae instructional
drilts in the treatment groups were music, rhythm,
tming, and pacing. A variety of music was used as
simultaneous audio background mentai pacing. The music
timing ranged from largo and adagio, to andante, using a
variety of classical, baroque, modern and jazz (Ostrander
& Schroeder, 1979). Tonal patterns, using musical chimes
for counting multipie tone sequences, were ailso employed
for contrasts in teaching auditory seguential memory. The
chime tone wzs simuitaneous in nature, and the sequential
counting was successive in nature.

In many of the lessons a metronome was used to
maintain mental pacir.g and an inner sense of rhythm and
timing. The metronome was set at largo to adagio for
exercises that needed a slower and more deliberate pace. it
was set at allegro for exercises requiring a faster
mamorization rate.

Light and Color

Another component was the use of light and color in the
teaching procedure. Coordination of light and color sfects
were an important part of the lessons. They were designhed
to stimulate simultaneous processing, and to inject a warm
emotional feeling, to induce a more rapic’ ieaiing process
(Frostig & Maslow, 1979). This included colored
transparencies on an overhead projector, and pink lighting
in the treatment classroom.

Video R i
Video recordings of the puppet characters were used as
segments of the class training exercises. Each puppst was

fiimed with only the individual face showing on the screen
at one time. Different wooden people-puppet faces, acting

10
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in sequence, were used to model various exercise segments.
Therefore, with the puppets reciting individually in
sequence, the compleie learning segmert is in concrete
representational form, both vocally and visually. This
visual and auditory format was desigr.ed to improve visual
and auditory sequencing (successive processing) through
chunking, and visual and auditory closure (simultaneous
processing) through synthesis representation of the
individual speaking face, thereby creating integration ct
the two.

Abilit | Academic G
Abilities. G

Six cognitive thinking ability functions were
incoiporated into the exercise drills. Each exercise drill
consisted «! six to nine steps. Each step shifted back and
forth from spatial to linear, cynthesis to analysis,
encoding to decoding, visual to auditory closure patterns,
and inductive to deductive reasoning (see Figure 1). Every
exercise drill incorporated the following six cognitive
thinking functions (shifting between <imultaneous and
successive processing) (Hatta, 1960; Kaufman & Kaufman
1983):

I. Spatial and Linear Relationships

Spatial skills, crucial in learning the concept of place
value with digits, comparison of sets, rational counting,
and general mathematical calculating, are coupled with
linear placement (Luria, 1966; McLeod & Crump, 1978).
Spatial abilities are correiated with success in geometry
and algebra, handwriting, and in the career fields of
enginesring, architecture, photo journalism, and art and
design. Pellegrino (i985) concludes that training and
practice of cognitive abilities that include spatial skills

11
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can often lead to substantial thinking ability improvement
that is reflected in standardiv 2d tests.

Linear cognitive thinking is reflected in visual and
auditory sequential memory, which is the foundation for
analysis or analytical thinking, including reading,
mathematics, spelling, and written composition (Das,
Kirby & Jarman, 1979).

2. Synthesis and Analysis

Detailed exercise drilling of sequential information
leads to rapid analytical ability. The synergistic shift
from synthesis (parts to whole processing) to analysis
(whole to parts processing) creates different
interpretations of the same presented material (Kaufman
& Kaufman, 1983). lcentifying similarities and
differences are an addiiional component (Piaget. 1950).

3. Encoding and Decoding

The ability to decode words phonetically is crucial to
reading comprehension. The ultimate purpose of reading is
to become aware of the thought units on a page without
being aware of the individual letters and words (Katz &
Wicklund, 1972; Laherge & Samuels, 1976; McClelland,
1976: Rumelhart, 1978b; Kirk & Chalfant, 1984).
Written symbols must be decoded before they can be
encoded into meaning. The ability to decode and encode is
crucial to the learning of a foreign language (Liberrnan,
Mattingly & Turvey, 1972), and according to Aristotle,
for mathematical reasoning (Sternberg, 1985). Encoding
is also a component of process execution, which is the
underlying foundation for mathematics, and for
understanding analogies which are an important component
of many college examinations.

12
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4. Visual and Auditory Closure

Exercises in closure are important underlying abilities
for reauing and oral communication (Elkind, 1970).
According to Kirk & Chaifant (1984), closure may be
defined as the recognition of a whole gestalt wnen one or
more parts of the whole are missing. Students with poor
auditory closure often have difficulty with reading, along
with oral communication. This is evidenced by omission of
words, confused word order, and substitution of words and
word meaning. Students with poor visual closure have
difficulty with whole gestalt interpretation, which can be
reflected in reading and written language difficulties (Kirk
& Chalfant, 1984).

5. Inductive and Deductive Reasoning

Deductive reasoning is applied through exercises in
logic and reasoning. Sternberg (1985) discusses a three-
part reasoning plan which begins with understanding the
problem, then devising a plan which consists of serial
ordering, next executing the plan wihout error, and
finally considering alternative methods that may exist.
Piaget (1950), known for his work in mental logic and
deduction, stresses the ability to draw valid conclusions.
Incuctive reasoning has been a central parnt of theones of
intelligence, of which Thurstone (1938) was a forerunner.
According to Sternberg (1985), all inductive reasoning has
the same basic property, which is selecting and
interpreting an appropriate continuation of a patiern that
is presented to an individual.

6. Visual imagery and Verbalization

Visual imagery (simultaneous processing) and
verbalization (successive processing) are crucial
components of thinking. Paivio (1971) states that a dual-
processing system, comprised of nonverbal imagery and

13
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oral symbolic processes, is the underlying foundation for
memory and thinking. Each exercise drill in this study
incorporated shifting from visualizing to verbalizing of the
information. This is an important component ot Cognitive
Behavior Modification (Meichenbaum, 1977).

Academic Content
I. Sight Words and Reading

A series of unrelated sight words were drilled
according to memory-span length (Miller, 1956,
Magr.uson, 1977). Sets of four can be gradually extended
to sets of six or more (Bower, 1972). They should be
presented both visually and auditorially. This drilling
procedure helped automatic short-term memory recail
bridge to long-terrn memory recall (Spear, 1978).
Magnuson (1977) indicated that rehearsal of unrelated
sight words improved reading comprehension of remedial
7th grade students.

There is a positive relationship between auditory
memory, visual memory, and visual-auditory integration
as important perceptual skills that is linked to reading
achievement (Kavale, 1981). Good short-term auditory
memory processing is a deteiminant of reading speed
(Jackson & McClelland, 1975).

Howard (1983) suggests three major processing
differences between gocd and poor readers. They are: (1)
the use of phonemic coding in working memory, (2) the
capacity of working memory, and (3) the speed of encoding
letters. Each of the drills in the study incorporated these
functions.

Unrelated Letter Sequences were drilled as part of the

reading speed and comprehension instruction, beginning
with spans of six and progressing to spans of ten (Craik &

14
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Lockhart, 1972; Jackson & McClelland, 1975; Fredriksen,
1977; Rumelhart, 1978; Howard, 1983).

The early stages of letter processing occur simultane-
ously, and the late stages of processing are successive
(Hatta, 1960; Coles, 1987). This underlying feature
level therefore requires rapid cognitive shifting from
simultaneous to successive during reading. This inability
to rapidly shift letters is a reading processing dysfunction
associated with dyslexia (Thomson, 1984; Coles, 1987).

2.Vocabulary

Individual words from reading content were taught
according to meaning inference, both in and out of context.
Latin root-word derivatives were also drilled and learned.
Reading comprehension and vocabulary skills correlate
with intelligence (Kavale, 1982; Sternberg, 1985).

3. Spelling

Procedures for learning spelling words were @ught
according to scope and sequence (difficulty level
progression). Emphasis was placed on attack, rehearsal,
and long-term memory techniques. The spelling of each
word was recited several times both forward and in
reverse. This was designed to enhance visualization and
placement value of the feature level components (Estes,
1975).

4. Math Facts

Developmental iearning abilities involvea in
arithmetic and mathematical skills are: (I) problem
solving, (2) concept formation, (3) language, (4)
integration & association, (5) memory (auditory and
visual), (6) discrimination (auditory and visual), and

15




(7) attention (auditory and visual) (Kirk & Chalfant,
1984).

Poor visio-spatial skills result in difficulty in
learning the concept of place value with digits. Individuals
lacking these skills have difficulty with mathematical
calculating (Piaget, 1950; Luria, 1966; Coles, 1987j.

5. Grammar and Composition

Written composition is an important part of the
communication process. Sequential ordering and linear
flow of short term memory become important to syntax and
grammar organization, and are a problem with many
learners, and with dyslexics (Kaufman & Kaufman, 1983,
Thomson, 1984). The following sentence exercises in the
study taught syntax and grammar: scrambled words to
form sentences, repeating sentences word for word, and
missing word compietion.

6. Numerica! Digits

Numerical digits were drilled starting with sequence
spans of three and moving to spans of ten. Students learned
concentration, attention, and mental manipulation of
rumerical placement by reciting the span first forward,
then in reverse, and then forward again. This type of
mental flexibility, including visualization of spatial
placement, becomes an important skill for those engaged in
accounting, typing, data and word processing, and
statistical measurement. Thomson (1984) notes that
dyslexics often do poorly on span tests, that require
sequencing.

7. Handwriting
Motoric output emphasizing hand-eye coordination was

used whenever possible using B~ndura’'s (1971) modeling

16
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framework within his Social Learning Theory. This
included spatial versus linear flow construction or
simultangous vs successive processing (Kaufman &
Kaufman, 1983).

Training P I

The training period for the treatment groups in
Experiment | consisted of 1T sessions meeting for one hour
and fifteen minutes daily, Monday through Friday, for 3
weeks. Six to seven different rapidly paced drills,
representing various cognitive functions, from
simultaneous to successive, were tai.ght daily (Piaget,
1950; Feuerstein, 1956, Guilford, 1957, Meeker, 1969;
Das, Kirby, & Jarman, 1975; Kaufman & Kaufman,
1983). A modeling and imitation paradicm was the basis
for the rehearsal and drilling procedure used in presenting
the nearly one hundred different exercise segments within
the total drill areas (See Figure 1 for sample drill lesson
content) (Piaget, 1950; Bandura, 1971). Initially the
clinician verbally modeled the instruction, then the
veniiloguist people-puppets verbally modeled the same
instruction in sequence. Each puppet character took a part
in the drill sequence on the video screen (Sharp, 1972).
Each puppet offered its own variety of vocal pitch, ranging
from high to low. The tonal quality, ranged from mellow to
sharp, and the dynamics ranged from loud to soft. Then a
single puppet sang the entire sequence (a simultaneous
application) with the treatment group overtly repeating
the sequence in unison. These exercises formed a
synergistic shift of the information, moving from
simultaneous to sequential. The same single puppet then
vocally recited the sequence one additional repetition
(creating a whole gestalt) (Elkind, 1970), with the group
again reciting in unison. The first peer model in the
treatment group verbally modeled the same instruction.
Then each of the other group members actively
participated by verbally modeling the instruction. After

17 )
<t




the first three days, each member of the group stood and
recited the training segment, mairtaining eye contact with
the other members of the group. Additional written motor
performance repetition was administered whenever
appropriate, offering multi-sensory integration
(Bandura, 1971; Ayres, 1972).

The average time spent on each drill in the daily class
framework was seven minutes. This short time frame was
designed to stimuiate the active zitention of each student,
and to crea'» cognitive shifting from simultaneous 10
sequential. Each individual drill item was repeated once by
the group members after the clinician modeled the item
(Meichenbaum, 1977; Brown & De Loache, 1978),
Coinciding with the models on the television monitor, it
was repeated eight times, and then once independently by
each group member, i.e., a ‘otal of ten overt repetitions
per individual. Each group member was instructed to focus
on the reciting member and covertly rehearse the item
simultaneously. This added an additional four repetitions,
or a total of fourteen repetitions per individual. Each drill
consisted of roughly three to four different items, thereby
providing fifty-six repelitions per individual during each
drill. These fifty-six repetitions, times the seven to eigh!
different drills, totaled nearly 400 repetitions in
continuous drilling, per one hour and fifteen minutes
session. Memcory traces are strengthened through
repetition (Spear, 1978). According 1o neurobiologist
Lynch (1984), memory traces are created by repeated
firings of the neuronal synapses in the brain. This creates
chemicals that in turn ensures that the circuit will work
more easily in the future.

The drills were paced according to the total ability
level of the group. The scope, sequence, and difficulty level
of the drills were maintaired (Johnson & Myk!ebust,
1967, Salvia & Ysseldyke, 1981). Low ability students
often required more drilling per item than did the students
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in the higher ability groups. The drills were presented
until the responses became automatic. After the eighth
day, cues and prompts were faded (Skinner, 1953; Sloan,
1980). The initial modeling of the puppets on the
television monitor was decreased to two times for the
average to superior groups. The slower groups decreased
repetitions after the eleventh day to three times. The
students were carefully advanced from their base levels of
cognitive performance, and paced to higher, more complex
cognitive levels (Johnson & Myklebust, 1967). Exercises
trended during the treatment period from concrete to more
abstract concepts (Piaget, 1950; Sloan, 1980).

All drills were taught in units or blocks of trials
(Skinner, 1953; Sloan, 1980). Every sequence drill wa,
broken down into small components (Myklebust, 1965;
Salvia & Ysseldyke, 1981), which weare drilled
commensurate with each individual's memory span length
(Miller, 1956).

Some drills were designed not only to reflect an
individual's memory-span length, but also for complexity
levels involving interrelationships of information schema.
The drills were given in successive approximations
(Johnson & Myklebust, 1967; Siegel, 1972; Sloan, 1980;
Salvia & Ysseldyke, 1981). Each learner's response was
carefully monitored by the clinician (Meichenbaum,
1977, Sloan, 1980; Kirk & Chaltant, 1984). The
removal of cues and stimuli was carefully planned
according to the spontaneity of learning by the individual
students (Skinner, 1953; Meichenbaum, 1977; Sloan,
1980).

Each drill included decoding wholes to parts, and
encoding parts to wholes (Piaget, 1950; Feuerstein,
1956; Bower, 1972). The intensive application in every
drill of decoding and encoding, analysis and synthesis
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(Estes, 1972; Sternberg, 1985), contributed to the
process of overlearning. (See Figure 1).

The exercise drills were specifically designed to switch
back and forth between simultaneous and successive
processing. This was in order 1o encompass the entite
thinking process and to include all thinking abilities
(Kaufman & Kaufman, 1983). Therefore, students
favoring one or the other style of processing soon become
engaged in, and comfortable with, both cognitive styles.
Each drill exercise included several sequential component
properties and also several simultaneous component
properties. Therefore, a synergistic mental cognitive shift
was activated within the individual (Hatta, 1960).

Various exercises in Suggestopedic imagery and
visualization (Paivio, 1971; Bower, 1972) were
introduced and implemented along with reauditorization
and verbalization (Meichenbaum, 1977; Sloan, 1980).
These were combined with the sequence training rehearsal
procedures (Hynd & Cohen, 1283). Self-instructional
strategies, which are a part of CBM procedures, were
taught (Meicherbaum, 1977). They included the shaping
of verbalization from overt speech toc covert speech. Each
learner was also instructed in the self-monitoring of
internalized thinking (Brown & De Loache, 1978), which
included linear sequential analytical thought patterns
(Sternberg, 1985).
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Cognitive thinking strategies of encoding, word
association, and clustering of parts, and their application
in the drills, were carefully explained to the students. The
various drills incorporated each of these memory
strategies (Kirk & Chalfant, 1984). They identified and
anaiyzed specific patierns and configurations, and
interacted by discussing problem-solving solutions
(Piaget, 1950; Estes, 1972; Kossiyn & Pomerantz,
1977). The various interpretations were discussed among
the peers and a consensus was reached. The seemingly best
strategy was then coded and rehearsed.

Resulis
Table 1. Comparison of Pre and Post Course Test Scores for Two

Test Samples (Ages 10 - Adult) on the Woodcock-Johnson Psycho-
Educationa! Battery®

Auditory Memory 140E 40F 40 C
"Post™ median score % 94 93 71
"Pre® median score % 57 55 57
Improvement Gain over control 23 24 - -
Stanine Improvement +2.07 +3.30 +.45

Visual Memory
"Post” median score % 85 80 73
"Pre” median score % 61 58 64
Improvement Gain 24 22 09
Improvement Gain over control 15 13 - -
Stanine Improvement +1.96 +1.70 +.70

*140 E: 140 Experimental Subjects (Total Pool Group)
40 £: 40 Experimental Subjects (Randomly Chosen From Pool)
40 C: 40 Control Subjects
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in Table 1, we see a comnarison of the 140
experimentals, 40 experimentals and 40 controls in
Experiment |, comparing gains made in auditory and visual
memory as measured by the Woodcock-Johnson Psycho-
Educatioral Battery. Median percentile scores on each of
the four subtests of the Woodcock-Johnson Psycho-
Educational Battery were higher for the treatment group,
as well as the total pool group scores, when compared with
controls.

Table 2 shows for Experiment | a 2 (group:
experimental vs control) x 2 (ability or pace: fast vs
slow) x 2 (age: 10-15 vs 16-adult) multivariate analysis
of covariance (MANCOVA), conducted on seven scales
(dependent variables). The 40 Es matched the 40 Cs in age
and entry ability levels. Each group of 40 had 25 higher
ability (fast pace) individuals, end 15 lower ability (slow
pace). Each of these two groups were broken into ages 10
to 15 years, and 16 to adult. The 25 fast pace had fifteen
individuals ages 15 to adult, and ten individua!s ages 10 to
15. The 15 slow pace individuals were broker: into eight
individuals ages 16 to adult, and seven individuals ages 10
10 15.

Further araiysis was conducted to discover whether
differences on specific subtests were statistically
significant. Independent variables were age (under
15/over 15), pace (fast/slow), and group (experimental/
control). The scores on the pretests were the covariates.
Dependent measures were the posttest scores. There was a
significant overall main effect for group 1, (experimental
vs control) F=26.55, p<.01. There were no significant
main effects for age or pace. None of the interaction effects
was significant.
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Table 2. Muitivariate Analysis of Covariance Using 7 Dependent

Variables

Witk Lambda E Ratio
Group 1t EvC 0.24 26.55°
Pace 2 0.87 1.29
Age 3 0.80 2.16
Group x Paca 0.21 0.81
Group x Age 0.92 070
Pace x Age 0.91 0.86
Group x Pace x Age 0.86 1.42

*df = 7,59, p < .O1

The seven deperdent variables from the Wocdcock-Johnson Psycho-
Educational Battery (WJ) and the Detroit Tests 2f Learning Aptitude
(DTLA-1) were:

WJ No. 02 Spatial Relations

WJ No. 07 Number Matching

WJ No. 03 Memory For Sentences

WJ No. 10 Number Reversais

DTLA-1 No. 06 Memory For Unrelated Words
DTLA-I No. 16 Memory For Letters

DTLA-I No. 18 Followin Oral Directions

Table 3 for Experiment | shows the univariate analyses
of covariance for each subtest, and summarizes the
treatment eftects on the 7 dependent variables. The
analyses revealed significant main effects for all subtests
axcept subtest No. 07 (Visual Number Matching).
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Table 3. Summaries of the Univariate Analyses of Covariance of
the Treatment Effects on the 7 Dependent Variables

Treatment  Mean Square

Subtest # Mean Square  Error E

Wl .

Post 02 158 20 16.10 9.31*
Spatial Relations

Post 07 4.96 3.54 1.40
Number Matching

Post 03 27.38 2.10 13.07*
Memory for Sentences

Post 10 242.81 572 42.48"
Number Reversals
DRTLA-1

Post GC 753.20 i0.71  70.31°

Memory for Words

Pos! 16 138.19 4.24 32.56°
Memory for Letters

Post 18 2,813.81 28.19 99.82°
Auditory-Visual
Integration. Cral
Dii<ciion Sequences

* All tests significan. at p < .01 except # 07.

* L * * ®

Table 4 for Experiment | is a technical summary of a Table
of Means. It shows the unadjusted and adjusted posttect means
for the experimental and control groups on each of the seven
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dependent variables. Standard deviations and maximum
possible scores are a.50 shown. When adjusted, the pretest 10
posttest means had more points and the groups gained
relatively more. In every case, the adjusted mean was higher
for the experimental group than for the control group. With
the exception of subtest No. 07, the differences between
experimental and control group adjusted post test means was
significant at the <.05 level.

Table 4. Means and standard deviations of scores of the
Woodcock-Johnson Psycho-Educational Battery (WJ) and the
Detroit Tests of Learning Aptitude (DTLA-1)*

Max. Unadjusted  Adjusted
Points  Means SD. Means

WJ #2 E Pre 74 4788 7.73

Spatial E Post 52.85 7.15 5257
Designs C Pre 1 48.03 6.49

Timed 3 Min. CPre2 50.50 6.03 50.73°
WJ #7 E Pre 30 21.82 3.05

No.Match E Post -J.65 3.01 23.59
Visual C Pre 1 21.72 2.48

Timed 2 Min, C Pre 2 22.80 250 22.98
WJ #3 E Pre 22 1475 1.92

Sentence E Post 16.72 2.00 16.62
Repestition C Pre 1 1553 1.94

Auditory CPre 2 15.82 2.19 15.50°
WD #10 E Pre 21 8.05 3.12

Oral No. E Post 13.65 3.1 14.01
Reversals C Pre 1 9.90 3.97

Auditory CPre 2 10.60 4.04 10.21°
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DTLA-1 E Pre 70 50.22 6.65

#6 Auditory E Post 58.42 503 58.70
Word Sequence C Pre 1 50.45 7.32

C Pre 2 52.57 6.58 52.04°
DTLA-I E Pre 20 12.78 2.t6
#16 Visuval E Post 1€.75 2.91 16.97
Letter C Pre 1 12.55 2.85
Sequences C Pre 2 14.00 3.21 14.05°
DTLA-1 E Pre 40 14.18 6.06
#18 Auditory. E Post 29.85 772 29.60
Visual Integrat. C Pre 1 i4.95 §5.17
Oral Direction CPre 2 17.62 6.21 17.00"
Sequences

‘Difference between experimental and control group adjusted
posttest means is significant at the .05 level or less, for 40
Experimental subjects (E) and 40 Control subje.:s (C).

Discussion

A wealth of literature exists regarding the principles
of Cognitive Behavior Modification (CBM). Meichenbaum
(1977), usually recognized as one of the first in the
development of CBM, combined the theories of Bandura
(Social Learning Theory, 197l), Piaget (The Psychology of
Intelligence, 1950), and Skinner (Theory of Behavior
Modification, 1953). Many of the familiar components of
the above three theories were implemented in this study.
This included peer modeling (Piaget, 1950; Bandura,
[971); the shaping of behavior through graphing, positive
reinforcement, arranging for a high percentage of correct
responses and task analysis (Skinner, 1953; Siegel,
1972); and teaching from simple to complex concepts
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through gradient steps (Piaget, 1950; Skinner, 1953;
Meichenbaum, 1977; Flavell, 1979; Sloan, 1980).

CBM, combined with Kaufman & Kaufman's Sequential-
Simultaneous Dichotomy, along with Suggestopedic teaching
principles (Lozanov, 1978) is a diverse yet compatible
system for rapidly improving cognitive abilities and
memory retention.

Successive processing refers to the processing of
information in linear sequential order according to
temporal context and cues. In this training system,
rehearsal strategies are given to help implement the linear
order. Simultaneous processing refers to the processing of
information as one entire whole gestait with spatial
overtones. Auditory reasoning is successive, and visually
presented reasoning is simultaneous {Das, Kirby &
Jarman, 1979; Kaufman & Kaufman, 1983).

Authorities generally agree that the ability to place
various components of information into sequential order is
the underlying foundation for reading, mathematical
computation, spelling, written composition, and computer
programming (Das, Kirby, & Jarman, 1979; r Jfman &
Kaufman, 1983). There are basic sequential mental steps
applied in inductive reasoning ability (Piaget, 1950;
Sternberg, 1985).

Suggestopedic procedures include an initial relaxation
stage progressing into a more rapid accelerated learning
phase (Lozanov, 1978). This includes vocal intonation for
rapid memorization of passages, musical rhythm, timing,
and color. Suggestopedic techniques when combined with
sequential short term memory drilling, can be effective in
enhancing memory abilities (Render, G. & Anderson, L.,
1986).
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Many experts in the fields of cognitive psychology and
education have moved in the direction of the training of
thinking ability and intelligence. Meichenbaum (1977)
states that how to think is as important as what to think.
Hirsch (1988) discusses the lack of world knowledge, or
cultural literacy. Without good production capability,
evaluative critical thinking ability suffers (Ruggiero,
1988).

The general population has more subtle brain damage,
or dysfunction that result in information processing
problems, than once was thought (Silver, et al., 1976).

Standardized subtests on the Woodcock-Johnson
Psycho-Educational Battery (WJ) (Woodcock & Johnson,
1977; Woodcock, 1978) and the Detroit Tests of Learning
Aptitude (DTLA-1) (Baker & Leland, 1935, 1967,
Hammill, 1985) can measure specific areas of cognitive
functioning in the individual in a progressive fashion.
Before these tests were developed, cognitive processes
were often diificult to study in isolation (Flavell, 1979).

Some authorities (Hammill & Larsen, 1974; Torgeson,
1979) state that deficiencies in basic processing do not
affect performance. Their criticisms were directed to the
development of remedial programs correcting the
deficiencies of psycholinguistic skills as assessed on the
Hinois Test of Psycholinguistic Abilities (ITPA) (Kirk,
McCarthy, & Kirk, 1968). Minkskoff (1975) countered
that Hammill and Larser’s study was not done with learning
disabled or reading disabled students as the ITPA originally
intended, and that there were many procedural errors,
including: not accounting for group versus individual
treatment, not having carefully designed and controlled
strategies and techniques, no length of time involvement,
and no accounting for teacher competency and assessment
errors.




Other remedial programs and systems emerged, and
many are still continuing, that trained the underlying
cognitive abilities (Piaget, 1950; Feuerstein, 1956;
Meeker, 1969; and Frostig & Maslow, 1979). These
definitive component ability frameworks began with
Thurstone's (1938) Seven Primary Mental Abilities, and
were followed by Guilford's (1967) Cognitive Model of 150
abilities.

Gardner (1985) discussed how many authorities
abandoned parallel and information processing theory
"bottom up” in the late 1970's. This was because the lack
of follow-up siatistics, and evidence that retraining
processes had generalization effects. Hirsch (1988)
agreed with Gardner that a "top down" consciousness of
schemata functions is necessary for comprehension and
memory.

Individual learners have strengths and weaknesses
within their underlying cognitive processing abilities
(viirk, McCarthy & Kirk, 1968). These underlying
abilities can be trained so that academic success is
facilitated (Piaget, 1950; Feuerstein, 1956; Meeker,
1969; Frostig & Maslow, 1979). Requirements for
implementing access to these abilities are: good short-
term recail, serial recall, cross-modal codirg ability,
memory scanning, encoding, and depth of processing ability
(Farnham-Diggory & Gregg. 1975). Primary mental
abilities are not statistically independent but are
intercorrelated with each other. Therefore, individuals
who tend to be high in one ability are high in other
intercorrelated abilities, and those individuals who are low
in one ability, tend to be low in other abilities (Sternberg,
1985).

It is not intended to snow an application of the ITPA per
se, but that the deficiencies in the underiying abilities of
visual and auditory sequential memory can be corrected

34 °°



and improved. This is accomplished through unigue
encoding controi strategies with elaborative rehearsal,
leading to improvement of long-term memory retention,
and ultimately, conceptualization of information.

This study demonstrated that cognitive behavioral and
Suggestopedic techniques used to aid memory drilling can
be effective in enhancing memory abilities. That scores
were increased on general tests of ability, rather than on
mere memory tasks, suggests that underlying cognitive
components were enhanced through memory rehearsal. All
subjects in the treatment group, regardiess of age or
ability levels, improved their performance significantly
in these underlying abilities. This includes: visual and
auditory perception, discrimination, closure, sequential
memory, and integration.

Teaching specific strategies and techniques of self-
instruction, with an intensive and consecutive daily
format, can affect both high and low ability learners
positively. This is regardliess of age, and offers a higher
level of mental organization. Therafore, retention and
higher order conceptualization are improved.

The application of novel stimuli appeared to increase
the learner's attention and concentration, and aided in
absorption ability. It was designed to assist in
contributing to a warm, emotionally supportive and less
stressful environment, which can lead to improvement of
overall short-and long-term memory.

This research has both theoretical and practical
implications.  From a theoretical point of view, it
demonstrated that CBM techniques can be expanded upon.
Underlying processing abilities can be addressed by
identifying weaknesses and systematically correcting them.
One practical implication for education, because of the
maintenance of training results as indicated in one to three
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year post testing, is that consideration shouid be given to
implementing these drilling methods and cognitive
strategies, both in schools and in the work place.

The ability to understand and assimilate CBM
metacognition strategies depends upon the individual's
information processing ability. Therefore, individuals
with either deficient visual or auditory processing ability,
or with deficiencies in both abilities, cannot accurately
assimilate teaching strategies, or instructional procedures
on the job. Efficient information processing, which
includes both visual and auditory sequential memory
ability and encoding capabilities, is essential if the student
is to be able to follow lectures and classroom instruction,
read and recall technical textbook information, and have
the mental organization necessary for successful test-
taking. Thesu processing abilities are also important to the
individual on the job, in the areas of rapid reading
comprehension, satisfactory oral and written
communication capabilities, following procedures and job
skill functions, and good reasoning and probiem-solving
capabilities. To achieve optimal results in an academic or
work environment, processing abilities need to be drilled
simultaneously with instruction of learning strategies.
This ultimately enhances critical thinking capability.

Conclusion

Present and new methods using Cognitive Behavior
Modification and Suggestopedic applications should be
researched and studied as they may apply to the
improvement of learning ability and intelligence.

Different approaches and theory combinations are often
ignored because they do not fall into the parameters of
usual solutions. Luchins (1942) outlined the phenomenon
of functional fixedness as the way customary uses to which
a material are used can inhibit an individual from
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perceiving how to use that same material implemented in a
novel way in order to solve a problem (Gardner, 1985).

Researchers, school and business administrators, and
classroom teachers will have to be open-minded and adjust
to new teaching concepts and methods, and be willing to re-
evaluate their priorities, in crder to produce effective and
efficient learning programs. Cognitive Bebhavior
Modification and Suggestopedic procedures will remain in
the thaoretical domain, unless procedures like those used
in this study are adopted by school districts and private
clinics.

Parents need to take more responsibility in
supervising their children's academic progress, as well to
encourage their schools to adopt new teaching methods.
improved learning and intelligence is an interrelated
responsibility of students, parents, teachers, school and
business administrators, and researchers.

The next SALT issue will include the second part of this
report, that contains longitudinal one to three year posttest
follow-up data of this method.
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Recyclages des capacilés cognitives: Rapport sur
I'amélioration de la fagon de penser et de la memoire,
combinant la suggestopédie et la Modification du
Comportement Cognitif (CBM), pour les gens de 10 a 55
ans.

Cette étude explore comment une application spécifique
de la théorie du traitement d'informations est mise en
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pratique en utilisant les méthodes de la CBM et de la
suggestopédie, appliquant la dichotomie séquantielle-
simultanée. L'étude consistc en deux expériences, | et |l.
L'expérience 1 comprend 140 E Ss, de 10 ans & i'age
adulte, parmi lasquels on sélectionna pour I'étude un
groupe de 40 personnes, selon l'age et compétence aux 40
premiers choisis. Une analyse de covariance A plusiers
facteurs montre des améliorations signifiantes pour les
140 E Ss et les 40 E Ss sous contréle, aprés application du
traitement, basé sur sept sous-tests, a partir de deux
mesures de tests standards différentes. Ce que cela
implique pour les éducateurs, la discussion des résultats,
et les recommandations futures sont incluses dans le
rapport. L'expériment |l, étude longitudinale sur un & trois
ans, sera considérée dans la prochaine parution de SALT.

Umschulung cognitiver Fahigkeiten: ein Bericht Uber
Denk- und Gedachtnisverbesserung durch die Kombination
von Suggestopadie mit Veranderungen des cognitiven
Verhaltens im Alter von 10 bis 55.

Diese Studie untersucht wie eine spezifische
Anwendung der Informationsverarbeitungstheorie in der
Praxis angewendet wird mittels Gebrauch der Methode zur
Veranderung des cognitiven Verhaltens und Suggestopadie
unter Anwendunf der Folge-Gleichzeitigkeitsdichotomie.
Die Studie bestent aus Experiment | und Experiment |l
Experiment | hat 140 Experimentalstudenten im Alter von
10 bis erwachsen, von denen eine Gruppe von 40
Experimentalstudenten nach alter und Eingangstichtigkeit
fur die Studie ausgewahlt wurden. Eine Gruppe von 40
Kontrollpersonen im Alter von 10 bis erwachsen wurde
ausserhalb der 140 Experimentalstudenten ausgewahit um
den 40 Experimentalstudenten in Alter und Fahigkeit zu
gleichen. Eine Multifaktoranalyse der Kovarianz zeigt
signifikante Vorteile fir die 140 Experimentalstudenten
und die 40 Experimentalstudenten iiber die Kontroligruppe
nach Anwendung der Behandlung die aus sieben
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Unterprisfungen aus zwei verschiedenen Siandartisierten
Tests gemessen wurde. Folgerungen fir Ausbilder, eine
Diskussion der Resuiltate und Empfehlungen fir die Zukunft
sind eingeschlossen. Experiment Il, eine longitudinale
Studie, iber 1 bis 3 Jahre wird in der nachsten Ausgabe
von SALT rezensiert werden.

Renovar.do las habilidades cognoscitivas: Un reporte
sobre el mejoramiento del razonamiento y la memoria,
combinando Suggestopedia con Modificacién de la Conducta
Cognoscitiva (CBM) para edades de 10 a 55 afios.

En este estudio se observa cémo se pone en practica una
aplicacion especifica de la teoria de procesamiento de
informacién, usando métodos CBM y Suggestopedia, y
aplicando dicotomia secuencial-simultanea. El estudio
comprende un Experimento | y un Experimento Il. En el
Experimento | participan 140 sujetos, con edades de 10
afos a adulto, de los cuales se seleccioné un grupo de 40
sujetos de acuerdo a edades y habilidades.
Independientemente del grupo de 140 sujetos, se seiecciond
un grupo de 40 Sujetos como control, con edades de 10 afios
a adulto, para equipararse con los 40 sujetos en edades y
habilidades. El andlisis multifactorial de covarianza mostré
mejoria significativa en los 140 Sujetos después de la
aplicacién del tratamiento, basandose en siete pruebas
secundarias (subtests) de nos medidas normalizadas de
prueba diferentes. Se incluyen repercuciones para los
educadores, discusién de los resultados, y recomendaciones
para el futuro. El experimento I, un estudio longitudinal
de 1-3 afios sera analizado en la proxima publicacion de
SALT.

For further information or reprints contact the author:
Jan Erland, 2002 Quail Creek Dr., Lawrence, KS €5048.
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Students Discover the Joy of Learning Through
Suggestopedia

Joan Nelson

\bstract. The purpose of this teacher case stucly was

issess the effectiveness of acceierative Iearnmg
tecnniques, in a fourth grade spelling class which initialy
contained a high level of anxiety, a fairly low level of saif-
esteem, and a general discouragement with learning. Tne
results of the work were remarikable. Statistically
significant score gains were evidenced both in spelling and
broader testing. In addition, the teacher noted that self-
esteem soared, anxiety disappeared, learning becarne fun,
and students' grades improved significantly.

* * W L2 N ] * & w

Introduction. The potential of accelerative learning
and teaching techniques to enhance education in a difficult
classroom situation was effectively illustrated with a
fourth grade spelling class during the 1987-88 school
year. The teacher involved in this study became interested
in using Suggestive Accelerative Learning Techniques when
she encountered her fourth grade class for the year 1987-
88, in a school with an enrollment of 250 students, grades
K-5. The area is agricultural, and a high percentage of the
people in the area make their living through agriculturally
related employment. The area tends toward the lower end
of the socio-economic scale in the school district. The
class contained 25 students, 15 boys and 10 girls. Two
male students had been tested earlier in the year and were
reporied to be Learning Disabled in all academic areas with
the exception of math. Math scores were low average for
both boys. The teacher had been teaching for 8 years before
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she acquired this particular class, and had researched for
ways to help those students the system "leaves behind.”

At the beginning of the year the teacher described the
class as follows: “The anxiety level of the students was
high. There were 4 students, 2 boys and 2 girls, in the
class who would cry when assignments were given, Not all
of them would cry with each assignment given, but it was
very difficult to get through the day without at least one of
them feeling uncomfortable enough to cry. Assignments
from about one third of the students were regularly not
turned in, incorrectly done, sioppily done, or partially
complete. Many of the students didn't care about learning
if it took too much effort. With parent pressures at home
for good grades, and teacher pressures at school for
completed, neat, and on-time work, the tension in the
classroom began to grow. There were, of course, students
who did all that was expected--and sometimes more.”

After beginning to use Suggestive Accelerative Learning
Techniques with this class at the beginning of the second
grading period, the teacher noted a number of differences.
"The tension level in the classroom stopped climbing.
Many of the students were delighted to discover that they
could learn in such a fun and easy way. Grades started 1o
show noiable improvements. The students who cried so
often at the first of the year rarely did so anymore.” As the
second and third grading periods proaressed, the teacher
reported a definite joy of learning and discovery among the
students.

During the last grading period, the teacher indicated an
unmistakable change in the students. "They were simply
delighted to come to school and learn. Three mothers told
me in one week's time that their children would rather
come to school sick than to stay at home because they didn't
want to miss out on anything that was done in class that
day. On occasion, when | reverted to ‘old ways' of teaching
to check the student reaction, the students asked me to use
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the 'fun, new way of learning’." On February 5, 1988, the
teacher sent a survey form home to give the parents of the
students an opportunity 10 express their concerns, interest
or support of the methods that were being used with their
children in the classroom.

PARENT SURVEY QUESTIONS

Has your fourth grader mentioned our taking time to
relax in class?

[]yes . []no

If your fourth grader has mentioned relaxation in
class, have the comments been

[ ] positive [ ] neutral [ ] negative

During the past term, do you feel that your fourth
grader's attitude toward school has

{ ] improved [ ] remained the same
[ ] become less positive

How does your fourth grader feel about the work we are
currently doing?

[ ] getting easier [ ] getting harder
[ ] about the same

During the past term, do you feel that your fourth
gradar enjoys school

[ ] more []less [ ] about the same
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Has your fourth grader's behavior suggested a more
positive "winning" attitude than you had previously
observed?

[lyes [1n0

Comments:

Of the 25 surveys sent out, 17 were returned. The
returned survey forms were positive and supportive. The
parents that responded to the survey reported impr: . 2d
attitudes, or made positive comments about the new
activities at school. A sample of comments written at the
bottom of the survey forms follow:

"Wae have had nothing but positive and excited
comments about school and the projecis they are doing for
the last several months. It's greatly appreciated.”

“She has always loved school and done well, so it is hard
to tell what effect the relaxing has had on her. She does
talk about it quite often.”

"I'm really glad you (sic) trying to create a relaxed,
enjoyable atmosphere for my son to learn in. No one can do
their best under pressure. _ seems to enjoy
schoo!. Thank you for all you do."

"We would like to give our fourth grade teacher a big
A+ for the extra miles she puts in helping her students
succeed and get the most out of school. Thank you."

There were no criticisms or objections to the
accelerative methods being used in tne classroom in the
"comments” section of the survey. At home, two of the
children had not mentioned relaxing in school, and one
parent noticed no difference in the child's attitude. The
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rest of the children showed marks in areas of "yes",
“positive”, "improved", "remained the same", "more”, and
"getting easier”. Unfortunately documentation through
parent surveys remains incomplete, since a few forms
were lost at the end of the year.

Method

Suggestive Accelerative Learniig Techniques were
implemented in the following ways:

1. Physical stretching activity: (> minutes) Many
kinds of stretching activities were used: reaching for
objects on the ceiling, picking fruit from trees, high knee
lifts, touching toes without bending knees, etc.

2. Physical relaxation to baroque music--or Mind
calming activity through mental imaging to baroque music:
(5-7 minutes).

Physical relaxation was accomplished by relaxing each
body part individually. The teacher had the students begin
with the toes and work up through the foet, lower leg,
upper leg, abdomen, back, shoulders, arms, hands, neck,
mouth, ears, and eyes. The teacher had the students tense
the muscles in each body area, in the order above, and then
after a count of four relax the tension and feel the
relaxation.

Physical relaxation was also accomplished bv
comparing each body part, in the order given in the
preceding paragraph, to different objects. For example,
the toes might be compared to cotton balis, the lower legs
to dangling tree branches, the arms to helium-filled
balloons, etc. One of the teacher's favorite visualizations
was swimming. The teacher would ha'e the children
imagine that they were floating in a big, warm swimming
pool. She would then have them remember how relaxed and
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weightless each part of their body felt as the warm water
supported their body.

5ome of the mind-calming and mental imagery
relaxation exercises that the teacher used can be found in
Superlgarning by Sheila Ostrander and Lynn Schroeder
(1979), in Sugpestive Accelerative Learning Techniques
by D.H. Schuster and C.E. Gritton (1986), and in
Accelerating Learning: The Use of Suggestion in the
Classroom by Allyn Prichard and Jean Taylor (1980).

3. Lesson objective given to students: (less than 15
seconds). The teacher explained to the students what was to
be accomplished in spelling on that day.

4. Active dramatic presentation of materials: (15
minutes). The teacher used several methods of presenting
the words on the spelling list to the children. Sometimes
the teacher drew pictures on the chalkboard to illustrate
difficult word parts. For example, for the word "wreck”
the teacher might draw a car around the letters "ck” and
draw bumpers for the car with a "w" and an "r*. The car
might then be diawn wrecked against a telephone pole.

For the word "dairy”, the teacher might write the word
air on the chalkboard. She might elicit descriptions of the
odor of a cow barn from the students. After the
descriptions of odor were given, the students could be
instructed to close their eyes and take a deep breath. They
could be instructed to smell the clean, fresh air. Next they
could be instructed to imagine themselves in a cow barn
and take a deep breath. Aiter this was done, the teacher
would place a "d" in front of air and a "y" at the end of
"air”.

5. Individual student practice of materials: (7
minutes).
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6. Group review of materials: (5 minutes). One of the
favorite review activities of the children was to play catch
with a large yarn ball. The teacher threw the ball to
various students. When the student caught the ball, he/she
would spell the word given by the teacher and throw the
ball back to the teacher. This would be done many times
with the spelling words that were presented that day.

7. For a period of seven weeks, the teacher used the
method of 4-second, timed sequences of materials to
baroque music as suggested in Superlearning (Ostrander &
Schroeder, 1979). Later, after attending the SALT
conference in Phoenix, Arizona, the teacher changed the
method of presenting the information to be reviewed. The
review was done with the children relaxed, but in an alent
state. The teacher then read through the ma’arials
presented in the dramatic presentation to baroque music.
Five minutes were allowed for this activity.

8. Student corrected, ungraded quiz on materials that
were covered: (5-7 minutes).

9. A moment for quiet reflection to baroque music:
(1-2 minutes).

This schedule was consistently followed on Monday,
Tuesday, and Wednesday of each week. On Thursday the
students were given a trial spelling test. On Friday, a final
test was given. The results of the tests given in spelling
for the 1987-88 year follow.

Results

A year earlier, in March of 1987, this group of
children had been given the Comprehensive Test of Basic
Skills (McGraw-Hill). The total battery average for the
group was 4.058. The group spelling average on the same
CTBS for these children was 3.688. This same group of
children was tested again in March of 1988 with the
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McGraw-Hill CTBS. The total battery average for the
group was 7.6. The group spelling average was 6.188. A
total gain of 3.542 years was shown between the 1987
CTBS and the 1988 CTBS. On the same test, a gain of 2.5
years was shown in spelling. See Tables 1-3 for
statistical summaries and t-test analyses.

The two LD students mentioned earlier are not included
in the statistical treatment that follows. Their
improvement, however, is important and interesting.

LD student #1 was tested learning disabled in all
academic areas except math. Math was tested as low
average. This child was retained in the second grade. His
gain in spelling was 1.7 years. His overall gain was 0.7.
Considering the amount of time this child has spent in
school, in his sixth year, if kindergarten is counted, his
gains were significant. His total gain for the first 5 years
spent in school was 2.5.

LD student #2 was also tested as learning disabled in
all academic areas except math. Math tested as low
average. His spelling score and his total battery score are
impressive. His spelling score on the McGraw-Hill CTBS
was 4.1. His total batiery score was 3.6. This ct ild wasn't
given the CTBS test in 1987, therefore, there can be no
comparisons. A note of interest on this child: He was a
non-reader when he entered the fourth grade. In March,
the CTBS measured him reading at a level of 3 1.

This article reviews the implementation of SALT
techniques in the teaching of spelling in a faurth grade
class during a normal school year. The fcurth graders in
this class were not a random sample. There were only two
fourth grades in the school, and students were distributed
equitably between tha two classrooms based on the
previous years' CTBS scores and the ratio of boys to giris.
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Table 1. Total CTBS Battery Scores, Spring 1987 vs.

Spring 1988
Number of Mean Standard
Students Score Deviation I Ratio
1988: 23 7.19 2.26
1987: 23 4.13 .97
Ditference 3.06 1.48 9.92"

Table 2. Difference in CTBS Spelling Scores, 87-88

Number Mean Standard

Stud S Devial 1 Rali
1988: 23 6.37 2.14

1989: 23 3.83 0.97

Ditference 2.54 1.95 6.25"

' * @ * & » * & &

Table 3. Fourth Term vs. First Term Spelling Scores,

1987-88
Number Mean Standard
Fourth: 23 98.77 3.23
First: 23 90.53 10.58
Difference 8.24 9.33 4.24"

*'P < .001
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Since research was not the reason for adopting SALT
techniques, a formal research design was not constructed at
the beginning of the year, and therefore, t-scores are not
based on a "random” sample.

Since 86% of thestudents (18 of 23) peaked out and
received straight 100%s on every spelling test during the
fourth term of the school year, a normal bell curve cannot
be demonstrated.
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Des étudiants découvrent la joie d'apprendre avec la
suggestopédie.

Le but du travail était d'évaluer l'efficacité des techniques
d'apprentissage accéléré dans une classe d'orthographe de
quatriéme année qui sous-entend a l'origine beaucoup
d'anxiété, assez peu d'estime de soi-méme et un
d'éccuragement général avec le fai' d'apprenire. Les
résultats du travail furent remarquables. Des
modifications statistiquement trés significantes du score
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ont été mises en évidence, aussi bien en orthographe que
dans un plus vaste champ d'évaluation. De plus, le
professeur a noté le fait que l'estime de soi était montée en
fleche, que l'anxiété avait disparu; apprendre st devenu
amusant et les notes des étudiants se sont améliorées de
fagon significatrice.

Studenten .ntdecken Freude am Lernen durch
Suggestopadie.

Der Zweck divser Arbeit war es, die Wirksamkeit
beschleunigter Lehrime.hoden in Rechtschreibung in einem
vierten Schuljahr, weiches einen aohen Grad von
Besorgnis, einen recht niedrigen Grad an Selbstachtung vnd
eine allgemeine Lernschwir -igkeit aufwies, zu brurteilzn.
Die Ergebnisse der Arpeit waren bemerkenswert.
Statistish  signifikante Notenidnderungen in
Rechtschreibung wis auch in umfassenderen Prifungen
wurden bewiesen. Der Lehrer bemerkte zusatzlich, dass
Selbstachtung anstieg, Besorgniss verschwand, Lernen
Spass machte und die Schulergebnisse der Schiler sizh
signifikant verbesserten.

Los estudiantes descubren el gusto de aprender a través de
Suggestopedia.

El propésito de este trabajo fue determinar la efectividad
de las técnicas aceleradas de aprendizaje en una clase dei
cuarto afo para aprender a deletrear, en la cual se
presentaba mucha ansiedad, un nivel bajo de aprecio a si
mismo, y falta de motivacidn para aprender. Los resultados
del trabajo fueron muy notables. Se encontraron cambios
estadisticamente significativos, tanto en deletreo como en
otras pruebas mas amplias. El maestro encontré ademas
gran mejoramiento en el aprecio a si mismo, desaparicion
de la ansiedad, mayor diversion en el aprendizaje, y un
gran incremento en las calificaciones.

For further information or reprints, write: Joan
Nelson, P O Box 300, Teton, ID 83451
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Elementary School Achievement Results Following In-
Service Training of an Entire School Staff in Accelerative
Learning and Teaching: An Interim Report

Lyelle L. Paimer
Winona State University

Michael Alexander
Principal, Guggenheim Elementary School

Nancy Ellis
Staff Consultant, Guggenheim Elementary School

Abstract. A follow-up report of an in-depth case
study of in-service training of an entire school staff in
accelerative learning and teaching.

INTRODUCTION

Implementation of Suggestive-Accelerative Learning
and Teaching in an entire elementary school through staff
workshops was the goal of Michael Alexander, Guggenheim
Elementary School principal, and Jack Mitchell, then
Superintendent of Chicago District 16. After Alexander and
Mitchell reported the completion of a one-week staff Peter
Kline workshop at the 1985 spring SALT Conference in
Washington, D.C., SALT researcher Lyelle Palmer
volunteered to monitor and report on the project.

The following report is the first written description of
the progress of the project, following three years of staff
training and two presentations at SALT confeisnces (see
references). The results reported here are both sobering
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and promising; the results are sobering in the realization
that a deeper examination must be made of what is
required to produce universal implementation of any
innovation by a school staff, and promising in terms of
results seen in changes in attitudes, student achievement
and aspirations.

INTEREST IN SALT

Suggestive-Accelerative Learning and Teaching (SALT)
has been reported in the professional education media and
popular media as a highly promising instructional process.
The paperback book Superlearning, which provides an
introductory, if somewhat sensationalistic and outdated
description of the SALT procedures continues 1o sell well
and currently is in revision. Many SALT teacher training
workshops are conducted in various parts of the world
which produce highly interested and energized
participants. The research literature on the effectiveness
of the SALT procedures includes a review of progress with
special needs students (Palmer, 1985, 1988), which
indicates increases in speed of acquisition of new material
at rates of two to four times the learning rates of normal
st.dents.

SUGGESTIVE-ACCELERATIVE LEARNING AND TEACHING

The broad topic of teaching/training consists of the
distinctive domains of curriculum, instruction,
management and assessment. Suggestive-Accelerative
Learning and Teaching (SALT) procedures lie within the
domain of instruction and may be applied to any
curriculum and to any age or grade level. The components
of SALT include, yet are not necessarily limited to the
following items: positive affect, positive suggestion,
deconditioning of bairiers to assimilatior/ learning, global
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iearning, holistic units for curriculum presentation,
positive ambience, positive teacher qualities (tone of
voice, posilive speaking, total language), whole-brain
preseivations, stucent n.otivation and involvement,
visualication, use of sound/tone, creativity, arts,
movement, duval plane comrunication, and a specific
teaching/'earning cvcle. While these elements are
exanples of what many teachers would recognize as
basic and desirable tenets of classroom practice which
have been used in isclation in classrooms before, the
unique aspect of SALT is the degree to which these
cempornents ar2 integrated or “orchestrated” into daily
teacher and pupil actions.

SCHOOL STAFF TRAINING

The provision of training for an entire elementary
schoo! staff has engaged the attention of educationists both
within and outside the Society for Accelerative Learning
and Teaching. Several other sciiools in the past have been,
or currently are, involved with Accelerative Learning staff
training at Paradise and San Diego. California and in the
Boston area. Staff improvement is a topic which attracts
the attention of many school administrators, and the unique
problems of any district or school must be considered. The
high degree of interest in the Guggenheim project is
evidenced by visitors both from abroad and from the U.S.
who take advaintage of trips taking them through Chicago.
or who come to Chicago for the sole purpose of visiting the
schooil.

THE GUGGENHEIM SCHOOL
The Guggenheim Elementary School is housed in a

two-story brick inner city building located in the heart of
Chicagc's south side black ghetto. The 100% black student
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body is composed of about 400 students in kindergarten
through eighth grade (Chicago's public school system has
no junior high schools or middle schools). A small number
of students are transported by school bus, but most walk
from only a few blocks away; the school is situated in a
quiet neighborhood at the corner of a four-way stcp on a
major side street (a source of traffic noise in some
classrooms).

The basic descriptions of Guggenheim school population
data are shown in Table 1. The schoc! qualifies arnually
for Chapter | supplementary funds (Called Title i in
lllinois Department of Eduction regulations) for
educationally disadvantaged swdents because of the low
family income levels of the students. These funds may be
spent in any way the school determines appropriate to
increase levels of achievement among students who are
achieving poorly. The faculty at Guggenheim have been
extremely stable, with an average tenure of more than
twenty years in the building. Since these teachers have
been in the system so long, they have seen a number of
attempts at change or implemeniation of programs
imposed by the central administration. Prior to 1985,
several years of conflict had been experienced in a reading
curriculum fiasco improperly named "Mastery Learning."”
A "continuous progress” mandate was also considered a
failure. Staff development was considered by all to be
inadequate. No local district office curriculum consultants
were employed for training of staff and few of the teachers
had master's degrees because of the long school year and
limited time in the cummer to pursue the degree. Thus,
teachers felt isolated from support services and caring;
unionization provided an illusion of some control over
instruction and curriculum, but end-of-year achievement
test results were still unsatisfactory for mest grades. In
1984 the district office viewed the achievement test
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results with suspicion as not reflecting the true and
observable low levels of student perio:mance in the school.
High school staff, for example, would complain that
students who were reported to be able to read at grade levei
were really far below the reported scores. In 1985,
central administration staff members conducted the
school-wide April achievement testing using only tests
appropriate to the grade level tested, and the scores for
1985 were considered a valid baseline for monitoring
changes in the school during subsequent years. Staffing
during the first experimental year involved several
problems. One teacher was chronically ill and another died
during that first year, making necessary the use of long-
term substitute teachers. In addition to the regular
classroom teachers, the staff includes full-time special
teachers for library, physical education, and learning
disabilities resource room special education, and a
Chapter | taacher for a pull-out program for reading
assistance.

Pupils from the neighborhood typically enter
kindergarten with deficient ianguage and developmental
skills, and a summer head start program produces
insufficient results to compensate for the lag in pre-
kindergarten skills. Children generally enter first grade
almost a year behind in foundation skills and the class
averages reflect this one-year lag throughout all of the
grades (See Table 8).
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Table 1. Population Descriptions at Guggenheim
Elementary School (Chicago)

April Testing Data 1985 1986 1987 1988
(Base)
Number of Teachers 21 22 23 24

No. of Students Gr. 1-8 382 345 348 378

Attendance in % 931 93.3 93.1 92.1
Percent Low Income 65.3 52.4 51.6 82.6
Stability % 86.6 86.1 90.3 86.9

Race: Percentage Black 100 100 100 100

" & @ * W . " »

School building conditions were disrupted due to an
asbestos removal program which was not finished untii the
fall of 1986. The ambiance of the classrooms was
rudimentary or ignored at first, while more attention was
given to the impact of the visual environment during the
1987-88 vyear.

A severe disruption took place at the beginning of the
1987- 88 school year in the form of month-long district-
wide teachers' strike. Teachers observed universally that
the students never recovered from the effects of this
disruption.
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THE PRINCIPAL

Michael Alexander, Guggenheim's principal, came to
the school in February of 1985 as a part of the interest by
the central administration to renew the faculty and
curriculum, His background in working with
disadvantaged and behavior problem .(dents in a private
institution permitted him to take a positive approach to
changes. He found a staff in need of modern curriculum
materials and instructional procedures. Several factors
which required skilled attention were teacher perceptions
about the role of principal, developing trust with
experienced teachers and communicating  instructional
leadership.  After completing a five-day teacher training
workshop in Cleveland with Peter Kline, Mr. Alexander
contacted the district office about SALT staft training for
his teachers.

THE SALT TRAINING

The school year 1985-86 was a consclidation year for
the staff, following the weeklong SALT workshop with
Peter Kline, who is a teacher trainer with experience and
success working with all types of students including
monitoring and reporting. His experience with special
students showed gains of three standard deviations in
Language and an overall gain of 25% in “~hievement in an
alterniative school setting (Kline, 197 .. The initial
training of 25 hours in January and February of 1985 was
an in-depth introduciion to the principles and practices of
SALT presented to a group of thirty teachers in a locai hotel
over a period of five days. Substitute teachers were
provided for the entire staff through Chapter | funds. A
major focu: of the training was on appreciating individuals
and enhancement of esteem and self-esteem through class-
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room activities such as a birthday circle of personal
appreciation and acknowledgements.

The reaction of the teachers was so positive that two
other groups of teachers from other schools were allowed
to attend training sessions over nine days. Teachers from
other schools in Chicago includcd those from Paul Robeson
High Schonl (8), Reed Elementary {9), Hinion Elementary
(7), Yale Elementary (8), Oglesby Elementary (3), Lowe
Elementary (2), and Parker Elementary School (2). More
workshops for other feacners in other subdistricts were
approved and scheduled for 1988 but funding throughout
the district was frozen for all staff development and no
workshops were congucted.

At Guggenheim, only a few teachers were using SALT
extensively at first, including some temporary teachers.
Mnst teachers were using some aspects of SALT however,
including use of a passive concert, relaxation, and ball toss
recitation.

During succeeding years, brief review sessions were
conducted at Guggenheim on various topics associated with
SALT, including positive teacher language, speaking
suggestinn, principles of instruction, curriculum
principles, uses of music and games, and classroom
visuals. A gran! funded a series of workshops for the
entire staff during the 1987-88 school year which were
held off- campus and on weexends (Don Campbell, Peter
Kline, Lyelle Palmer, John Grassi).
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CURRICULUM AND MANAGEMENT CHANGES

in the fall of 1985, a curriculum change was
introduced in the form of a new phonics program in the
primary grades (Intensive Phonics Workshop and
materials). Classroom interactions skills of teachers were
also improved through participation by 70 percent of the
teachers in the Phi Delta Kappa program, Teacher
kxpectations and Student Achievement (TESA). Objectives
were stressed and specific reading outcomes were
designated for completion at the end of each grading period.
A Test Taking Skills unit was emphasized during one month
in 1987.

RESULTS

Results were measured in various formal ard informal
ways. Table 2 shows a change in teacher perceptions of the
proportions of class members who are able to self-
instruct. On this measure, teachers were directed to place
gach class member in one of three categories: Able to self-
instruct (the student is able to carry out directions and
work as an independent learner with grade- level
curriculum), Super-Able to self-instruct (the students is
able to pursue personal exploratory curriculum interests
as well as being able to self instruct), and Unable to self-
instruct (teacher is required to instruct these dependent
learners).
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Table 2. Student Self-Instruction Capability
Distributions from Teacher Oginionaires, K-8°

Norm Group 2 % 58% 14%
April, 1987 59.5% 32% 8.5%
April, 1988 47.7% 37.3% 15.0%

‘Teacher perceptions of students' ability to self-
instruct following direction given by the teacher. Super-
able students have self-motivated curriculum interests as
well as self- instruction ability. Students unable to self-
instruct require direct instruction by the teacher.

* w & * ¥ & * & W

Moreover, the teachers observed essentially the same
proportion of Super-Able students at Guggenheim as in the
Minnesota norm group.Results of achievement tests for the
first two years in reading and mathematics are shown in
Tables 3 and 4. The data are presented in terms of rates of
progress at each grade. Learning rates are computed as the
value added in the current grade by subtracting the
previous year's achievement level from that of the current
year. An average student is expected to advance at a rate of
one year of progress per year of instruction. Examination
of the tables reveals the various rates of learning in
reading and mathematics at each grade level. A more
revealing statistic is shown at the bottom of each table in
the comparison of the learning rate of the current year
with the rate of the previous year. This statistical
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approach has the advantage of shifting the focus on grade
level achievement to a rate of learning outcome
(effectiveness of instruction).

Questions about the scores may be raised about validity
of the test in precisely reflecting the Guggenheim
curriculum. Also, scores are presented by grade rather
than by teacher; the scores reported are medians by grade.
If the assumption of validity of curriculum/test match is
correct, clearly the individual teacher makes a great
difference in the amount that a pupil learns in a given
year, with a range in differences of eighteen months
(students increase their learning rate by 9 months with
one teacher, and the same students may decrease their rate
of learning by 9 months with another teacher).

Table 5 shows the percentage of students at Guggenheim
progressing at the normal rate of one year per year of
schooling. This statistic is computed by the central
administration office for each school in Chicago each
October for the previous spring. A marked difference is
shown between the 1984-85 control year in comparison
to succeeding years in which the innovati.2 practices were
employed.
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Table 3. Rates of student progress on the Jowa Tests of Basic
Skills Reading Composite scores, 1987, 1988*

Average 1 2 K} 4 2 6 L 8
Progress

Rate in

Years

1.4 ox

COO0ODDO ==
AN OO—-=NW
P9
x
O
o)
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Learning Rate Changes:

-.1 +.9 -.8 -.3 0 +.2 +.2
1986-1987 Learning rate changes in students by grade,
comparing the effects of teachers at different grade levels on
the same students., For example, 1988 third grade rate
minus 1987 second grade rate = change in rate of school
year.
*Grade scores of students are subtracted from scores of same
students the following year to determine the value added rate
ot increase of learning in the followi: 9 year.

o: 1986 Value Added, 1986 grade score> minus 1985 scores
x: 1987 Value Added, 1987 grade scores ininus 1986 scores

Conclusion: The teacher makes the differencel
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Table 4. Rates of student progress on the lowa Tests of Basic
Skills Mathematics Composite, April 198¢€, 1987*

Grace Levels
Average 1 2 3 4 2 <3 L 8
Progress
Rate in
Years
:.8 X

X0 - - - o - . o
ox X

OO O = b b b wd b b b o
MNODWO-=2NWLWLODN
o
o
>

Learniny rate changes:
+.7 -.3 +.2 -.3 +.8 -.9 +.5

Learnirg rate changes compare the effect of different
teache/c on the same students in different grades:
* Grade scores of siudents in one year are subtracted from
the scores of the same students the following year to
datermine the value added and rate of learning. For example,
1986 second graders = 1.1 years progross in mathematics
for the 1985-86 year.

2. 1986 Value adued, 1986 grade scores minus 1985 scores
x: 1987 Value added, 1987 grade scores minus 1986 scores
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Table 5. Percentage of students in all graces achieving one
year of progress on the lowa Tests of Basic Skills
per school year

Year Reading Mathematics

1985 27.5 40.7 Control year
1986 55.7 56.9

1987 45.4 54.2

1988" 52.0 52.0

* An abbreviated eight-month school year

» ® & * & ® L

Tables 6 and 7 show the results iui the abbreviated year of
1987-88 comparable to tables 3 and 4. The rate of learning
shown has been adjusted to account for the shorter school
year. In general, achievement rates in most classes declined
in that school year in comparison to rates of previous years.
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Table 6. Adjusted rates of student progress on the lowa Tests
of Basic Skills Reading Composite scores, 1988
(N=378)"

Average 1 2 3 4 5 6 7 8
Progress

Rate in

Years K

X

OO OO — b ek b i ok ok ok b
DN OO NWHPONIOIND
x

Learning Rate Changes:

-85 -1 -8 +3 -.2 +3 +.1
* 1987-1988 Learning rate changes in students by grade to
compare the effects of teachers at different grade levels on
the same students.
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Table 7. Adjusted rates of student progress on the lowa Tests
of Basic Skills Mathematics Composite scores,
April, 1988

Average 1 2 3 4 5 6 7 8
Progress

Rate in

Years K

X

BNONDOOSNWAND N ®

OO OO0 O — —b ik b b ek ke b

Learning Rate Changes:

+.6 -1.2 v -.3 -.1 -1.1 +.3
* 1987-1988 Learning rate changes in students by grade to
compare the effects of teachers at different grades on the
same students. For example, 1988 third grade rate minus
1987 second grade rate = change in rate in tenths (months)
of a school year. {See Table 4.)

70

~J
i



KINDERGARTEN RESULTS

The kindergarten class was a special concern since
students typically ended the kindergarten year almost a
year behind national norms. Table 8 compares four
successive years of results and shows a substantial
increase in kindergarten achievement levels. Table 9
shows the rates of learning in the SALT kindergarten which
is staffed by one teacher and one aide.

Table 8. Four year kindergarten achievement medians on
lowa Tests of Basic Skills, 1982 norms

ITBS Subtests1984-85 1985-86 1986-87 87-88°
N = 43 N =44 N=42 N =46

Listening K.O K.1 K.6 K.6
Word Analysis K.4 K.3 1.1 K.9
Vocabulary P.7 F.8 K.0 K.1
Language P.9 K.1 K.3 K.2
Mathematics K.1 K. K.6 K.8
Average Median K.02 K.08 K.52 K.52

P = Pie-school Level (Portion of School Year; 0.1 = one
month) K = Kindergarten Level (Portion of School Year; 0.1
= one month)

*Abbreviated school year due 1o one-month sirike in
September
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Table 9. Accelerative-Learning Kindergarten Class Pre-
and Post-test Achievement Medians for School Year
1987-88 on lowa Tests of Basic Skills, 1982
Norms (N = 46)

November April Progress Progress
Listening P.8 K.6 .8 1.6
Werd Analysis K.O K. .9 1.8
Vocabulary P.6 K.1 .5 1.0
Language P.7 K.2 .5 1.0
Mathematics P.9 K.8 .3 1.8
Average Median P.8 K.52 72 1.44

P = Pre-schoo! level {Portion of school year; .1 = one
month) K = kindergarien levei (portion of school year; .1 =
one mor ")
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A PERSONAL REPORT

Nancy Ellis, an eighth grade teacher with 18 years
experience at Guggenheim Elementary School at the
beginning of the project, noted that her initial reactions
were excitement and that without SALT she would have
burned out as a teacher. She taught mathematics, English,
history, and social studies. She reports that she usually
took three to four weeks to teach her classes how to do
three - level outlining to mastery. With SALT, 100% of
her class completed the objective with 80% mastery or
above--a level of competency beiter than any previous
class she had taught. She also taught her students to
transfer in writing, and used dramatic activations with
scripts written by her OR HER STUDENTS! She speaks
enthusiastically of her transformation as a teacher, stating
that, "Before global learning | was frustrated enough to
quit teachi~1. Now I'm more excited than during my
freshman yeadr of teaching.”

SALT LEARNING LABORATORY

Nancy Ellis began a special project in September of
1986 in which she worked with the students with lowest
achievement sc sres, those in the stanines 1-3 for two
consecutive years. These 70 students were in grades 5-8
and were seen in groups of about 12 each during five 40-
minute periods, five days per week. Reading was not taught
as a subject, since it was integrated into dramatic units.
Students developed in confidence to the point that they were
able to participate in district-wide competitions.

Tables 10, 11 and 12 show the achievement gains for

each class at each grade level for each school year.
Students in the program for the second year comprised
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41% of the 1987-88 group. These results approach those
reported by Prichard and Taylor (1980) and other special
needs studies (Palmer, 1985, 1988) in which progress
rates of twa to four times that of normal progress were
found.

AFTER-SCHOOL ACTIVITIES

During the 1987-88 school year academic clubs were
formed for after school activities one or more days per
week (3:15-4:15 PM) for spelling, reading, and
mathematics. In addition, community recreation activities
were conducted by teachers volunteering time after school,
as the school served as a community center on those days.

CHANGES IN PEOPLE

Informal observation showed the following results: a
warmer teacher presence with students; an attitude change
in teachers; teachers now volunteer themselves more
(after school activities); students are enjoying school
more, and enjoy their teachers; the teachers are more
reflective; the teachers have a renewed emphasis on
curriculum; teachers have an awareness of instruction
processes and a concern for effectiveness. Among special
needs students, Chapter | classes are now attractive and
positive. Students take pride in their special class. Some
students have also commented on attitude changes in their
classmates. "When we first started going to accelerated
learning they thought we were dumb,” says Steve, a
seventh-grader commenting on the reactions of his peers.
"But they see us coming back smiling and telling them all
we've learned. They want to get in[to the class] bad,” says
classmate Alton.
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Table 10. Years of Achievement Gain per Year of Service in a
Chapter . Pull-Out program using Accelerative Learning in
the 1986-87 School Year

Class/ n ITBS Reading ITBS Mathematics
Grade Mean Median Mean Median
5 11 1.32 1.3 .87 .9
6 8 .75 .8 .99 1.05
7 10 .85 .5 .79 1.05
7 6 1.97 1.9 .93 1.20
7 8 1.24 1.0 .34 .4
8 7 1.41 1.4 1.1 1.0
8 9 .85 .8 .9 1.1

Parents also have voiced reactions to the SALT class.
"What did you do to my child?,” exclaims a mother cf a
child attending Guggenheim's summer program, where only
global teaching was used. "He wants to come! He likes it!"

75




Table 11. Years of Achievenient Gain per Year of Service
in a Chapter | Pull-Out Program Using Accele-
rative Learning in the 1987-88 school year®

Class/ n 2nd  ITBS Reading Mathematics

Grade yI. Mean Median Mean Median
5 13 1 1.00 1.2 74 6
5-6 14 3 .86 7 74 9
6 10 6 56 5 1.01 1.0
7 13 7 1.25 1.2 1.92 1.1
8 18 11 1.20 1.2 .97 9

‘Abbreviated :chool year due to one-month strike in
September. Annual April assessment using the Jowa Tests of
Basic Skills

Marked differences are shown in teacher effectiveness
on ITBS growth. Clearly, the teacher makes the difference
in pupil progress rates. Nancy Ellis maintains that
"Teachers no longer believe that students are responsibie
for learning, accepting instead that responsibility
themselves. There is a new sense of accomplishment and
caring. Teachers are now aware of orchestrating the total
environment to support the learning process”.
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Table 12. Perceniage of Students Progressing Nine Months
or More Per School Year in an Accelerative
Learning Chapter | Program

Reading 56.7% 61.0%
Mathematics 67.2% 51.5%

* Abbreviated school year due to September strike (only
eight months of instruction between annual April
assessments).

PROBLEMS

Few teachers use "SALT," or at least what SALT
trainers consider the entire global cycle. Most teachers
adopt isolated components in a disjointed fashion. They
have the attitude that they don‘t know how to use the
various procedures and that they have no time to develop
materials (scripts, posters, games, etc).

If teachers are to internalize procedures they must use
them consistently. Some prublems were well-handled over
time, such as the visual environment. The 1987-88
school year was one of progress in the area of affirmations
and supportive bulletin boards and posters, including
prominent recognition of student activities and
achievements. Straet noise has been incorporated into
some classrooms with positive suggestion as a relaxation
cue.
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An effect of time has been noticed by some in the
possibility that the greater the time distance from the
training, the less formal the applications of SALT become.

QUESTIONS

Teachers sense substantial growth which is not always
measurable on achievement tests. Growth spurts and
plateaus might be hypothesized for some of the declining
scores in some content at some grades, but results are
inconsistent from year to year. Teacher differences are
great. The validity question is the most pressing: How
much SALT must a teacher use in order to be considered a
SALT teacher? How many teachers must use a substantial
amount of SALT in order for a school to be a SALT school?

RECOMMENDATIONS

Michael Alexander proposes that the entire staff be
retrained over a twec week period through role play in
which every SALT element in the cycle is practiced to
mastery by every teacher. Also, rewrite all lesson plans
during 4 weeks in the summer. Acquire a basic library of
SALT materials. Establish quarterly coaching sessions on
some Friday/Saturday weekends. An evaluation component
for teachers is needed in addition to evaluation of pupils.
Proiessional support groups and peer tear.is are needed, as
well as time to meet. Good quality tape decks which
produce consistent attractive sound are needed. An on-
going, systematic review of the 17+ SALT components is
needed. A structure is needed for presentation,
assimilation and fine-tuning of classroom practices.

In addition, SALT trainers should designate the minimal

list of resources which should be available for the start-
up of a staff improvement project. Lists ¢f equipment
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needs and availability, a minimal list of tape recordings,
publications for reference (books and journals), contact
persons in other schools currently using SALT,
membership in the SALT Society and conference
availability, as well as a list of available workshops on a
wide variety of topics for supplementary training.
Training must be viewed as a developmental process
occurring over several years utilizing many resources.
These resources must be developed to support the efforts of
teachers and administrators in refining the goals and
actions which emerge in the changs process.

THE NEXT FIVE YEARS

Nancy Ellis has been designated as a full-time
building-level SALT consultant to work with staff to
accomplish the foregoing recommendations. She will serve
as a coach to the staff. The current grant support for staff
development is continuing, and new grant support is being
sought. Specific goals for (he resource staff have been
developed for refinement of existing teacher skills: Peter
Kline (Decoding & Mind Maps), Don Campbell (sound and
music), John Grassi (curriculum units), Lyelle Palmer
(visuals). Monitoring of the project in many new ways
will be conducted by staff at the University of lllinois at
Champaign-Urbana.

RETHINKING TEACHER TRAINING

As SALT trainers i .creasingly turn attention to school
settings and the possibility of dealing with institutional
units, it is important to note he Stages of Concern About
Innovation described by Hall (1978):. Awareness,
Informational, Personal, Management, Consequence,
Collaboration, and Refocusing. Along with Hall's (1978)
Stages of Use (Non-use, Orientation, Preparation,
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Mechanical Use, Routine, Refinement, Integration, and
Renewal), Stages of Concern may tell us somathing about
the steps necessary to accomplish uniform practice which
can produce the proper kinds of studies which are the
concerns of researchers, and innovative school stafts and
administrators.

Acknowledgement: Dissemination of the data contained in
this project was aided in part by a grant from the Winona
State University Foundation.
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Rapport provisoire sur les résultats positifs d'une école
éiémentaire a la suite d'une formation en apprentissage et
enseignement accélérés pour tout le personnel de I'école.

Rapport suite & un service de formation en apprentissage et
enseignement accélérés pour tout le personnel d'une école.

Grundschulleistungsergebnisse nach Schulung einer
gesamten Schulbelegschaft in beschleunigtem l.ernen und
Unterrichten wahrend des Schulbetriebs. Ein Zwischen-
bericht.

Ein Wiederholungsbericht uber die Schulung einer
gesamten Schulbelegschaft in beschleunigtem Lernen und
Unterrichten wanrend des Schuibetriebs.

Resuitados del rendimiento académico en escuelas pri-
marias después de capacitar a todos los maestros en tecni-
cas aceleradas de aprendizaje y ensefianza: Reporte provi-
sional.

Reporte del servicio de capacitacién en técnicas aceleradas
de aprendizaje y ensefianza para todos los maestros.
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For further information or reprints write : Dr. Lyelle
Paimer, Department of Special Education, Winona State
University, Winona, MN  55987.
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BOOK REVIEW

The Eve'yday Genius: Restoring Children's Natural Joy
of Learning:- And Yours Togo, By Peter Kline. Virginia:
Great Ocean Publishing, Inc., 1823 North Lincoln Street,
Arlington VA 22207. ISBN 0-915556-18-9 Reviewed
by John Senatore.

To existing endorsements, recommendations of this
book, | add mine.

The teacher stopped to thank me for the workshop. |
asked it he wanted to learn more about restoring the
kinesthetic dimension of intelligence to learning. "No,” he
replied, "l already know more than I'm using.”

Cited as the "genial dynamo” of Integrative Learning,
Kline notes, "Most people are too busy to do more than
they're already doing. So, this book is designed to fit in
with your already existing schedule.”

Centered in solid research and composite experiences
of "How You and Your Children Naturally Learn,” Kline's
took has three parts: Part One: The Promise of Integrative
Learning; Part Two: Setting the State for Integrative
Learning; Part Three: Falling in Love with Learning.

Fronting this book is a partia! list of activities to
stimulaie learning with the news that it is not necessary to
read the whole book before trying out these activities.
Notice what attracts you; stait there. For example,
Chapter 12: "I Never Heard a Word You Said: Mos! people
never get listened to adequately. Those who do, get better at
thinking." Do the activity; watch the transformation in
you, your home, your work place. Activities, not
gimmicks. Kline promotes a "philosophy” that works.
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Kline gently but persuasively argues: Changed learning
environments for an already changed world. Kline includes
a quote from ar administrator | like: "The time has come
that it they think the old way is better, they ought to have
to prove it." During my third session with dropouts,
tezchers and mentors, a man from the state department of
education, looking drained and discouraged, entered, found a
seat, listened, took notes. The next day's ocal paper
reported under a picture of this man that he had come to
work with parents and no oarent had attended.

In An American Agenda, a recent report, Terrel Bell,
former US Secretary of Education wrote: "...we must Dy
closer attention to strategies that will help parents
s pport the mission of schools more effectively...Even the
best school cannot compensate for failure at home."

Kline's book, addressed to parents, can help all of us
restore excitement and satistaction to learning so everyday
geniuses grow to address and affect current global living.
Re-visioned homes for a re-visioned world.

Pleased with the blooming crocus ancd tulips, | now
stood inside helplessly watching the hailstorm shred the
flowers. | knew how the flowers felt. Traditional methods
of education | knew, and still sometimes observe, shredded
many flowering geniuses. Kline shows how homes and
schools must be, can be-- and some already are--places
where “the best party in town" is goirg on.

Part Three helps us “discover the deep reserves of
intelligence most of us never realized we possess. They can
inspire you and your children to collaborate in the search
for your everyday genius." More than seek, | insist;
collaborate, seek--and find. | testify these activities
work--when | do. | was familiar with most of these
activities, so my challenging choice remains to use what |
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know works when pressures whisper, "Change your
prioritiesi”

What | liked about Parts One and Two is that Kline
brings in research without being technical, academic,
boring. Much here will be familiar to SALT practitioners;
Kline invites you to skip these parts. While reporting on
the dangerous, must-be-changed status quo, Kline writes a
book of successes, presents mode!s of success for us to use.

Integrative Learning, for which there is plenty of
evidence to demonstrate its effectiveness, is known by
other names: acceleratnd learning, Optimalearning,
Superlearning, Suggestopedia, whole-brain learning and
holistic learning. Ali share the assumption that "by
changing the learning anvironment and the way
information is presented, we can get substantially better
resuits than are possible with traditional education." How
did our ancestors do it? Kline asks at one point, and
answers: "You were born to learn with your whole body
and all your senses. You were not born to sit in a chair
eight hours a day and listen to someone talk or to pour over
books year in and year out.”

We are always sitting on our ass-umptions. Kline
helps us surface these assumptions, make them explicit
and change them. "But the most significant thing | can do is
encourage you to believe that you and your children have
unlimited learning capacity.” New beliefs for necessary
new models. So, insert this new belief in yourself and do
just orie of Kline's activities. Then discover experientially
what happens when you sit on new assumptions.

Once a Zen master told me, "Schools are where they
teach you to be ignorant.” | had to ponder that. Yes, |
learned to be an ignore-ant. What | was asked to ignore
usually was what was most interesting and exciting to me.
Not only did | learn to be ignorant, | collaborated in being
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de-selfed. Chapter 16: "Is It Really You?" addresses re-
selfing (my words, not Kline's).

| have known what Kline means when he says,
"Teaching insults the mind." | have also known what Kline
refers to when he says in Chapter 19: "Only the Helpless
Nover Ask for Help”, that some help is genuinely harmful,
some is disrespectful and some is a nuisance.

Showing :hat we process information through our
limbic systetn, an emotional processing center, Kline
emphasizes the importance of learning to deal with feelings
and practicing expressing emotions for fun and family
harmony. My infererce: Mary of us are emotional
illiterates and could use more help than he gives here. But
start with Kline.

Cnnsequences. "Now, however, the consequence of poor
education threatens nct only the unlercliass,” Kline wrote,
"i's a menace to everyone.” | have been asking recently as
| see/hear/feel political, economic, social and daily events:
"Have we raised several generations ot people io believe
they do not have to accept consequences if they have a good
reason, a good excuse, an explanation, are beautiful
enough, have been victimized enough? Are scme of ihese
people now in Washington, DC?"

Daily | re-discover what incredible learning systems
we humans are. The "brd” news. We use our everyday
ganius to learn useless, ineffective, uniloving and
inappropriate things as easily and as thoroughly as we
learn loving, useful, effective, freeing, exciting, joyous
functions. Kline's book offers ways to avoid learning
stupidity and to restore our innate genius.

| recently raised my question about consequences to an

employer. He told me about an employee who called

repeatedly to say she would not be at work because her car
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wouldn't start, her cat died, she had a personal crisis, she
was ill. He fired her. When she came to collect her pay, he
paced her through a series of events: | can't pay you today
because my car wouldn't start; | didn't write your check
yet, | had a personal crisis, etc. We are all teachers, but
what have we consciousiy chosen to teach? Kline's book
Inay serve as a stimulant to choosing again and as a road-
map to restore our natural joy of learning.

| like Kline's Table of Contents and wish he had included
an index. | like his well-designed, readable chapters with
their globai overview, penetrating headlines, anecdotes,
wisdom, joy, excitement and shared successes. Appendix
One: Hope for the Brain-Damaged Child involved me
deeply. Appendix Two: The Principles of Irtegrative
Learning (mainly for teachers) provides me with a
reterence, reminders and a check.

| want this book to be in professional and personal
libraries, to be read and used in many courses, to be
stocked in bookstores for parents o buy, recommend and
use. | want this book to be another tool for persons
committed to addressing the critical, ever-widening gap:
The vital gap between information and learning.

"The time is ripe for politicians of every persuasion tc
display leadership by helping create a vision of what can be
accomplished with the educational, technological and
creative resources we now have,” Kline wrote. Kiline, co-
founder of Thornton Friends School, shows we don't have tc
wait for politicians; we can make genius bloom in a home, a
neighborhood, a school, right now.

Education is not a private, isolated activity, now
education is global with global consequences. Kline's book
shows: It need not be the way it is; we have done and can do
it better. But we must choose anew, choose again. Wil! you
accept the invitation to make a place of your choice “the
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best party in town™? Your chosen reply does have real
global consequences. Kline's book of experiences increases
choices. And choice is better than no choice. Choose joyful
learning. Kline wrote: "Geniuses are persons who had the
opportunity to learn extremely well".
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Defining and Demyslifying
Baroque, Classic and Romantic Music

Amanda E. Amend
Grinnell College

ABSTRACL . This article analyzes the music used in SALT,
with the goal of providing the reader with a background
understanding of the basic elements and styles of Baroque,
Classic and Romantic music. The basic elements of music
are expiored, noting how these characteristics affect the
listener, and how that knowledge can be used in choosing
appropriate music for SALT classroom applications.
Baroque, Classic and Romantic music are defined and
compared, making clear their historical, stylistic and
structural differences. Major musical genres and common
musical terms are defined.

* - " - - - * 0 *

Music is a powerful force in our lives and in our
learning. Evidence of its potency are its situal, religious
and therapeutic roles in human lives since the beginning of
human culture, and its rise to a place of omnipresence in
our society today. As SALT teachers and researchers we
are aware of music's potential, and we are in need of the
specific knowledge which will allow us to maximize that
potential. The purpose of this articie is to give you that
knowledge.

Music is dual-planed. On one plane are the basic
eiements which aftect us, physiologically and in the deepest
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elements of our psyches. while on another are
compositional characteristics and structures which reflect
and express the values of a culture. It may be our
response tc these multiple levels in music which makes
music the powerful learning tool it is. It is also this
co.nplexity which concerns teachers not highly trained in
the musical arts. A learning medium as potert and complex
as music, must be understcod, to be used to its maximum.
That understanding is not as far away as it might seem.

Music is a 'anguage, just like our spoken language. The
music we use in SALT speaks in tt> same language that one
hears all the time in rock music, pop music, jazz, and
movie scores. It permeates our culture, so it is aiready a
part of you, even though you may not be consciouslv
attuned to it.

In this article we'll fir:t explore the basic elements
which make up music and through which music speaks to
you. Next, we'll look at the differences between the
Baroque, Classic and Romantic periods of music, as applied
to thiir use in passive and active concert readings.
Finally, we'll definre the most frequently encountered
musical genres and decode some common musical terms.

ANALYSIS
THE BUILDING BLOCKS OF MUSIC

The basic elements in music, in order of their
importance, are tempo, or speed; rhythm, or motion,
dynamics, or loudness/softness; modality, or scale
stricture (musical vocabulary); harmonic tension, or how
not:s interact; and meter, which organizes and shapes
music. [ his hierarchy is concluded from the auther's
cbservations and study into the nature of music, and from a
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synthesis of information sources on music therapy and
research. Several of the most informative of these sources
are listed in the appendix.) These are the ingredients
which composers combine, as in a recipe, to create
different flavors or moods. An understanding of each of
these ingredients and of how they interact, will clarify
why the music you've chosen affects your class as it does,
and wili give you guidelines for selecting music.

TEMPO

Tempo, or speed. is the most potent factor in music, the
element which affects the listener first. Fast tempi
(plural of tempo) are highly stimulating. They can feel
bright, exuberant, stormy or dramatic, while slow tempi
are usually relaxing, thoughtful, or sad. Pieces of music
are divided into movements, as books are divided into
chepters, and each movement has its own tempo. These are
usually described by the Italian words for fast, moderate
or slow. Some fast tempi are "Presto”, "Vivace" and
"Allegro”. Medium tempi are "Moderato” and "Andante”,
and slow tempi are "Adagio". "Lento", "Largo”, and "Grave".
Tempo is such a strong force that -+ will dominate and color
every other musical element. Picking music of
appropriate tempo for your purposes is the most crucial
step in effective SALT music use.

Put on a tape, or turn on the radio, and listen. What is the
approximate tempo of that piece? Can you imagine it
faster or slower? How wouid that change how it feels to
you?

93




BHYTHM

A rhythm is anything you could clap, tap, or dance.
Rhythm is movement through time, and it provides music's
motion. Th2 intensity of rhythmic motion contributes to
our perception of tempo, with driving or irregular
rnythms communicating energy and intensity, and smooth,
regular rhythms producing calmness. Rhythm and tempo
are both regulated by meter, which is discussed in the last
part of this section.

RYNAMICS

The second most dominant element in music is its
overall dynamic level, or how loud or soft it is. The effects
of dynamics are similar to those of tempo-- loud dynamics
express higher energy than soft, and that can mean happy
versus sad, outward versus inward, stormy versus calm,
or even light versus dark. Dynamics vary within each
movement, but often composers match dynamics and tempo,
using loud dynamics for fast passages, and soft dynamics
for slow. Dynamics are the strongest reinforcer of the
mood created by tempo. Conversely, the cross-pairing of
dynamics and tempo (soft with fast, and loud with slow)
creates an element of tension and allows the musical
expression c¢f subtle, complex ideas and emotions. Fast and
soft can communicate suspense, expectancy, and restrained
excitement, while slow and loud can intimate ceremony,
nobility, and inner strength. When combined with the
other musical elements, the possibilities are endless. To
use this awareness in active concert readings, note the
interaction of tempo and dynamics in your recordings, pick
combinations that feel appropriate tc your subject matier,
and when reading, let your voice match the music's
emotional content.
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MODALITY

Baroque, Classic and Romantic music is written using
vocabularies of notes, called "scales". Scales provide
patterns of notes which act in music as grammar acts in
language, shaping melodies and their accompaniments along
general rules. There are two basic scale patterns which
concern us: major scales, and minor scales. These are also
defined as "modes". "Mode”, or "modality”, means the
pattern or relationship of notes within a scale. The most
common modes in Baroque, Classic and Romaniic music are
major scales and minor scales, and thus the most common
modalitias are major and minor. Pieces written in major
keys (“"key" simply means the note chosen to be home base,
to begin and end the scale) are brighter, or happier than
pieces written in minor keys. Tempo and dynamics set the
main spirit of a piece, while modality adds a subtle, but
important, mood flavoring. If a piece is fast, loud and
major, it is undoubtedly exuberant and highly energized.
If fast, loud and minor, it will be stormy, and suspenseful.

The interaction of these three elements is too varied to
describe in words. The foilowing musical examples are
clear illustrations:

MOZART: SYMPHONY #35, D MAJOR, 1ST MVT
(ALLEGRO CON SPIRITO): Fast and "with spirit*, "forte”
dynamic overall (loud), and major. Bounding exuberance
and joyful energy.

MOZART: SYMPHONY #2353, G MINOR, 1ST MVT
(ALLEGRO CON BRIO): Fast and "with briliiance”, forte
dynamic overall, and minor. Stormy and dramatic.
Foreboding overones.
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ROSSINI: OVERTURE TO THE BARBER OF SEVILLE (the
allegro section, following the slow introduction): Fast,
piano dynamic (soft), and minor, with sudden forte chords
which alternate minor and major. Notice the wide range of
moods expressed in this short work! The piaiio dynamic
and minor key are suspenseful, but the ternpo makes it
playful and fun-loving.

BEETHOVEN: PIANO SONATA #8, 2ND MVT (ADAGIO
CANTABILE): In a slow but "singing* tempo, piano
dynamic, major key. That combination of adagio and piano
proguce pensiveness, but the major key contributes an
optimisrii which keeps this movement from sounding sad.
(The terms "piano™ and “forte" in the above paragraphs are
the Italian for "soft" and "loud". The term “pianoforte”,
which is the full name of the instrument which we
commonly call "the piano”, means the "soft-loud”. The
instrument was named that in the late Baroque/early
Classic periods, when it was invented, because it was the
first keyboard instrument which could alter its dynamics
via pressure on the keys. That was quite an innovation.)

Listen to your music! Is it tov stormy for your
purposes? Then, if it's miror, look for a movement in a
major key. Is it too exciting? Look for a siower tempo.

Is it too bland? Do you want more drama? Then look
for a faster tempo or perhaps a juxtaposition of tempo and
modaiity, fast/minor or slcw/major.

The key and modality of a piece are listed on your
record jacket, defining and describing that piece.
("Mozart, Symphony #29, A Major"). Beware, however,
that for variety, composers will change the mode from one
movement to the next (from major to minor, and vice
versa), and this is often not indicated. A symphony in a
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major key will usually have its 1st, 3rd and 4th
movements in that major mode, but may use a minor key
for the 2nd movement, which is often slow in tempo, as
well.  Listen to a movement before using it in the
classroom, and practice with it to maximize your
effectiveness.

Sometimes the German words "dur” and "moll” are used
instead of "major" and "minor". A mnemonic device to
remember which is which: "OH! Isn't it SAD (minor),
that the music's all MOLdy (moll).” (Sad - minor - moll).

HARMONIC TENSION (AND OTHER TENSION PRODUCING
FACTORS)

Harmonic tension is an element to be aware of,
particularly in Romantic music. "Harmonic tension”
describes the tension which arises when notes played
together clash, dissonantly, ("dis"="not",
"sonant”="sounding”, "not sounding good together*), and
which is then resolved by notes that fit together
consonantly, ("con"="together”, "sonant”="sounding”,
"sounding good together"). In the Baroque and Classic
periods harmenic tension was used sparingly. using
dissonance to lead the ear to consonance, to create the
feeling of anticipation and resolution. In the Romantic
period, however, as composers sought to express the eve-
more heavily iader emotions of that time, harmonic tension
became a main element in the compositional arsenal. If you
sense elements of tension in a piece, which you feel aren't
appropriate to the ambience you wisn to create, !ook 10
harmonic tension as a possibility, and turn to earlier
Romantic or Classic works.
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Factors other than harmonic tension can also produce
unease in the listener. Extremes or sudden changes of any
sort produce tension-- sudden tempo or dynamic
contrasts, or extremes of tessitura (how high or low an
instrument goes) will do so. Mussorgsky's Night on Bald
Mountain illustrates this, with its sudden dynamic
changes, much dissonance, and unusual juxtapositions and
combinations of instruments.

Pieces lixe this can be very effective if used when that
tension is desired, for dramatic readings about World War
Il, for example, or for active cc~~erts describing volatile
chemicai reactions. But be aware of their unsettling
potential at times when those effects are not desired.

METER

There is a final eiement in music which we haven't
addressed, but which is as important to music as your
neartbeat is to you: rhythm's organizing principle, meter.
A rhythm is anything you could clap. tap, or dance.
Underlying all rhythms in music is a steady pulse, which
forms the heartbeat for music. How fast those pulses o,
determines the tempo. Those pulses or beats are grouped
into "measures”, or "bars", just as letters are grouped
into words. How many pulses are felt in each measure?
That is determined by the "meter". The meter of a piece
defines how many beats will be felt per measure. "Duple
meter” means there are two or four beals per measure,
"triple meter” means there are three beats (or sometimes
six beats) per measure. While a composer can choose
whatever meter he or she wishes, dupie and triple meter
are the norm in the Baroque, Classic and Romantic periods.
(A beautiful exception to this. is the 2nd movement of
Tchaikovsky's 6th Symphony, which has 5 beats per
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measure.) Feeling the meter will allow you to move more
easily with the music and to more effectively pace your
concert reagings. Since the first beat of each bar is the
strongest (loudest or heaviest) beat, you may wish to place
key words on those first beats. You may also find it
effective to chunk words together within a measure, with
the most important words falling on the strong beats.
Awareness of meter, like awareness of all the elements
we've discussed, is ingrained in you by many years of
subliminal input. Your ability to use these elements is
simply a matter of first, awareness, and then exploration.

THE DIFFERENCES BETWEEN THE BAROQUE,
CLASSIC AND ROMANTIC PERIODS.

The Baroque, Classic and Romantic periods are three
epochs in history. They differ chronological'y and
philosophically, and those differences are expressed in
most aspects of their music. You can equate these
differences to stages you've gone through in your own life,
times when you've strongly felt certain ways or believed
certain things. Both those feelings and beliefs change as we
grow, until we may look back and not know the person we
were a few years ago. Such happened between the Baroque
period, which was roughly from 1600-1750, the ('assic
period, from 1750-1825, and the Romanti period, ‘rom
1825-1900. (Note: The term “classical music' is
commonly used to mean any music other than rock, pop or
jazz. Music of the "Classic period” means music from one
short period of history, with very special qualities and
meaning.)

The Baroque period brought an explosion of growth to
Western cuiture. Bacon, Descartes, Galileo and Newton
were each bringing innovations ot thought and knowledge to
the arts and sciences, and changing the intellectual and
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cultural basis of our world. Similarly, around 1600,
music's evolution brought it to a point of stunning
metamorphosis. The modes, or musical languages used in
composition, became standardized, and many of the major
musical genres which we know loday, germinated. This
was a time of excitement, overwhelming exuberance,
exaggeration, decoration, contrasts, striking color, and
grandiose gestures, all both seen in Baroque art and
architecture and heard in Baroque music. Look, for
example at Gian Lorenzo Bernini's sculpture, Pietro da
Cortona's frescos, the interior architecture of 17th
century churches (particularly in Germany), or that of St.
Peters and Versailles. Listen to Johann Sebastian Bach's
Orchestral Suites, his Brandenberg Concertos, or George
Frideric Handel's Water Music. These all express those
qualities described above. Exuberance is heard in bouncing
rhythms and long, ornate lines of music. Decoration is
heard in frills and froths of notes, called ornaments.
Exaggeration and grandiose gestures are expressed in regal
fanfares of sound and exaggerated rhythms. And while
there may be striking contrasts between light and dark (as
in the paintings of Tintoretto and Rembrandt) or of
dynamics (as in the concerti grossi of Handel), the overall
effect of a movement or work of art is that of grand design
and uniformity of texture and message. In music, this
means that one mood or "affect” dominates a movement.
That affect may be exuberance or it may be pathos, but the
mood is consistent throughout the movernent. This may bz
why Baroque music is suitable for passive concert
readings-- the uniformity of mood creates a rich and
constant tapestry or which the concen reading can rizje. In
contrast to this, is the music of the Classic and Romaritic
periods.

The Classic period was a reaction to the opulence,
ornamentation and exaggeration oi the Baroque. Balance,
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simplicity, and symmetry became the lauded vaiues, and
these, too are seen and heard in the arts of the period. A
revival of themes and techniques from the goiden age of
ancient Greece, brought that desired refinement to art ard
architecture, while music reflected those values through
simplicity of melody and harmony and clearly defined
internal compositional structures. Listen, for example, to
the first movement of Mozart's Piano Concerto #12, (in A
major, K. 414). The first quality you may notice is
clarity. The meiody and harmony are clearly stated,
rather than intricat2ly interwoven as in the Baroque.
Next, listen for a conversation in the music. Musical
phrases in the Classic period are like sentences in speech.
Each phrase has a definite beginning, middle and end, and
each is answered, as though in conversation with the next.
In the Classic period, phrases contrast each other in mood.
Part ¢! ths oalance and wholeness in Classic music is the
complement of emotions, expressed and contrasted within
each movement. This is in distinct contrast to the Baroque
manner, which, as you saw, was to express only ore
dominant mood per movement. The overall structure of
each Classic movement follows a similarly clear pattern.
In the example we're exploring, it is a three-part pattern,
unfolding like a thesis, argument, or ncvel. The first
section states a number of contrasting themes or ideas,
first presented by the orchestra alone and then by soloist
with orchestra. This section is called the “exposition”.
Next comes the "development”, when the ideas stated in the
exposition are taken apart. fragments of them being
presented in different ways. The last section is the
"recapitulation”, where the exposition is restated in a
slightly new light, after the exploration and discovery
provided by the development. This and other musical
forms, following a beautiful logic and structure yet
allowing for a great range of creativity, are the hallmark
and the legacy of the Classic period. It may be these
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qualities, the range of expression of human feelings, the
phrase structures so similar to spoken language, and the
perfection and balance of overall form, which make Classic
music the vehicle it is for active concert r2adings.

The Romantic period was a reaction o the re inement of
the Classic, and it carried everything from tae Classic
period to its extreme. It did grow out of the Classic, so
there are many qualities in common, but Romantic music
bursts the bounds of symmetry and refined expression.

Melodies and harmonies are more complex, more
emotionally laden, often less clearly delineated. Phrases
are longer and less balanced. You'll still hear a
conversation, but it may seem that one character outweighs
the others, and carries the conversation away in the
passion of her argument. (Rachmaninoff's Piano Concerto
#2, 1st movement, illustrates all of these qualities.) The
same compositional forms are used for the internal
structure of movements, but these, 100, are redefined and
pushed to the limits of their rules. Sometimes the themes
of the exposition are s worked or examined in that first
section, that the development and recapitulation aren't
clearly defined. You may need 1o listen a number of times,
before the sections become clear.

Hearing these sections is a pleasure, but it isn't
necessary for your concert readings. Necessary 10 note are
the changes in structure and message from the Baroque to
the Classic, and the change in emotional charge and energy
level between the Classic and Romantic. Both of the latter
are used for active concert readings, but the heightened
emotions and the move to less clarity of form will be
factors in your choice of music for that reading.
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Concerning the style and interpretation of Baroque,
Classic and Romantic music, the perfcrmance you choose
will make a tremerdous difference. Each conductor decides
the size of his/her orchestra, what ornamentation to use in
Baroque music, (ornamentation was generally not written
out, in the Baroque period, but was improvised by the
performer), the tempo of performance, and the style of
delivery. Baroque music will lose its exuberance, its
ornamentation, its life, if played by a large orchestra and
romantically interpreted, so here are some brief
guideiines. Orchestrai size: orchestras in the Baroque
peiiod were small, usually less than 20 players. This is
because there were no public orchestras, no public
concerts, only groups hired by churches and royalty for
specific or private performances.

In the Ciassic period, orchestras got bigger, averaging
20-30 piayers, and in the Romantic, they were huge. Up
until about 10 years ago, performers were still following
the spirit of the Romantic period and playing all music,
Barogue and Classic included, with large orchestras. There
IS a recent trend, however, toward recapturing the spirit
of Baroque and Classic music by using smaller orchestras,
ornamenting Baroque music appropriately, and using
brighter tempi and dynamics. Some of the fine musicians
ieading this trend are Christopher Hogwood, John Eliot
Gardiner, Trevor Pinnock, Roger Norrington, Gustav
Leonhardt, Nikolaus Harnoncourt, Franz Bruggen, Ton
Koopman, Sigiswald Kuijken, Simon Preston, and Derek
Solomons. A few fine Baroque and Classic ensembles are
playing without a conductor (as was the norm in those
periods), and several of these are the Taverner Consort and
Players, Cologne Musica Antiqua, and the Orpheus Chamber
Orchestra. (I haven't heard Orpheus play Baroque music,
but their Classic works are very fine indeed.) Selecting
these stylistically accurate performances is especially
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important in Baroque rnusic, since proper tempo, energy
and ornamentation are crucial there. Once you've heard
these performers, you'll be in love with the spirit you
find there.

As a final word on stylistic differences, note that the
overall evolution of musical genres, from one period to the
next, mirrors the values and affects we saw in those
periods. In the Baroque, the characteristics we see in ar,
architecture and music, ate ornamentation, superfluity,
and complexity of detail within an overall structure of
sameness. Mirroring that microcosm are a huge number of
genres and compositional forms, each specialized and
detailed within itself, but together forming cne ornamented
tapestry. The Classic period, which sought balance,
refinement and symmetlry, discarded many of those
Baroque forms, just as they discarded the superfluity of
ornamentation, and created or refined that handful of forms
which are now the backbone of our musical tradition: the
symphony, concerto, overture, sonata, and most chamber
music forms. The Romantic period retained the genres of
the Classic, but expanded them in length and stature,
reflecting the lofty ideals and growth of humanism that
marks that period,

Who are some major composers of the Baroque, Classic
and Romantic periods? For the Baroque, George Frideric
Handel, Johann Sebastian Bach, Georg Philipp Telemann
and Antonio Vivaldi; for the Classic, Wolfgang Amadeus
Mozart, Ludwig van Beethoven, Frarz Joseph Haydn and
Gioacchino Rossini; and for the Romantic, Sergei
Rachmaninoff, Fobert Schumann, Cesar Franck, Franz
Schubert, Peter llyich Tchaikovsky, Johannes Branms, and
Richard Wagner. (While !'ve listed Beethoven in the
Classic period, he is thought of as both Classic and
Romantic, a bridge between the twc periods.) A few
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mnemoric sentences will help us remember them: "See if
you can Handel, going Bach to the Baroque, to Telemann
(tell a man), 'Viva Vivaldi' (lcng live Vivaldi)l* "Mozart
sat in Class (Classic period), and saw that Beethover was
Haydn a Rossini's (rose-in-his) pocket.” "A Rockman
(Rachmaninoff) and a Shceman (Schumann), talked
Frankly (Franck), but Romantically over a dish of
Schubert.” And to include those last Romantic composers
listed above: "A Shy Cow Skied (Tchaikovsky) past a
Brahms bull, Waggin'er tail (Wagner).”

DEFINING TERMS AND DECODING RECORD
JACKETS

Symohonies, concertos, concerti grossi,
overtures,suites, and sonatas are some of the most widely
Jsed musical genres. These can be defined as belonging to
two groups: works for large ensembles ("ensemble” means
"greup playing together”), such as the symphony
orchesira, and chamber music”, or works for small
ensembles, like duets, trios, quartets, etc. Snsemble size
will influence your selection of works to use in ciass, since
size affects the overall dynamic and energy level of a piece.
Large ensembles produce masses of sound which lend
themselves to strong gestures and universal statements,
while smail ensembles are more intimate and personal.
Symphonies, concerios, and overtures are all works for
large ensemble. Suites and concerti grossi can be written
for either large or chamber ensembles, and conatas duet.,
trios, and quartets are chamber music genres exclusively.
Let me define each of these briefly for you.

A symphony is a work in four contrasling movements,
written for the symphony orchestra. (The movements will

be in contrasting tempos, modes and meters, and will
probably contrast each other in overall dynamic level as

105
10




well.) This genre developed in the Classic period, when
orchestras were fairly small (20-30 players), and
proved so popular that it now dominates the orchestral
scene. Throughout the Romantic period we see an
exjansion of the symphony reflected in the size of the
orchestra, which grew considerably, and in the length of
the movements as well. Romantic symphonies commonly
employ 80-100 players, and sometimes even more.
Choruses sometimes join the orchestra (as in Beethoven's
9th Symphony, and Mahler's 2nd, 3rd, and 8th
Symphonies) bringing tota! forces to hundreds of
performers. (While these are still called symphonies, the
vocal movements aren't appropriate for our work in
SALT.) The length of each movement of the symphony grew
from 5-10 minutes each, in the Classic period, to 20-30
minutes each, in late Romantic works. This evolution in
size para“els the values and messages of the Classic and
Romantic periods. It may affect your choice of concert
usic, sirce the smaller orchestras of the Classic period
provide a lighter, bouncier sound than the large, heavy
works of the Romantic. Again, listen, and feel for what you
need for your concert readings.

Concertos are works for orchestra and soloist. They
follow the same basic pattern of movements as the
symphony, and orcl.estral size and movement length
evolved from the Classic to Romantic periods in concerto
composition just as in the symphony. The main difference
between these genres is the soloist, featured in contrast
with the larger ensemble. The conversational nature of
concertos makes them well suited to active readings.

Concerti grossi (plural of concerto grosso) are works
for a small group of soloists, highlighted within the main

body of the orchestra. The concerto grosso was a very
popular form in the Baroque period. but it fell out of favor

106

1iu



with composers and was not used in the Clascic and
Romantic periods. | have listed conce':i grossi as works
for larger ensemble, but remember that a Baroque
orchestra playing a concerto grosso would number less
than 20 players. Ccncerti Grossi are delightful works for
passive concert readings.

Overtures are one movement pieces, usually written to
be played before an opera or ballet, to settle the audience
down and prepare them for the evening's entertainment.
They're short (usually 5-10 minutes long), and they
contain a wide variety of moods and ideas in that one
movement.

The suite, that genre written for both large and small
ensembles, is a string of movements which are usually
based on dance rhythms a..d meters. Thzy're light,
energetic, and full of contrasts. Both orchestral suites and
solo suites are common.

The chamber music genres, duets, trios, quartets,
quintets, sextets, etc., both define the number of players
(2, 3, 4, etc.) and indicate generic form. Ail of these
genres usually contrin three or four contrasting
movements, of similar form and length to those of the
symphony and concerto.

The one puzzling term in chamber music genres may be
the “sonata”. The sonata can be a work for one instrument
alone or for one instrument with accompaniment. its name
is the only thing unusual about it, as its movements follow
the same pattern as those of the other genres we've
discussed. Indeed, of the multi-movement forms we've
seen today, only the suite and the overture diverge from
that pattern of 3 or 4 movements, in contrasting tempos,
modes, meters, and cverall dynamic level.
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Only the suite, the corncerto, and the concerto grosso
were around i the Baroque period; all the other genre:s we
commonly hear performed and reccrded, developed in the
Classic period and were expanded in the Romantic. Almost
any piece we choose from these genres will provide 'is with
great variety, but we need to consider the ensemble size,
the stylistic perioc’, and the ever unique interactions of the
elements of music, in choosing works for our concert
readings.

And now to decipher a few record jackete or concert
programs:

BEETHOVEN: PIANO SONATA #6, IN F DUR, OPUS 10,
NO.2. Being Beethoven, it is a late Classic, early
Romantic work. It will have the symmetry of classicism,
but some of the fire, daring and exploration of the
Romantic. As a sonata, it's a work for piano alone, in three
or four contrasting movements. It is in a major mode
(Dur), so you can expect the brighter qualities major
provides. It is Beethoven's 6., piano sonata (Sonata #6).
"Opus” is a chronological indication, meaniny work or
series number. Opus 10, is 10th in Beethoven's output,
and we see by "No.2", that he intended this opus to be a
series, of which this is the second work. "Beethoven's
Piano Sonata #6" is enough information to identify this
piece, but opus numbers are almost always given. They
indicate where in the composer's output a work falls, and
as you get to know that composer's works, this information
allows you to fcilow the evolution of that artist's individual
style.

MOZART: SYMPHONY #25, G MOLL, K.183 Mozart is
the epitome of the Classic composer. His 25th symphony
follows the Classic pattern of 4 contrasting movements,
typical of that genre. The g minor key (moll) gives this
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symphory stormy overtones. Moz2art didn't give his
compositions opus numbers, but they were cataloged
chronologically by L. von Kachel after Mozart's death. The
"K" number is the chronological number assigned by Mr.
Kochel. Kochel numbers are used for all of Mozart's
works.

A tew other composers declined to give 2pus numbers to
their output, and catalogers have provided systems for
these as well. There are BWV numbers for Bach, H.
numbers for Haydn, D. rnumbers for Schubert, and two
numbering systems for Vivaldi, F. and RV. My purpose
here is not to list trivia, but to show you that these foreign
looking codes are really simple ways to identify works, so
that you can find the recordings or scores of works you
hear and like. You needn't memorize the systems, but just
note their existence.

You now have information on the elements and styles of
the Baroque, Classic and Romantic music that we use for
Sugges'opedic concert readings. This knowledge may guide
you, answering questions about how music affects us,
clarifying which composers belong to each period, and
decoding some common, puzzling terms. No article,
however, can take the place of listening. The examples
referred to in this article are available in record stores
and pubplic libraries. !n addition, there are many good
quality cassette tapes produced by a number of SALT
researcners and training centers. Listen critically,
exploring the elements and listening for the stylistic
qualities discussed here.

If more help is desired, you may contact the author for
further recommendations. A
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Die Definition und Entmystitizierung der Musik des
Barocks, und des klassischen und romantischen Stils.

Dieser Artikel analysiert die Musik, die SALT
verwendet. Das Ziei des Artikels ist es, dem Leser einen
Hintergrund ueber die Grundbestandteile und den Stil der
barocken, klassischen und romantischen Musik zu
erlaeutern und zu erklaren. Die Bestandteile der Musik
werden behandelt, vor allem in Blick auf die Art und
Weise, wie diese Merkmale der Musik den Zuhoerer
beeinflussen. Darauf hin wird dieses Wissen benutzt, um
in der SALT-Klasse die Einfuehrung der Musik
entsprechend waehilen zu koennen. Der Barock,
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klassischen und romantischen Stils wird definiert und
beide werden miteinander varglichen, damit die
Untershiede in der Geschichte, Stil und Ausbau deutlich
gemacht werden. Das musikalische Genre und die ueblichen
Termologie werden dabei auch definiert.

La definicién y demistificacién de la musica barroca,
clasica y romantica

Este articulo analiza la musica usada en SALT, con el
objeto de proveer el lector con un entendimiento basico de
los elementos y estilos de la musica barroca, clasica, y
romantica. Los elementos basicos de la musica fueron
explorados, notando como estas caracteristicos afectan al
que escucha y como este conocimiento puede ser usada en la
eleccién de musica apropriado para aplicacion en clases de
SALT. Se define y compara la musica barroca, clasica y
romantica hasta que esta claro sus diferencias historicas,
estructurales y estilisticas. Los géneros mayores de la
musica y términos comunes fueron definido.
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Retraining Cognitive Abilities: A Report on Thinking and
Memory Improvement Combining Suggestopedia with
Cognitive Behavior Moditication (CBM) for Ages 10 - 55.

Part il: A Longitudinal Study

Jan Erland
Lawrence, Kansas

Abstract This study is Part Il, or Experiment Il to
follow the previously published article in JSALT,
Relraining Cognitive Abilities: A Reporf on Thinking and
Memory Improvement Combining Suggetopedia with
Coanitive Behavior Modificat CBM) 1 10-55.
Experiment Il reports longitudinal 1 - 3 year posttest data
for subjects ranging in a broad age range from 10 to 55,
and varying in number from 31 to 40. Six subtests
measuring Simultaneous and Sequential processing
(Kautman & Kaufman, 1983) were administered using the
Detroit Tests of Learning Aptitude-1 (Baker & Leland,
1935, 1967). Analyses of Means and Reported Measures
indicated that with this longitudinal study, the treatment
gains were maintained over this period of time. Included
are specific case histories of tha subjects in each of
several categories that ranged from gifted, high average
achieving, low average, learning disabled, and mentally
handicapped. The discussion includes caveats for
educators, and a conclusior:.
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This article reports Experiment Il, or the longitudinal
one to three year posttesting of Experiment I, which was
published in the last issue of SALT (714 (1), Spring
1689). Longitudinal data are often difficult to obtain. Not
only are individuals duficuli to locate years past the time
of a treatment project, but many are unwilling to go
through a third testing procedure for scientific attainment.
Unless the individual can see pertinent information
relevant to their own needs, follow-up postlesting can be
difficuit, if not impossible to accomplish. Some of the
individuals reviewed in this article received the treatment
as much as eight years ago. The follow-up case histories
have thereiore had development time.

This study explored how a specific application of
information processing theory was put into practice using
Cognitive Behavior Modification (CBM) methods
(Meichenbaum, D., 1977), and Suggestopedia methods
(Lozanov, G., 1978), by applying Kaufman & Kaufman's
(1983) Sequential-Simultaneous Dichotomy, within the
Guilford (1967) Structure of Intellect Model. The
previous article went into theoretical detail describing the
operational form of this construct.

Experiment Il was conducted to determine if gains
achieved in a three week application were to be maintained
longitudinally. Experiment | had subjects ranging in ages
from 10 to 24, with ore adult age 55, and varying in
number from 31 to 40.

Six subtests measuring simultaneous and sequential
components were given from the Detroit Tasts of Learning
Aptitude-1. (DTLA-1) (Baker, H. & Leland, B., 1935;
1967). This particular battery was administered before
the revision of these tests was available (DTLA-2,
Hammill, D., 1985). These subtests were selected
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accordirg to the information processing theory construct
(Johnson & Myklebust, 1967), Woodcock's (1978) level
of processing theory, and to support Kaufman & Kaufman's
(1983) Sequential-Simultaneous Dic1otomy (see Figure
1).

Through standardized testing, information processing
deficiencies and weaknesses along this hierarchy line (see
Figure 1) can be identified and pinpointed for corrective
purposes.

The research question was, can specific cognitive
abilities be isolated and retrained, with the results
maintaining over a period of time?

METHOD

Subjects For Experiment Ii:

Experiment Il, consisted of a group of 40 experimental
subjects, ages 10 to 24, with one adult age 55. They
ranged from gifted to severe deficit classifications,
including low average, learning disabled, and mentally
deficient. They returned for testing for a one to three
year longitudinal study to determine whether gains
achieved in an initial three week training period had
permanent effects. These individuals voluntarily
enrolled in a three week program (1 hr. 15 minutes
per day), to improve memory and information
processing. Fifteen of these students were classified by
public and private schools as learning disabled, two
were classified as mentally deficient, and three were
classified as gifted. The remaining nineteen students
ranged through low average, average, and high average
in school. The forty students were primarily from a
m.Jddle income environment. This experiment did not
have a control group.
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Fig. 1. Tests that measure the information processing
hierarchy theory*

Conceptual DTLA #18
Oral Directions
Symbolic DTLA #16 DTLA #16
Letter Sequerices Letter
Sequences
Memory OTLA #13

Auditory Memory
for Sentences

DTLA %06
Auditory Memory for
4 Unrelated Words

Perceptual DTLA #09
Visual
Memory
for Figures

DTLA #12
Visual
Memory
for Designs

*Based on Johnson and Myklebust's (1967) information
processing hierarchy theory, and adapted from Woodcock's
(1978) level of processing theory. Tests are from DTLA-
1. Detroit Tests of Learning Aptitude, Baker, H & Leland,
B. (1935, 1967).
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The purpose of the study was to analyze the effects of
the treatment longitudinally, determining whether the
treatment results were maintained over a period of time,
within a wide range in age and ability levels. Follow-up
delayed posttesting took place one to three years following
the treatment.

Clags Grouping Procedure for Experiment ||

The forty subjects were assigned in small groups of two
to four individuals according to age and entry atility,
which is determined in a pretreatment screening and
lesting interview. The subjects were pretested using three
subtests from the Detroit Tests of Learning Aptitude
(DTLA-1) (Baker & Leland, 1935; 1967). These were:
No. 06 (Memory For Unrelated Word Sequences), No. 16
(Memory For Letter Sequences), and No. 18 (Following
Oral Directions). The age compatible individuals were
placed into groups according to their scores on these tests,
along with their perceived personal capability aspects, as
evidenced by their school's repoit card grades.

Materials For Experi !

Six subtests were selected from the DTLA-1, (Baker &
Leland, 1935; 1967), a testing batltery designed to
measure perceptual processing in visual and auditory
sequential memory and integration, and visual
simultaneous memory. These subtests were administered
pretreatment, and posttreatment foliowing the three weeks
of instruction. Four subtests were selected 1o measure
Successive Processing, and three subtests were selected to
measure Simultaneous Processing (Kaufman & Kaufman,
1983). These authors define Successive Processing as the
ability to handle stimuli in sequential or stepwise fashion.
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Simultaneous Processing includes the input of stimuli with
its simultaneous synthesis into a gestalt formation. The
four subtests measuring Successive Processing were: No.
06 (Memory For Unrelated Word Sequences); No. 13
(Auditory Memory For Sentences); No. 16 (Memory For
Letter Sequences); and No. 18 (Following Oral Directions).
The three subtests measuring Simultaneous Processing
were: No. 09 (Visual Memory For Figures); No. 16
(Memory for Letter Sequences); and No. 12 (Visual
Memory For Spatial Designs). At the conclusion of the
three week treatment period, postlesting procedures
identical to the pretreatment testing were administered.
Identical longitudinal posttesting was then administered to
the forty, thirty-four, and thirty-one subjects one to
three years following the treatment period.

Additional longitudinal standardized intelligence and
aptitude testing was administered in as many cases as was
possible, to cross validate the mental age scores measured
by the DTLA-1. These intelligence and aptitude tests were:
DTLA-2 (Hammill, 1985), Short Form Test of Academic
Aptitude (Sullivan, E.T., Clark, W.W_, & Tiegs, E. W,,
1970), Slosson Intelligence Test (Slosson, R L., 1982),
the Wechsler Intellignce Scale tor Children, (Wechsler,
D., 1949), and the Woodcock-Johnson Psycho-Educational
Battery (Woodcock, R. W. & Johnson, M. B., 1977).
Pretest and posttest scores were also correlated with
private and public school testing when available.

The DTLA-1 interprets intelligence scores in terms of
mental age. and using median point scores. Intelligence
was derived by dividing chronological age into mental age
scores.
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Training Procedure for Experiment ||

The treatment procedure, and the adjunct media
applications, were the same for Experiment I, as for
Experiment |.

This information on training application was published
in the last issue of SALT (74 (1)). This included an
abilities and academic outline, how Suggestopedia and
Cognitive Eehavior Modification techniques were applied
according to lesson plan formats.

Results

Table 1 illustrates the Means and Reported Measures
for six Dependent Variables for Experiment II. Four
subtests were administered to measure successive
processing (Kaufman & Kaufman, 1983), three of them to
40 individuals, and the fourth subtest to 31 individuals.
Two additional subtests were administered t0 measure
simultaneous processing, one to 31 and the other to 34
subjects. All six posttests were significant at the <.01
level. All of the scores were converted to raw scores for
comparative purposes. Referring to the patterns of