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r Chapter 1

Introduction

When Helen Keller realized that w-a-t-e-r spelled on her

hand symbolized the cool liquid she knew, she didn't learn

only one word, she was enabled to unlock the world of all

knowledge. Anyone who saw "The Miracle Worker" thrilled

to that moment of revelation. Because of the long period
' of frustration and the seemingly insurmountable barriers

the dramatic breakthrough into use of words came as a

miracle. No less miraculous is each child's acquisition

ot the same concept, but because it occurs informally, natur-

ally, when it is expected in the child's development, it

may pass unnoticed except by doting parents. (Niensted,

1970, p. 2)

No less miraculous is eacir child's extension of the same
concept in learning to read. The development ‘0f reading ability,
however, does not usually occur informally or naturally but
rather is the product of formalized instruction by trained
teachers. Unfortunately no one has ever been able to "teach
the teachers" any one sure-fire method of reading instruction.
Perhaps the complex nature of the reading process is best re-
flected in the number of methods that have been developed to
facilitate reading instruction.

For decades the concept of learning modalities has been
with us. It has been hypothesized that children have differing
strengths and weaknesses relating to their method of informa-

tion intake. It is thought,‘for example, that where one child
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" seems adept at learning the visually presented word another ¢

E

child might-be equally adept at learning the aurally presented

. word but rather)weak when confronted with the visual presentation.
Preferred learning modalities are usually thought of as being
visual, auditory or kinesthetic. Put another way, this concept
further developed by Usgood (1957), Wepman (1960), Kirk and
McCarthy (1961) simply implies that learners have propensities
for dealing with information in one of the aforementioned primary
senses.,

If it is really true that some individuals are visual,.
auditory or kinesthetic learners then why couldn't reading in-
struction take advantage of this facl? Wouldn't it be possible
to obtain knowledge of a child's preferred learning modality
and then use this information to teach him reading? It might
then also be hypothesized that reading is a process of inter-
modal matching -- the matching of spoken or heard (auditory)
information with written (visual) information. In extending
this view even further, Jester and Travers (1966) hypothesized
that

the printed symbols which are used to convey messages in

written form are actually representations of the auditory

form of the message. That is to say, when someone wishes

. to convey information in printed form, the printed symbols
represent the words which the encoder mentally pronounces
or employs in shaping the message. The decoder appears

to transform the printed symbols back into the same mental

pronunciations of speech which the encoder employed.

* Reading, then does not negate the need for the spoken form
of the message. Rather, it is an additional step which

ol o
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provideg certain advantages over oral communication (p. 8).

The‘abOVe discussion is, of‘cougse, an ;versimblified exX—
blanation of ah;extremely complex issue. It is in laboratory
studies of perception wheré the modality'concept has its roots.
Such terms as discrimination, diffefentiation, intersensory
transfer, intersensory perceptual shifting, and modal preference
were used first by perceptual psychologists and then more recently
by classroom teachers. |

k-

Historical Sketch of Medality Research between 1886 and the Present

The concept of modality has been with us since 1886 ( a
Charcot hypothesis) although it was not until the late 1950's
that it actually became actively debated. This is not to say

) E3

that research in the intervening years ground to a halt. Several
experiments were completed between 1886 and 1955. However, the
"purpose of most of these studies was the comparison of verbal
and printed materials or the learning of lists bf words or nonsense
syllébles by groups.

In these studies, the factor of individual differences has

been seen less as a point for research than as an annoying

variable accounting for many of the conflicting findings

of modality research. Consequently, only a few studies

have made an effort to determine the role of individual

modal preferences in learning and fewer still have been
concerned with learning to read (Jones, 1970, p. 2).

Results obtained from many of these studies were, as men-
tioned before, extremely contradictory. For example, Gates

~(1916) and Koch (1930) completed experiments which led them to

U
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éonclude thaf visual presentation of verbal materials are superior
to auditory. In 1912, howéver, H?nmon found.that the auditory
presentation was more efféctive. GOther ;xperiments (for example,.
Smedley, 1902) found that the combination of audio and visual
stimulation was superior in some cases to either one whatever the
subject's preference may be. On the other hand, Moore (1919)
completed an experiment in which he found that subjects tended

to recall factual material more accurately when they heard it spoken
rather than when they had a manuscript to read which followed

the spoken material exactly. To confuse the issue even further,
Barlow (1928) found that when "kinesthetic stimulation in the form
of movements of articulation is added to visual stimulation,

to auditory, or to the two ;ombined, the most frequent result

has been an increase in rate of learning" (McGeoch and Irion, 2
1952, p. 481).

For a more complete review of modality research completed
prior to the late 1950's one of the following sources could be
consulted: Day and Beach (1950), McGeoch and Irion (1952),

Witty and Sizemore (1958, 195Y9a, 1959b), and Jones (1970).

As has been stated before, the late 1950's brought a re-
activation of the whole modality controvefsy. Research completed
between this time and the present provided most of the material
for this paper.

In order to bring this historical skgtch "up to date",

mention of the publication of the first chapter on: learning dis-

T
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orders in the Review of Educational Research (Bateman, 1966)

ﬁshould not be neglected. Largely as a result of this publlcatlon
three task forces were commissioned by unlts of the U. S. Office
of Education, National Society for Crippled Children and Adults,
and the U. S. Pﬁblic Health Service. The purpose of these. task
forces was to study the status and needs of children with learnlng
disabilities. Emphasis was placed on 1nd1v1duallzlng instruc-
tion to meet the differing needs of "these special chlldren and

of .course the issue of adapting instructional programs to the
individual modality preference of each child was raised.ﬁ;Much
research was generated in search of ansﬁérs tp the problg;s
raised in the task of justifying, developing and in;%ituting
programs having strong modality bases. An examination of Co-

ordinating Reading Instruction (Robinson, 1971) reveals sixteen

entries related to auditory functioning, thirteen describing
the visile child and twenty three additional modality entries.
"This small book describes the rationale for the new Scott Fores-
man basal reading programs, whose Dick and Jane books have domin-
ated reading materials for all children for the past 30 years"
(waugh, 1971, p. 8).

| In summary, then, psychologists and educators have discussed
differences in modality preferences and have speculated about
the possibility of relating this preference to instructional
.proceduzes since the late 1800's. "The past decade has seen

development of formal organizations as well as a tremendous in-
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crease in the publication of journal articles, evaluation instru-

ments and instructional prbgrams-designed in part to identify?

énd capitalize ﬁpon'individual modality preference" (Waugh,

1971, p. 8). Much of this effort has come from persons-interested

in the education of exceptional children especially those children

who are normal in mental ability, senéory acuity and emotiéhal

stability but who receive and process sensory data in some idio-

syncratic manner.

3 -

Chapter 2

Articles and Studies in Support of Modélity Theory

At the center of the whole modal controiersy i;és the un-~
resolved issue of preferred mode. TIs it indeed possible for .
a learner to prefer his sense of sight, for eiémple, when attempt-.
ing to take in and process information? Do some learners in fact
rely much more heavily upon one sensofy modality or perhaps a
definite combination of modalities for their information intake?
Those researchers which support and strongly advocate the practi-
cality of modality theory as aﬁplied to education answer with a
resounding -- Yes. Joseph Wepman, for exaﬁple, who is a prominent .
figure in the field of modality research, subscribed whéleheartedly
to the idea of preferential modality when he said, "The child
as he develops appears to use one hodality in preference to

others in his learning. For most children (and for most adults)

_this means that while all modalitiés are available to process

"y
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sensory data, .one modality -- auditory, visual or haptic is
dominant" (Wepman, 1971, p. 5). - 1 Coa . e £
Edward Dechant perhaps put it best when he said; |
In addition to an understanding of the pupil's maturational,
experiential, intellectual, neural, physical, social, emo-
‘tional, motivational, language, and sensory characteristics,
knowing the pupil- means knowing his preferred mode of
learning. Identification of the child's mode of learning
may well be the end goal of classroom diagnosis...Iit would
seem reasonable to utilize instructional materials with
each learner's particular strengths in perception, imagery,
and recall (Dechant, 1967, p. 23%).
It;therefore follows that educators would indeed be making a
mistake if they treated all children as though they could learn
equally well through the same modality.az"It seems more lmportant
for us to know how a child learns than to know how mﬁch he has
learned" (Wepman, 1971, p. 9).
It has further been postulated by some investigators that
not everyone shows the same degree of modality preference. Some
learners, those usually described as the most inefficient, depend
much more heavily upon one sensory modality than another. For
example, Cooper (1969) adapted the procedure from the Mills

Learﬁigg Methods Test (see Appéndix A) to use with nonsense

syllables in studying the learning modalities of good and poor
first grade readers. He concluded that modality preference seemed
to be more important for poor readeré than for good readers.
Cullinan concurred when she said, "Clinical evidence indicates
that.children with learning problems have treater facility in

_using one modality than another" (Cullinan, 1969, p. 1). As
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this theory is applied to reading: sensory integration holds the
key to success. Some researchers claim that for the large majority
of children, proficiency in visual and auditory perception, espéc—
ially, and the integration of these two modalities with others
are essential to achievement in reading._

One example of a study which further illustrates this
point is hRelation of Auditory-Visual Shifting to Reading Achieve-
ment" by Katz and Deutsch (1963). They theorized that one per-
ceptual skill which may underlie reading behavior is the ability
to process sequentially presented aﬁditory and visual informa-
tion. Their study investigated the hypothesis fhat retarded
and potentially retarded readers would exhibit difficulty in
rapidly shifting attention between auditory and wvisual stimuli.
Possible age differences in this behavior were also examined. .

Reaction time s to a series of lights and sounds were obtained

.from normal and retarded readers at three grade levels. The

findings indicated that at all ages poor and good readers differed
significantly in the ease with which attention was shifted from
one modality to another. The finding that modality shifting
differences can be related to potential as ﬁell as actual reading
achievement tends to support the notion that this particular
percebtuél skill is basic to reading performance.

To complicate the preferred modality issue still further,

Linder and Fillmer (1971) suggest that not only mway a learner

_énow a definitelmodality preference and experience difficulty
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in shifting'between modalities, but that

within each sense there is a hierarchy of meanlngfulness
which demands increasingly greater proficiency. This
hierarchy moves from concrete to representational to ab-
straction of the information. An example of the progression
of such an hierarchy would be to present the child first
with a ball to examine (concrete). On the next level a
picture of a ball would be presented representatlonal)
Finally, the word ball would be used (abstract). The
difficulty of cognition varies among modalities, however,
An abstract visual portrayal or a diagram in the repre-
sentational stage may not be so difficult to learn as a
abstract auditory explanatlon of the same complex system.
Senses, however, act in cooperation much more frequently
than they act independently (p. 6).

Of this ability to integrate the modalities, Strang (1968)
states: "To grasp the meaning of an unfamiliar word, un;iilled
or beginning readers need to say it or form the spokan word with
their lips. Even fluent readers may evoke audltory and motor
images of which they are scarcely aware and may resort to obvious
_ vocalization when they meet an unfamiliar word; (p. 132).

It is the next logical step to question the means through
whlch individual modality preference is acquired. Why could
one person, for example, develop into an auditory learner while
another becomes more dependent on the visual modality? 1Is it
innate ability, experience or habit patterns which constitute
the determiner of modal preference?

Katz (1967) states that the whole question of what determines
modal preference is by nature circular.

For example, innate ablllty allows one to make the most

use of experlence, which, in turn, is probably a deciding

factor in the establishment of habit patterns. If one
follows a pattern, experience with a particular mode is
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strengthened, again within the bounds of ability. Habit
patterns cannot be established without experience, experience
cannot be gained without ability, and ability cannot be

measured except through signs of performance, i.e. experi-
ence (p. 229). , oL ..

Even Katz, however, admits to the one possible factor which
could be the crucial determiner of modal preference -- sensory
defect. If a person could not see well he would therefore necessar-
ily have to be more dependent on listening than a normally sighted
person. The opposite, obviously would follow in the case of a
hearing defect. -

There has been much evidence to support the "preferred

' mode" idea. Day and Beach (1950), McGeoch and Irion (1952),
Witty and Sizemore (1958) and Balmuth (1969) indicate that the
auditory mode seems to be the preferred mode. in younger children
for the learning of verbal material. In 1971 Ronald Linder and
Harry T. Fillmer published é paper} the subject of which ties
in closely with this very idea. They concluded that,

‘young elementary children are usually auditory learners.

At approximately grade 6 they tend to change from auditory

to visual learners as their reading skills improve to the

point where they can read more proficiently than they can
hear. In dealing with the printed word, illiterate adults
are usually auditory learners undoubtedly because of their
reading disabilities. For most adults, complex information
is learned more efficiently through a visual presentation
because printed material is more accessible for review.

Easy material is learned more efficiently through an auditory

presentation because there is usually little need for re-
view (p. 3). _

Linder and Fillmer further concluded that research on the
effects of visual and auditory presentation of information and

‘on early sensory experience indicated that:
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1. Children of different cultural and social backgrounds

o show different preferences for audltory and visual
presentation. :

K

2. Preference for visual and audltory presentation changes
with maturational level.

3. The appropriate modality dflpresentation is determined
by the type, complexity, and extensiveness of the
information to be conveyed.

4, - Types of sensory modalities exist in a hierarchy mov1ng
from concrete meaning to abstract meaning.

5. Feedback stimulates learning.
¢ 6., Auditory deficits are more common than visual deficits.

7. Children of low socioeconomic levels have deficits in
- all language development. (p. 1)

In a stu@y on "Visual and Aural Learning in Urban Children"
by Joanna Williams (1970), e total of 320 subjects in five grades
(two, four, six, eight, and ten) and from two types of school
settings (middle class and disadvantaged) were studied. One of

:the main purposes of this study was.to examine the relative efficien-
cy of visual and aural learning over a range of grade levels much
wider than that covered in previous experiments. Subjects learned
eight-pair lists of familiar nouns in a standard paired—associatesl
task. Each subject learned two lists, one presented visually

and the other, aurally. Results indicated that performance on

the visual task was superior to that on the aural task and sub-

jects in higher grades performed bhetter than those in lower

grades.

"Paired associates learning has been investigated in several

»
u)(}};
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studies because it iéwclosely related to many of the taské thgﬁ_‘

-phildren must perform in tﬁé school setting. For example, reégnt it
anaiyses of thewproéesses involved iﬁ reading have stressed the
development of grapheme-phoneme relétionships" (p. 3). This
ties in very closely with the modal approach in the stress?gg of
visual-aural modes. - B
Thomas R. Vandever ({971) completed one of the most recent
studies on grapheme-bhoneme relationships. In thismétudy the high
phoneme-grapheme consistency words (High PGC) referred to those
words which both sounded and looked alike and the Low PG words
referred to the opposite condition. ng"the purpose ofﬁ%his
research, cue emphasis (CE) referred to cues stressgﬁ in teaching
the decoding skills. For example, visual CE would involve the
maximization of visual cues like word length, configuration and
distinctive letters. Auditory CE involved the maximization of
auditory cues such as letter sounds. Kinesthetic CE involved
the utilization of proprioreceptive-cues. The purpoées of his
study were to assess the effect of phoneme-grapheme consistency
(PGC) and cue emphasis (CE) on the development of decoding skills
in first graders and to determine the relétionship of coﬁsisténcy
of original lists .to the recognition of new words. Subjects
were 162 first graders, mean ége 6.11 years and scoring above

.30 on the Metropolitan Readiness Test, randomly assigned to

18 treatment groups. Original word lists and recognition new

_‘word lists were developed for both High PGC and low PGC words.

e
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"Subjects learned oﬁé 1ist of eight words on each of three conse-

cutive days. While all-subjects learned words with all the CE

. methods, half the groups learned consistent words, and the other -

half learned inconsistent words. At the end of the last session,

‘all subjects were given the recognition new word lists to assess

their ability to decode these words. I% was found that: 1. there
were no differences in the number of words recognized by High and
Low=-PGC groups for the first two days, but by the third day the
high PGC groups recognized more words; 2. subjects recognized
more auditory CE words than visual or kinesthetic CE words; and

3.  PGC of original lists did not affect the number of words

recognized.

-~y

N The facf that auditory aue emphasis facilitated decoding
may indicate (once again) that auditory cues should be stressed
when presenting words to beginning readers. Samuels and Jeffrey
(1967) found that training which requires the subjects to pay
attention to each letter was more likely to result in fewer sub-
sequent reading errors than training based on word-identification
through a single cue. Auditory CE provided just such cues. In
other words auditory CE may be the most effective because it en-
courages the child to attend to letter-sound relationships.
The ineffectiveness of visual CE and kinesthetic CE may mitigate
against the use of these methods with beginning readers.

. Another major thrust of the modality contfoversy extends

the idea of preferred‘mode into what is commonly referred to as

+
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the cue summation theory. This theory predicts that discriminative
‘ v

learning is increased as additional cues or stimuli are presented.
This is the same type of logic which supports the old "two heads
are better than one" proverb. Some researchers claim that the
addition of auditory cues to visual cues. provides a potentially
superior sensory intake channel than either audio or visual cues
taken singly. Other researchers take the position that delibr erate
sensory multi-channel projection of material to be learned merely
confuses the subject and causes interference.

In one research project, Jester and Travers (1966) observed
that:

some subjects tended to cover their ears or eyes during

the high speed modality presentation. Following the ex-

perimental sessions subjects were asked their reactions to

receiving information at such high speeds. Most of the v

subjects expressed the opinion that it was confusing and

~  that they had to pay particular attention in order to com-

prehend the material. In addition, subjects in thelaudio-

visual group reported that they had to exert particular

effort to "block" one channel so that the other could be

used and understood (p. 301).
These observations would again indicate that there is. no advantage
to supplying even totally redundant information through more than
one sensory modality and thus flooding the léearner with more than
he can handle. Put another way, "too much detail reduces learning
efficiency, whether it is caused by an overabundance of presen-
tations, too much clutter in pictu;es and photographs or a learn-

ing environment that is so rich with information that it is con-

fusing to the pupil" (Jester et al., 1966, p. 301).

L]
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While granting the hypothetical superiority of a multi-éix.

- mode learning channel it 1s poss1ble to account for its super-; .; o

»

iority in a controversial way. Jester et a1l. (1966) observe,
for example, that:

the superiority of the audio-visual mode of presentation
could easily be accounted for by individuwal differences
in capability to handle one or the other mode of presen-
tation. Assuming that some people are better able to com-
prehend material by one or the other modality,- then it is
quite likely that the individual's preferred mode of re-
ceiving information would be used in the audio-visual
presentation. This would permit many to do better when

a they had such a choice than when no choice of sense

' modality were available (p. 301).

As stated before there is a sizeable body of reseéﬁﬁh which
does not support these views. Educational telev151on along with
many other audio-visual alds, subscribes to the superlorlty of

audio-visual in combination, over either audio or visual taken ‘
singly:

Although there are rare occasions when television will
present either pictures or sounds, one without the other,
its special capacity is in their coordinated combination.
For instance, in a segment designed to teach letter dis-
crimination, Big Bird, an eight-foot tall feathered puppet
who tends to be confused easily, is shown painstakingly
drawing an E and an F side-by-side on a blackboard. View-
ing children attend to Big Bird's efforts until the letters
are completed (they are alert to Big Bird's tendency to make
mistakes, which they enjoy correcting); then their interest
fades. Soon, however, while Big Bird watches in befuddle-
ment, the bottom line of the E migrates mysteriously to the
neighboring F, making an E of the F and an F of the origin-
al E. As the bottom line of the E begins its magical move,
a slide-whistle sound accompanies its jerky progress.

In this example, the principle of synchronizing sight and
sound to provide cross-modal reinforcement instead of inter-
ference is clear. Carrying the principle into actual writing
and productlon required that we learn how one modality can
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». be used to support another, instead of cancelling out
or interfering. with the other. Since most existing research

, asks how the different modalities compare when considered
singly, much remains to be learned. Lesser, 1972, p. 243)

Modaiity Concepts As Applied to the Classroom

If the implications of the many modality articles and
studies already mentioned have not already become obvious to the
reader these-questions may begin to arise: Why include studies
which are so closely concerned with the idea of modality pre-
ference? 1Isn't it rather pointless to spend so much time and
spéce talking about a topic which is so far removed from the
everyday practicalities of reading instruction in our schools?

Practically speaking, the answer to the last question above
is no! The concept of preferential modalitieé'is absolutely i
necéssary to application of modality techniques in the class-
room. This is because preferred modality implies the ability
to separate modalities in order to arrive at the preferred one.
Further, it is this very separation of the different perceptual
modes which makes it possible to empirically work with and test
them. If, for example, it is true that the basic modality concept
is in fact correct but so complex in nature as to preclude any
fractioning into smaller empirically testable units then there
is no way to apply the concept toithe learner and reading pro-
cess. Thus'the idea of smaller units in preferred modalities is

crucial to the application of 'modality techniques and the larger
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:concept to reading. The studles d1scussed present a fairly wide
view of different approaches and flndlngs on this topic. The

very fact that these studies did not always agree in their flndlngs
swggest the need for further research.

Resuifs of the particular modality preference studies al-
ready mentioned suggests that educatiohai programs should be devel-
oped to suit the modality preference of the individual child.

Clinically; children show marked differences in their ca-
pacities as Well as their interests along dominant modality lines.
There is the child who can't remember what the teachér told him
to 'do, but who remembers with ease the lesson plan written on
the blackboard, and the child who is said to be recalcitrant and
stubborn even perhaps deaf because he keeps .repeating "what" to.
everything said to him - when you know he's not suffering from a :
heafing‘loss. But most dramatically there is the child who just
can't learn phonics no matter how hard the teacher tries to teach
him but increases in his ability to pick out meaningful words
from the printed page.

A 1956 study by Robert Mills showed that different children
do indeed learn to recognize words more efficiently by different
teaching methods and that no one method is best for all children.
From his study of 58'pupils in grades two through four, some
conclusions about the effectiveness of SpelelC teaching methods

were drawn for certain types of chlldren.

1. Children of low intelligence - The phonic method is
_least effective for this group. The kinesthetic method
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~ is best in the greatest number of cases, but it is o
not statistically better than the visual and the com-=
« bination methods. -
- 2., Children of average intelligence - For the majority
of ‘cases in this group the kinesthetic method is the
least effective. The phonic.method showed no statis-
tical significance in either direction. The combination
- and the’'visual methods proved to be about equally. good
for this group of average intelligence.

%. Children of high 1nte111gence - In this group the authors
were restricted in any conclusions they could draw
about the relative effectiveness of methods because
all subjects tended to learn words readily regardless
of the teaching method used. However, the visual method
did prove superior to the kinesthetic method for this
group. "«
4, Seven year olds - The visual method appeared to "be
best and the kinesthetic method appeared to be the
poorest. The other two methods seemed to Be neither
consistently effective nor ineffective in working with
this group.

5. Eight year olds - The kinesthetic method proved to be
~ best for this age group. It was significantly better
than the phonic and somewhat better than the other two.
(This finding may have some possible relation to the
fact that eight year olds are usually just becoming
proficient in handwriting and show a great deal of
interest in related activities.)

6. Nine year olds-- No one of the four methods (visual,
auditory, kinesthetic or combination) was outstandlngly
effective or ineffective. The visual method did tend
to be better than the kinesthetic method for this group
of older children. (p. 224)

In general, this study shows that the higher the intelligence,
the more readily children learn words. However, there is

no consistent relationship between age and a child's readi-
ness to learn words for the three age groups studied. This
finding, of course, has implications for present school
practices where chronologlcal age still is all too often

used as the major criterion in deciding when a child is

ready to learn words. (p. 225)
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Although- it fsza siéple matter to suggest that an auditory
'abproach to reading should be followed with one child and a visual

" or kinesthetic-tactile approach would prove more beneficial to
another child, putting such ideas into actuwal practice may not

be accomplished so easily.

In a study on word learning modes and Word recognition,
Lumpkin (1971) suggests that, "learning activities and procedures
can be devised which incorporate saying the word or writing the
wofa, or traciné'thé word. ‘Directions fior games can include
requirements for pointing out correct responses, for placing match-
ing cards in proper juxtaposition, for getting body movement into
the learning setting when pupils respond positively to an ap- .
proach of this nature" (p. 9). ; o

One plan developed along these lines by ﬁingler, Smith
and Cullinan (1971) for use in a research study gives some con-
crete examples of different sensory approach possibilities:

For the auditory approach, tapes were prepared so that
subjects could listen to the sound of the whole word in
isolation, in context, and to the specific initial, medial
or final sounds in the word. For the visual approach, trans-
parencies were prepared for use with the overhead projector.
Each of these transparencies emphasized the configuration
(size and shape) of the 50 words. Materials prepared for
the kinesthetic approach included word cards on which 50
words were outlined in pipe cleaners for a 3-dimensional
effect and tactile emphasis (p. 5).

Perhaps the most commonly acknowledged, practically applied
modal approach to the teaching of reading is the VAKT (Visual-
Auditory-Kinesthetic-Tactile) method. This method was originally

designed by Grace Fernald and provides multimedia exposure through

‘-t
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.8ight, hearing and touching. Al%hough the Visual-Auditory part -
"of the method should be obvious, perhapé the Kinesthetic-Tactile
ﬁart could merit a further explanatibn. As used in this context,
Kinesthetic-Tactile denotes the sense that yields knowledge of
movement in terms of iip and throat movements in recalling sounds
as well as in terms of finger-hand movement in recalling and
tracing the word. “

One example of how the VAKT method operates is given in the
following spelling instruction sequence. Six steps to be followed
in using the VAKT method are: | '

1. inspect the whole word to be learned.

2. pronounce or enunciate the whole word.

3. write the whole word while ﬁronounging each syllable.

4, dot the "i's" and cross the "t's" in-the left to right
. sequence.

5. pronounce each syllable and underline it and
6. pronounce the whole word again.

This method teaches students to spell and read and pro-
vides an approach to the independent acquisition of new
words (Taschow, 1970, p. 9).

Another investigator, Sivan E. Caukins (1971) stated
recently:

The need is now to develop more appropriate methods so that
our children can be successful. These courses must be

based on the most effective utilization of motor patterns,
proprioceptor stimulation or the involvement of the muscle
spindles in the learning process, rather than on a visual-
auditory basis. One such method was developed as a remedial
approach to reading problems (Fernald Method VAKT). The
method strongly uses and stimulates the muscle sense while
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conditioning all the other senses to a basic motor pattern.
Each sense becomes married to the other (p. 17). -

Accdrding_to Jones (19%1), the Fernald Technique has been
shown to be quite successful in teaching retarded readers. Children
who learn to read through this approach after conventional methods
have failed may not necessarily prefef the kinesthetic or_tactile
mode to the visual and/or auditory modes.

Ofman and Shaevitz (1963) argued convincingly from their
research findings that the important variable in the Fernald
Tedhnique is the forced visual attention required in tracing and
not the kinesthetic and tactile cues.

The VAKT method, however, does not presume to predict where
the visual.mode, for example, leaves off and the aural begins.

It recognizes the potential difficulty in detefmining modal pre- .,
ferencg and the complexities of intermodal ma£ching. However, it N
does attempt to provide a practical, workable appfoach to the use
‘of the malality concept.

Another type of modal approach similar to the Fernald
Technique has been devised by Hérold and Harriet Blau (1968).

"The basic theory involved is that, in some cases, learning, and
especially learning to read may be literally cut off or short-
circuited by the visual modality rather than merely obstructed"
(p. 126). Therefore, the visual modality should be blindfolded
or cut-off and the learner could éhen more effectively make use
of his remaining sensory channels.

This criticism of the visual modality approach takes almost

L]
= t o
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the exact opposite position from Ofman and Shaevitz. Where Ofman

"et al. argue that it is the use of the visual modality alone

which accounts for the VAKT method's success, Harold and Harriet

Blau take the position that use of the visual modality in the

VAKT method accounts for that method's weakest part.

Perhaps the Blau AKT theory could best be illustrated by

describing the individual case of Jay. Jay-was a fourth grade

student of normal intelligence but with serious difficulties

in visual perception, behavior, and to a degree in the motor

area and perhaps with:a possibility'of brain damage. He scored

on the five-year-old level on the Frostis Test of Visual Per-

ception.

As late as May he was still confusing say for saw, who

for how, etc/ and when confranted with The word my In .
a "Grab" game, remarked that he had never seen that word P
before. He managed, in early June, to score 2.4 on an
alternate form of the Gates but his spelling skills continued
non-existent. Asked about them, his teacher of that year
remarked succinctly, "Yes, he could spell - t+ h e" (p. 128).

In October of 1966 Jay began to be experimentally taught

by the Non-Visual method.

In the following list the words spelled

correctly ﬁere taught by the AKT or Non-Visual method and those

spelled incorrectly by regular classroom techniques.

{. one

2. anyone
*3. mong (mountain)
4. excuse

5. ink

6.
T.
8.
9.
10.

bottom

prought (president)
insahtam (instead)
sonsw (straight)

horn
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Jay continued toﬂéain.and by December of 1967, a fifth

grader, he read many mére béoks than weré required by class asia

sighment (mostly on the fourth grade level) and was doing'very

well with his spelling. |

"Others with whom the technique ha§ been used since October
1966 have benefited in various Wayé. One student over fortj;
has gone from a third grade level to a level of 'norqgl' adult
competence"(pl 129). -

Another approach to modality is the task-learner approach
described by Norﬁan Buktenica (1970). Mr Buktenica saﬂd that
"a task-learner characteristic model is an attempt to Benerate
a best-fit blend in indtruction; that is, the 1earner and his
characteristics are blended in the most appropriate way with
the task that he is to learn" (p. 1). Thus, early screening and
matching of the learning ability of children with instructional
programs -holds promise to diminish school learning problems.
Perhaps this is not really "énother-approach" but the same approach
everyone has been trying to work toward.

In an approach by Sivan éaukins (1970) a proprioceptor
stimulation or multi-sensory approach.of téaching_was proposed.,

It was maintained that kinesthetic methods are more appfopriate
for feaching boys than the visual-auditory approach used for
both boys and girls now. By presénting data from various studies
which indicated that the larger numbefs of juvenile delinquents

- and retarded readeré in elementary.grades are boys, the author
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argued that boys are being feminized by our current educational

. vy (; LY | N &-u,é, . .,
system. T “ >

i Even thouéh there haé been a wide range of possible modal
approaches mentioned in this section of the paper there are cer-
tain educational suggestions which might be concluded. Most of
these were initially formulated by Wepman (1971) as he concluded
his paper on the background and research of the modality concept:
1. It is important to know the modality preference of young
children. The knowledge should help one plan an educational
program in keeping with this preference, especially if the pre-
ference is strong and the modalities are widely unbalanced.

2. A child's learning potential could be maximized by the pro-
vision of sufficient blues in the preferred modality for his

easy use and identification. At the same timethe teacher should
use the lesser non-preferred pathways for constant supportland
reinfbrcement.

3. Children who are bright usually adapt to perceptual faults

by themselves, but when they fail to adapt naturally, modality-
bound instruction should be brought to early attention.

4. TFor children having difficulty learning to read, all else
being adequate and normal, attacking their remedial problem

via their best modality should maximize their chances.

5. There is the danger of confusing slower developing individual
modalities with perceptual handicaps, mental retardation or other

pathological states. This should be constantly guarded against.
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Slow development of a specific modality is a natural process

in some children. Where thé.lag is severe and not developing

as it should or when the child is over nine, attempts to com-
pénsate and offset the undeveloped modality should be tried.

6. Teachers should help pupils use all of the sensory modalities
in learning. Pupils should have the oﬁportunity to experiment
with films with and without sound tracts, respond to taste, touch

and smell as well as sound and appearance.

Articles and Studies Which Cast Doubt Upon the Practical

Application of Modality Concepts in the Classroom

In 1971, John P. Jones reviewed seven research studies which
attempted to determine the role of individuélrmodal preference
as related to learning to read. The seven studies were by Bate-
man (1968); Robinson (1968); Jones (1970); Bruininks (1968);
Cripe (1966); DeHirsh, Jansky, and Langford (1966); and Bursuk
(1971). All seven studies concentrated on studying visual and
auditory modalities. Of these studies the author stated that
only Bursuk firmly supported the theory that the modal preference
of an - individual should be considered in teaching him to read.
-Jones concluded that it would be extremely difficult to find an
approach for teaching which woud‘eliminate almost entirely the
role of either the visual or auditory mode. .A second problem
he mentioned ‘is the proper identification of modal preference.

At léast four of the studies he reviewed revealed weaknesses in
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terms of the 1dent1flcat10n of modal preference. As of 1971 T
" Jones stated that no test had yet been devised whlch was suffrelent-
‘ly reliable to accurately identify a subJect's preferred mode.
Jones, more than anyone else, perhaps, typifies the growing
number of 1nvest1gators who are skeptical not only of past re—
search efforts in the field of modality study, but of the potentlal
practicality of putting modallty theory into dlrectdelassroom
practice. =

The followingistudies reviewed here resulted in findings
’whdch do not support the preferred mode idea in group spggy.

In general, these studies concluded that*no sweeping noﬁgépecific
statements could be made abouf preferred modes whenfreferring

to groups of learners. Rather, the preferred mode woﬁid be highly

L

individual and even then, difficult to ascertain.
" The first of these was by Bernice Cullinan (1969). She
did an exploratory study to discover the relationships between
preferred learnlng modalities and differentiated presentatlon

of readlng tasks. Subjects were given the New York University

Modality Test (see Appendix A) which indicated their preferred

modality (auditory, visual, or kinesthetic). The subjects were
thep randomly assigned within each modality to one of four experi-
mental groups or:a control group. All subjects received the
regular program of first grade instruction. However, the treat-
ments differed in the type of emphasis and materials used in the

ﬁresentation of reading tasks according to the modality emphasized.
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Among the results obtalned from the word recognltlon test Was that
i y

each of the four treatment groups differed significantly from the

control group but not significantly from each other, 1ndlcat1ng

no preferred modality for first graders in general. However, -

according to the Metropoliten Readins Test the treatment groups

‘did not differ significantly_either from each other or froﬁ.the
control group on total readieg score or on the wordﬂgiscrimination
subtest. This result could have been affected by tﬁe use of
stendardized reading achievement tests with inner-city children
that had been normed on a national sample. ;

"A Study of the Learning Modalitggg pf‘Good and Pdg} First
Grade Readers" by David J. Cobper (1970) is also reizted to the
question of preferential modalities. In this study a sample of
fifteen good and fifteen poor first grade readers were individuall&
taught five nonsense syllables by each of four teaching modal-
ities procedures: visual, auditory, kinesthetic, and a combina-
tion of the three. The teaching precedure was based on the Mills

Learning Methods Test and was carried out by the researcher in

a laboratory situation. Twenty-four hours later a test of re-
tention was given. As expected, good readers took significantly
fewer trials to master nonsense syllables and retained more non-
sense syllables than the poor readers did. However, no single
mode of learning resulted in significantly superior acquisition
of retention of nonsense syllables for either good or poor readers

as a group. Rather modality preference seemed to be an individual:
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matter. However, variétioﬁh;; acéﬁisition and retention scores
)-between modalities were grééter for poor readers than for good;
ufeaders. “ ,, 'y . | ;f
‘ A third example of related reséarch was done by Jones and
Aaron (1971). The purpose of this study was to determine if-
significant relationships exist among iﬁter—sensory transfe; a-
bility, modal preference, and-reading achievement. ginety third-
graders were given experimenter devised tests to meé;ﬁre inter-
sensory transfer, intersensory perceptual reaction time, modal

preference, and sight vocabulary. In addition, subjects.were

given the reading subtest of the MetTOpéiitan Achievemen%VTests,

and the Lorge-Thorndike Intelligence Test. PoSitiveﬁﬁorrelations

were found between sight vocabulary and reading comprehension,
between intersensory transfer and intelligence in addition to
the expected high relationships among sight vocabulary, reading
comprehension and I.Q) It was concluded that: (1) auditory-
visual integration is related to reading achievement in grade
three (2) ability to respond rapidly to cross-modal stimulus
presentation is related to the Sight vocabulary aspect of reading
achievement and (3) direction of modal préference has no effect
oﬁ intersensory tests used in determining modal preference.
This then corroborated the research of Cooper and Cullinan, at
least in some aspects. _

Several fairly recent investigations have failed to sub-

stantiate hypotheses in support of the preferred modality concept.
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" These resulté‘coulé be iﬁterpreteq in two ways. 1In one view =
these results may indicate that bérring physical defects (which |
- might negate the use of a given modality) there is reélly no
such thing as modality preference. Rather, it could be suggested
that learners utilize a complex inter-meshing of perceptions in
the gathering of verbal information. These perceptions are perhaps
so intricately inter-dependent that they do not merit the more
general term of modalities. The second interpretation could view
thé same results as simply being indicative of the fact that re-
search has not yet found a way of accurately assessing modality
preference. If subjects could not be accurately placed in modality
preference groups then the research results would mean very little.
Robert H. Bruininks (1968) did a study'op the "Relationship -
of Auditory and Visual Perceptual Strengths to Methods of Teaching
Word Recognition Among Disadvantaged Negro Boys". The main
purpose of his study was to assess whether matching teaching methods
to the auditory and visual perceptual strengths of second and third
grade disadvantaged children would facilitate the learning of
unknown words. A secondary objective sought to evaluate the
relationship between a numbér of auditory and visual perception
tests and a measure of reading achievement. It was predicted
that the use of such teaching would facilitate learning to recog-
nize unknown words. Subjects were divided into perceptual

dominance groups and attempts were made to teach each subject

the recognition of fifteen words By the "look-say" approach,



T, % t

[

P T T ~ Dera, o & EER .
peed T { peroi e el l fx«,.,‘;; a3 = T .
7
I}

1

i _ "% TLearning Modalities
sk oL e e :

Nz o :
- 1 . ¥

'
; P
Foae e R
LT (B - P vs o
el rid A e F N H *
P 2 r . '
|

[ RS . .
ol s Y. ST .,

and fifteen by- the phonic method. The comparisons in&olving‘the
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Qifferences between perceptual dominanbe groups, methods of
teaching, and oraer ;f teaching presentation failed tékreach
statistical significance. The conclusion was that disadvantaged
Negro boys learned to recognize unknown words\equally well under
teaching procedures which matched either their perceptual strenéfhs
or weaknesses; and also thaf there was no relation between low
perceptual tesf scores and reading performance. Failure to ob-
tain an interaction between perceptual dominance and teaching
approaches was consistent with the results of previous studies

by Bate@an (1967), Harris (1965), and Robinson (1968). Thus,

the existing evidence seems to indicate that teaching to perceptuai
strengths or weaknesses of learners has little or no effect on

the development of word recognition skills. *

Marjorie Rowe Heyman (1970) did an interesting researth
‘study on "Testing Word Recognition As a Function of Learning
Modality". In this study, training in word recognition based
on a child's dominant sensory médality (visuai, auditory, or
kinesthetic) was compared with training based ‘on non-dominant
modality. Subjects (first grade children with no prior reading
instruction) wére divided into perceptuai dominance groups and
then exposed to three one week experimental training periods -
one for each modality. Each periéd included tests of immediate

gnd delayed recgll of words taught. Results indicated that modality

. preference did not have an effect and the performance of subjects
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in the various modalities @id not reach a statistically signifi-
“cant difference. f”' )

DU

B A more recent study by Ruth Waugh (1971) showed similar

results. In this study one hundred and sixty-six second graders

were administéred the Illinois Test of Psycholingsuistic Abilities

(ITPA), and a visual and auditory memory test. Intraiiﬁdividual
discrepancies between a child's performance on comparable visual
and auditory measures served to identify him as a'visual or an
aud}tory learner. Significantly more five year old childfen
exhibited a visual modality preference; at seven years of age,

the reverse was true. All children responded to four instruc-
tional procedures, two of which elicited simﬁle visual and auditory
recall, while the other two elicited more complex procedures in
word recognition. When auditory subjects were-compared to the
visual subjects on performance, it was found that the former did
significantly better than the latter on both visual and auditory
recall tasks. No differences were noted on the more complex tasks.
Longitudinal data of the ITPA were available for 39 of the sub-
jects, and stability coefficients for the six months and a twenty-
six month period were computed for each sub test. Coefficients
for the six months period are low and suggest that planning long
term instructional programs around modality preference would be
hazardous. (Using a moderately stringent classification of
modality preference no child in the sample of 39 maintained a

single modality preference over a two year period).

L)
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éertéin chiidren have a preferred modality

which facilitates recall_aﬂd'recdgﬁition of words is certainly

not supported by the data evidenced in this study. None of the

sixteen comparisons studied in this research led to support for

the proposition that instruction can be profitably matched to the

modality preferénce of the child. Theoretical formulations which

propose this. idea are, however, popular.

"The author concludes-.that the results of this study are

codgruent with other published investigations of the interaction

between perceptual preference and instructional procedures.

In genefal, the contention that interaction does occur is based

on fantasy rather than fact" (Waugh, 1971, p. 7).

As the results o

f studies presented in this section should

now have made obvious, perhaps the major problem in modality

research to this date has been in the lack of valid and reliable

‘testing instruments.

Children, as yet, cannot be reliably

separated on the basis of relative auditory or visual modality

strength. Reliability gata for some of the instruments currently

used remains unpublished. Published research reports attempting

to verify assumptions based on existing test instruments have for

the most part failed to support an interaction between instruc-

tional method and modality preference. As a result many inves-

tigators, like those mentioned in.this section of the paper, do

not support the introduction of modality based instructional pro-

.
N
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. gfams in the classroom. "Clearly, additional information is needed
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materials designed to accelerate academic per-

fbrmance throuéﬂ'adaptation of the instructional program to the

modality preference of“the-child." (Waugh, 1971, p. 10)

Finding an approach for teaching . visual decoding skills

which eliminates.

or auditofy mode

almost entirely the role of either the visual

is extremely difficult. "Certainly none of the

existing basal programs on the market can be labelled either

as visual or auditory, though some may be said to stress the

auditory mode or

pP. 8).

the visual mode more than others" (Jones, 1971,

-

" Chapter 3

Modality Articles and Studies in the 1970's

The following five studies were all published sométime within

the last four years. Results of three of these studies for the

most part support the educational practicality of modality theory,

one study obtained inconclusive results and the remaining study

failed to support the educational practicality of modality theory.

This division of research opinion presented here with the larger

percentage in the "support applied modality theory camp" is not

meant to reflect the main body of research completed in the years

1970 - 1974. Little can be concluded on major modality research

trends in the last four years because so much of the evidence

either remains incomplete, unpublished or otherwise inaccessible

o gy
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for a variety of reasbns. ‘Robert H. Bruininks and Charlotte

Clark (1970) did a study on "Auditory and Visual Learning in
'“First-, Third-, and Fifth—érade,Cﬂilaren". The purpése of this
sfudy was to determine the relative effectiveness. of auditory,
visual and combined audio-visual modes of presenting verba}%pa-
terial. To this end, twelve firsf-grade, twelve third-gradg;wand
twelve fifth-grade children were tested on paired associates lists
presented under visual, auditory and combined audiégyy-visual

" conditions. Pictureé rathg;.than printed words were used as

E ]

visual stimuli to control for effects of differences insggading
ability across grade levels. ﬁ% ' 3;¥
| Performance of all groups under visual and cqmbined auditory-
visual modes of presentatioh was significantly highéf than that
‘attained under the au@itory condition. .
- The imagery inducing quality of pictures was offered as
a possible explanation for superiorllearning under visual and
'auditory-visual conditions. Differences with previous findings
were ascribed to poor control in other studies of the effects of
reading skill in visual learning conditions.

’ Another study which has already been  referred to in this
paper was by Laura Bursuk (1971) on the "Evaluation of Correlated
Listening-Reading Comprehension Lessons". The purpose of this
research was to study the comparative effectiveness of correlated

‘listening-reading and reading-only comprehension lessons. The

subjects were high school retarded readers with.varying sensory

BT
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modality learnlng preferences. Over a one-semester period com=-
< ~parable lessons were taught to two groups matched for I.Q., &
‘age, reading grade level, and freedom sensory defects. The
dlfference between the 1nstructlon;l‘treatments was one of sensory
mode of lesson presentétion and application - one group wasﬁﬁaught
using both. aural and visual methods and the other, usingla ﬁiﬁual
approach only. The groups used the same materials, were taucht
the same comprehension skills, and the same teacher taught both
groups. Results from a standardized reading test showed that
when sensory learning modality preference was not a varig@}e, a
correlated listening-reading instructionil approach was mgre effec-
tive than a reading-only approach. Specifically, the:listening-
reading approach was found particularly effective for auditory
learners and for students with no sensory modality preference.
One conclusion was that in a group of students which is undiff-
erentiated by learning modality preference, an aural-visual
teaching approach to reading is more-effective than a strictly
visual approach. .

According to the investigator: ]

Retarded readers, particularly, may iack proficiency in the

visual mode of acquiring-knowledge and skills, a deficit

which may be an important contributing factor to their

lack of progress under reading instruction programs that

are unchanging in their strictly visual approach. Vith

such pupils, it could be of benefit to use the auwral avenue

to introduce, clarify, and give practice in the skills of

comprehension of verbal matter, before requiring them to

cope with the reading of similar material” (p. 3).

A third study was completed by Joel R. Levin et al. in
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1973, The invéstigétors att;mpted to de¥erminé whether an iﬁ-
.d1v1dual learns relatively better from pictures than from words
and whether suéhvlnférmatlonican be applled ‘to the learnlng of
prose materlals. A paired-associate learning task consisting
of both pictorial and verbal items from which different fypes
6f learners could be identified was developed.
The-investigators further concluded, "We were able to ‘detect
reliable individual differences in children's ability to learn
pictorial and verbal materials. Some children learn both well;

some learn both poorly. However, for many children whether thcy

are regarded as learners or non-learners depends on whether

the materials are pictures or words" (p. 11).

In a study on "Children's Verbal Learning and Comprehension
in the Aural and Visual Modes", David and Joanna Williams (1972)
studied the auditory versus visual presentation of prose passages.
Ninety-six fourth and sixth—graaers from a predominantly white,
middle class suburban area served as subjects. Major hypotheses
included: 1. a mode-by-materials interaction would exist such
fhat the paired associates would be best learned visually, the
prose passages best aurally, and the sentences equally well in
both modes; 2. a grade-by-mode interactién would exist such that
fourth-graders would be superior in the auditory mode and sixth
graders in the visual mode; and 3.i an immediate measure of
retentionlwouldlfavor the visual mode, while a delayed measure

would favor the aural mode. The inconclusive results suggest
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a need for furﬁﬁer stuhy of the precise paramefers of obtained_f
_Imodal differences. Héﬁéver; suppoft ;s lent to the hypothesisﬁg
that prose materials are best presented aurally and that complex
relationships exist between the effeéts of mode and length of
time and materials are remembered. . - B

The last of the modality studies in the 1970's presenééd

here was by Ringler, Smith, aﬁd Cullinan (1971) on "Modality
Preference, Differentiated Presentation of Reading Tégks and Word
Recognition of First Grade Children." In this study a vocabulary
lisf of 50 words based on children's spoken language wasiggvided
into six groups. For each group specifi%%matefials incofﬁﬁrating
different modality presentations (pictures, tapes, tfﬁnsparencies,
and word cards providing tactile emphasis) were developed. The
modality preferences of 128 first graders were ‘identified by the

New York University Medality Test. Thirty of these subjects

demonstrated an auditory preference, 33 a visual preference,

28 a kinesthetic preference, and 37 had no preference. A criterion
test was developed and the pretest was administered. The children
were then randomly assigned within each modality to one of four
experimental groups (visual, auditory, kinesthetic, and combined)
aﬁd a control group. All received the regular program if first-
grade instruction, but the expérimental groups received approxi-
mately 7+ hours of small group instruction using one of the four
presentation methods. The post-test was given after the instruc-

tion. Statistical anal&sis of the results yielded the following:

H
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1« The experiméntal groups made significantly greater gains than
did the control group but did not differ significantly from each
other. 2. Theré were no significant differences among the groups
when the subjects were categorized by modality preference.
3. Pupils who were taught using their preferred mode did not
make significantly greater gains than thése pupils who received
instruction through some mode other than their preferred one.
The investigators concluded that, "the results yielded no
significant difference between those pupils who were taught by
the method that corresponded to their modality preference and those
subjects who were taught by a method that did not correspond
to their modality preference" (p.'11).
In conclusion, Dorothy Lumpkin, in a 1971 paper on
"Assessing Word Learning Modes and Word Recognition" stated some
interesting observations which she has drawn from an intensive
'study of past modality research studies. Her conclusions should
not go unmentioned:
A special-alertness may be demanded in the decade of the
seventies as reading personnel are bombarded with tech-
nological advances in different reading approaches and
programs. Some of these approaches appear to have promise
but often focus on one "input channel" which needs to be
matched with the learner-receiver. When multiple modalities
are needed for successful achievement, steps should be
taken for multi-sensory exposure to new material.
The need is for more accurate measurement of word recog-
nition competency and better'identification of preferred
learning mode, followed by teaching-learning procedures
matched-to the individual on the basis of pattern of find-

ings. These steps are significant not only because they
lead to success by because success can help to strengthen
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positive self-concepts in terms of reading, and learning,
and living. (p. 9) .
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Conclusion

Although it is obvious that a great deal of léarning'ggés
take place through the senses: the ultimate benefit of fractioning
tﬁeSe senses into separate modalities even if possigie, could be
open to question. In 1969, L. Mann noted that the concept of
pe;ception was being fractibned and that this was not a wvalid

or useful process. It must be pointed gut, however, thaﬁiafter

Mann admonishes he tends to commit the same errors as those whom

o

~

he criticized.
Research has failed to give us any clea;ﬁcut evidence one ¥

way or the other. Thé folldwing is just a partial 1list which "

illustrates this point more specifically:

1. Research investigating cross-modal transfer, skill and general

intelligence is conflicting.

2. Research investigating the chronological stage of development

when inter-sensory integration is important to success in reading

is unanswered.

3. ' The major question of whether modal preference should be

considered in the teaching of reading has not been definitely

answered by research.

4. Research attempting to correlate pre}erred modality and-in-

* telligence is hampered by testing-instruments, differences between
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I.Q. tests and differences and ﬁeaknesses inherent in present .;r %
modality tests. ) ‘:-%:' . Ei - : | '

Part of the problem is the nature of the processes with which
;research is attempting to deal. Perception is notorious in its
refusal to become neafly sectioned into smaller empirically
testable units. How does one devise a ﬁeans of testing just the
visual mode, for example, without interference from any of the
other senses?

s+ This problem not only helps to create procedural problems

(such ds devising tasks relevant to only one modality) but also
affects experimental control. If investigators are having difficulty
in defining their-variébles how can they even begin to control
them? ‘ - o«

A third difficulty arises when modality is to be studied -
only in relation to the reading process. How is it possible to
separate visual and auditory modalities in reading? How is it
possible to devise tasks that are unique only to reading and that
use a single modality?

Another problem to comﬁlicate matters further is the nature
of the learner himself. If there were such a thing as a "visual
learner", for example, what is to prevent him from visualizing
information that the experimenter is trying to present auditorially?
Further, individual differences do‘appéar to account for many

of the conflicting reports of modality research. McGeoch and

Irion (1952) believed these differences to be attributable to

[3

i
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four major variables: 1. practice - experience gained through
the use of a partlcular mode or type of stimulation 2. chréno-
1oglcal age - there is a necessary correlatlon between age and
practice (through experience) 3. type of material to be learned -
the mode of presentation is less important when the learning
task involves méaﬁingful disc ourse than ﬁhen disconnected matef-
ialé (such as nonsense syllébles, etc.) are employed. 4. mode
of apprehension - although th; mode of stimulation may be manip-
ulated the way each individual translates, the information for
cognitionh cannot be satisfactorily cohtrolled. Thus imagery
types could be of more importance than modé of presentation.

Other fa;tors which also serve to account for the many
conflicting research results are: inadequate measuring instru-
ments, lack of definitive instructional approaches, and limited f
instructional time and materials.

The following is a list of suggestions which different
investigators already mentioned in this paper have offered at the
conclusion of their own particular research efforts:

1. High on the list of priorities should be the development of
a valid and reliable modal preference test. |

2. More research should be done on the reiationship between
intersensory perceptud.shifting.and reading achievement. It
could well be that the ability to effect intersensory shifts

rapidly may be necessary for learning to read well but is not

thé prime determiner of high reading achievement.
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'3, There is a need for more research on the conceptual domain

-
o
I S

ofﬁreéding,.particularly with‘regard to comprehension skills,
4. Furth;r research éhould be done on how our knowledge of brain
functions can contribute to the development of more efficient
teaching and léarning methods.
5. There is a definite lack of longitudinal studies tracing the
gradual development of individual intersensory transfer, inter-
sensory perceptual shifting and modal preference.
6. Once a modal preference is identified (if such a thing is
indeed possible) then materials which can be effectively used
in the teaching of reading in the pfeferred modal area should be
developed. , f

Pephaps the mos% orderly set of suggestions for further
modal research was advanced py Hilgarde (1964).” These included
three_pure research steps and three steps toward practical appli-
cations. P

1. Laboratory studies not directly relevant to practical
questions may be carried on with laboratory animals.

2. Controlled laboratory studies on human learning may
answer basic questions about the intersensory process.

3. Research which deals with school age subjects and
material learned in school must be studied in the labor-
atory where control may be exercised by the researcher.

4. Once generalizations have been drawn from steps 1.,
2., or 3., controlled classroom experiments:are required.

5. Tryout in regular settings should follow.

6. Advocacy and adoption by textbook companies and school
. districts should be the last step in this orderly procession

T
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» It would be possible to sketch a- series of studies progress-
%+ 1ing from pure research to practical application in each
~of the three areas emphasized by previous modality research.
~~ ", Indeed, language development, cross-modal functioning and
task delineation are three active current research interests.

The desire for magical cures is almost an endemic disease
of educators, and may be typical of our entire culture.
(Waugh, 1971, p. 37) : :

In summation, the relevance of modality studies to reading
is not questioned. However, the idea of whether or not it is
practical or useful for instructors to employ modality concepts
on a‘widescale basis in reading instruction at this time is open
to question. Until research can come up with more concrete

results the practicality of employing modal concepts as a focus

of reading instruction had best be postponed.

i .

[
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S

Because of the fact that research opinion is almosf unanimous
in the convicfion that current modality_testing instruments are
not adequate for reliable research results to be obtained from
them, it was not felt necessary for the present paper to deal with
the specific'subject of modality tests in any great detail.

# However, so that the reader has at least some idea of tests

currently on the market a list is provided for the sole purpose
of écquainting the reader with familiar modality test nameé.

Short descriptions of three of the most commonly used tests

are also provided in order that the reader should have some notion_

of the type of material considered in these "t&pical" modality
tests. T . | :

Descriptions of the Mills Learnins Methods Test and the

Gates Associative Learning Tests were written by Donovan Lumpkin

as a part of his paper on Assessing Word Learning Modes and Word

Recognition, 1971.
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~ Partial List of Tests Curfeﬁtiy Used in Modality Research

3

Detroit Tests of Learning Aptitude >

Gates Associative Learning Tests

Illinois Test of Psycholinguistic Abilities

Inventory of Basic Learning Abilities
Marianne Frostig Developmental Test of Visual Perception
3

Mills Learning Methods Test

‘New York University Modality Test s

Peabody Differential Learning Test

Purdue Perceptual Motor Survey

P

Van Wagenen "Word Learning" Test v
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A type of test which has been employed in identification

of learning modalities is the Gates Associative Learnings Tests.

This set of cards, developed by Gates in 1925 and used in diagnosis
provides evidence of competéncy in learning when only visual
stimulation ére available. As part of his test, Gates provided
cards with visual symbols ¢f a geometric nature requiring gross
visual aiscrimination and association clues; other sets of cards
requiring associations of a more discriminative type were composed
of what Gates described as “"letterlike" characters which when
combined in series resemble‘words. : N
When Gates Tests are administered in congunction with the

Van Wagenen "Word Learning" Test where visual-auditory-kinesthetic

(see-hear-say) stimulation is employed, the diagnostician is

able to combine evidence from two different tests to draw con-
clusions about preferred modalities. The individual who exhibits
limitations in_associating symbols with pictures when only visual
stimulation is employed but showslimprovement when visual and
auditory (see & hear).avenues are employed may also show increased
competency in word learning when he sees, hears, and -says words.

Such a pattern gives evidence for combining modalities to achieve

effective learning. (p. 7) )

e g™
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This test was developed by Mills in the 1950's. It was
almed at determining the response of puplls to specified teaching
methods which provide for emphasis to a de31gnated teaching
procedure. Rather than isolating a specific learning modality
for consideration the "methods" employed by Mills tend to involve
several learning avenues with increased attention to one and
avoidance of certain specific procedﬁres. Mills notes in his
Manual of Directions that there is no pure method or approach
to the teaching of word recognition. All words have visual,
phonic and kinesthefic elements which cannot be ¢ivorced completely'
from each other. When Mills speaks of the phonic method, he means
that stress becomes the differential between that and other various
methods. o i .

The four learning (or teaching) methods used in the Mills

P

Learnins Methods Tests are:

1. The Visual Method

2. The Phonic or Auditory Method

3. The Kinesthetic or Tracing Method

4. The Combination Method

Mills concluded from his studies in developing and using
his instrument that efforts to find a single best method to serve

all pupils are inappropriate. He calls for matching the method

b
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with the learner. And it is this matching which appears to be -
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The purpose of this test is to identify the preferred learn-
ing modality of a”pupil from among auditory, visual, and kinesthe-
tic modalities. The test was develpped‘and pilot tested during
the summer of 1968 uﬁder a research grant from the New York
University Office of Educational Services to the principgl in-
vestigators. .

The criteria used for the development of'ihe test included:
appropriateness for first grade childfen, operational defini-
tions of modalities, and efficiency of administration in a school
setting. . v

From the pilot and from the comments of the reviewers the
test- was revised and shortened. The revised form which has currently
been used consists of:

1. visual subscale ~ 27 items including 12 symbolic shapes,

four individual letters and eleven letter forms including

e two and three letters.

2. kinesthetic subscale -~ 27 items in three-dimensional

form identical to the visual items.

3. auditory subscale - 3 items using tapping patterns and

eleven items using the letter forms (which now become soundé)

of the visual and kinesthetic'subscales{



v - T . b ™ .- -
- v -~ e Y
RN P B BT e P -

S
hagh o PR WU
e

,_.A_.
-~

S Learning Modalities
. - o 59
% « Appendix B )

Glossary . k ' :ﬁ 5 E
auditory-visual trénsfer intersensory tranéfe; between the auditory
auditory-Qisual integrat;;;] and visual cﬁannels
cue summation theory—a theory which predicts that discriminative learning

is increased as additional cues or stimuli are pre-
sented.
intersensory perceptual reaction time — measure of time required to effect

intersensory perceptual shifting

intersensory perceptual shifting—the shifting of attention from one mode

to another

intersensory transfer——| translation of information from the terms of

intersensory integration—| one sensory input channel to those of another,

cross-modal transfer | enabling information to become analagous

intersensory facilitation —through association

.ipsimodal stimuli —those presented in different forms of the same mode

3

(e.g. pictures and written words)

modal preference

i] that mode preferred by an individual or by the
optimum learning mode- majority of a group, as indicated by preference
ranking or .task performance

mode a sensory channel through which sensations are trans-

mediational channel—| mitted and received (e.g. vision, hearing, touch,

sensory channel.. and muscular movement

proprioceptor —any. of the sensory end organs in the smooth muscles, joints
and tendons that are sensitive to the stimuli originating in

) "~ these tissues by the movement of the body or its parts. The

proprioceptors are basic to all human movement.
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