" ED 084 730

AUTHOR
TITLE

INSTITUTION
SPONS AGENCY

PUB DATE

GRANT
NOTE

EDRS PRICE
DESCRIPTORS

ABSTRACT

DOCUMENT RESUME
EC 060 505

Hammer, Edwin Ko

What Is Effective Programming for Deaf-Blind
Children.

Callier Hearing and Speech Center, Dallas, Tex.
Bureau of Education for the Handicapped (DHEW/OE) ,

w&shington, D.C.

28 Sep 73

0EG~-0-9-536003-4093

15p.; & paper presented at the Fall Workshop for
Teachers of Deaf-3lind Children (Chicago, Illln01s,

Sept. 28, 1973)

MF-$0.65 HC-$3.29

*Deaf Blind; *Exceptlonal Child Educatlon- Multiply
Handicapped; *Program Design; *Program Effectiveness;
Program Evaluation; *Teacher Role

Incrcased educational progfams for deaf blind

children and growing concern about program standards require that the
programs be effective. An effective program should produce a positive
-"behavior change in a child as a result of teacher awareness of what
is expected of both the teacher and the child. Additionally, the
teacher should understand the concept of the program,  the
‘relationship of the program to teaching, and the construct of the
program. Also, the teacher should be able to both prepare activities
for maximal use of available resources and systematically measure the
act1V1t1es for subsequent rev1ew or presentation to others. (MNC)
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What 1s‘éffect{ve progrémmihg for deaf-blind children? There are.
. several reasons for asking this question:
| (1) Thefe has been an increase in the numbefs of programs avail-
able for deaf-blin¢ children in the past five years. As late as 1970,
there were less than a dozen programs in tnis country récognized as
being specifically Tor deaf-blind children. Today, there are nearly
100 programs specifically Tor the child with dual impairments in -
hearing and vision. Those who.fund these ncew programs for deaf-
b]ihd children have every reason to ask if these programs are effec~
tive. Those who receive servfces, parents and children, should be
asking if progfams are effective, appropriate and/or if they are an
- asset to the c]iént, f%bse of ué wno work in these programs. must
ask this question, not to'justify our reason for being, not to prepare -
ourselVes for eventual outside evaluation, but to maintain our owh
self-congrdence thaf we are doing what.needs;to be doné. |

‘(2) ‘There is a seéoﬁd reason for asking if brograms'are effec- -
~ tive. There is a national organizatioﬁ which is beginning to request -
standards,fpr prbgrams for deéf—biind children. Thfs organizafion
will surely gafn support .for this request. However,:in-my'opinion;
¢the:pursuft fdr stahddrds may go in efther ofjtwo”diréttions.

_ FStandards may beéome rituatistic, 1nstitutj6ha]izéd walls which

. may pﬁecludé services to many. deaf-blind cﬂi]drenfin thé ]ong run.

This'routé may build é‘barrieriof staff certification'reqdiremehfs,(_
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union recognition, qualification standards for enro11ment and elaborate
(and irrelevant) eva]uation procedures that make the education of deaf-
blind children loose its momentum and its effectlveness |

Standards may go in the other o1rect1on and hopefulily 111ustrate
“that the needs of deaf-blind children and .their families are common
to the needs of many other children.and their fa%i]ies. Standards,
in this aspect, could help serve as exempiary and novel apbroathes to
provide approprtate and effective educational serviceslto many chderen'
noticurrent]y receiving appropriate'proghamming. v

In either instancef'before standards$ can be agreed upon for .pro-
grams for deaf-bTind.chderen, the primary 1ssuel1s'effectivenessuof
programs In s instawcL, effertiveness is operationally defined
as be1ng able to br1ng about poswtxve results. Once effectiveness
-can be demonstrated then it may be poss1b1e to def1ne standards for
programs. “ _ |

-Eorithose of us'worktng with‘deat;bTind children, standards'shoutd
~ be welcomed if theybensure‘that.a]1 deafrblind:children receive the
maximum-opportunities to.deVeiop ootent1a1 abilities.in programs:
designed to meet each child's educat1ona1 needs.

(3) A third reason for. asking what is erfect1veness was a]]uded
to in a prev1ous statement regand1ng se]f congruence If those of us
work1ng w1th deaf-blind ch1]dren are sure of ourse]ves and what we do,
'the-probab111ty of he1p1ng the ch1]d seems to 1ncrease Stated in
‘terms of 1nstant replay, it 1s the "What are you go1ng to do Monday

morn1ng?“'syndrome Know1ng wtat 0= do now and what to do next
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ieads to a sense of security and purposefu1 teach1ng that 1s often left
to chance or depends upon persona?aty factors rather than tra1n1ng
experiences. ‘It may be illustrated by the teacher knowing what a

child needs as based upon information collected about the child in
various ways; rathar than starting each child at a certainilevei
regardless of where he may be in his learning process.

I have nany opportunities 1n my work to visit programsﬁfor deaf-
blind chi!dren. [ am not there to judje, necessarily, but‘to observe
and thy to help. Several progkah visitseago Ilhappened to walk 1nto
a classroom full of activity--teachérs and‘chj}dren on the floor in
a circle, aides‘sitting'with chi]dren”ﬂhoucodﬁd not manage to»sit or
stand a1one, c]apping and singing a song'to teach the children what
I presuhed was grodp 1nteraction and self-identity. The song went
something 11ke, "Who has a fr1end Mary has a fr1end Mary stand up,
Show us your frlend etc., etc " Then in a very brief moment ‘I ‘had

| eye contact with the. teacher (1ook1ng at me Took1ng at her), and in a
.sp11t second I caught the rov1ng v1s1on 1n the eye of a Tittle girl,
bent .over from hav1ng such d1ff1cu1ty keeping her sttt1ngvba1ance.
Both of these f]aShing moments hit me as having the same message from

: teacheh and student "What in the he]] is going on?" -1 really wondered'
to myself who had a fr1end Was the teacher a fr1end to herself? Did
the child have a friend?  Was the program a friend to either? -

fLateriinithe;day, I had a chancelto talk with the teacher and'

askedwhen‘about the:activity'in hopes ofdfinding out why I feiththat

1 had receiyed that message. Theateacher{s'ca3uai‘response:to‘the‘ﬁ'
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activity was that first thing each morning the class was expected to

‘have a group activity.  The word expected was the clue. ‘Who expected

it? Why was it expected? What was the expected outcome?b As non-

threateninQ]y‘as possib]e; I asked the teacher these questions. It

seems that'each question had been decided by someone outside the

ciassroom. The'class SChedu1e had tead "8:00 a.m. to 8:15 a.m.:

. Group Activities." Someone, somewhere, sometime had stated--and it

may well have been stated by me--that the children should start the
day developing a_rappdrt with tﬁemse1f (and note that is in the sin-
gular meaning cohnecting with their: own person fot that day)'and a
rapport.with qthers. _Nhat no one had asked was, "Are aetivities such

as this effective?" 1 do not think that I got the message from the

| child or teacher that the activity was effective.

However, the. 1]1ustrat1on serves to point out that there are

_bas1c ground ru]es under which each of us operates. The teacher had

been expected to do_eerta1n things. The child was. expected to do

’ certain things. -A role had been'defined:. for- the child, for the

: o ‘ o ‘ S Y
teacher and for the program. From this a certain principle may be

stated

To be effective.as a teacher, the roTe whtch the teacher

is expected to perform must be c1ear1y defined. The ‘teacher
“must know what is expected by way- of performance. This
principle allows the teacher to know how - teach1ng effect1vef
ness may be measured ‘

A second pr1nc1p]e wh1ch may be stated is:

~The teacher must know what ob3ect1ves the program is to -
attain and what strategies or. approaches are available to

. be' used to attain these obJect1ves < In.this manner," ‘the
teacher may know how to measure program effect1veness



-5-
_The'third:prinCiple which may be stated is:

The teacher and all staff concerned with the education of

the children in the program must have the guts to see if the

strategies meet objectives and if the role of the teacher has

been fully met. In this manner, the staff may indicate what
activities, strategies and objectives were effect1ve and how

to correct ineffective effort.

If these principles can be met (I. Role expectancies, II. Knowledge of
objectives and alternate strategies and III. Evaluation of effort),
effectiveness of programs becomes less of a chance occurrence and the
probabi]ity of be%ng effective increases.

If the teacher is expected to be a baby-sitter, know it and act
‘accordingly. James'Hymes (4) described this concept of custodial care
as being similar to a parking lot:

_Presumably you get your child back in the same condition
in which you left him: no dented fenders, no scrapped
- _paint, no changes for the worse, and none for the better,
: e1ther : .
4 I hope that none of you are. in such a7pkbgram;.however,.if you'
are, your strategy would be‘tb see that the child did not db anything;_
“was not wet not uncomfortab]e, and was 11tera11y taken care of Your
eva]uat1on would be that the ch11d_1eft-the c%@fsroom each day w1thout
eXperiencing discomfort,'bashed fenders or scrapped_pa1nt. ‘Under such
a tonstruct youk brogram would be eftective, even though-yon as a
teacher m1ght exper1ence frustrat1on when you trled to do act1v1t1es
'wh1ch led to d1fferent goa]s |
| What are some of the. teacher s ro]es in various program concepts?

Hewett (3) and other ( 2) have attempted to define these roles through‘

‘ educat1ona] strateg1es and approaches used to prOV1de serv1ces to
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handicapped chi]dren. Hewett listed three concepts_in teaching children:
(1) the psychodynamic--interpersonal strategy, (2) the sensory-neuro-
logical strategy;and (3) the behavior modification strategy.

In the,psychodynamic-interpersona] strategy, the teacher assumes
the function of the "educational therapist." "In this role, artistry
and intuition may be of greater importance thanvteaching competency.“ (3,18)
This strategy focuses on the meaning and origin‘of the chi]d's behavior
andvattempts to direct this behavior-toward constructive goals'through
deve1opment of 1nsight into the child as to cultural expectancies_of~
" behavior. The educat1ona1 therap1st relates to educational, psycho]ogical
and, at ttmes, psych1atr1c 1nformat10n in p]ann1ng programs for the child.

A secondary strategy listed by Hewettn(3,24) was that of an ”educat1ona1
diagnostician" who used the sensory-neurologica1 basis in providing educa-
tional programs for hand1capped ch11dren - The sensory neuro1og1ca1 ‘
'strategy re]ates to- med1c1ne, espec1a11y neurology, and . 7 .in general
there is 11tt]e concern w1th inferred psycho]og1ca1 mean1ng of the “
ch1]d S behav1or“ a]though, in Hewett s view, those who ut111ze th1s‘
approach vary on this po1nt Hewett listed Kirk, McCarthy, rerna]d ‘
_Kephart Frost1g, Lehten1n and Cru1ckshank as: educat1ona1 d1agnost1c1ans:
'who used. the sensory neuro]og1ca1 approach 1n educat1on Th1s strategy '
is concerned with the underly1ng causes re]ated to behav1or

A thlrd stratcgy 11sted behaVIor mod1f1cat1on where the teacher
became a I-'1earn1ng spec1a]1st " In th1s strategy the ch11d S behav1or
is v1ewed in terms of its adapt1ve funct1on wh1ch does not cons1der

causa] factors or the or1g1n of behav1ors

S S



(Although) it is not, as sone may assume From the emphasis on
structure and routine, mers emréafior of a teaching machine.
Selection of the & )Hrgp”subu ing’ to assign'the child
as a beg1nn1ng task, the e”ﬁu\.v“;,d <his task until the
child reaches the wwvd of 1uﬂﬁh1on1ng in the
classroom and the neLype Ci neaningful posi-
tive consequences » behavier ana the type of
negative consequence g :;r.atw sehavior in order to
insure learning,- ve qu iras @ cap'suu able &nowledge of child
development processes, & degie : 1 judgment, and
familiarity with sound etuc 2s. (3, 46)

e
) (L‘

Hewett. was, of course, wr;;iuﬁ soous the educatibn of children who
were emotionally disturbed: but Big ciisgeries seem appropriate to
_persohnel_who are'working with any'haﬂdic§pped citild.

Bateman (T)'was discussing catidren with jearning problems when
she 1iste¢ three clinical approucizs ©n teoaching children: (1) tHe
etiological approach, (2} the dizgnosiic-remedial approach and (3) the

plicable to different

<

‘_task analysis approacn. 7These wos Saan €
v+ types of children with'handicuppfng cond{tﬁsns. The eﬁio?ogical approach
centered on causative factors of desayes dev&@oament wnile the diagnoStic-
remedial approach focusec on thsa ¢el ;n\uuaou ot spec1f1c <ensory and’
perceptual deficits. Tie tasi ansiysis a?ﬂfo ch autempted to define
educational tasks, which the child ne odeu, to a@ﬁseve part1cu]ar objec-
'tiVeé'in the classroom. Bateman did not contend that these approaches
were independent but rather that they were educational tools to a1d in
the c11n1ca1 application of education io the needs of the child.
There are two other roles which the teacher may assume 1n working !

L £

with handicapped Ehildren, The 79rst of these may be classified as the
deve]opmenta1/1ntervent10n1¢t approach, in Tine with Hewett's cétegofi-
zation. In this role th° teacher serves as an "educational clinician”

Q who obserVes systems of development in the child and provides specific

ERIC

Aruitoxt provided by Eric ‘ e
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intervention for traits which are emerging.‘ In this function, the
teacher concentrates on behaviors which the'child is expected to present.-
As the child indicates the parformance of these behavfors, the teacher
provides specific'procedqres to encourage further use of these traits.
The educétiona] clinician relates to child development, child psyChb]ogy
and to early childhood education as weil as to special education proce-
dures to provide abpfopriate services for handicapped children.

There is another role which scems to be emérging. This role is
'based upon psychotherapy and ras been defined throtgh the work of Rogers
-and‘more_specifically Truax (8). ‘En'this role the teacher aésumes the
function of a ”helpinglprofessionai,” This vole is not aé cdncerned
with the past training and educationai actomplishments of the teacher
aslit is concerned with the pers&aa?it& traits which will provide an
acceptihg environment for the child fo develop and_ﬁnterre]ate-with
" others. This roie has Been successful?y‘intbrporatedrinto vocational
réhabi]ftation-and intb mental‘héa?th clinics. It deserves moré thorough
Study in c]asékoOm settiﬁgs; in tnis function, the teacher re]ies upon
“three basic characteristics to aid the child in the helping role. These
;are.empatﬁy,'warmth and genuiheness. Thase traits have been researchedj

(5) and aké def{hedbas folTows:
Accurate empathy“involves more than just the ability of the
therapist to sense the client or patient's 'private world'
as if it were his own. It also involves more than just his
cability to know what thz patient means. Accurate empathy
involves both the therapisti‘s sensitivity to current feelings

-and his verbal facility to ccmmunicate this understanding in
a language attuned to the client's current feelings. (5, 46)
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Aruitoxt provided by Eic:

In relation to the teacher of ihe hecdicappsd child, accurzie empathy

indicates that the teachar is = te the needs of the child and

has developed observationa’ technigues o resg tha child's behavior.

In the clacsroom, accurate enpaily inoUhe feas

SRR S, U S
~ inciudes the

teacher's awareness of the Timits e 2ducational program within

the walls of a classroom awf whe ey

services'to the child outside in: Ciessroon. The tgacher may realize
that'it 1S more mpovtant ¢ crovids Giredt a}cprdm services to the
mother af a certain poiint in the sdicetions’ program than it is neces-.
sary to provide services to fi: ohild. xnlk irite Empathy.requires the
teacher to become a Tistaner and 2 thinks : the empat h ic teachev
bicks up clues from the posivie of ns :h&?di‘werbaf gxbressions or
cues of inner thought. - o

Non~go§sessive warmths 535

ranges from a high iavel

the patient's expevience us
imposing conditions; t@ a

L1ve regard,
~armsy accepts

ithcut

L :rapist

es dizslike or.
tive and evalua-.

P ﬁ) L') (%]
o T b et
o=

‘}

a? [

"lm

disapproval, or ex press
‘tive way. (5,.58)

The teacher of the deaf-blind chiid sihould reiy on non- poscess1ve

warmth to .relate to the total picture of the child's deve]opnmnb; In

th1s sett1ng, the teacher can pluce demands upon the child in an atmos-~-

_phere wh1ch is product1ve for the ch11d 1n mov1ng toward behav1ora]

changes, yet the teacher is not placing undue emphasis upbn athievemént,

In this characteristic may be seeq i e relation between,teacher'and»

-

~

chiid which is often observed in successfui t ﬁsng §i tUdETGnS but

not usually defined. It is an atmosphere, It is an attitude. Warmth

!
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serves, theornt1c311j, as a precondition for the teacher s ability to.
sense the rhxld 'S 1nner ‘experiences and feei1ngs Wh?Ch cannot be readily
communlcatgd by the child. It involves a w1111ngness4to share equally
good experiences as well as bad expefiences.
Genuineness has been deschbed as the most dqff1cu]t trait o
develop. Truax defined this characteristic as:
.a high level of self-congruence where the therapist is
free1y and dneuxj frimseif.- A high level of self-congruence
does not mean that the thérapist must overtly exmress his
feelings but only that he does not deny them. Thus, the
therapist may be actively reflecting, interpreting, analyzing,
or in otner ways functioning as a therapist; but this func-
tioning must be seif-congruent, so that he is bheing himseif
in the moment rather than presenting a professional facade.
Thus the therapist's response must be-sincere rather than
¢ phony; 1t must express his real Tee11ngs or b91ng rather
' than defensivencss. {5, 68-69) ‘
~For the teacher, gendineness is simply being him$e1f; it is relating
- to. the child or parent in a real aspect of himSé}f,'notrwith;a response
"growing out of defensiveness or a mevrely ‘professional’ response that
has been learned and repeated..." {5) Genuineness in. the teacher is
when realization occurs that perhaps someone else would be more effec- -
“tive with a certain child dr,knoWing that no one really knows what to
do for a child in a particular setting.fYGenuineness is admitting,-“lfl
don't know" to a parent or 1earn1ng how to work with the ch11d from
observmng the parent dnd work1ng w1th the mather
Once the role of tnﬂ Leacher has been def1ned (or mutuaITy agreed
upon), fre teacher is in a more tenable pos:t1on to af 1east know what
is eXpected Thﬁ concept of the program has been deT1ned 1n terms of

teacher Tunct1on.. e




Construct of the Fragas
To mave Dowat g Gbicctr e prayiaemning . Tt 15 then necessary to inove

to_the_;onstzuctiun CF Lhn wregean. T oLhe teachey dy expectad 1o

tedch Say, mutor deactopmnat ov s erities of daily 1iving and the
concept of teachia) iv Vo Lhe 1\t'hC” Lo do these in the setiing where
- the chitd Tives, the isachee shou1d he able to define this construct.

P~

Lf aLLlhlfl,S of dx:lw R|V4nq are ta be taught in a day school, t

ne
teacher_may waiit. ta spend more Lime withnthe'mbther than with the

chijd in the éaginniﬁg OT thé'pi Q aih $0 bhat (anvw over of schoot
activities ave possibie in hh& hostns .. [f activities of daily 1iving

are tuubg taight 1n akrnsidential school, tha téacher may want to wofki

with houseparents 4.3f¢c chidldeen in the dovmitory. Teaching in a

medically orientad oruiram is differenl than teaching in a strict
hehaviow modifiealim: prugramt Thiz Lo ih@* nmed~ to he able to recog-

onize this constiuet ao prapare HﬁtiVIRIOJ uUﬁiﬂﬁ; ale to the setting

as well as to the oo tancies of function,

4

Gontent of the Progren o |
. “Thus, content is bised npon the needs of the child iﬁ terms of
the concepl of the program and in tems of bthe cnhétguct-Of'thé progran.
in an operant cend%tinning3pﬁmgr5m, a schédule'thatlreaﬁ "8:00 a.m. to
8:15 a.m. —'Group Acti”iiéﬁs” wauld |H1nf07le Cach movLm«nL bv thb
_cn11d to 1nLeralt with anntno" pe;cnu lh*ough Jucne557Vv appr uxxmaz“
tions; the child nnu1d'ewun11a1lv e neaver Lo the qoa hf 1ntgract|nq
kw1ch oth- s in groups.  The Qdme content might ba gﬁ1n~d xn a dcve.oo-

menia?lh hased progran winere . the child vas provxdna an enw1ronmc t TTLh
) 'i . v b . .

O

ERIC

PArutox: providea vy enic [N
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in interesting and stimulating materials and people.  The child being

. able to come into the classroom at 8:00 a.m. and begin playing would
be moving toward the desired outcome of group activities. . Both of
these illustrations are examples of effective program content. The ~
key seems to be that the teacher know what to do, when to do and how
to do. Nhat'you are to do on Monday morning depends upon the concept
of the teacher's role, the construct under which this is to take place
and the content selected to meet the needs of the child to move toward

the program's goals.

Evaluating fot Effectiveﬁess ;'A

There is one further step. This is so vital in knowing how effec-
tive a program has been that it is imperative that the teacher docuhent:
what has taken.place. Those of you who have neard me speak before know
how strongly I-advacate decumentatidn. How else will we know where we
start and where We end. There'afe.tWOkconstructs of documentation:
formative‘and summetive. Formati&e\documentation is the day-by-day,
minute—by-minute corfecting device° which te11 the teacher if each
'act1v1ty fits into the tota] sequence of the .strategy and obJect1ves
Format1ve documentat1on 1s“dec1d1ng to use th1s toy or material rather
than another toy or material to work w1tb the cntld‘in a certain activity.
If documentation.has heen kept Qndactivities; formative evaluation of
these activities correet procedures to keep them on target3‘ Sumﬁétive
documentat1on is the accumulat1on of 1nformat1on wh1ch aids in the long

range eva]uat1on-of activities and effect1veness. Thus, the base11ne '




« obJect1ves of the program.; :
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levels of behavior at the beginning, a1ong‘with daily documentation to
correct errors in procedure, and end of the year or semester evaluation
may be compared to.the program goals and objectives. This allows
teachers and other staff members to measure effectiveness of efforts

in the program. It also allows decision makers, outside the classroom,

‘to make their decisions based upon data rather than extraneous informa-

tion.

I do not care whether documentation is:conducted‘through charting -
rates, developmental scales, periodic staffings or anecdotal records.
I feel that the method of documentation should be selected to provide

the best fit of data and information to formative and surnmative evalua-

tions. That is what effective programming is all about: decisions are

based upon knowing what to do,.huw te do and when to do and to be able

to show all of this in some systematic_manner.

Summary
| Therefore, an effective program is one in which a child changes

toward some positive behavior as a result .of the teacher knowing the

concept of the program and how 1t relates to teach1ng, the construct

of the program and how to prepare activities to max1ma11y use the (
resources ava11ab1e and how to measure .these act1v1t1es in some "
systematic manner so that outcome may be rey1ewed‘and presented ton

others. It‘seems that the only way effectiveness'may be obtéjned is

,through an understanding of thernderlying structure of‘expeCtancies,

the approaches and strateg1es ava11ab]e to: meet these expectanc1es

fiand the eva]uat1on of effort to measure 1f the efforts have met the ~
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