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LT o FOREWORD . c .

In the summexr of 1974, the Natlonal Assoclatlon for’ Retarded Citizens was

- e

awarded ‘a spec:.al project grant from the Division of Personnel Preparatlon, '

- Bureau. of Education for the Hanrdn.cappedbto gonduct &, hat:.onal tralning meetlng.

’ L The purposer of thls meetlng was to provi”dke a wide range of 1nformatlon concerning C
o ’ o .

progrgnunlng for severely handlcapped persons and to equlp the participangs. to Tt
‘ A“,.

better qope wa.th the tasks of prepar‘yng personnel and prov:Ld:ung educatlonal

- services to tb.e geverely and profoundly retarded. - A .,
A ' - .,7[ i The tralnlng meeting was held in New Orleans ’ Lou1s1ana, from March 31 through ' /
e Aprx.l 2y 1975, w:.th Nver 700 persons in attendance. ' Partlclpants came from 46 N

states and one foréz.gn country. '.l‘wenty resource perSOns 'were utllJ.zed durlng the

meetrng. Major areas coVered at the conference included the phn,losophlcal basis

. -for pule.c school. servlces for severely and profoundly retarded st@nts, curricu’i\:tm '

Y,
deve,lopment, adm1n1.strat1ve issues and personnel preparat:l.on.

- ""‘\ I

The papers contalned in thn.s publlcatlon focus - upon these J.ssues,‘and served

‘as the bas:.s for the presentatlons in New Orleans. _

l

EAE e NARC W1shes to expre5s its ~personal thanks, not only bo all “the contrlbutors

.

,,J\ - and speakers, but also to all who attended and participated 1n the conference.
Through continuing \:ooPeratlon between professn.ohals, parents, and others 1nterested
-An the welfare of mentally retarded persons, we will .be able to realize our mutual

goal of assurlng quallty publ;Lc school Servlces for all persons, 1nclud1ng severely

," . and profoundly retarded students.
; = ! ;
& ‘/«‘ o . ;g'
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Project Director: Brian M. McCann, ‘Ph.D. L7 ’ .
Project Coordinator: Catherine.Payne Moore - % I h
bl The Project présented or reported herein was performed purspant to :
) ¢ 5 o . . ' '0 . . ¢
.Grant #OEG-0-74-2778 from the U. S. Office of Education, Departfient of Health,
" Educdation and Welfare. However, the opipions expressed herein/d¢ not necessarily
-, . . o v ’ r’ - A ‘ .
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/
. Directors addpted/an Educatlon Bill of Rights for retarded chlldren. Th1s Bill '

S

LB : o

The)year 1975 commemorates the Natlonal Assdclatlon fbr Retarded Citizens'
S;lver Annlversary. For 25 yéars our organlzaxlon has played a major advoeacy
role on behalf of America's more than six million mentally retarded crtlzens.
Since Lts conceptlon, the Natlonal Association for Retarded Cltlzens has been

conqerned with the marked 1nequ1t1es wh1ch exist w1thin the public school’ systems

of this nation w1th respect to-mentally retarded children, particularly severely.

-

and profoundly retarded chi ren. 4 J <

v

As early as 1953, the Natlonal Aésoclatlon for Retarded Citizens"' Board of /.

of Rights was followed in 1964 by a set of guidelines in the form of pollcy “:‘//

statements intended to assist state and local Associations for Retarded C1t12en7
<> . /
in. obtaining ‘adequate educational services. ST L /

’

Although con31derable progress has been made in the iast 25 years concernang

the prOV1sfbn of educational serV1ces for. mentally retarded persons, a substdngial a

o

portion of school-age mentally reta ded persvns is strll being den1ed a public

school .education. - Even today, publigpschooimprograms»are_prlmarily design d for .

mlldly and moderately retarded students. ) G : o
The probEém is further compounded, as 1nd1cated in the Presldent s Committee

on Mental Retardatxpn report, The 8ix Hour ‘Retarded Chlld, 1n that existing spe~

cial classroom space is‘often fllled by children who have been m1s-class1f1ed as

mentally retarded because of problems whlch are essentially cultunal, behavioral,
or bilingual in nature. s ) ) ’
. [ A

LR

In a 1970 position paper ent1tled, Class1f1cat10n and Placement in Spec1al .

Education Classes, The Natlonal Asgociation for Retarded . Cltlzens concurred with

the President's Compittee on Mental Retardathn that there were a number of mis-
d1agnosed children in ‘special classes partlcularly for the mlldly and moderately
retarded. At the same t1me, however, the Natlonal Assoclatlon for Re&arded Citi-

. [ \
zens pointed out that there was a s1gn1f1cant segment of the school age populatlon

of mentally retarded children that should have the beneé;t of special educatlon

services. Thls m1s-allocat10n of llmlted Speclal classroom space and Services

was particularly %enallzlng to those ch11dren who were’ functlonlng at the severe -

I,
'and profound levels of mental retardatlon* Faced w1th limited space and money, with

a llmlted number{of spec1ally tralned teachers, with large numbers of mlldly and

moderater and m1s~d1agn05ed children to proylde services for, many adTlnlstrators

oo : /. b . .
. C ) i . ; e,
- [ L . i . . L . .

-~




A

simply turned away countless thousands of chilldren of school age who were severely ‘

and profoundly retarded. .

-

In some school districts where adequate fundlng, facilities and faculties
were .present, severely and profoundly retarde children were still denied sérvices.
ThesSe childrén were denied public educational opportunities by definition. Admin-
1strators would say that since thlsjbhlld cou*d not possibly Yeturn- anything tangi-

. ble to our society that he was not entitled to a.public school education.

Obviously, these individuals had not read the Constitution of the United

" States or the Constitution of any.of our fifty states. As many of you know, the
 problem was so acute that the Pennsylvania/Associat'on for Retarded Citizehs
brought legal action aéainst the Commonwealth‘of P nnsylvania in 19J0-71 to prpvide

equal educationaﬂ opportunity for all mentally retarded persons. This suit estab-

lished the "Rig#t to Education" for all entally retarded persons including the

’ .

v

severely and peroundly retarded.

In 1971, also, the National Assofiation fer Retarded Citizens issued a Policy
!

Statement on the Education of- Mental)& Retarded Children». - The following quote - ’

highlights the National Association for Retarded Citizens' position on the education

’
-

of severely and profoundly retarded persons' - )

-
[

“Public school education must be provided fOn a11 mentally retarded -~ .
bersons, including the severely and profoundly retarded. There ©
should be no d1v1ding line, which excludes children from public
educatfonal services. If current educative technologies and facil-
ities are inappropriate for the education of some retarded persons,
then these existing educational regimes should be modified."

‘I

As you know ‘we are here this evening*and for the next twod days to focus our

attention on the education of the 24—hour retarded child - the severely and pro-
foundly retarded child. ' 3
’ .o

This ‘conference would not have,been possible if it were not for the Bureaﬁ of .
“the Education for the Handicapped who provided the necessary funds which allowed

the National Association for Retarded ditizens to adequately prepare for such a

-

necessary national wquing conference. ' : . . .

a

., In 1971, the then U. 8. Commissioner of Education made education of handi-
/

capped children one of Ehe major obJectives of his office an ;Zalled for the devel—

-

opment of a national goal/of full educatienal opportunities for all handicapped
R N -

children by 1980. _ P . : ‘
/‘ . . ) ‘. o

~ More recently, the U. S ©0ffice of Education has gone on record as being

; r'r“mmitted to assuring equal educationa1~opportunities‘for all handicapped children.

EKC - 3 9 o o
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The efforts of, the Office of Education in heeting this commitment are,being coordi-
nated through the Bureau of the Education for the Handicapped and we are pleased to
have the Director of the Bureau of the Educati&n for the Handicapped, Dr. Edwin

' Martin with us this evenlng as one of our featured speakers..

B We are particularly pleased that th;zBEH s Division or Personnel Preparatlon » )

has identified as one of its priorities the training of personnel to serve the se- N

verely and multiply hamdfcapped. ' ‘ )

In closing, I would like to point out that many necessary changes must be

made on the part of educational service agen ies in order to meet their new respon-

sibilities of educating all children. ' ' U\7

It is the National Association for Retarded Citizens' betief that. his con-_  -=.

ference will aid educators in gearing up for the task that lies ahead. We fully . *

*

regllze that the "zero- reJect" movement in the publlc sthools has subjected the

Y  educational community to the brunt of new parental, legal, and«leglslatlve pres—

, lative pre .
v..sures. e e R

Educatlonal adm1n1strators and professionals are 1ncreas1ngly faced w1th the
problems of reconc111ng numerous programmatic, economlc& arch1tectural and legal
factors which are how beglﬁ’fﬁggf% impact on the publlc schools.

+

In many 1nstances, both educators and parents, allke, have geen unprepared

-

to c?pe with this .sudden shift in responsibility. It is- the N&tlonal Association 3'

.

. »
. for, Retarded Citizens' hope that th1s conference, "Educat1ng the, 24- Hour Retarded

X

Chila", whlch brings together nationally for - the first t1me the persons re3pons1ble et

for monitoring and delivering services to the severely and profoundly mentally- re-

. . tarded, will be a major step in assuring appropriate'public school educational

services for severely and profoundly‘mentally retarded children.

¢ : ' V;\" ¢
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‘ THE SEVERELY AND PROFOUNDLY RETARDED S ,
PAS'I‘ AND FUTURE*
¥ .
. e > o by
Philip Roos, Ph.D., Execut:l.ve Directoxr o
, : v National Association. for Retarded Citizens
\ ' . . Arlington, Texas o ) A
. O .. *  March 31, 1975 .
' cen . v .
a2
~ * pr. Roos' remarks were accompanied by a three-screen video presentation.
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s R .
o ‘ We are plunging into the final quarter of the 20th Century. A centur¥- of
. scientific enlightenment - a century of humanitarian values. Never before has
mankind possessed such rich resources, or known so much, or had such great poten-
tial for fulfilling its highest aspirations. o ' Q;' , L . o
We live in a great land - the land of the free, the home of the brave. A

o layd based on a religion of mutual love. 'We are about to celebrate our nation's

Bicentennial. We can be justly proud of the ideals upon whichvourvcountry is.

s founded, liberty and justice for all, individual inalienable rights. Yet, the
basic human and legal.rights_of countless thousands haye been violated during the -
past two centuries. Citizens have been denied actcess to desperately needed re- )

‘sources and subjected to dehumanizing conditions.. Thése discriminatory practices ‘ -
have been sanctloned on the assumption that there are degrees of humanness, and

that only the "fully human" are entitled to participate in'sJCiety-- that devia-

”

tions from cultural norms are valid grounds for rejection and” isolation. . ., N\

i

) . - At birth all humans are helpless,"parasitic; totally unable to cope with their

. enVironment or to survive unaided. Unlike other anlmals, humansﬁave almost no

instinctual behavi®Ts. Each indiv1dual s future, indeed his very survival, is

predicated on learning. ~He must acquire a staggering“amount_of information and

develop an amazing repert01re of skills. - @

Although individuals differ markedly in learning rate and complexity of skills -

7 ultimately mastered, all can learn if prov1ded With opportunities best suited to
meet their indiVidual needs. QEEZ we have-a 1ohg—standing tradition of systemati—
cally excluding from the eduqét:onal process‘those 1nleLdualS in greatest need ]
of learning experiences - those who have the greatest d1fficulty in learnlng;.v;/zf’# .;
Indeed, our terminology has reflected hopelessness and  even derogation. We have -
generatedfself—fulfill{ng and self-limiting prophecies.

v

Until verv recently these individuals tYpically had but two options: ‘They
. , .
7 could remain with their parents indefinitelyy - while excluded from community sek- ’ <

—_— - §
vices essential to their development, or, they éould be placed in institutlon3m
for,life—long "custodial care."” Lack of essential learning opportunities, combined
. with social is{l_a?ion, ‘regimentation and dehumanizat’ion has greatly curtailed the

'“development of these persons. Much of the maladaptive ‘behavior found in the se-

verely handicapped is attributable to their env1ronment rather than to their bio-

-

logical limitations. .

zv | Q . . . _ 1 <5 o, .
1 IERJ!: ‘ “ ~ N o / 'lﬁ{ A '
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S Recent legrSlatlon, federal gﬁgulatlons and court dec1s1ons have reaffirmed

'fthe baslc premises of our natxon, mandatlng‘equal ﬁlqhts for all persons, assurlng SO
' t & o -

E that all share in: soclety s'fESOurces and guaranteeing méxlmum possible LndiV1dua1 ;
v freedom._ Landmark‘class actmon sults on’ behalf of hand&capped persons in such

s locqles as PennsylVanla,and the DLstrLct of Columbla have established thelr rlghts 2__‘, :
iy o ) ‘ SR
to,educatlon. Other sults haVe dealt w;th the rlght to treatment, and freedom - :

) - . . e

2 from peonage.'f @'{f* _;' '}'."f..f'l" R L ;“r - 'l R X “T’ll'if "; ‘?éw'
')ﬁ:»“ PR we a4F on the verge of a,neviera-for’the-séVerely handicapped: nt'long last' "‘(}-Ef;
:fi; . We stand ready to shed the hopelessness of the past and to begln serv1ng thousands '.:';jll
—of our fellow cxtlzens., Yet, we should not delude ourselves fhto the belief that i;’-fg'ii
these persons' b1010g1ca1 llmltatlons are 1nconseguent1al.? ée cannot comfort our- ‘3; :
\ ;; Selves'wrth the nalve\assumptlon that'all people can develop 1nto so-called “ncrmal““’ﬁ'é
:p' human belngs 1f only presented mlth the proper env1ronment., ',*(,’y' N ‘ ;wt ' ;:
v e ’ Ser

e We are now concerned Wlth theamost seVerely handlcappedumembers of the human 'yigiff

ff‘ndlv1duals whose névous system has been seriously damaged or never devel—

[y

'Wioped properly, or, whose behav1or 1§ grossly deV1ant from develOpméntal norms., -

:.pﬁ ‘-, The severely ‘and profoundly mentally reﬁarded 1nclupe approxlmately the lowest ;pr};;

r'tfunctlonlng 5% of the retarded populatlon, or those persons W1th IQ s falllng

:ff appro"mately below 35, In stat1st1ca1 terms, th1s means that they are functlonlng

i

éf,7;;5at least four“standard deV1atlons below the mean; or that more than 99% of persons

il

“learn more easlly than they do. As a matter: of fact, many of these 1nd1v1duals

ﬂ:"may be unable to complete ﬁny 1tems on standard 1ntelllgence tests, so that the1r
,IQ's‘may be’ reported as "unmeasurable"; ‘ Co o SER T,

B . A}
< . - Lo o N

Severely and profoundly retarded ehlldren'enterlng school may manlfest many of. @

"the follow1ng-~ Lack of t01let trarnlng, hyperact1v1ty and short attentlon span,
. Y3 !

"fflack of\skill in eatlng, dres51ng, and groommng. llttle or no language, and epllep-

‘:tlc.Selzures of all types. In addltlon, many of these chlldren maY‘have developed
L ,f_-lrrltatlng hab;ts such as droollng,‘screamlng, destructlve andéségf;desoruct1Ve
. f‘,'

'yivgubehavlor, and.stereotyped acts or other mannerlsms, Severely .and profoundly retarded

s

'prersons may ‘also suffer from g

: or more other maJor handn.caps, J.ncludz.ng le.nd‘ness, ' . .

"L;deafneSS, cerebral palsy,‘,In sp1te of themr ser;Ous problems, all these chlldren

ﬁ; are human belngs, AllriaVe a rlght to 1earn, to develop, to be treated as 1nd1v1d-

T_Quals, to actuallze themselves.”ifff*';fffy",: . ]1vL:,{‘ R ‘\ L q~_;

RS

{f[]%j}: ' Current technolﬁgv Can help theSe 1nd1v1duals. Impressivekpfogramsnare“nqw_,

L
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Research has documented the value of new procedures. Techniques aref-

now available whxch have demonstrated effectlji?ess.,-But, we are st;ll in the dark

. underway.

‘.

.

PR ages when it comes to understandlng thef uman 1nd.. Today's technology'ls‘priml-
/; B ﬁxve, We uave taken but the’; flrst few steps 1n what promises to be a long and 5e~'
tf | y wardxng Journey.u g " R oL . , :g.;f' . .?‘:'v .
(7{f,;[};y /‘ Educaﬁors now face major challenges whlcn requlre 1mmed1ate actlon. These,
i .- @ -’

v

%*f 7’ o angrams Ln noq-school settlngs, pareﬁtai 1nvolvement, serv1ces to m1nor1ty groups,

arch;tectural conslderatlons, tra1n1ng of personnel, admlnistratlve lssues and

’ others. ' We must also recognlze that we are liv1ng in an age of‘technologlcal ex-
B AV

We must learn to use advances 1n other flelds-

LY

plosion, an age of telescoplng time.:

to 1mprove our own efforts on*behalf of the severely handicapped.

-~ +

.

¥

i

llmlted by our blases ~ oxr restrlcted by today s techno}ogy. We must@apply the .

' best we have. today, and We do have ‘the capaclty to help thousandsf~%§t, we must
‘also grasp)for the future - 1mpat1ent for yhat 11es ahead 'so xhat gil 6ur pl izens

can truly partlclpate in the human adVenture. s

b S ;nclude development of cﬁrrxcula suitable for the séyerely handlcapped, educatlonal .

We must fot become prlsoners of our past - enamored w1th our tradltlons -
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.'i'accepted, We nevertheless must recognlze that its- progress’ has been: far - from smooth-vw

Certalnly one .of the most prom1s1ng approaches to provrdlng an educat onal Aﬂ

,

program'for the severely and profoundly retarded 1nd1v1dual is, through appiled
" behavior analysls. If we d1d not belleve that, NARC would ‘not have organlzed .

this meet1ng and we wou1d not have been inwited to part1c1pate in it. It is }n— -
/ ? .

5 ~ ¢ .
tereétlng t note that the behav1oral‘approach, as we know it today,- has been
applled to the teaching of the retarded at all levels foér just.a little over 15

’

years and at present 1t is con51dered by many ranklng educators (Kirk l97l) to be

4

the approach wrth the greatest potent1al. Some have clg1med>that 1t has already N

had a 51gn1f1cant 1mpact, pointing f® terms such as prescrlptlve teach1ng, pre—
e o ‘

- cision teachrng, data-based teach;ngA classroom management, and on and on. ,

. . .

v Current interest in the. appilcatlop of behav1or pr1nc1ples to the teaching

and training of ghe retarded undoubtedly,stems fr0m a var1ety of causes, the three

. most.obvlousrbelngrthe_lneffectlyeness of teachlng and training methods used 1n

-~
. .

the past. (Johnson, l962), the popularity - ‘of ts behav1or approach in other areas,

. 3

+

especmally in cllnlcal treatment (Drash & Freelyn, 1973; and Hoon & Lindsley,

1974); and the renewed publlc 1nterest 1n the- teachlng ang training.of. .the. retarded e

A '

1nd1V1dual through r1ght to—educatlon and r1ght ~to-treatment established through
leg1slatlon and court actlon. ﬁt so much for. etlologlcal speculatlon. Our task

« today is to polnt out some problems, character1st1cs, and promises of this approach
for the trarnlng of the extremely retarded 1nd1v1dual in terms of: (1) the pro- .

N

blems assoc1ated wlth publlc educatlon, (2) the essence of the application of
behavroral analysis to teach1ng and tra1n1ng the severely ané profoundly retarded,

M

L and (3) the problems of 1mplementatlon. ' ' . ‘
A . “- Probléms of Public Education h : R
; " Whlle 1t 1s true that the: approach has ‘ekcellent potentlal and 'is be1ng rapldly

o

Many problems have résulted from mlsunderstandlngs about the nature of thﬁ@ approach

and from abuses brought about by the overzealous, the well meanlng, but 1nadequately

> - ) .. -

" trained practltloner.. o o g L ' o }:p“ E
. AN ‘,,\ o : . . ' ~. 2
Misunderstanalngs o S ] '] e . ,
‘There has been confusion ‘about the meaning of behavioxr mod1f1catlon behav1or— .

¥

ism, and behav1or theory. Sometimes behavior modlflcatlon is considered a.theory

of psychology rather than the appllcatlon of -a theory. Sometimes, behaviorism—isw

-

.lt) - _i - o | S L f"‘

consldered a theory of behav1or, sometlmes an appllea endeavor, and somgtimes & |
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. , ‘ felop
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.philosophy of science. "When it is correctly jdentified as a philosophy of :science . )
. . 3 T 1) -

I L]
it i$ most often mistaken for 1920 Watsonian behaviorism with 4ts physicalistic and J

s

mechanistic concepts and its denial of internal processes. Modern variations of
o - behaViorism deal with complex interactlons among functionally defined Stlmull, set- . -e .

' ting conditions, and behaVior ﬁ/d deal .with internal interactions as in its concepts

— ' o, Sege * ¥

of self management, problem.solVing, ang creative behaVior (Skinner, 1974).
~— . There has aISo ‘been confusion between the two kinds of conditioning. respondent )

~ \
(class1cal or PaVLOVian) and operant (instrumental) To most people, conditioning %sﬁ% .

-is conditionhing, - Tb explain that operant condifioning is the'strengthening of ) °
) s bl ’ T
. "purpos1ve“ behaVior and is more: like trial-and—error exploratory learning than it '

is like Pavlovian reflex conditioning is to make a distinetion- that falhs on deaf -

ears. Operant.conditioning 1s vastly different from the PaleVian conditioning

paradigms which have shocked the public in Brave. New World, l984, The Manchurian - 35“,

.t gandidate, and A Clockwork Orange. ,f f "ﬁ A S '.ﬂy\' » “

Those who fail to differentiate operant and respondent: conditioning hold that

rbéhavzorism is’ ev11 and” nothing good can ever come of it. . Bven when*the applied .
. . - 3

. -~ aspect of behaViorism can be demonstrated to be helpful in the educational and men-

f‘; 'tal health areas, they maintain that even in the long run, the ends fail ko Justify
! , o .
the means., S L * S . EE T

P v

. ‘

-

Misapplications . ) ) : - . i\

. o .

Another obstacle to steady progress has been dgenerated by those who hold that
the approach is so simple that anyone can use it ("It's sort of cgmmon sense."]

. o With little or no training and the best of intentions, “they apply their conception
1t . of the behavioral approach. Consequently, their practices of time—out from posi-

tive reinforcement, deprivation, aversive contingencies, and.token economy do not ' ,

.., -, bear the. slightest resemblance to the technical meaning of these terms and are not -

.
\ ~

applied ‘undér propericircumstances\and with proper safeguards. As one might expect,
- n o ) - n'! ' ' . !

the results they obtain are not pomparable:tofthose réeported “in the journals and

they conciude, therefore, that they have: tried behavior modification and fbund that

it does not work.' These'practitioners perform a disservice to the individuals whom

e o~
h . L e . .

;" o they have treated and'to future generations for such misinterpretations and mis-

fo

representations arouseAnegative public attitudes toward stipport for further re-

-

search and deVelopment. . ’ -

“ . — R q et
The Need for Public Educatxbn < ) - - 1.( ‘

Applied behaVidr anaIySis sorely needs -a public-education program Whlch dés-'
PR S

[ : A f ' - . '
L. - . . i . ) f
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cribes (1) 1ts origin, phllosophy of science, and theory4¢9 human bethavior, and ~

» ’

(2) 1ts 1mp11cat16ns for education and training.

It 1s,essent1al that the publlc knows that behav1or \halysls, as an approach

- '5”%

' to the understandlng of human behav1of dld not spr1ng forth full. bqun but evolyed 3.

‘ “e LI P n..

P

s rlnstead frdmna long hlStory wuych dates back to Arxstotle, anq in more repent times
',:‘. R o M Decartes, and that 1ts phllosophy of sclence is bas1cally:cons1stent w1th that of
o .“ + b 1‘ - \

the patural sciences, such as phys1cﬁ, chemlstry, and blology. The public should

v. Also know that behamaor analysis' or behav1or theory, as -it is often- referred to,

2. - ‘exlsts 1n several models, some with a combinatdon of observable and hypothet1cal

.

mental terms such, a$ “dr1ve" ‘and some w1th only observable terms (what can be seen

.

and measured). Furthermore, the publlc should be 1nformed that most of the varia-

AY

<« td ons on behav1or analysls focus,not on group behav1or and its.correlations w1th
) -7 . AN & . -
. oup condltlons Qut on the behav1or of a s1ngle unlque 1nd1v1dual in relation to

n) - » spec1f1c and concrete occurrences that constitute his env1ronment.

. - N

. P - That part of qhe publlc—educatlon program wh1ch describes the 1mp11catlons of

- applled behavmor-aqalysls for education and tra1n1ng should first and foremost

clearly explain how the terms,\pr1nc1ples, and assumptlons of the system d1ffer

<

‘from the popular“meanlngs of the same concepts. An example is the way in which

failure to lé%rn is viewed: Tradltlonally an ;nd1v1dual who does not learn what

-

Ms presented is- conslderedmto be 1ncapablé, 1nd1fferent, unmotlvated, or lack1ng

in some way. The behav1qral v1ew(_on the S6ther hand, is that if the student does
C I

not learn, somethlng ig wriong er lacking in the teach1ng s1tuatlon. Th1s gu;dlng

principle inbased‘on the assumptioqithat changes in behavior result from changes

in c1rcumstances and that mOst’Cchumstances are observable and modiflable. Another

example. Popularly, the teacher,  her general demeanor, the appearance of the class-
' room, etc., in other words,wthe physical and social aspects of the educatlonal en-

v1ronment, are eGaluated in terms of soC1a1 and physical d1mens1ons, "She' s well
dressed and pleasant " « "She' s grouchy, - "The~classroom 1s artfully decorated," -
S &
/"The classroom 1s‘drab and un1nsp1r1ng,“ etc. In aAbehavioral,approach, on the = .

1

. ' otaer hand, \these:‘ educatlonal env1ronments*”,?re analyzed in terms of their meaning to

. the 1nd1v1aual, Qhat 1s, the1r functlonal propertles to him and him alone. Hence, °

-

1nstruct10n of all sorts must be 1nd1v1duallzed. The only, and by no means simple,’

'T‘ questlonuls ‘how to engineer teachlng sltuatlons so -that 1nd1V1duallzatlon of 1nstruc—

o - tion can be, achleVed as much and ‘as often as posslble. ;123 ) ' s
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old institutionalized'subject whose repertory_consisted of lying on his back, open-

- BehaVior An veig Applied to the Teaching and Training‘of the - 4

. _ |
S verely and Profoundly Retarded.IndiVidual L B ' i
.

4 /

It is interesting to note in passing that one of the first operant conditioq-

ing studies Witg humans wasudone with a profoundly retarded clyild (Fuller, 1949%(
Other operant studies had in fact been conducted with idfants in the 1920's but

investigators in those studieg (Jones, 1924; Watson_& Rayner, 1920) thought they . "

were employing‘classigal"condgtioning techniquesl - In Fuller's study, an 18-year- .

" ing and cldsing his mouth, blinking, and slightly moving his arms) head and shbul-

. skin of their students but can do much to create and modify env1ronment§5to faCilitate

) education, t aining, or behavior change has stabilized. Most of the steps\in the

¢

ders was conditioned in four seSSions to raise his right arm for liquid food. The

u,—’ -

attending physicians at the institution claimed that until that time the boy had '3
not learned anything in his entire life. ‘
. M . ' ‘v -
We have come along way from the Fuller study.-. We speak not about'operant con- :

. . . . ' ¢ .

ditioning alone but about behavior analysis. And we now postulate that both°notmal .

and retarded development generate fron interactions between behaVior and environ-

mental events.‘ The only difference between normal and retarded development is the | .
. ¢

couditions under which stimulus and response functions are acquired When the

o

orgahismi (phySiological), social and phySical conditions of development are extreme

or deficient, development Will be deviant and almost always retarded (Bijou, 1966) .

°

' From this point of view, training or retraining of any kind requires_the pre-

paration of an educational environment that encourages learning and development.
Such an environment is not static; it consists, rather, of orderly changes designed
to alter behaVior in, the direction of pre—-established goals.

S

Since teachers and trainers can do ljttle about the state of affairs inSide the \

[y -

-~

tgh acguiSition of functional interactions patterns, behavior modification becomes 3

enVironmental\modification in the.truest sense of the word.

The Teaching aLd Training Format . . - .

-

Over th /past 15 years, the format for carrying out an effective program of

format have 'been called by various names, some quite exotic, but all refer i\n one ‘

way or another to these basic ingredients: .(1) setting goals in behavioral terms,

(?) assesding current functioning with respect to these goals,” (3) applying learning
né motivational principles, (4)-monitoring the effectiveness of teaching, and ‘
- ) \ - ‘ br k

n
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~

. (5) arr,anging conditions to maintain an generalize the gains achieved. Each com-
ponent in this teaching format is essen\ial. If~any is omitted or is non-functional,

,vone cannot claim to be employing a behavior analysis approach. Wé shall comment

; briefly on each step ‘as it _.applies to th education and training of the severely and
profoundly retarded individual. . C o A

K ~l. Setting goals in,behav%gral terms. Muchmhas‘been writtentabout the reasons

) » - .
%Pr setting the teaching goals in clearly~stated behavioral terms. Nothing more

need be said here except to reiterate that any.teaching.procedure will be more 'ef-
~ {

fective if it is Dr}ented toward achieving unambiguously stated objectives. There

.remains the two—fold problem, however, \} what goals should be selected for any par— —

. R
N ~

ticular chlld and who 1S‘reSPonsible for selecting them. o - .ﬂ'

-

Traditionally,‘education has focused upon the question, "What shall be taught?”

to the relativé:neglect of the equally important questions. of,. "How can it best be

- taught (the technology of teachlng)?" and, "Has it been learned (evaluation)?" It

" caemes as no surprise, then, that%%f the. program components identified above, deci-

. ' sio}‘\s about what should be taught in an instru)ctional Sequence ‘are perhaps the most
\ e -

easily made. e . . s I

.

In a general sense, normalization is the goal of the ineclusive curriculum for

the severely retarded. Teacher should train the stude‘t in as many skills as are
“' . ; . » o ! )‘ ”
‘necessary for adequate functioning in .the comrunity oriin the least‘restrictive'

environment. A Though the task of delineating the behaVioral repertOire necessary
for "adequate functioning" is complex and admittedly somewhat\hrbitrary, there have

been several proJects which have made impressive efforts at cataloguing behaVioral

¥

objectives "for the severely~handicapped over a variety of performance areas (per—

Py

ceptual—motor, social, cognitive, prevocational, and vocdtional). Some of the pro-

) . v

gram goal behaviors are the familiar ones that fit neatly under the rubric-of the

4 intellectual and academic skills. Other objectives include the development of
“h ' - .

emotional or affective reactions such as liking for school, teacher, and schqol

subjects. Still others pertain to the development of new motivations in the fopn of
. \ s .

new' interests and attitudes that extend beyond, the confines of the classroom, and

"

. ' still others refcr to the acquisition of personality traits, such as cencentration, - -

'persistence, curiosity, and\independence, All are treated as_goals‘to'be achieved
‘and all can-be treated by’ the applied behavior analysis.format.

L .+ To say that it is relatively éasy to speciry behavioral obJectives for the o

Qo o : ;2() - S ~ ‘




in such goal setting. Clearly, controversy exists, and revolves most often. arof#d

", the question of how much should be taught. Given the necessary technology, is yt ’
worth the effort ‘and expenge to teach the severely handicapped to read? Shoul&
their reading be limited to functional and safety words (Exit, POISON, Stop, Men/

I

Women) or should; it include the teaching of words commonly taught to;beginningg
,-readers {primer and.preprimer vocabulary)? - And given the optimism of behavior
analysis - the belief that almost anything' can be taughézif it is “adequately task

' analyzed and programmed in an appropriate enVironment the problem boils down tou
agreement asg to where;to stop teaching. Final decisions abput what to tlach will
depend in.large part on the power of our instructional technology. The question
of what to teach is ultimately ‘subordinate to the question of how to teach it.

-Confounded with decisions about what should be taught the severely retarded
ig the questioh of who is the decision-making agent. " For the normal child, goals

~are set both by parents and by other adults in the guise of school board members, " -

curriculum specialists, and university teacher educators.uiye suspect that for the

ﬁeverely retarded a similar constellation of concerned adults will be involved in

--the specification of training objectives, but parents or/caretakers may have more

inpyt thgn usual, and, as we have indicated, the client himself becomes an important

.agpect of the curriculum development process. I . N

,-

2. _Assessinggcurrent functioning with respect to the. goal se1ected. Until

recently, the terms assessment and measurement were most closely associated with .

» ®
.

the administration of standardized,'norm-referenced“tests. The student being' eval-
uated was asked to respond to a standard sample of items in an artificial (testing)

enVironment.; Performance on thrs sample of items, assumed.to be representatrve of

-+

the student's larger repertoire, ‘was compared with the performance of others of - oo

’

Py
4

similar chronological age. Labels and\educational placements were then-assigned on

-

‘the basis of these comparisons. “ .

~

Recently, critics of standardized teéting have increased both in number and in

volume, and the use of such norm-referenced measures has been attacked from a vari-
.

ety of positions. There is general agreement (among critics at least) that norm-;

referencéd measurement is an inappropriate strategy for evaluating the effects of
A_ instruction and similar agreement "that many published norm-referenced instruments

'%re_technically inadequate.
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. , From the point of view of a behavior analysis, however, perhaps the most.
damning* complaints| are that norm—referenced measurement generates a detrlmﬁntal

~ label, while falllng to generate a specific, educatlonally relevant dlagnosls.

! [}

The majorApurpose of 1n1t1al assessment in the beHav1or analysis approach should

i

be to ascerta1n the competencles of‘a child so as/to be able to establlsh a work~ (

’

able starting point. for an educational and training program. In/llght of this

. » goal,'porm—referenced measurement is s1mp1y nonfunctlonal. - To know that. Jphn'is
. S ¢
‘"trainable” in. fact- ‘tells you no;hlng about what ‘John m1ght be tralned to do. To

know that John scored "s1gn1f1cantly lower than Mary" provides no 1nstructlonally
relevant 1nformatlon about either child's level of functioning. = S e

I3 . «

. Not only is norm—referenced assessment not functlonal but there is 1ncreas1ng

evidence that it cIn be detrimental to the development and happiness of a child.

. Recently Hopbs (19

~ . 12

group of investigators of the effect of labels. Their summarizing statement was,

4) published a report of a comprehenslve study by a d1st1ngu1shed

in a nutshell, “that - -diagnostic labels do more harm than good for chlldren and that
. diagnostic categories should be replaced with descr:Lptlons of spec1f1c classes Jf

behavior. , : __— : Lo F

2

A welcome and necessary)<complement to norm-referenced measurement is criterion-
. ° ey

referenced measurement. A -criterion-referenced’ test 1s one that y1elds scores that

are d1rectly 1nterpretable in terms of spec1f1c performanqe-standards. A Chlld'

L b performance is compared not with the performance of others, but with a predeter—

¥

m1ned behavioral performadngce criterion. Spec1f1c 1nformatlon about performance
v 3
competencies (objectives masteréd) is retained rather than lost:1n a translation to

standard scores. Wlth crrterlon-referenced measurement there is no automatlc

€
-

deflnltlon of half the populatlon as "below average." An 1nd1v1dual's performanCe

. a

- over time .is compared with h1s .own prev1ous behaV1oral doma1n rather than with the
performance of qthers who may be acquiring skills at a faster rate. The emphasis
is‘on“continued mastery rather thdn relative standing. )

The translation of criterion-referenced measurement performance into educa-
o LA N . : 9 ST

e e

. : . . ~
tlonal programs is d1rect~ What is to be taught is that which has not yet been;

. ‘ mastered. Ass:.gnment of ‘abels cah be avo:Lded altogether.

3

If the tasks one is teaching are cumulat1Ve - and th1s is usually the case

. >

.with deyelopmental skllls - then mastery of each subcomponent is necessary for.’

_ continued instructional success. That John is in/the’ bottom lp%ﬁof{§ﬁ£ population *

FRIC is irrelevant if he has in fact mastered the skills .to move into the next level of

= BN * X . - | [ S
T - : ;);) ' 1




;'progremming. Crlterionrreferenced assessment, rather than emphasizing behavioral

) to determxne base rates of respondlng both provlde conslderably moxe instructlonally'

oV

‘-there. The*teachen,&s told to. select the teachlng method that best suits the chlld

‘ gency. ) . ,'_ N .,.'. SRR .

‘or deqelopmental deflclts, stresses the 1dent1f1catlon of exasting competenCLes.'

Thoee competenclee form a base whlch is then expanded and dlfferentlated into 'a -
A -
repertolre that more closely approxlmates normal performance..

While the use of crltermon-referenced tes ts to evaluate entry-level functlon-.

. k3 ..
ing in various developmental areas and the use of observational recording'technlques

releVant lnformatlon than do normrreferenced technlgues, still more 1nformatlon is
’
needed for an adeguate functronal asseesment.' In addltlon to descrlblng the child's_ - .
\ .
repert01re - what he can’do >-it is. equally lmportant to determlne fun¢tional con-

sequences and functlonal dlSCrlmlnatLVé 8t1mull' under what conditlons (e g., ver-

o
E-o

” .

-
smmles, pralse,‘or bits of . breakfast cereal) will he actually perform? Assessment' .

baisinstructlons, modellmng, orlphySLcal gu;dance) and_; for what consequences (e g., 'f'~A,,%ya‘

1s apprOprlate not only for behaV1or but for every aspect ©of the tralnlng Qontln“

‘. l- ) et
n,

L s Tt . @, - . . L

Furthermore: there is a need to evaluate both the target and tra:Ln:Lng enV1ron-v' o .

,ments to determmne what consequences are naturally avallable and to 1dent1fy ‘the 0V“

Speclflc performances on. whlch the conseguences are contlngent. The chlld should be

{
taught behav1ors'that are apprbprlate to, and Whlch w111 be.malntalned by, the N

target enV1ronment. To gather th1s klnd of lnformatlon we.must deVelOp the tech- -

o~ e
~ . ‘-,

nlques to assess envlronments - o ’1ygf S et .

T3, Implementing the educatlonal program. 'applylng prmnclples of 1earnrgg and

motivation. The thlrd step in the applied behavior analysgs teach1ng fbrmat is the

J

utilizatlon of Iearnlng and motivatlon principles to manage the lnteractlons betWeen
a chlld, who ig treated as a unlque personallty, and the educatlonal enVLronment.

There are~many programs for the retarded child in whﬁch careful attentlon is glVen

to "ettlng goals in behavloral terms -and to assess1ng the child's spe01f1c compe-‘;

~ .tencles 1ntthe currlculum areas; unfortunately. the behav;oral approach often ends E

dl‘

7and that" anythlng she decides on w111 be acceptable._ ThlS conception of teachlng is

1n sharp c0ntrast to the beha oral ‘notion that teachmng 1s the arrangement of con~

‘:dltlons that facmlitate learnlng and that the good teacher 1s expert in presenting

'_setting factgrs. The effectlve management of antecedent, consequent, and setting-

: tasks and materxals, prompting or prlmlng ‘responses, and arranglng contingencies and

wll Toxt Provided by ERIC
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. - ¥actors in ways that move the particular individual toward educational goals defines
. . . . . . o,

- i . : . . ,... .

_ the art of teachlng.

Many futurlsts and critics of education like to say that we use pnly a small

fractlon oﬁ our brain. power and that when we know more about the structure and, func-

- tioning of the braih we shall be able to greatly expand our mental abzlltles. They

L

- 'may have a p01nt. But another ‘way, of V1ew1ng the limited use of‘our potent1a1 is in.

o .

+

“ berms bf the limltéd appllcatlon of’ what we know about learn1ng and motivation. Our
guess is that a behavior analys1s of the.acglvltlés o; an average:teacher will show
thats she utilizes .a very small fraction, of our current knowledge. As more teachers
and teachersﬁln—tralnlng are taught the pr1nc1ples of learning and motlvatlon, and
how to apply them, the effect-on the child’'s potentlal ‘for school learn1ng w1ll be

»tremendously enhanced. Moreover, the pr1nc1ples themselves will be further ref1ned
~and extended through bas;c and applled research. In addltlon, w1der and more effec~
R

t1ve classgﬁﬁ%ﬁﬁss1stance, €.g9., teacher aides, proven teachanidev1ces and programs,

'etc. will enabfbgthe teacher to devote more of her time to actual teach1ng. A survey

5,

&
by Conont (1973) showed that teachers currently spend only 30 percent ‘of thelr t1me

» @

e . 1n act1v1tles “that are even remotely related to academlc 1nstructlon and learn1ng. -

4. Monltorrng the. effectlveness of teach;;g» Keeplng records of a Chlld'

performance in class has always been a part of standard educatlonal pract1ce. The
behav59xal approach ties into thls tradltlon but moves in several new d1rectlons.

It suggests that the main purpose of record keeping should not be €o grade. a chllh 's

\performance but to provide information on his progress in the program and h1s mastery

-

-of the tasks ass1gned. In order to be max1mally effectlve, programs must be tallored

*to 1nd1v1dual needs and must be contrnously adapted as appropriate ,new skills are

acqulred and ;napproprlate béhaV1ors_ellm1nated. The need for cont1nuous mon1tor1ng
+ of student.progress is,highlighted in.a criterion-referenced system where progress
T through. the 1nstructlonal sequence is based not on length of t1me 1n the program but .
upon mastery of. prerequ1s1te skllls. - At .
 Behavior analys1s 1s a responsive and'self~correbt1ng system. if a child is =
. .presented with'a part1cu1ar .teaching sequence and does not learn, the fallure is
‘ . attr1buted to an 1nadequately conceived or executed program and not to some short- ‘
coming of the Chlld, an all too prevalent practlce. It is the program that 1s modi~- 22[1
fled ot the Chlld who is plamed.
The chlld is undoubtedly the best'indicatoxr of thé approprlateness of an assign-~

‘« -

.‘IERJ!: ment.' It follows that jthe sooner program fallures can be identified, the sobner the

PR
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f . . »

-prdgram-can be modifiedﬂ and the more rapidlchan learning take place. A system»

z

.?.
«

1

.

of. direct and dally measurement of student'progress guarantees teacher accounta-

billty. data demonstrate competent programming and effectlve teachlng. ’ . ‘,

°

5.!,Generallz¥tlon and maintenance of learnlng. The f£ifth step in the applied i

.

that of programmlng for the generallzatlon and ﬁalntenance of

behavxor format i

»

behavlor acqulre . The generallzatlon of learned behaVlor to env1ronments other

than the gne in which the tra1n1ng takes place does not Just happen 51mu%taneously.

wiéh the achievement’ of the training objectives. Generalization is, instead, an
active ané eSsential part of training. Conditions mLst be thoughtfully and plan-
fully arrangea g0 that'reievant aspects of the environment outside the training
sitdation -come to @ontrol the newly acquired behavior. Maintenance, like general-
fzation}”is‘aISO‘an active process and reguires the-arrangement and,presence:of.'.
enwlronmental conditions that will support the responses acqulred.- u v

_Generalization and maintenance procedures have been the last step lo be in-

corporated 1nto the behavior analys1s format becau e it has- been dlf 1cuLt "to con-
vince workers in the field that tra1ts are behavioxr under the control’of the en-.

v1ronment rather than entities" exlstlng w1th1n the i dlvrdual. Accordlng to our

) . ‘

behavlordl formulatlon, stable env1ronments produCe stable tralts whlle changlng -

env1ronments result 1n changlng tra1ts (progressions or regressions).w Educators

and psychologists” are still 1n51st1ng that a treatment or educatlonal programvcan-

v,

adequately be evaluated in terms of performance six months or more after termlna-

. tlon ‘'of , the treatment program. The questlon of the adeqany of the child's post~ .
« a9
treatment environment is not yet given the serious attentlon 1t 'deserves. t '% o
The amount of planning and effort requlred to genérallze and- ma1nta1n an ag-~ :l,g“‘
v, .

Q

wll Toxt Provided by ERIC

«
[:R\!: _ One flnal comment about\phe app11ed behav1or anaL151s format. To claim that

qulred response class varies with the nature of the response ‘class. Some responses
. - we
like Walklng requlre very llttle additional programmrng to, achaeve generallzatlon

2

because walking per se makes it possible for a child to recelve, almost automat1-“‘~

1
A

cally, large aiounts of reinforcement from the phys1ca1 and Goclal env1ronment. . W

3 . ’

Generallzatlan of other responses, however, especlally those dependent on soc;al e

re1nforcement (such as talh;ng in complete sentences) requlre a great effort on the
- '
part of the teacher. One favorable consequence of’ thiswrequlrement +is that it pre-

sents an opportunity for Ehe ;pacher tOALnfluence parents to beFome 1nvolved in

‘.\

. -
training and thereby to reflect upon thelr chlld—rearlng Ppractjices. ;2();

» - 3 EE/PY
) I

A .,

e




a

’ . :i.t has stabilized, does not mean that it is a closed system. On' the contrary, it “ )
is an open System. Although the outl;ne of its components and the1r relatlonshlps

are clear, thé= detalls Wlll c’ontJ.n to be modified as f1nd1ngs from both basic®
’ and applied research warrant. Slnc(the system is based on ent1rely empir1ca1 t >
. K relatlonships, the changes i1l be rev151ons and extensJ.ons rather than turnabouts,

‘and complete abandonments. In thls“argy, thlS approach is very different from most
- ey

e

' others that have been ofﬁered to tHe- educatlonal communlty. . For zthe behav:Lor analy-

gig. approach to corrt:i_ 168 grow and flourJ.sh, there is need for a gteady flow of:

. e‘*arch laboratory_L ba51c and aple.ed One -is dependent upon'
h'ence_._l:oth are es‘se._ntia'l . N, %& M A e
Implementation ' ‘ C .

L . B Y . .
P 3 The appl:.ed behav:.cr an lys:.s fortnat ‘for teach1ng the severely and profoundly »

’ retarded chJ.ld has sbeen 1mplemented 1n two - kJ.nds of settings: the classroom-lake

Ed

settz.ng J.n a communn.'l:y or res:.dent:.al school, w:.th a. teacher and .an aide or a1des,
‘. and the home settlng, w:.th a teacher teachJ.ng a ch:le, or teachlng a. parent to .
IR 'teach her ch11d. 'I‘he flrSft 51tuatlon is analogous to applyj.ng the methoﬂs of the .
clinic to the classréom w1th the teacher functioning .in the role of a clln:LcJ.a,n.

The. “latter 1s comparable to brlnglng the techniques of the classroom 1nto the home’

~ . with the teacher functlonlng like a parent, or a nelghbor ahv151ng a parent on
chJ.ld-rearlng pract1ces. The Classroom-based and home-based models can of" course
R operate together, beglnnlng with tralmng in the home at an early age. When a

~

ch:.lcbtc‘attends school, the home training he recelves ’ffbm his parents and the’ schoo.l./

¥ oo
. -tra:.m.ng by the teacher may be coordinated throu&h conferences and coord1natlon of %
oA N
. &o:q "’v’pirﬁ’g!ressv records A format followed in several of the rele.ca:tlons of the Portage b
o N - . ’ M ‘ s
Y, L ,Fr&ject (§hearer & Shearer, 1972) . ; ) S o

? - r ‘. ’ 0
¥ . 4
& /,, ” ‘ No matter }vhat- the teachlng settlng, J.mplementatlon of the applled behaVJ.Or

T 0w o—'.

' analys:.s formigc req’ulres te@cher tra1n1ng and c;oxmna.tme‘nt,, admz.n:.stratlve suppor "
2

A T \

. and act1Ve parent partn.cJ.patJ.gn. : B L. . ' . "- .
L Teacher Trai,,ning,and Commltment R o .- Voo R . . ' -
. Even though:’ applied behaV’:Lor ana“lys:.s may seem like organlzed common sense; t

-

someth:mg lJ.ke “what any good teacher Boes ‘ever’y day of _the'week", or a: simple
»*

recipe ‘tFat any 1nt§lllgé¥1t person can follow, there 1s need~ for teacher traim.ng
’ \ Ve "\
. and for teaching ersb el, wJ.th a comm.tment (motJ.vat on) to enhance the deVelopment

¥ - of the retar'ded.‘chi’ld';’ oL c L. e T .
. ] L ’ " . © '.,‘f . 2 b ) l'f - . . - e




They must be prepared w1th

"fconcern of the publlc schooms.j

itha"mayAguarantee success 1n ﬁhe 1ater school env;ronment.. c1early,

;the“tradltional thfee R's are not enough., The currlculum must be 1nc1us1ve. teachersf'
must be prepar d thh the Skllls to teach students to Sh&vlve 1n'the world from‘the

L moment they*wake up 1n the mornlng unt11 they go to bed at nlght- When we deal‘Wlth

\\

vl\l

”the Verely retarded, 'the behav:Loral deflc:.ts and deVelopmental needs of . each person‘

rather than the dlctates of the School board,'becOme the currlculum.

I . . . -‘J';‘

’ ﬁhr ,: In.addlt.on to acqulrlng expertxsepln goal selectlon or currlculum, a Well—'

Ce. SR “ -

trained effectlve teacher must be taught the other crltlcal components of the behavﬂ

iiloral teaching format-- asse551ng behav1or, keeplng records, alter1ng programs 1n

: responSe to student performance, and programmrng for the generalizatlon and malnten-

V-

ance of,the learnlng acqulred. Tralnlng of thls klnd 1s not readlly acqulred through

"

"},;gh nature'of retardatxon. It is best achleved through c11n1Cal procedures, i. e.,'~'

through demonstrations and practlce under superV1szcz w1th ample guldance and £ ed—

C -

back.3 "Skill to do comes of d01ng" (Emerson)

As for teacher'commltment, it has to begln wmth the selectlon of candldates

¥ gf." who haVe an 1nterest 1n teachlng the seVerely and profoundly retarded and who see
; thls area as a challenge) and then arrange tralnlng and’worklng conditlons to main- -

oo k3

taln.and.hel“j en thls 1nterest and commmtment. Thls requlrement,brlngs us to the -

next point in the 1mplementat10n'

CaaB

the need for admlnlstratlve support.__

¥
e

‘amrn;stratrﬁe Suppggg “S*;: f!q‘:f“;'

v o ; : e
Aaminlstrators.._prmncipals, superlntendents, superV1sors and the 11ke - play a

o

crltmcal role in the success ‘or fallure oﬁ thls klnd of program., Not only are they

the ones who'select the teachers w;th the proper traln;ng, experlende an otLVatlon,L'@;);

NEERE .“‘ 7}.'?« t B S P e




'adequately supported The Special teacher w1li have to make unusual requests i o

A spec1a1 training devmces, procedures, and funds for specxal materials., These , .-f‘j

' W1111ng to learn and put into effect new teachlng,procedures, it is. relativelv easy

'tion but that be V1oral prcgram is beneficial to the retarded 1nd1v1dual and his
l

" Active Parent Participation

Active_parentbparticipation.(with the accent on the "active”) is more than an ingre-

: dient in this approach to teaching the seVerely\and profoundly retarded individual;

but they ‘are also the ones who must see to 1t Jthat the teacher s efforts, are- _' ;\i;
(w1th1n the context of the operation of the typical school) in terms of ass1stance,

reguests w1ll have to be met rf the teacher 1s to- do a creditable JO% For ex-
»ample, an' additional assistant may not be attainable because pf a 1%m1ted budget
but might be recruited from the ranks of we qualifled senior citmzens. Similarly,@

alterations of t%r physical plan (to prov1de a time~out room or additional t011et
[

o

facilities) nay be- somewhat 1rregular but absolutely necessary if the Heacher to
expect optimal learning by severely retarded students.rfj fl“. _v
e < - .: “ . N

Administrative support also consists of showmng the- teacher 1n no uncertaih

.

terms that her efforts are well appreciated by g1v1ng her positive reinforcement @'*k~.

for her achieVements (even the little ones) and understanding _sympathy for her re-
. v

actlons to frustrations, disappointments, and hurts that “come w1th the territory"ﬁh_’i:
(negative reinforcement) . . L. ;lfi- jF' S i”f]? . ‘
Administrative support'hasbst}ll other facets. One cons is iof‘seeing to it”i' ﬁ{
that’ the teacher has opportunities to 1mproVe her techniques by making it possible - ‘
for her to be in contact periodically w1th those on the frontiers of revisions- :

‘deveiopments. aThis, of course, is the business of maintaining quality.

regard to administrative support pertains to perpetuating the program. Many
ey . . - . ¢

times efféctive beRavior programs are established and then disa&gear because qual-~

ty control is not maintained (backsliding) or because of personnel;turnover.

~

Because extra time and effort are required to tind interested teachérs who are .
to allow the program to drift back to non- -functional practlces. There is no ques—

parents, whatever extra effort, time, and fundlng are necessary to establish and

¢

-

maintain such a program are well repaid ) the results.

— . . 1
- . » L .

. We*turn'now-to the last aspect of implementation: acdtive parent participation.

3

. s
6 -




1n the program.there ls llttle hope that the behav1oré acgurred 1n the classroom

[N

'(walklng 18 an exdeptlonl w;ll generallze and be malntalned. ThlS 1nference fol-

v"'ical objects and the:members of his family. On the’ other hand, most of the behav-'*,f
:%ors-a normal chxld learns ;n the classroom are generallzed and maintazned both. 1n ’
il .

the home and 1n the COmmunity.. The latter ﬁecomes progresslvely‘more lnfluentlal

for the normal child as he grows older.v':@:; o R : SR

‘g . ! N - : B »

o As we,noted in the1618cusslon of the. bas1c applled hehaVior analyszs format,

\. i
BT

the act1Ve pa;tlcipatron of parents also proVLdes an opp0rtﬂn1ty for. the teacher
to influence the parents X?hl1d«rear '¥a0t1 o f1rst w;th reSpect to tasks :
tauaht ln thehﬂbe01al class and then to tasks not taught in 3chool. It is hoped
, that»what they learn'wlll alsoigenerallze to“thelr practlces wnth the other ch11 renuak

in the’ famlly. k-

The appllcatlon of behav1oral_pr1né:ples has great potential as a basic for

£ 1fs focus on the interactlons betWeen a unlque 1ndlv1dual and functlonally ‘de- :

L:g§§g\ teaching and,tralnlng of the severely and profoundly retardeu lnd1v1dua1 becauseiv
o

flned, observable, env1ronmenta1 events and,because'nts concepts and pr1n01ples are
experlmentally basea. To keep this approach muvlng ahead, there is need for a -

sound educatlonal program d1rected toward both the publlc at large and the educa—

I +

tlonal communlty to abate the unfavorable press whlch is based on- mlsunderstandlngs.f’

1

o Effectxve publlc educatlon should 1nclude the klnd of Lnformatlon that w1ll,d1s—

courage people from u51ng the technlque without adequate tralnlng and superwlslon,

¥
“and encourage those that are tralned to follow the baslc format, and keep up to

.

date On nxtenslons, refrnements, and 1nnovatlons. —

-

Flnally, the hehav1or analysls approach needs support in 1mplement1ng the f0r-f'

‘mat through adequate and approprlate teacher tralnlng and v1gorous backlng by admln— -

xstrators and parents. L S if : .'_ .

. The appllcatlon og,behav1or prlnclples to the teachlng of retarded chlldren is

4

not another educatlonal fad and those who stand around patlently waltlng for it to .'

““s w111 be dlsapp01nted. Slnce it 1s the end-product of 50. years’ of experlmental-m
EKC e e Ty e
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research and theory constructlon, it is llkely that w1th contlnued support of
ﬂ ¢
. basic- and applled reSearch, 1t Wlll become even more effectlve. The only justlfl—
‘" ’
'/, ~ dation for developzng a cogent edtfeatlonal technology is the enhancement of the
R
1 a,_:
o liges 'of chlldren,’,all ;ch:u.dren, and ‘hence of all mankind. . .
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- .
S

) ‘Some of the morefrecent‘developments in the area of,the.severely/profoundly
handicabﬁedlaré'a ddrect.result of thefgoals of the Bnreau of Educatlon'for the
' Handicapped'(BEH) of'the u. s. Office of Education, BEH is the principal agency
- withln.the u. s. Offlce of Educatlon for developlng, admlnisterlng and carrying{h
Out ﬁ&ograms and pr03eCts relatlng to the educat1on apd tralnlng of the handl—
"apped. Included in these duties are..’(l) The preparat;on of profe851onal and
paraprofeSSional Personnel, (2) research 1nto needs and processes of learning for
- the handlcapped and (3) the deVelopment of educatlonal technology for this popﬁlakAon.
The pr}mary goal of the BEH is to encourage the pIOV1810n ‘of quality in-‘ -
structlon for all~handicapped chlldren. Tu serve thls end,, he Bureau has out~- -
" lined a statement of six goals toward wh1ch 1ts efforts ‘are belng dlrected. These

six goals 1nclude. '
. n

' ‘I Natlonal Commitment = to assure that every‘handlcapped chlldwis recelving
.t\ an apprdﬁrlately des;gned educatlon by l98® SR o . o

~N
‘II. IncreaSed SerV1ces ~ to aSSlst states 1n prov1d1ng apprcprlate educatlonal

.

serV1ceF to at least 75% of the handlcapped by 1977.- S , .
III.- Ear;yfchlldhood Educatlon - to secure the enrollment of at 1east 750 000

(75%) pre—school,age hand1capped chlldren in federal, state and local educatlonal
and day care proprams. -

. %

- IV. Career Educatlon - to assure that by the year 1977, every handlcapped

2

child who leaves school has had  career and vocatlonal education tralnlng that is .

-

relevant to the job mérket, meanlngful to his career aserations anddreallstlc ‘to

hlS fullest potentlald :

" L

%V.' Severely Handlcappe = to proV1de qualrty educatlonal serv1ces for eVen
\ 4
the most severely hahdlcapped child.

.

VI. Personnel Development - to assure that by 1980, all handlcapped hlldren )

K served in ‘the schools have a tralned teacher who is competent ‘in the skllls re-
~‘ , qulred to aid the Chlld in reachlng h1s/her full potentlal.< - | 'i‘
- 4 What 1t will take andf%hat we will have to do to prOvmde quallty educatlonal
‘ serViCes for even the most seVerely hand1capped ch:le \and, 5pec:|.f:|.cally what is
- . _ happenlnq J.n\the a‘rea of personnel.preparatn.on for the seVerely handlcapped, are
| the pr1n61pa1 uhrusts of this article. B \ ' o

About 2 years ago, Phll Burke, Branch Chlef, DlVlSlon of Personnel: Preparatlon,
W1

o

BEK and.Bob York, Asslstant Professor, Unlver51ty of Vermont and thls wrlter,;
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published a ‘paper entitied "éonsiderations for Serving'the severely Handicapped
P |

} " in the Public Schools."* This article emphasized thatfwhen large numbers of ¢ \

severely handicapped youngsterﬂ enroll in the school over a brlef perrod of time

_ thé special education community ‘will be confronted with problems and ch 1enge8 -

never before antlcipated. These problems and challenges will he Cat 1ea>t in
degree, if not 1n cost) somethlng whlch schools have. never beforé confron -ed \on
suph a large scale. After hav;ng the opportunlty to review whak has happ ned 1'
Pennsylvania, the Distrlct of Columbia, and now in Maryland, this writer has the .
unfort:natg,duty to,report-that our.concerns‘Were far too 31mpllst1c and naive.;
,quevqr, before continuing'to'indicafe somejof the goals to which we m'l;;lst:"L
.‘attend,ﬁleé ne share with you several personal assumptions‘ugon;whichyihgﬁ basing -

- my rcmarks- , , N \\

Ld

1, The Beverely/profoundly hand1 apped child can‘and shOuld be served, 1n

the p"“llc school sector. ' .
N . 9.

2. ents can and.should be partners in both educat;onal declslon maklng

and programmlng. To ‘this end, special educat- s and other professlonals should '

»

forever stop us1ng the phrase "parent tralnlng"

‘3. Severely/profoundly handlcapped chlldren are capable of learnlng beyond

our .current expectatlons, . ' S A | ‘o

Q

- &4, Severely and profoundly ‘handicapped chlldren cat be%integrated into many .
- regular public school act1v1tles. . L v v I T o
5. Our’ mental set about the dellvery of serv1ces for se ere1y/profound1y
handisapped ch;ldrer =3y no 1onger be v1ab1e. Such service del.very models as
=\ the contlnuum, the cascade, etc., are essentlally operating from a\ premLSe that

may not be beneflclal to the severely handlcapped‘chlldn ; : . -

\X' This wrlter s proposltions for the future probably hold a cert arn umper of

\

uncomfortable and antagonlzlng thoughts for many..,However, as Ed Martln, Deputy
Comm1851oner, u. S. Offlce of Educatlon, remarked recently regardlng early c i1ld~
AN hoad programs, "Ite needs for coherent public policy must outwelgh the. provinc1

\ &

concerns of spec1a1 1nterest aroups " We, in the Speclal Educatlon community, have -

-~ 'i progr’nkbriented? We,bln the profe351onal communlty, must extend to parents a

&\ Eifl

e SQntag, E_, Burka, P., & York, R. Consiaeratlons for serv1ng the severely “andl",

‘R\f: capped in t'e public schoois.; Educé/aon<gnd Tra:ning of the Mentally Retarded, 1975,. ’

o
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’ sincere and fuhct anal partnership in both decisién-makingoand programming\ When’

we do not ektend it, parents must demand such a role. Only when this'partnership_

is functlonal are we g-'ng.towbe ultimately successful. Parents are the key'to -
expendinélsuccessful'inte ventlon strategxes for severely involved children. '\\\\

| Another concept +to be ?onsidered is the need for ‘research Speelflc to the ;\\ :
;needs of the seVerel;7E>ofoun- , handlcapped. Presented below is a practloneer' ' \
vshoppzng 1ist of research needs. - ot

cr

‘l.f Researcﬂ into the chemlcal control of selzu 2.

2+ Relevant lnformatlon-on appropriate’ visual an audiologicalrscreeﬂing

techniques. We have to £ind ways to detéxmine how much the non~communicative -

-

| severely}profoundly handlcapped child can hear and see. N » ' . fi ,
o 3. Signlflcant~1nfbrmatlon concernlng the utllizatloﬂ of'prosthetlc devices |
for the severely/profoundly handicapped, such as typewrlters and telecommUnlcatlons
apparatus for multlply-ano1Ved hand;capped, electronic stlmulators for 11mbs,-etc.

- This is just a sample of the practioneer’ s needs. Research 1s tremendously
important, ‘and “our efforts must be coordlnated. In view of the magnitude of the

_problem.we face, there can be little time for dupllcatlon,of e fort. The lnformation

‘that we have now on how to téach these chlldren is gettlng better,

adeQuate. -\\ ' o ’
AlSOy zrs*ltutle"s of hlgh\r education (IHE) must’ reconceptualize their role .

but is minimally.

‘ £ m that of a predomlnantly pre~serv1ce delivery system to one that puts equal ’
-emph is upon mn-servlcep staff development and pre-service tralnlnq. " Thig re- ,
: definlt n of roles needed if IHE' s are golng to- prov1de adequate ass1stance 3
to efforts \for the ‘provision of quality instruction for all’ handlcapped chlldren.
Persojhel prep ration 1:\bne major component in the proV131on of services. Since
this 15 a common eSpons1b111ty, 1t 1§\reasonable to expect that representatlves

1n the various train g sectors develop and coordlnate codperatlve manpoWer '

‘pl‘ n1 g actLV1t1Qs.,‘lﬁ" coordlnatlon can be developed through cooperatlve

efforts which 1nclude a Bﬁdlcatlon\to effectlvexcommunlcatlon by all partlclpants,
.'The Dlvislon of Personnel Preparatlon has convened meetlngs thig’ past year, and

»‘is currently in the process of convenlng meetlngs thlS fall' We are strongly ‘
_.urgln'vIHE's to meet w1th the Staﬁs»Educatlon Agencles and develop cooperatlve L

fmanPOWer plans fdr thelr*respectlve states. It is also evxdent that BEH, in '

4

cooperation with IHE's, needs to develop better reSponSLVeness to speclflc

-
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: S L . " A : ' \
geognaphic catchment and ldw incidenCe areas. IHE'Q must'begin to aevelop ﬁetéer
> in-servlce trainzng delivery systems. They must accept responsmbality foq,re* \ )
‘ tralning of the profe881onal already employed. Thisg - tralnlng should take place as
close to the professional's pJace of employment as p0381b1e. IHE's should- attempt,
t6 move prevtralnlng 1nto the schools, Thig is partlcularly true 1n the area of
the severely/profoundlyfhandzcapped.. We also have to begin to base tralnlng
delzvery systems on the assumptlons that tralnlng is not the sole prerogatlve of -
the IHE and that 1oca1 and state educatlon agencies have and will continue to have'
. magor respon81billties in both pre-service and in~gervice tralnzng. Increas;ngry,f
4 we find thnt service agenclea are develop\ng not only extensive 1n-serV1ce tramnznc

programs but are actlvely developlng pre-service programs In geographlc areas

'_*’where\great pre«servzce tralnlng needs still exist, eervmce programs are develop;ng

e

\
pre-service trainlng programs when THE's have failed to meet thogé tramnmng Theedy.*

As the Division of Personnel Freparation undertakes the initiative in convening

»
SN

‘cooperativevplanning;meetings within atates;~it*is hoped that one result will be
a stronéér'abiiity;to meét the training needs'in'all‘areas of the states.'- o

: Research 'has extended the age for intervention downward 80 that mandatory
procedures should be establlshed for?assessment of the pou51bly handlcapped chmld
at blrth or very soon thereafter. ?hese procedureB should_lnclude an ;nterdlscl-'
pllnary aSSessment in a communlty-baéed center. As a follow-up +6 the aaseeament
and 1dentif1catlon of the severely/profoundly handlcapped chlld, mandatory 1nfant
learning programs, based on current demonstratlon center programg’ lhould,be a%fll
able to begin developmental 1nterventlon for the ¢ - o I

o ‘One of the greatest dlfficultles that parent@biﬁélandicapped chlldren en~

counter41s the 10catlon of approprlate services. 1In the past, BEH, as well as

" other agencies- and organlzatlons, recelved hundyeds of 1nau1r1es a week from parents o

who were trylng to 1ocate services. Several years ago, under a small grant from

.- the federal govérnment, a computerazed llStlng of-all scrv;ce programs 1n the

= ccuntry was made. The project became known ag "Closer Look n  Underxr a contlnulng

+

adVertlslng campalgn gsing newspapers, radlo, te1eV1sion, magazines, and .other
]
communlcatlon medla, parents are belng urged to. write to "Project 01oser Look"
. in Washlngto1, D.c., 1f they thmnk their™ child mQy need. 89861a1129d serV1ces.

Parents are then sent a llst of servmces avallable.lnothelr geographlc zrea and

¢ ) ’

: suggested proceaures for contactlng the approprlate agency(s) ,However,.maklng
\‘l (. - . l. M !

r_;*s ' ‘.
X 2y ) R “n‘ .'
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: . - parenta aware of available programs is but the f:l.rst atep. , ) L B
ﬂ~.fi§ 7; N Mandatorily established infant 1earning programs based on: current demonstra~

‘ tion.projecta -hould bo-available to begin developmental interVention for the‘v~
11p ' aoverefy handicapped child. Responsible serVice to .the handicapped demands the
- "extension of the intervention age upward for continuous programs at each develop—
‘ mental stage. The individual cannot be abandoned at age 21 or 25. The coordination
' ; . of all interdisciplinary services ust continue as-we deal with the realities of
,today 8 world.(i.e., the employment.rate, the rising'cost of living, the unavail-
o i. Aahility of housing, the fuel ehortage), and with the implications of such. realities
é;%yil-rfor working with the.severely and profoundly handicapped.A There must be a process

| for‘systematic follow-up go that no. individual getsflost at any point during his

‘}orher lifetime.‘ PR S e |

. . ‘ »
‘ . . ,./

Severely handicapped children can and should be served in integrated Settings

- -7f.£rom hirth.- At the very least, we can request that self—contained clasSes for the

. i v

. . vseverely handicapped child be located in regular public school buildings. : In ’
- addition, I think we:can also expect integration of these children into some school

3 aetiVities. Several years ago, we were faced with a Similar situation concerning

the integration of moderately retarded children .into a regular school building.=

Integration typically began in association withvlunahroom programs. We next ex-

&

. :p,anded the integration into phySical education, recreation, recess and, ultimately

! .Linto academic groups in the kindergarten, first and second grades. The major .

. problem we continue ta face regarding integration of the seVerely handicapped child | ’,

¢+ into public school~ progtEmS inVOIVes our own attitudes and those attntudes we conVey g
: toythe regular'educator. Children should not, be segregated from society by-using )

such criteria as number of fingers or limbs or 1Q score.. We should expect integration
l of severely involved children into regular public schools. We* should expect inte-

ph
* i gration into such.actiVities as art, music, physical education. sWimming, 1unch,

7 1

vvplayground, getc.. ’l‘he benefz.ts to all of us. are immeasurable. Through such inte=

gration all children become more tolerant of indiVidual diffefences and 'are better '

. ‘ ' prepared for the realities of a hetrogeneous world. ' : K}\g‘ "

ro ‘ “We must conceptualize prOgramming for the severely and pr foundly handicapped

child from ages 0 to 21 and beyond. Obviously, is is not going to be the Sole

: responsibility of the special educator. Many services and diciplines, which have

Q not had a functidnal dialogue in the past, must get together and communicate.'




. : : . ’
S : 1. . upon parents,

-

communxtmes and personnel preparatlon _programs. s
2, ‘Economic considerations -"the negd for a stroqg : vocate for
'vfundzng of educatlon programs for the severely/profoundly handlcapped
during. this time of economic out-backs in ‘federal and stateqﬁundlng.z
:'i39 Implzcations resulflng from the. deflnxtlon of speciflc needs for

adnu.nn.strat:we organ:l.zatlon of !:apeeial educat:.on programs for Aj{xe o ’

' ‘severely/profoundly han cappe&xln guch areas as the 1nner Clty, the

. suburbs and rural arkag. R '
;4,"Ident1£1catlon of natlonal caders who have demonstrated their
”expertlse by assoc1atlon with.competent demonstratlon programs
and who Wlll be ava;lable to new and emerglng programs as con- B N *

«

o sultants to help fac111tate the repllcatlon £ successful programs.

J " B Establlshment of a central faC111ty that will be resPon51b1e for
' expedlent.dissemlnatlon of 1nfoxmatlon.' " : "
o R N ’ - oo - . - . : . . i,
‘There is an amusiog Russian fdble about a comic troika which consists of v
a swan, a c*ab and a fish. Theee three were designated to pull a cart. Of Gouxse, L

" each pulled\ in a different dlrectlon~

"

sea, aqd the crahybackwards.f_The f1na1 line of the fable cencludeé::

Lt

.e., the swan to the-‘air, the

: Y~ "Now which of tham is right, _ . -
‘. Coa Which wrong concerns us not, ¢ S x N
‘ The cart is Stlll upoq,the self same spot."

We cannot afford to 51t upon the self same spot._ We must WOrk together to .

develop and to provlde qualxty educatlonal ae:VLces for even the most severely

handicapgea child. If this goal 1s to be accompllshed, profe551onala, parents and

-

legislators mustfminlmmze dlfferences and maxlmlze agreements and»s;milar objectives.
- : ) ) o . L .-'.a o v ; . -

1

-
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. ' .- USING THE DEVELOPMENTAL APPROACH AS A BASIS

| FOR PLANNING AND.SEQUBNCING DIFFERENT xxuns OF, cunn:cunb‘
: "FOR SEVERELY/PROFOUNDLY HANDICAPPED PERSONS*

By | g

Norrls G. Haring and Mar;lyn Cohen

;': : _ N : 1__ Presented by
Norris G. Haring, Ed.D., Director .:
Child Development and Mental Retardation Center
Experimental ‘Education Unit .
Unlver91ty of Washington, Seattle, Wash;ngtb

Aprll 1, 1955 7

* Portions of this paper Were tracted from the chapter, "DeVelopmental Pinpoints,"

Ins N. G, Haring & L, Brown (Eds,)
Teaching 'the severely handicappedl A Yearly publication of the American Association
for the Education of the Severely/Profoundly Handicapped (Vol. 1), New York.'

Grune &
Stratton, 1975, in press. . . v SN
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Ag debate ihcreases about what to teacﬁ severely handicapped pupils, and- ds

the demand inoreases for materials to use in teaching this population, teachers and

administrators will become involved in many small, separate, local community efforts

‘ throughout’the statec for the purpose of developing curricula., If tradition is,

followed, thére Will be a large number of curricula déveloped. All will be different
to some extent, based o differing -sets of assumptions, and offering a variety of ‘

tasks and|sequences. A : . .

S

If all of these efforts could be coordinated and a comprehensive,plan egstab-

lighed, it would be possible to write a developmental curriculum, one that could

-

' have a sound theoretical rationale: and a common content base throughout ,i;he-many

levelo of development. Such a curriculum could for some extended time, be in a
L

. Btate of continuous development, being modified and refined by information from carg-

fully maintained records of the performance of many severely_handicapped children.
Eventually, a well refined and reasonably Complete~curriculum could evolve. It
could include the'following skill areas: pre-dcademic and academic, leisure time,

social interaction, self-help, communication, motor, and pre—vocational and voca-

"tional. It could arrange sequenced behaViors and tasks in very small increments of

A y
difficulty so the pupil can progress to more complex tasks or skills that arg devel-

+
. . -

opmentally more advanced. , ' )

.

The curriculum should not be considered completed, fixed, or finished and
bound. Rather, it should be open-ended, always being dev 7&loped further and refined-

always modified on the basis of performance data. Through this process we should _j'
have responsible, dynamic guidelines for teaching.

;-

A valuable by—product of such a curriculum might be a direct performance meas-°
urement scale. Since each behavior. and task is observable, a "go—no—go" check for

each could accompany the curriculum. This check would give regular evalua iOns'of

the child's progress in the teaching program. While there is general acce tance of

-

specified behavioral criteria and of formal intervention programs désigned to{teach
a child to proceed through & sequence o£ behaviors, there is: no such general agree—

ment about selecting the content of curricula and the sequence to use in arranging

v

instructional programs. . .

\

Back to the ideal curriculum. If anyone should pursue this idea seriously, it ‘

»

would be necessary to arrive at a sound theoretical basis for’ selecting what to teach

the severely handicappea and in what sequence. vba818 common. to many teachers of.

., ) . ." ,i() : - ’ t” i‘“'
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the severely and profoundly handxcapped as they’plan curricuia is an 1nfant and - chlld
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developmental basls. The de%elopmental apprcach to currlqular experience has Several

advantages, a- feW‘of whlch ake ‘the follow;ng. St h‘. -l R e ,1-/*’ ' "

»n v o R TR
f‘; , The developmental approach Serves ‘as a unxform basls for arranging exper14?

4

D W

ences at least for the flrst 72 months of development. we belleVe that once a chlld

- < A R
fhas reached,a developmental age of¢72 months, he can no longer be cons;dered seVerelx .
.handlcapped. That is, a person W1th the 1evel of skmlls development expected of the .

* L
‘ normal six year‘old - the mobllity, cognltzve, soglal, self-help, and communzcatlon f_ .

expefiences are available to hlm.: ' ? 'd" .‘L' <"»' R '-" R o h* ‘1h:

4

\
A skxlls - has ‘a fa1r1y~W1de range of Capabllltles and many other thloﬂs for currlculum ‘7; l
|

o 2. The developmental approach 1s hased'upon an obserVed record ot many chlldren g i
7 - a Lo
. from many cultures developing from birth te early Chlldhood, theréfore, arranged ex~ f""'

‘,'periences and 1nterventions on the ba815 of. the sequence typlcally followed by develoP- ;,; o

a

ft'ing,chlldren have a certain logic.ﬂf i' 17_';’14 ‘,ﬁ hf.»'f. o ST . l" ?

e gt YT

The deVelOpmental approach serVes as the bas;s for - treatment by severaI‘other E o

management dlsclpllnes, such as’ chlld development.speclallets, communlcatlon.dlsorders

, wspecrallsts, nurses, occupatlonal theraplsts, physmcal theraplsts; and pedlatr;clans.
S .
Thls, of course, 1ncreases communlcation among~the dlsclpllnes and prov;des a common

»

base among dusclpllnes for measurlng the: chlld's progr%ss. "hhh . . o o .

. : . ‘ \".‘ . \ %-e N ! ...- » ‘
A Content Survey of Se1ected Currlcula' , SR ey .

a.

‘ In order to prov;de a Very brief but general look at behav;ors 1ncluded 1n curw';7
, B -
' rlcula for severely haﬂhlcapped chmldren that are in use throughout the natlon. we

B xd

haverselected a few very good currlcula to reyiew. We W11&‘Anclude the age range of.

the chlld for whom the—currlculum 1s provxded and the content by areas: wherever these
i

have hﬁgn offered by “the’ authors._ we have also included"the flrst and last 1tem 1n-

* .

each sklll areg. ThlS w1ll glve an 1dea of the nature of the 1tems-and the range of‘
* . ’ ) P - . ‘ . .' - _’ ) <

tasks avamlable ln each area. o f;»»y L R o ‘ ,:f - Lo~

.&

The Portag Gulde to Early Educatlon (Shearer, 1972)4was deVeloped prlmarlly tb

~

use as a guide 1n teachlng handlcappéd chlldren 1n~%ar1y chmldhood educatlon programs S

"-and dé51gned for’thOSe chlldren whose mental ages are blrth xo f1ve years. KIt has

{fﬁbeen £airly W1dely repllcatedqthroughout one-half of the Unlted states., The Portage'

jg~Gu1de to Early Educatlon contalns l) a check llst of behaV1ors and 2)ea card flle

‘contaxning currltulum 1deas., TheSe materlals were developed hy personnel 1n the .

‘f *'u !ge Pro;ect which‘was funded by the Bureau of Educatlon for the Handlcapped and R L
[K L T T ‘ R S T
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. was one of the seventy First Chance Projects for Preschool Handicapped Children Q It
consists of. five developmental arej., each area color codeds 1y Cognitive, 2) Motor,
'}
3) Language, 4) Self-help, and 5)° Socialization. Each of the 420 cards in the- card

file prov1des 1nformation about the activ1ty suggested. appropriate age of the user,

behav1oral t1tle, behav1oral descr >tion, and the suggested act1v1ties and - materi%ls;

Fox example, 1n the Cogn¥§:3e sectibn, Card No. l, “the behav1oral ‘title 1s-"Visually
follows object past midline," and the behav1oral description is "The Chlld will follow
a brightly colored object w1th his eyes from the s1de of the face past the center of - '
the face."( The end of the sequence in the Cognitive area is Card No. 86, which in-
cludes the ' title, "place object on d:rection" and the behaVioral description, "Chlld
w1ll place objects - up; down, in, on, under, over, bes1de (next to), on direction.

In the Motor area, the f1rst card's t1t1e is "Sucks and swallows liquid foods" w1th
: . s

- the same behav1oral description ,#The_lasticard+uNor~97, ‘involves the task, 'Copies

diamond shapes," and the behav ral description 1s "The child w1ll copy a diamond
. ) g
shape made by an adult on paper;. In the Language area the first task is "Undif—

-

ferentiated cry," and the behavioral description,. "The child will cry as a reflex

‘action (i. e., birth cry, startle reflex,'sudden change in position).” ‘The Language

.
.
-

sequence ends with “Speech is understandable," and,the behav1oral description is

)

“The ChllduS speech w1ll be understood clearly by anyone, with minor: mis—articula—'

. e 4

tions that do not interfekre with being understood (i.e., yeth' for 'yes')." 1In -

. >

the Self—help area the first task is "Open mouth for bottle or breast" ‘and the

: behavxoral description is "The child will open mouth to receive nipple " The last

°

’ " task (Card No. 80) ‘in Self—help 1s."Goes about neighborhood without constant super—‘

‘vision" and the behavioral description is ."The child will go about his 1mmed1ate

~,

. ‘ . 3
neighborhood, unsupervised. May be restricted as to areas and boundaries and time
he is allowed to be gone." In the Socialization area, ‘the first task is "Responds

.. to another person"'and the behavioral. description is’"The child will follow'a mov- -

\- : . .
ing person E}th his eyes, 1ncrease body act1v1ty or turn his head in response to

- .
: *  voices or to movement of people around him. The final task in Sociaiization is

"Responds to mus1c" and the behav1oral description is "The Chlld w1ll demonstrate a

‘ social sharing of music."” The directions of The Portage Guide to Early Education

v

r do not specify the bas1s for selecting the specific content or the\seguences of a ‘~

o

L task, howeVer, it seems obvious from looking at the tasks that the content is quite

compatible With typical Chlld development.

;.',“ . - R 4? T A ™
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“tlvsub-units on self-feedlng,and drlnklng, wa ing and bat

'chlld succeszully cut f@od us1ng & knife." In the next 1nstructlonal sub—unit, :

RJ}:S 90?"& 1s dry_for sme’ to tWO hOurs bermlttlng a tOllet tralnrng schedule to be .

. . . Ve D KON )
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~;y*'_ The Right—to~Educatlon Chlld A Currlculum for the Severely and Profoundly S

Mentally Retarded) (Myers, Slnco & Stalma, 1973). Thls currlculum for the severely/
profounaly mentally retarded is found in a book publlshed by Charles C. Thomas, it

1s fundamentally based on behavlorai objectlves and is competency baSed, wlth a com-@
petency checklist 1ncluded in each instructlona, unlt.é lt is 43v1ded 1nto four cur—

rxculum unlts. Sensory Development, Motor D "elopment, Self-c . Development (w:.th

~

9 nasal hyglene, oral ._f'f

>

N

hyglene, tollet tra1n1ng, ang. dresslng), nd. Language Reaalnéss DeVeloPment. Each ;5_'“,;_

unlt anludes an 1nstructlonal objectlve, 1nformatlon ahout read1ness for 1nstruction,

procedures, task evaLuatlon and‘manerla s and equlpmeht lists.‘ In the flrst unlt,,‘

Sensory Development, the flrst 1nstruct'onal objectrveals “To d;rect the chlld s
body in a variety of pOSltlonS, ln orde' to stlmuiate muscles and circulatory pro-.&s

~cesses'I and the last objective in that>un1t 13 "To stimulate the taste sense of

' the chlld. _ In the next unlt, Motor :eVelOPment, the f1rst 1nstructlonal obJectlve

is “To have the chlld.move hlS head 1‘ /the dlrectlpn of sound stlmulatlon and the

L B - . ’My.~

last 1nstructlonal obJectlve is . “To aVe childjbegin to move'up_steps with éssisté;

ance." There 15 a sub—unltq Spec1f1 Motor Act1v1t1es for the Spastlc and Athetold

Child. The flﬁst 1nstructxonal Obj ctlve here is "To brlng the athetold cerebral

’ils “To develop'head control in the pastlc and athetoid chlld.t 4In the th1rd unlt,,

]

Feedlng and Drlnklng 1nstructlona1 sub-unlts is "To teach the.. chlld to take nourlsh-ff

ment through a dropper feedlng the’ Iastuopjéctlve in this sub—unlt ig’ "To haVe

vl Washlng and Bathlng, the flrst 1n tructlonal objectaVe is “To haVe chlld,relax in’ . .

bathtub of water" and the last is| "To have -the Chlld wash and dry entlre body 1nde-

ipendently.”_‘The thxrd 1nstruct1 'al sub-unlt es Nasal Hyglene - the flrst 1nstruc- b

tional object1Ve 1s "To have ch1‘d becomé aware of the proper use of tlssues by

&

“playlng such’ games as . 'thls 1s be way we blow our nose' w.s and thevlast obgectlve

’v'-v-r,

as "o haVe ch11d care for nose 'ndependently.“ Under the fourth sub-unlt, Gral

‘ Hyglene, the first instructlonal obJectlve ig "To.have chlld become less fearful of

-

. d,y °.

wtoothbrush by playlng games W1th it,“ and the 1ast objectlve is. "To ‘have ehlld brush

-

his“teeth 1ndependently;", mhe _irst lnstructlonal oh;ective.under Tbllet Tralnlng

ﬂ Fa o-
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1mplemented,"‘and the last object1Ve is "To have child use - toilet approprlatelygand

M o

rrndependently." Under Dressing, the first objectlve is MTo have child successfully

-4,
pull sock off when.Lt 1s Just over hlS toes," and the last is "To have child button

. sh1rt11ndependent1y. . In xhe last unit, Unit IV, Language Readlness Development, the

¥1rst objectlve is."To habe.chlld attend to adult when belng spoken to". and the iast

is "To have.child reSpond 6. slmple verbal commands.

3

As in the rev1ew of the prev1ous c&frlculum, it 1s dlfflcult to determlne theA

bas;s for the content or sequences. Qne can assume. that 1t has been developed emplr—

‘ ically., Thie only clue to the approach is included in the Introductlon, which provides

.this rationalé for using an adaptlve approach: ". . . any classlflcatlon system tends )

aw?

»‘to lead .to an overslmpllflcatlon of problems that are complex -and- perplex1ng. Within -

B mands 6f his env1ronment ", (p.3)

to the effectlveness with wh1ch an individual copes with the natural and soc1al de-

eac leVel there are wide, d1fferences ‘of ablllty potentlalrty. For these reasqns it

is preferable to rocus ‘on the dlmens1on of adaptlve behavior which refers prlmarlly

‘ —

N .
71

The‘Mld—Nebraska Mental Retardatlon Servlces give produced ahn excellent cur-

’ riculum whlch 1ncludes the BaS1c skills Screenlng Test and the Baslc Skills Remedi_r

. . .
. areas: Sensory-MGtor Functlonlng, Vlsual Processlng, Audltpry Processlng, Language,

tlon Manual §Schalock, Ross & Ross, 1974) The manual and the screen1ng test provlde.
l) an obJectlve screenlng test to evaluate each target behav1or. 2)-‘a developmentally

sequenced list of target'behav1ors whlch, when remedlated or ‘present, comblne to

and.materlals forieach target behaVlor and 4) a suggested movement cycle jor each_.

'teacnlng obJectle Both the screen1ng test and “the remedlatlon manual include seven

Y

Symbollc Operatrons, Soclal*Emotlonal Development, and Work Skllls. Each of the

."areas in the remedlatlon manual 1ncludes ‘the target;behav1or, teachlng objective,'

-~remed1atlon act1v1t1es, materlals, andﬁmovement cycles for the teachlng ob3ect1Ve.

-

£l

In Sensory-Motor Functlonlng, the .first. target behav1or 1§ "Jisual leatlon,

v

and the teachlng obJect1Ve if "Holds eye steady while looklng at a stable obJect

for 15 seconds. The last target behaVlor isg "DiStlﬂgUlSh right from lefﬁ ™ and

-

the teachlng objectlve 1s»"leferent1ates rlght from left hand and s1des of -body

(and feet).j Under'Vlsual Processing, the first target behav1or is "Orlentatlon,

AR

+

toward thé V1sual StlmUIUS," and . the teach1ng obJectlve is “Orlents eye toward a

-«

,‘V1sual stlmulus.“' The last targe. behaV1or 1n Visual Rfocesslng is "V1sua1 asso-

: ) { . . . -
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fproduce functional ‘behavior; 3) ‘specific teachlngﬂobjectives, remed1at1ng techniques,

-

S
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* ”“-ciation of pfctures“ with the same teaching objective. In‘Audiﬁory'Processing the

[a)

{". first target ObjECul“e is "gound 1ocalization,“ ang the teaching objective is

“Locates direction of sound heard.v The last targe% behav1or is “Audita»;,aSSo-

o - X s .. - ¢+

B
B cxation - relating spokén Words,“ and the teaching objective is “Relﬁt&v

tive is “Uses Verbal phrases in meaningful situations spontaneously

,//)

F; meaningful Verbal concepts e _ K oo : g <
{’ . In Language, the first target behav1or is l'Understand:Lng nouns,” and the o a~i’j
[ teaching object1Ve is. “Matches an ob]ect W1th a common noun heard. The lastktarget ‘ ‘\i\%t
! behav10r in Language is "Combining words to make phraSes,“ and the teaching obJec- N S 5 &
:

Thernext,area, Symbolic Operations, contains five sub-areas. eading, the

A

first, 1ncludes a range of behav1ors from "Visual discrimination“ (the target behaVior)

'A accompanied by “V*sually dlstinguishes likenesses and differences in letters“ (the
' teachnng objective)yto the last in this area of reading,_"Compreheusion“ (target
behav1or and teaching objective). Printing or Writing (Sub-Area B) ranges.from the

e

target behav1or, “Left to right progresslon“ and the teaching objective, “Moves B

"» eyes and hands 1n a smooth left to right progression on pencil and paper tasks L

to ‘the last target behaV1or and teaching objectxve, “Writing letters W1thout a

%

- model.“» Sub-Area C, Arithmetic, begins with “Visual discr;mination (target behav-

ior) and “Visually distinguishes likenesses ‘and differenceg in shape, size, numbexs™ . -

&

(teaching objective), and concludes With “Money cOncepts - prerqugsite counting ‘and- g

understanding the number symbolbobgect relationship." Concept Formation (Sub—Area D), ¢

o -

ranges frOm “Visually discriminates likenesses and differences in color, Size, shape,

L

etc." (targeu behav1or and teaching obJective) to "Concrete association" (target
behaV1or) and "Cla551fies objects“ (teaching objective).

R L-u Under Problem Solv1ng, the first target behav;or is “Understanding the Pro-

blem“ and the accompanying teaching ‘objective is “Teacher presents different pro-' C ~

: blems to the child.“ The last target behavior and teaching ob]ective in this area - . . . w

“is, “Choosing One Way to solve a problem . N ;'“’11 e f R

et ay

In Social-Emotional Development, the first target behav1or(1s "Body 1mage . - \3‘

' . and the teaching. ‘objective is “Points to and/or naxnes body parts.” The last target , ‘ =

] . .

i

behaV1or is “Leisure time," -and the’ teaching obJectiVe is,"! Experiences free time and
free tlme act1v1ties during the 1nstructional day, does solitary free time act1Vit1es,

and utilizes community resources' for entertainment.. The last category is work : ; ¢1$§

A"

‘{:R\(:lls - the £1rst target behaV1or and teachingvcbjeative is. "Q*ays at work isolated

L S DA
v .




?station."” Thedlast target behavior is “Tool recognition and use" and the teaching
| T Aep-

obJectivs is "Labels correctly and uses the folloWing tools: Hammer, screw driver,

pliers, saw, wrench, paint brush." sdAgain, ‘this curriculum does not specify the

LY

theoretical base for the content or the target behaViors and sequences. Each objec-
tive is behaVioral and observabIe.,(Since each behavior is described by a movement

ycle, and is accurately recorded and measured, measurement of progress throughout
e curriculum is facilitated. . . v . i
The Perceptual Motor Development Cnrriculum Guide (Ronayne Wilkinsony Bogota?,

Manculich, Sieber, & Mcnqwell 1974) is a highly cognitive approach which is not {
totally cons1stent with the’ developmental approach in that it places heavy emphaSiF
on motor learning;aperhaps even to the point of bias. One of the advantages of this

curriculum, as specified in the beg1nn1ng narrat1ve,~is that it will continue to be
revised on the basis of experimentation.v This curriculum includes’eaght Sklll areas:
5] J
T Body image, gross movement‘7xperiences, specific coordihation skills,” v1sual-motor

' . perceptual training, aud1tory perceptual training, haptic perception, olfactory-
- ) gastatory perceptions, and’ peréeptual integration—couceptualization. The curriculum
‘ .+ - lincludes specific oﬁjectivés, experiences and.activities, and resources Remaining
o onsistent‘with the other curricula reVie;ed, in the body image area the first objec-
uive is "To respond to self in mirror,“ and the-final objective is “Writes, colors,

paints, etc., using dominant hand.“ Undé} gross ‘movement experiences, the first

objective is "Rolls ‘head to r1ght and ieﬁ " and the last objective is "Engages in

[ - . - -

rhythmic exerd¢ises fdllowing his own inner rhythm. """ The obJectrves under specific
coordination skills rangé from “Foc seés on statronary objects" to_“Coordinates eye

and hand movements efficiently. for cQpying, writing and draw1ng. Visual-Motor Per-ﬁ
<~}

" ceptual training begins w1th the .objective “Matches‘an object to, an identical'object“
: '
fcl. . and ends with “To identify an object when variations in color are present." Follow-

- ' ing is the auditory perceptual training section’which Bcgins wzth "Responds to loud

. . - souUnds: gives startle response - increases or decreases &btiVity" and ends with the
. - S [ 2EEIe
final oﬁﬁective, WDistinguishes foreground from background scunds. Unde\;haptic ,

. L v

) ‘ vperaeptgion the first objective is "Shows awareness of stimtilation" and the 1ast is

\]

. EQJ; ‘"Recalls haptic experience for self-protection. The olfactoiy-gustatory perception'
. . . g "
' arga folloWs w1th the firat objective,'“Experiments w1thfnumerous sensatigns of flavor"

? R and the-final objective "Recalls specific tastes and smells.u_ In the final area, per—

- P e

ceptual intégration~conceptua1ization, the forma+ foxr achieving -the objectives is
c ‘, ;~ .‘ L s . ._.' 4l) N . ‘ .
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'changed a bit and the teaching involves awareness, imitation, matchi d, discrimina.- ] ‘
tion, identification, qQrganization (perception), integration (concep alization),

‘interpretisxbn {reorganization), and transfer (generalization). ' The Perceptual Motor

4

. - : M a ' . ) ) ‘t .
- . Development Curriculum, as indicated in the narrative parts of the curricplum, is

L)

really based on research and sensory stimulation and training by noted’ psycho-physi-

ologists ‘sucH- as Hebb Montessori, Seguin, Piaget, and others. The,curriculum gives

" credit. to Dr. Bryant Cratty s 1967 statement that, "The motor and intellectual abil-
ities of niore severely retarded children are more closely related than are various : i

motor and intellectual measures of children with less severe mental impairment "

" The" Zero Reject Project Curriculum (Brown, Scheuerman, Cartwright & York, 1973)

is directed by Louis Brown, University of Wisconsin, Madison, Wisconsin. This cur-
riculum, interrelated with behavioral procedures, is entitled, "Design and implementa-
tion of an empirically based ‘instructional’ prOgram for young severoly:handicapped <
students: Toward the rejection of the exclusion principle." It was developed by

- several researchers observing and recording deVeIopmental gequences of handicapped T,

‘children, using their behaViors as the basis for organizing the cOntent and sequenc- . :
ing of the instructional tasks for these children. This is a curriculum designed

‘more for children from five to tenvyears of age. It igs an instructional program which

- ' ] v

' embraces curriculum content and skills within the. program, but folloWs the straight- _ TR

bd -

forward format of the-other curricula reviewed. The programs include: 1) Basic '

Language Skills (direction following program, location -concept, .receptive language,

'and expressive language); 2) Reading Skills (initial sight word reading, color pro- o

k gram, basic alphabet skills, and chart story program),}3) Math Skills (number dis-

)

crimination and labeling, basic counting and gdantity concept, and rudimentary math Q, ‘

<

.concepts including quantity and size); and, 4) Adjunctive Programs (pre-writing,
shape discrimination and labeling, behavior management problems).' We ;have reviewed
7

this program and its curriculum because it shows with realistic optimism Ehat severely :

handicapped pupils can respond to an academic ‘cutriculums It has built in ‘a number of“ A t.

instructional programs which have been developed empirically :and used with .a_papula-

tion of severely handicapped. children.: The data included proVide the ev1dence to j RRY

Lol

demonstrate that with precise intervention, severely handicapped children of school

]

~age can learn the rudiments of word recognition, concepts of quantity, and writing e

"skills. ‘ s _ o o N

Systematic &nstructipn-for Retarded Children. " The Illinois Program QChalfant :

Q
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and Silike"itz, 1972) is di”\ded into four parts- 1) Teac rent’guide}vZ) éys~
tematic language i{gtruction,\d) Self-help instruction, an ) Motor performance '

. “and recreation instructlon. This 15 the most comprehensive durriculum program that

, we have reviewed. ~Pbviously three najor areas of instruction - language, self—help,
motor performance and‘recreation -~ are condensed from the other-curricula involving
a greater number of areas. The language section "is. developed in ten stages consisting
of a) good. sztting, b) quiet sitting, c) good hands, d) good,legs, e) good Sitting
with good hands and good legs, f) _good looking, g) good 11stening, h) introduction of

B2

'A;another child to the teaching Situation1 i) introduction of three.other children ﬁo

-

the teaching Situation, and J)e introduction of- potentially distracting matenials.

This curriculum lS organized into lesson plans which include teaching procedgres, re-'
: @y :
- inforcement procedures, and’ correction procedures. ‘A typical obJective innthe lan—
J

- guage area is ”To teach subject, on hearing his own name, to respond by looking at

the sPeaker. Another plan near the end of the language 1nstruction area is "To

teach subject to, performttwo acts in sequence when given multiple commands Joined by

N we

‘and'." The Self-help curriculum consists of four programs, dressing, dining, toilet fj

training and. grooming. A typicaI object1Ve in the beginning sequence of the dressingu4
program is "Subject takes off sock upon request." At‘the end of the program, ob:ec-

) tives progress +o, "Subject ties his shoelace on request." In the dining program the

) ;_objectives include teaching good eating behaviors and proper use. of utensils., In the
grooming'program the teaching objectives are tooth brushing,;hand Washing, hair brush-
ing and nose hlowing.“ For ewample, with tooth brushing, ‘the subject is requested to o
first touch his teeth and then graduates to "brushing teeth on reqhest." The t011et‘ o

, training program is organizeq.around three areas*-pre~training obServation and recOrdj

' keeping, deVeloping and.implementingua toilet training schedule, and deVeloping “the -

‘ chiid's self—control. Included 1n the last seotion of the curriculum, Motor perform- ]
ance and recreation instruction, ‘typical, beginning obJectiVe 1s "Child walks én
verbal command in. two sxtuations“ and, -‘at the engd of the section, a typical objec- =
tive. is,'“The child cuts paper of average resistance on a straight 1ine," on command,

| "cut the paper on the line." This instructional prog&am was selected for review’ be-
cause it includes a teacher—parent guide, which is very interesting and helpful for
the teacher,~ chever, the curriculum Withlntthls program, like the others reViewed,

does not. hint at the basisufrom which the tontent was drawn or the way in which the,
b - . | "\-, ' . .

tasks were sequenced.,
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The Washington State Cooperative Curriculum Pro:eot‘ﬂwscc, Edgar, Sulzbacherh

» Swift, Harper, Alexander & ucCormick, '1975) is a computerized‘trdcking system of : -
;ti_sequenced skilla w;th criterion.teats. The WSCC is. designed to be teacher admin- Ay
istered and can.be used both to assess handicapped children’ and»provide ongoing . = .

(1]

‘evaluation data.- jThe assessment data can be used ta determine initial program place- ~
ment for handicapped children as we11 as to establish specific individual objectives:a
The ongoing data provide the teacher with _information which can be used to make pro-"
gramnmodifications, School administrators can use the data to monitor individual as

‘Vweli as total class progress. The. language of the wscc facilitates communication"
between teachérs. and school districts. Additionally, the data from- the- computer can
bc used to‘scale the curricular objectives in ﬁmpirical learning sequenees. -

The curriculum items consist of two parts. Objective Statements and Criteria .

: Tests. The Objective Statements (OS) are a catalog*of student performances in six-l R
teen instructional areas. These os's provide an evaluation of the student's reper-
toire of skills and behaviors and are preSented in a format that (a) facilitates _'

‘ communication to all’ those concerned with the student and (b) provides a framework

ou the teacher 's sequencing of instruction¢ criteria Tests (cT) are the second part
| of the iﬁrriculum, providing (a) the . operational définitions of the behaviors 1isted
‘ in the objective Statements (0S) and (h) specifying the standards for assessment.,

_ currently, there are over 1500 Criteria Tests which have been field-tested
;~« (with a reliability of over 85%) with an additional 1000 Criteria Tests 1n deve1op- : . i'

ment."*. B e ','\‘

f This curricular system was designed to present an arderly sequence of preciselyA e
defined skills which would not only provide a .means for 1ndividua1 student program- o

ming ‘but also ‘allow pupil progress data to’ be. easily commmnicated among‘teachers and

administrators. Of primary significance is the fact that the project should prov&de

“"a model for teacher training and accountability,vrapid curriculum@modification and

R L N

-'imprOVement through,feedback,from pupil progress data, and ongoing analysis of teach—
}'-;ing elements.' It is expected that this system w111 provide a data base for COopera-’
: tive programming as an indzv;dual student moves through state institutions. group | S
'homes,{and publ:.c schools. , S i o T, ) L .
| L'"l 0verv1ew. “The po;nt in creating 2&1 curriculum is to enable children,to develcp |

as fully as they can.' The issue we think worth raising is that if there is no dis-

cernible basis for selecting the content of any . giVen currioulum one must assume that
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. ' anything might serve as a resource for such content. It is our"helief _thvat one must
’ select those materials that lead to crucial responses and skills. Until there is a
justification for selecting content that is mbre compelling than that, we believe
that the appropriate course to take is to find out where a child.ie performing in
relation to _xpical developmental sequences insofar as those crucial skills are con-

3

cerned, and to begin programming from there. We believe, . too, that using normal
. _ ‘developmental patterns as the basis forvassessment and programming yields a.basis
.\for developing a very wide variety of curricula that can be used with severely and
profoundly handicaﬁped children. In the search for uniform procedures to use w1th
this population, such a basis - applicable to potentially any‘curriculum - would do
a great deal to improve instruction of severely handicapped children.
. Although our review is by no means complete, it has included a fairly repré-
sentative sample’ of the behaviors included in curricula available for guiﬁing the .

T teaching of severely and .profoundly handicapped children., While the content of these

curricula was drawn from functional sources of information representing practical -

) ‘ - skills and facts for children to acquire, the bases for these curricula, whether

theoretical or empirical, were not included in thé material we reviewed. All curricula

seemed to. include essential behaviors which had either a developmental pattern or

’

sequences based on task analyses. All but one curriculum reviewed used behaVioral o
approaches implementing the curriculum. Essentially, specific objective procedures
Werevemployed to implement the~objectivéswand there was some, way of realizing when

o

the child had reached criterion ‘throughout.

. T .
It was difficult to discern from the selected curricula‘any conimon base‘or a

rationale for the skills and facts we expect seVerely handicapped children to have.
&3
Yet the severely handicapped do represent a group of children with extreme response

deficits in almost all areas of performance. It is obvious that we dovneed guide~
lines for selecting the content we should teacn. Certainly we cannot afford to teach
irrelevant behaViors. Using typical infant and child development as a guide %or

. selecting target behaViors and sequénces offers the advantages mentioned earlier. It
is crucial that the teacher of severely handicapped children have an excellent,know—;
ledge of normal develgpmental patterns. VWithout such‘knowledge, it is extremely‘
difficult to determine where a given child is functioning. While the sewerely handi-‘

o capped c¢hild may be expected to 'have many deficit zrcasy through knowledge of normal

.t)U

¥

The Need for Uniform Guidelines - ‘ . S n
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development the teacher will be able to identify those behaviors in which’the child
B \‘ K N

_.may demonstrate some approximation towardfnormal growth patterns. It is not uncom-

~ . - -

. mon to flnd extremely uneven development -aCross areas 1n the severely handlcapped :

youngster. Therefore, 1dentifying areas of potent;al strength as Well as those in S

- &-\ . v

whlch performance 19 extremelg def1c1ent has tremendous 1mp11catlons for all pro- . Tia

. i

grammlng effortsJ For those areas’ r? whlch the chlld is found to be extremely
def1c1ent, knowledge of normal development is eveh more cr1t1cal, w;&hout sucﬁ‘know--
,ledge, it is extremely d1ff1cu1t to 1dent1fy the behav1ors whlch sh@uld become the

focus for educatlonal object}ves and programmlng. '_ Do -

-
- a

Problems'and Needs".;'v o a | . B \\\J'

There is falrly universal agreement about the sequence in whlch various skllls s
appear in the developlng Chlld‘ a rev1ew of the developmental checkllsts and sequen-_ o
t1al 1nventor1es that are currently avallable shows that oftent1mes the identical. )

, -.skllls llsted as appearlng in a ch11d's repertolre at a g;ven age are-included in the .
majorn.ty of comparable ecales. However, sk:.lls or ablllt.ues are often descrz.bed in ’

amb}guous terms whlch offer teachers l;ttle help when they are confronted with a need e

s B
"‘|

to evaluate a glven Chlld S performance. Since the seguences avallable are.the re-

- sult of fairly comprehen51ve cross-sectlonal studles of large populai;ohs, and 51nce BN
/ ’ 4
so many of these scales exlst and are in agreemént about developmental sequences,

'there seemed llttle need tgusequence, once ‘again, . developmental "milestones."” 'How-

| -

.ever, there did seem to be some need to translate the descriptors pffered in avall- "

.able scales into unamblguous,vmeasurable terms that could be of@practlcal classroom .

’

value to teachers. ‘ T N .

. . . . -

There also exlsts a need to offer a sequence which follows a single Sklll ‘as
it develops in a chlld's performance repertolre‘over t1me; while a developmental
;psychologlst' for example,”might be interested in’a list of all the skills a child
posseSSes at one month or oneN;ear of age, a teacher working on developlng one skill
at a tlme in a classroom setting would flnd a d1fferent sort of format more useful.

) 'In ox der to f1nd the next step in the sequence of development for each partlcular

behav1or in. avallable lists, one must scan other ‘long- lists of beh§v1or for ‘each of

" the many age ‘groups con51dered. For example, a teacher ‘who wlshed to sét up a pro-
gram for a chlld def1c1ent -in communlcatlon skllls, using currenbly avallable scales,

Q
[:R\K:t each age from a llst of many other skills.

would haveJto extract the partlcular communlcatlon -skill of 1nterest as it appeared

P
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K

concerning major developmenta . _eas, as well as the patte of development

Screte skills within each area. The complete sequence may be found in a forth—

G ne and Stratton.;‘A description of_the WaY,in which the sequence is organized ds

offered beliw. I ;; o

. -

Guidelines in the Organization of the DeVel_pmental Pinpoints

& . T Lo

The term "pinpoint“ is one that has been taken from a,set*of procedures called

T

A precision«teaching (Haring, l970, LindSley, 1971) In preciSion teaching,'the pre-’
: ciSe specification of behavior in- measurable terms, or pinpOinting, is an essential
/ ; first Step in program development. The use of the term is quite appropriate here ’
. for the autnors have made every effort, whenever pOSSlble, to clearly specify in
: measurable terms the behavior of interest, Our.principal effort in this progect, ?r.i
therefore, was to adapt the developmental skills listed in existing scales by making

them specific enough to be useful in the classroom and by arranging them in a format

. which tracks each skill over time. rather than fOlloWing the chronological appearance
_ \ , | |

emph sis. throughout the listing would be upon that which is- observable. It

.y_"

- a peared hi hlxq;nesmpatible, therefore, to include one area which appears in many

| evelopmental checklists consulted, the area of cognition. Our belief that descrip~
} ,‘~' : ion of observable behavior results in more useful programming for. children led. us
“;. '  to include various skills often placed in the “c0gnition“ category under fine motor.:
{ o or\gross motor skills. PreVious scales have prov1ded some precedent for this deci- .
| sion; Since often a skill reported by one sequence under the’ heaaing of cognition

occurred under fine motor skills or gross motor’ skills in other researchers' lists.

. &

Format of the Developmental Pinpoints

Throughout the listings in each major developmental ‘area, "large N" ‘'studies,

.- screening batteries, and developmental checklists are cited. ‘Generally, the_pinr

x

‘ . p0ints I'xave been compiled from a standard group of sources. For -some pinpoints,
rather general agreement has been noted concerning the age of occurrence, while for
P i"others therevmay be several months' discrepancy between sources. For those ‘few areashr-

-7 »“ ! - ..

in which the standard po$1 of sources offered few pinpoints, other "large N* studies

52 . :r‘ ,,‘ \bv . ‘ ' ’A.

Q were censulted for additional information.

N
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. Before each of the major piﬁpointLiistingsf,theoauthora have‘provided.an intro=-

ductory section. These discussions'are designed to proVide‘a-brief‘haokground re~‘

garding a few of the magor concerns confronting*an educator attempting to program in

»

, - ‘ 9 [y

that particular area. AR

__ggestions for Classroom Implementation

These. pinpoints prOVide an essential first step in program development. As the
'-teacher viéws ths 1arge set of pinpoints proVided within the sequence, it is important
to. be aware that the authors are not implying that the severely handicapped youngster '
develops in this way.‘ obViously, there have been mary deviationéffrom the normal h
course of. development for these youngsters. While there remain many unanswered ques-
tions about the particular course of development for each indiVidual included in.this
populatipn, %here are considerable data upon Whldh guidelines for normal deve10pment
have been based. This information has important implications for programs for se~
verely handicapped children and cannot be ignored.. -
" The total Developmental Sequence may proVide‘information useful in forming a
"quickie" overview of developmentalﬂsequenoes in’ general. Rather than deVoting hours'

ta- seeking out information concerning specific skill sequences, this 1isting can pro-x

vide ready reference material to guide the classroom teacher. s f C '{

. For those teachers seeking to prQVide youngsters with a well-rounded*curriculum,

S

" the Developmental Pinpoints may be of special interest.- Comparing his or her own

classzoom objectives to~a11 developmental'areas presented, the teacher may note his or
‘her neavﬁxemphasis upon “the fine; motor and self-help skills, for example, but inguf~-
ficient emphasis in the area of communication. Through a more careful scrutiny of the-
communication pinpoints,rnew program objectives may be specified. ' |

It must be emphasized once again that pinpointing is a first step in the deVel-'
opment of programs. Through careful pinpointing, the teacher may hegin to formulate

both short and 10ng term obJectives.» When establishing meaningful objectiVes, the

teagher will Want to utilize the pinpOints listed in assessing the child's behavior.

Care ul examination of the pinp0int sequences shown will suggest to the teacher ways

-

" in which to proceed in assesSing behaVior. For each sequence of behaVior 1iffted, the

teacher\vouldnwant to conSider the terminal behavior first. If the child were able to‘
perform the terminal»behaVior, there would be no need to further examine this skill
deguence. If, on the other hand, the chiid is unable to perform the terminal behaVior,

sacner Will want to assess whetherihe has the behaVior listed one step earlier in' E




~;capped youngsters, writing, for those With certain readiness skills 'may prov1de the
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> .

the* sequence. If the answer i& no, the teacher proceeds to assess other 1tems listed
in the aequence to 1dentify which of the behavxors listed the child might already
have. Whenever pOSSlble, the teacher w111 want to start programming with- the closest

4

approximation to the terminal behdvior. Certainly the teacher would hesitate to

.

begin instruction in a given area at a developmental level beyond that indicated by

ythe child's performance. " Using the procedures listed,cthen, the Developmental Pin-‘
pointg can become the basis for an assessment sequence .and the subsequent establish-

ment of éducational objectives. . ‘ .

Pre-academic Area

.

Certain readers may question the inclusion,of a pre~academic section in a set
of pinpOints deSigned primarily for use by teachers of the severely handicapped.
These readers may argue that indiv1duals who demonstrate readiness for, the academic
areas would no longer be~considered severely handicapped. It is precisely for thig
reason that a section concerning academic readiness is included in the Developmental °

Pinpoints. Through giving a chiid the opportunity to pursue maximum growth in each

N

major developmental area as he becomes ready for such experiences, it may be p0851ble

]

to he%pvhim to rid himself of his previously assigned label.

' For the teacher of the severely handicapped, then,»the issue of academic readi-'i

4
ness assumes a special importance.’ "When might I introduce some initial instruction?” .

)

"How‘wiiirl kan that the child is ready?" "What kinds of readiness experiences

should I proVide?" These are but a few of the many questions teachersaask as Ehey

: Y
consider some of the youngsters in their classrooms. ’

., -

Pre-reading is one of the major areas considered in this sectiont ' Pre~reading
pinpoints are grouped into the following categories: | ﬂ. °

I. - *Establishes book and story preferences ' ' t ;\ .

II.- Performs movements ‘in relation to books and pictures

ITII. Says words in relation to books and stories : o

Pre-writing pinpoints are also offered in this section. While the teacher_may"

find ‘it necessary to substitute other modes of responding for some severely handi—

basis for aCthlty in other academic areas. Handwriting pinpoints are grouped into

K .

the following categories: ' ; o o . : “, .

vfi. . Shows ifand preferencg ‘. :3;1‘ . o - "

%y
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:,Q.

~.

poxnts for ghe following categories are considered,

B

"—fjr"_ : o880
o K2 ! v | ~
- :’YS;" i@l : ,
III.» Makes marks ° .o
. e Sc:l:ibblas\ i e e X
. _;» Makes controlled strokes :rﬁ“ﬂi’ '-ﬁ~vJ : B : fvb c _
T Writes letters '”f e ."_i - .vv“; i f: ”‘rzn-b.a T . ”
‘éf fn;%’Writes numbers" ) _»;,Af-”ﬂ ;, : | ° ;?\*(; R .

Prenmath is another of the magor areas consxdered in this section.

. ji.y'? SOrts obJects u51ng form and d;scrxmlnat on vocabulary v
- . . ‘ ) S --,,.;ﬂ___.'_.'.-.
B f.'z;.""x‘isﬁea'ts,. aigits, 1-19 . . o\ P
;s" 3.> Repeats dlgxts beyond 10 . "-; o ;, . vé v::;f‘*"
IIT. Perfomms cardinatxon tasks B ~'.§:' - T
A. Formsylliﬁcorrespondence T - “:'
; B. .Counts ratlonally et O L s
R Counts flxed, ordered sets “of objects ' co , R
AR 2 Counts movable objects ' : ;
f 5 o '3. COunts flxed, unordered sets of objects " g
o ":_ _ 4. Identrfies, among several sets, the set which has a staéed number
O T R of cbjec;s - ' . s n “ .
"5. COunts out a specifiedﬁsubset from a 1argen~set of objects _
L c. COmpares set slze (after palring-pbjectf, such as . chlps of 2 colors)
x r'f o ?.‘1. Identlfies ‘set, with more . N Voo
o . 2. Identlfles set w1€h less »u S - E
, €3.( Compa§es sets of same size | . ‘ )
"}Yg _ Performs ordinatlon tasks' o | : o P \ ;- R
 A Places concrete objects in order,oshortest to talle;tjismallest to
| f largest, ete. o ; R
. B, otders semi-abstract obJects : 8 N
e Beglns order1°g sets accordlng to size” - ;,, i S '
' V"’ Identifies numeral o o

A Matches numerals




i :‘.; . » o R “"
= . \ K] =
: - . . S . " ) . !: o
: N E) o . B .u,; '}, PR - )
, . B, Tdentifies numbers when named .
o © Qe Names numerals S n
,,',D.v'Matches.numerals with.sets ol
T B, Seriates numerals ‘1»(' Ceenl e
. - .~ -3 . : oo . o
. .| Fa Provides missing numerals ’ _
S ERSTE SRR w0 ‘ ST : , .
G. ~Compares numerals (more, less) o R P ’
, - Ho Writes numerals 1—5 -~ f‘” S ﬂl”ﬁ'_‘f"‘ SRR :ﬁéfidf LT
‘ VI. . Uses numbers 1n felated math areas -.:& . s n;[’ PR as?a
. v _ B. Time':: Lo e T .
B v . ° < “ . . . -,.,.\,___:v ‘ ; ot e L s v‘ - . K "\ «
L, i P Thermometer .’A'; Tl .
S . F. ”Geometric shapes - ) o h
. : ‘G;u,Fractions o IR TE E A
= . . ' VII; Uses numbers J.n number stor:.es e
- R ' - e
Leisure Time Area N SR o ‘f; o . '"_"h:.’ : Y

<]
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ull Toxt Provided by Enic [I0Y

-
3 Thls section of the DeVelopmental Pinpoints is offered in the hoPe of: raising

;q a great deal of 1eisure time.

time in a way he“or she finds engoyable.’

e

_The utillzation of free time 1s a‘major concern for all ind1v1duals in today s

rapidly changing world however, igjshould be considered an area of special concern ‘
for the handicapped population.p While.there may be some actiVities to occupy the

individual's day, there will still remain many hours to be spent outside an organized
Boclal or. work 51tuation.

8

Way in which to utilize his or her extra hours? Unfortunately, for too many, the =

The ptoblem then becomes :- does this indIVluﬂal nave any
solution to this problem w1ll be the one-eyed mOnster known as the telev1s10n. Fo )

& ..,‘:.
hours upon end many of the children currently enrolled in our nation's special Y. a S
tioq programs may Sit staring‘at this one 0pt10n for: leisure time actiVity. vTo some,f

1t has become the 2 option avaliable.i' S .:t .'Vﬁ* “, ..‘ww.

R S N . I
PR

g

:some quastions about a crucial*area which cannot be 1gnored for a group who‘Will have

It is hoped that,as currioulum guides and instxuctional

materials are developed For the severely handicapped, this area WLil-receive the atten-~
tion it merits‘ "f'»‘“gﬂt ; 1i§~,} ST CoLe ; *';!:i ST e

. “ . . g X
r L . i

The term leisure time does suggeSt that the individual Wlll SPend his or her j 2

- ¢

Thrcugh observation, the teacher'may &13-.9Ff' :




i than those offered in this section. » Howeverk,i bet:ause both music ‘and arts and crafts

are generally considered,as major eomponents‘within the category of leisure time :75#,,:“,~ﬁ:3 -
activitiea. they were selected for presentation here. : f?;J;;‘L,ov SNt 'yf"_!,gf:f
) muste ’f,'“-' -',v’,‘:_}}g?”" L _,;:;" Sy o - | . 'f . .h,h.

. LTy 'Kn; Uses instr‘uments T J Ll " ﬂ e W

,p»ﬁ{jvﬂ o B; Says or sings rhymes and sOngs SR "}ff»; 79}n>ij;f_oz,;,'. - B

% - , p
. . T, rY - .
. w
P - . . »
.
R -

N -

. &‘ e

- IR o " % : e
. cover that certain activities lend themselves to’ this utilization far more easily Sl

e
i

N
E NS

o, 5 T Py .
| Moves body o music . A T S =
;‘ ~'II_,.VV'.‘.‘,ArtS and Crafts R o | " , ,{Ag_:, - S | o : — q _ -
i 'f‘:, Paints strokes 'lf;“?.lhv“ }ﬁyﬁ 4i$1 ;;;~ . I;;. S f ,.ﬂf .. ihh 'ﬂ‘-"
T - B Fold& Paper .ff ';5~ 'i‘ ‘1‘hf““', ?\'i;¥;“;m-?{,§f;;;‘g,{:f":f{”,jife:#;/'li
L *i'.’“c.‘ ‘Manipulatés olay . - , ) R ,' R
‘,%»' pf”i}‘D.V>Uses“sciesore,, ~..,'.‘.f T[?‘.'flf;_:,;%e“ ?.5 \? :{ﬁi; ";'vbf, . 4” vh'w ' ‘,;
I N Draﬁﬁ?;"'fig.‘g‘;’_;'eé.'_,ﬂ';"‘::‘"”:':A BT P TG |
L T - AR ?,.-.‘ - ‘7, P s
Social Interaction Area - - 'f';:i,ﬁp!wif”v L 71‘.': o gp}~t;f;__f ‘ :Fr"'}; L e

qﬁ preViously institutionalized individuals, Herbert Goldstein (1964) reports the

- which normally allow the child to explore his immediate surroundings. and, as he grows

' older, to engage'in more complex interactions.i We hope, however, that many of thesezgf: ;"

- will make pos le their successful participation in a- world whoSe rapid technologidaL’f E
3 and social chigye now demands maJor ad;ustments by eVerYOne-,;: T s T g

'-1yt\;ij;;i egOries into which social pinpOints are. grouped include--'y “-ff?J15¢fu1?~f§ {‘ii

3 N ,A{I ?iEstablishes self-other discrimination ',” i R
3 ;T"b.,'_? An'"ﬁdentifies self ;iilﬂ ol Hf_.ﬁe.i f':}y I‘h;, S '“;.tfhf“
! e ‘B - Identifies other . e T oL

N . " Tt - . N a
; ( ’ .t - . . o .
S s R e g ms T e
. F MC . . ) ‘;._ L ) . . e "if et . . ’ =t ‘b" “ ) el .. - ‘ 3 - \ ; ib""““ N ‘,.“ ,{.;H .
+ f '

- :I:n an- extens;we review of the J,iterature concerning the successful integration o .

frequenﬂ\finding that ability to. form “adequate personal_relationships" and demon- e; n,ﬁf'm

gtrate appropriate social behaVior is more important to steady employment and a posi-i S
tion in ‘the. community'than are other variable 'such as academic potential. uﬂ ."? 'IY*'g "aﬁf

R

The pinpoints offered in the social iﬁteraction section provide precise informa~f'
tion concerning behaviors which make up that gomplex goal known as "sociaI adjustment.v V;l
The severely handiédpped child‘may not be . able to participate in a11 those activitf%s T

I RS N

hehawioral pinpOints will be adapted by teachers of severely handicapped child%en In
order to provide those children;with a chance 6, acquir : first-hand, the skills which

et

'f‘ii,; »Eatanlishes dependence,,independence




, inttinl dependumﬂ R

o ‘:'B'.' Batai:‘ii,'shes. independenoe =L
' III:. Establiahu play aotivitiu _'“" L KR

A- _ Esta.blishel mner and type of aotivity - ;“
... 1. Manner of playing D A

’ :,:’ _ - A Pdtentially pOsitive aapeotp o:lr play oxhibited

e b.‘._ Negative behaviors exhibit;ed while play:l.ng . R
| r' -2. -Type of play activity o ‘ a - 7'«”‘,’
B.. Establishes interaction pattorns, such ai"’* f'~j : . » ,
L. Isolate play { * N oo N N :

s 2. Parallel) play

C#

3. Coo ative play . oy

N

ﬂ

‘-_"_’ Self-helLArea ) R
5 Forw children in the severely hand,icappod population, aelf-holp skills are behav- -
J,ora of top educational priority- Without baaic aeif-hel.p :kili-, survival in any’
lput tne most sheltered environmenta wili not be pouible.. b

, An outline desoribing the major categoriea 1n1;o which— pinppinte a“re groqped :Ls

M R EE

i Provided below: - . °, T L S S, e

* M - . ',‘ = e L T . - <
. E

o

. . ;’. | " ;' . Eating ) P ‘.v: - ’ . ) - . . . . ’ .,‘,

- o Cvn As *Establishea genera.l feeding schedule *7.:; i f . S ;_'?_.';‘;
" ¥ "B " 'Makes’ body movementa anticipqting feeding h - ; |
” el Takes liquids R NS S .
~ o D ”"rakee solids . o P N L - e :
S Establishes chewing. behavior e = T “ .' o
a ‘ Takes fipger food 1 L ‘_" L ¥ o
II- , ) R
¢ g
Au: Est.,ab:l,,_ _hes general’ drgusinq Bkillﬁ e * .
B ' _ -'1'.” Dressing ~- } o » SIS _ .\ \
.; TR t;ndressing & B L r ~‘—— e |
' ,B.‘ Puts on cloth;ng , ' :';"‘é-‘/'f'-,-“{. - | )
_ , H..:'L..f coat, dreu. ahirto . ‘ & E

. . . . . .:
b e L - LU . _ . L LN
. - : N E A L . : - N R
N - . ‘ - . . L B B . .




' S ‘ - i 62 : |
" T e S S R : )
. nr ity 8. ‘Shoes.- - - . T S S
o IR T, T e . - e = . .
o ;5. Hats,?mittens ' ! ' o N O |
‘ . ‘ c. Manlpulates zipperh buttons . - oo L ’ I o ‘
. III.  Toileting Lo B ) o | ‘
J_%,_‘ - A, Establishes general toileting schedgle;’pabits< R
. | IB:A Cdrmies out toileting'%outine N S ,.t S e,
"YUV, personal. groomi»ng G e ewmtto oo T e
i%%?if:ffff;;g A, Washasself R s - :f;‘yﬂd':v,;pﬂ L ‘ 0
o B. »n_ries self . L Coon L omoT e
,& -.c., Brushes teeth .. . - T Ly * - ) .
| x | D, Brushes hair ',p; L ;_ l p | | ) s s
: o V»« Keeping house .in order ) é‘,‘;_,_.“ ) : | PO ;.; | ¢ T “ -
G UK mivetes Bettiibies. . oL
B - . fﬁk Performs activities independently | . ,}y - ;u-lf" : ’a"'_ lv H:;:%:»;‘A -
‘ 'VI;:‘ Manipulates household fiztares . - i_ B ' S;;” ' .",; f%_ °
§ S "ﬁna., Turns handles : ; “&;%q.;{’_'é;f T
7{,*' . T,VIi;, Gives general information~ahout eelf o | ”{tn o . | ,
' ‘Communication Areah = . . R ',‘; oo ;‘ S Coan
N e

Language is perhaps the most compiex skill in the human behavioral repertoire.<“
It is, certainly, an important prerequiSite to integration of the seveéelY'handicapped
= individual within hia community.) lne'teacher'attempting to reme iate the language
:;;L deficienpies of the severely handicapped child must, therefore. have precise knowledge
e o&‘both the &ommunication demands made by ‘the child's culture or community and the ;
- chxld's position 1n relation to deVelopment of those communication skills.( It lS '~‘" .
hOped that this list-will provide a comprehensive and accurate description of- lanquage T

L* -

deVelopment from which the teacher can assess a child's Skllls and develop programs to

‘4—

A TR

meet developmental deficiencies. S

e

The lpnguage pinpo;nts are divided into two major categories'

Successful performance in each category depends upon certain motor and sensory capa-

- biliﬁies which may be substantially impaired in a severely handicapped population.;.,;ji_. -]

4Additional information regarding hearing acuity, motoi capacities, and unusual Sen81°.

Y X
e ¥

3 ity'is, therefore: prerequisite to efficient use of the pinpoints for assessment

- = PP
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,4;«, - - . - . "

S - -

and programing purposes, Cae o
v Although receptiVe skills ptecede ‘éxpressive skills in thia sequencey there

gJF‘is some.guesfion ‘a8 ‘to whether reeeption precedes production in’ actual performance.

reception which haVe been listed here ﬂall, for'the most part, into Eine motor.cate-

~ Further research is needed in thia area. The behavioxs signifyingncommunication f

;ngories - such as move eges, turn}head, point. But Bernard Friedlander (1970», in a

L ﬁeec}nating rev&ew of studies oﬁ receptive language development in infancy, suggests '
. KOmé nQVel ways of measuring early receptive abilities. Infant heart rate has pro— ;

vided -one measure of the inﬁant' discrimination of phonemic differences and -sentence - -

»complexity.. In a- population such- as the severely handicapped, in which finé mator
”,;xesponses' y be very poorly:developed. such a measure ,could prove extremely valuable. .

While most descriptions of expressive language deal with verbalization, gesture'”
/ haa been included in,this sequence»,,although using speech as a vehicle for communica—{

..ﬂ_

tion is a desirable goal, . mueh information is gommunicated in everyday conversation

‘{ " by the use o£\€acia1 and other<gc ures. Gesture can be developed as .an. effective . v .

MQ_

\ communicative toal and represents a mode which must be "explored when dealing with af"

population for whom intelligible verbal behavior may,be a long range or impossible

1 obgectrva. ; s : o N - = |
” ”,L%jiffi Presented here is a- brie£ qutline of the major pinpoints considered within the o
. o area of communieation. :~ N ﬁr/” R ;v et ': |
" :: -'-"I.‘ Rece‘f’tﬁve Language Pinpeinlts .%“’ T '} 4 f'””& P g o I
ERREE o A. 'Responds to sounds~e ff:'? L 'éTlih o " é‘h
BN 5 S R S 2
: 1. Stops movement in'response to sounds E o Lo e .
v ,-742.? Stops whimpering in response to sounds o o e “;' - o~
o ? '“'f3z‘“Makcs l‘st:ar-i:le“ movement in requnse to sounds ¥ | -
i i E «p:4;¥iTurns toward source of sound ' L _ - '
TR e el 4 T e : ST
- S a8 Randem sound”'}/k~*”f‘ f:l R R
" ,,%’ jﬁri'h»b) Human voice . - o ',"w';i‘~
B. Responds tg “erbal request (followszdirectiﬁns) : "?
. ) ; . }.' Makes difectional body movements S ;{ ,,,'flg;wiisz;p;;f}ffg;
‘ ;. 2'.‘"'_;\GJ.Ves obgects rn response to reguest- “ . ; - ' <
T i ,( b ,1~3;4:Points~totebjébts, body parts, pzctures .[;,f%__ :L:l L 4
A o 'lgiw 4. Places objecte in?résponseﬁto request - '"?° g’L%eﬁeg” AR

. 5: Matches obgects, pictures, colors in response to request

R i . . . PR ety -"". - N
. : PN e e T T 6 t} e .
3 - DR .o . . 8
- M - - H - . A . .
B E * A . o el _ R




J L \qgﬁ{' Expggpliva'Lquuééewringoiota‘ Q ‘
T . Non-verbal B ¥ L ’
- 1. Hakes eye contact | i e -
e METEE N nakea gesturea TR T '  ‘" . - v
P N Initates motox activities | . |
. B' vgrbal AU ‘Y - e K -  _.
‘ aﬁ? S R . : ’ -0
N S Makes early sounds . - L :
o . o _a) Emita sounds with a potential ralationlhip to :pecific _',.;
‘ p 3 i_.: SR situations _"‘;/gfl"‘”;"'v . ?j' ot e
, Q"i ‘ ; ". 15*, b) Vbcalizes in relation to qpecifiq primary needs | S B
i tj;é; :;;f.i 2.- EstabliShas control of potential apeech sounds J_{’Q ‘ ; ﬁ
T L fﬁfﬂ;i‘ a) | Phonological development 0 . - - '
. '_fbﬁ oﬁ’«,w;;;?fij : f 1. Differentiated speech sounds i S N )
;¢,j; L | .“i . T :a . Egpanda& control of intonatio?. pitch. st:ess
: ..+, . b), Imitates sounda Ao -
PR :: N ‘e) "Masters" consonants
ﬂ, . ‘ - o 3. says ‘words ENEET RS -
T T )’ Says words in.response to’ envi:o men _ ST .
- -;' _ b} Says words. in imitation, lpontano:usly to
' AR T ;é) 'Says words labeling-objects, picﬁﬁres. colo:s (in r¢8ponse
_ T s _to 'verbal cue) T, - _ )
= L .'a~‘_-‘ a) says words imitatively 1n respona% to verbal cue -
;op'f _‘j"‘~ff ;.' ' i;f Usés words i sentencea - grammar" rhlea ‘ﬁ.~;' : { -
T ‘.', By says fphrase»: 5o ».:7'5'%-'-*‘ : P , e o
z- ff:fo' 1; 4;;M f_‘.. ;a) M?kog statemeﬂts ”"” ;i;~f;: . }a'f“fof;;‘§=f-{'ﬁ”::"; N wﬂyiﬁ%*~
?i%L o . by Asks questions ST ,' R R . ‘ -
5;35 _AIT“FT*‘Afiw;:ul~; ;él GiVes descriptions. definitions, or information ahout function )
Mof:or SKills Area o R W“;[ o C L
; ( ??i%e‘some mlght argue wifh’zh; concluaions of'Gesell (1952) , Gesell and _ |
; ”~:Amatruda (1947), and. Kephart (1964). which identify motor actxvity as the . ”basis or
ogozlgin“ for all mental life and cognmtiva devalopment, ¢erta1n1y ;he 1hportance of
~ moto: developm nt and cooraiﬁation is evadgnt in all magor develoﬁmental areas. The




o . . ':i.nability. to inaintain balance or facilitate motion creates additionai problems in. -

ather gkill areas - communication, pre-academlc, Self—help, and social interactlon -

- where d9velopmental-lags may-already exist. . i . }

- .

. "The motor pinpoints'offered have been divided.rnto two major areas, Which‘ : <
'incluge fine and grogs motor skills, *Within the Fine Motor sequencei pinpoints are
’arranged in two general categorles. eye readinegs, and movements involving'hands.

\ - The sources consulted often descrlbed the sequentlal development ofreye—hand coor—

dination. While it io not always posslble to determlneqwhether a child actually
"ooordinates® eye and hand movements, the authors of this sequence’ have traced the

- 'development of numerous plnpolnts prerequlslte to tagks whlch mlght demand such coor-

dlnation.' Gross Motor pinpoints have. been’ traced within -threemajor m dvement types -

coordinated movement patterns.' An outllne of the sequence is prov1ded her

I. Fine Motor Pinpoints °
. A. Eye readiness o

1. Moves eyes, toward stationaryiobjects, lightvsource

2. Moves eyes to follow moving objects . : .
3. Closes eyes in response to lights, objects
1. Fixesxgazeyon object and reaches

B. Movements involving hands

.1. General hand and wrist movement K
e e a) Hand movement ' S
. e rt— *
b) Finger movement
’ » ) ¢) Wrist movement: ,
R . .2. General hand movements ir. relation to objects
.J_ . . . a) Holds, grasps, and/or manlpulates objects . '

\ b) Releases objects
. e) Picks up objects

™~ - o

, N , . d) qses hands with beating motion . .
. e) “Uses hands with raking motion |
' ' ' £) Pulls objects y .
< B o g)- Transfers objects from hand to hand e \(
e | , " h) Shakes objects . - ’ - !

. .
<oy ma et . P T e . 5,

| {;Bdﬂgf ST o i) Pushes.objeots» (323

€




i
»
3
|
|

- 1r.
i

-~

.

i) pokgsrobjeﬁﬁsr;&f;;

k) ,pﬁmps>bbjec§sq

: 1)-‘010838'boxés

m)"Uées implements to obtain toys

" n) .Retrieves objects

Gross motor pinpo;nta

~ :}1 1‘»
A‘ ,2‘ )
B A

k
T |
oo e

.5,
6.

7.7

"B,

.
3.
4.
5.
N
7.
. 8'

N
2.
3.
Y
5.

.

" 7'
8.
9:

“Jumps

”Maintains ‘static balance

Supports head
Thrusts, waves arms
Thrusts 1egs

Sits . 7
Stands -
ﬁénda{frthwaiét

Squats

rawls and creeps

: Takes steps

Rolls body .

Rung' - ' T
Climbs = = ..

Hops < . "
Skips

%

b

ﬁaintains dynamic balance, using basic movement patterns
1. ¢ ' '

S - Maintains general coordznated movement patterns

Reaches with arm ) )
Kicks >
Bounges ,
?VShes.bbjécts; puils objects m7% - xi,
' Throws §biectsk = o | e
Rolls objects . .
Kacels RN
Carries objects W ;fip_i
Pedals ‘5 o ﬁfii? I‘é; .

_10. SWinQS ‘~“f;*" | 4 : z f




11. ntchqs objects

,12‘ Turns o ”q;_,f . . R \
" 13, Moves with pounding mction | i . S
14, Skates o o B if B . o
, 15. Dances- | ’ | | ‘ ,
Reinforcement Activitias Aree | - ; | "Tf . "j ‘
&rces cited in the preceding sequences, a numher of '

: \k ' While examining the many 50
i ema were diucovered wnich connoted choice, pxeferenCe, or "pnrpose" on the part of
the child, Theae pinpoints did'not seem . specific to any of the skill areas usually

~found in developmental aequenc 5 they did, hcweuer, seem.to suggest a developmental
pattern of activity preference. . ' ' f{ '

Through consiaeratiOn of these activities, the teacher of the seVerely handi- i

'capped child can more easily discoVer those events. which. employed as positive rein—

forcers, may serve to increase desired bebavior on the part of each individual within

L]

the classroom,. . LT e BN -'; | e
7 ‘ While pinpointe arranged according to age of occurrence do offer some guidelines,‘:
_ concerning potential poeitive reinforcers, the teacher should remember that prefer-
) ences ‘may differ radically fromeindividual to individual., Careful observation of’each

child's activity choices will provide the most acourate picture of reinforcing eventsr"“

=

- ': - “.; - summagzl o SR ;‘ !
* This paper has been written to discuss" and build a ratronale for’ using a develop—

) mental approach ee the-hasis for aelecting instructional behaviors and the sequence of
instruction to use\i; teaching eeverely/profoundly handicapped chilﬁren.n After review- ’
ing seVen(commoniy u ed curricula, ‘We were unable ko identify a uniform basis or ra= '
tionale for, including particular instructional materials and eequences in the curri~
‘culum content., Each. curriculum did seem to follow in one. form.or another a deVelop~
_mental approach, but to say" that. it wag based on typical child deveiopment would be
inferentral. SR *,; S [
‘ 'I'here is an urgent need for uniform guidelines for arranging* the J.nstructional
o experiences preSented to sevarely/profoUndly handiCapped children. Because of the
chil&ten‘s extreme deficIfS, 1t*is critrcal ‘that we: do not dpen& their time teaching <= k
them/reaponses, skills and facts that are not essential fo increasing their independ~

[

s ence. We believe that uSing information on child development is the most practical

64
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f xlcula, must not be considexed "fixed" or finiahqd’~ rather: they must evolve in

. “ g . -* . ’
. . ’ PP I - - v | PN
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."?“ : & . . N

banis fox arxiving at unifqrm guidelinea for taaching the typical intant and child. \

The develqpmental approach’ can provide specific behaviox p;npaints wh‘ch caﬁ“become
the basis fbr an asaeaament seguence and the bubsaguent establaahment of 1nstruc— «
tional objectaves for their aeverely handicapped peeﬁs as well. To reiterate, uaing . y
developmental pinpoints, one can, establish a child'a bxact plaqa in the aequence of |
skills QeveloPment:Q;HE’:;:;f;rovide appxoprlate programming Interventions that '

match the child's 1nstructional needs. Aa we saxd earlier, these programs, or cu:~

response to'performance.data collected over ﬁ;meufrom a vexy wide samplq of severely
handicapped childxen..' ' R )
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' The EducatLonal Facllltles Laboratorles (EFL) is a‘'no proflt corporatlon
establlshed in 1958 by the Ford Foundatlon to encourage and gulde construct1ve

changes in education and related facllltaesr In October, 1974f%%FL publlshed its

first booklet~of,s¢hqkl plannlng for the handlcapped called, "One Out of Ten"

While npt specific .t the severely and profoundly retarded, thls publlcatlon pro=-

v1des discussion of a range of 1ssues and alternatlves useful to cons1deratlon of

architectural Settlngs for education serv1ce‘dellvery to that cllentele.

R L
D EFL points out that’ leg1slatlon and lltlgatlon,are gradualIy establlshlng

0

the rlght of a free publlc educataon for aIl handlcappe chlldren regardless of the

3

class or the sever;tx of the1r hand1cap, an educatlon approprlate to each chlld'

(Y

needs. They point out that present patterns of educaﬁlonal offer1ngs 1nclude many

.

forms of restrictive env1ronments well removed from malnsvream educatlon and suggest

that these altern tives should be hedged by appfoprlate goals and 1ega1 constralnts

to achieve the least restrictive alternatlve for each chlld\ R
- A
&n pr1nc1ple, "the least restr1ct1ve alternative means that among all alter-

] \

natives for placement w1th1n a general educatlonal system, handicapped. chlldren

o’ .

should be placed where they can obtaln ‘the best educatlon ‘at the least dlstance away

»
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"The 'Cascade system, f1rst 1ntroduced ln @962 by Maynard Reynolds of the

University of Mlnnesota and recently adopted by@the Councll fOr Exceptlonal Chlldren,

-

" is one model for special educatlon dellvery whlch prov1des a. w1de var1ety of services
1n a number of alternat1ve settings. ' The system begins by assumlng that the: greatest
Anumbef of handlcapped chlldren .can be absorbedzlntarordlnary schools with lltt

fchange in exlstrng programs. Gradually, with' each modxflcatlon to” the normal class- °
Z
room sett1ng, a smaller number of students is prov1ded with a greater, amount of

resources and serv1ces...." (EFL) R o C ///
1 . “

The cascade is a. continuous series of less restrlctlve alternatives which -~

./
e .

provides that hand1capped chlldren can be gradually transferreddelther away frém or

back toward the; everyday classroom as the1r needs requlre and the1r abllltles permlt.

- .How can the severely and profoundly retarded f1t into the cascade? Except,for

the few with chronic somatic problems whlch prevent their movement from the settlngy

of thelr res1dent1al care, my hope 1s that we wlll be able to see most attendlng
. " @ .
_special class s1tuatlons in the local school. I haVe several. reasons for th:ﬂs,..-

.. o

T S Experiences .with the cascade system and malnstreamlng have amply demoqt

' “
° . .
. . N
G J - ‘ ‘ ’
. , ! v
.
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. - . . . e B




'{‘ 7 parents want to keep th81f kids in s

7istrated the potential of retarded chmldren at many leVels of retardatlon
'to iunction beyond early expe tat;ons. There is no reason to helleVe that
. a wide range and upward“réaﬁﬁ of. particlpatlon does not egually apply to the

-,seVerely and profoundly retarde within thelr OWn 1ndividual capaczt;es.e:;t o

'1.9 [} e

is onl the ready aVailabxlltY of - opportunatles at all levels of functzonzng o

that as ures the timely optlon of the highest cholce W1th1n the lndLV1dual' B

capacity._ i t; e ﬂﬁ“ S :},, o

-

-

‘2. An Airlie HOuse conference on educatlon precipl Vted'much discussicn of

I

potential of the communitz as an educatlonal y ource and the need to extend .i"

P

the- school lnto the communlty. but causeA'6ne partlclpant to obserVe, ",..ouriiJ

ool . and they want the communlty to come

'blnvﬁnd help them there”, (:if}/a 72) ~ It cannot but be reasSurlng to the par- f4;7~r‘

o »ent of a SeVerely handlca ed Chlld to knowrthat tpe tralnlng of that child

e t 3, SeVerely nd profoundly retarded chlldren are belng educated and tra1ned

. B

-

L

N,

.EKC/ B S 71
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rge. The aWareness of soclety of the. condltlon, problems~and potentlals

|

of shchichmldren*w1ll not be'enhanced by hldlng'them away‘ Carefully con-

trolled vlsabllltyyand partlclpatlon 1n a school settlng should have a posi- .

)

tive effect upon future SOClal acceptablllty of theSe people as chlldren and

s

 as adults. : ' p» o o o O U

o tialiy enr1ch1ng expermences wh1ch can contrlbute to the educatlonal process

d . R . h a a

ltself- -t o : '

Among the alternatmves reported by EFL are. those 1nd1V1dualrz1ng 1nstructlon oL

for every Chlld and addlng specxellzed support f301lltle5 to provide for the hand1~

Mlaml's Dade Counéy is bulldlng speclal annexes onto seVen strateglc elemen-
tary‘ﬂchools. All handicapped children are- Sent to such an elementary school with=
in each of the distrlct's seyen regions. The annex proV;des the handlcapped chlldren
with Speclal attentlon by a mult1~dlscipllnary team of teachers, psychologlsts, ‘

13

wtherapists and‘aldes. - ; _'3, e .

IText Providad by ERIC.

4. The moVement £from blace of residence to school presents varled and potendi“”“'




The mutual use of space shaked by special education end regular'instruction

S :? 1nf1uenced the origin of a new type of school specially designed to integrate handi- i
' /

s ",..

5 ally handicapped! and six multiple hahdicapped yodnfstqu1 with 120 neighboring “uf,fe\;f

g
elementary pugiis, the sohool's layout comprises”three open plan pods for the neigh-~“3 e

borhood kids and two adjacent pods for the handic:pped. When the school opened, thefr

0‘»

twe programs operated‘independently. Howeverf-~ ey Boon began to merge principally

hecause speoial equipment for the handidapped a tracted teachers from the ‘regmlaxr .

-~

v program and because ‘achool officials deliberatelyfplanned a ]Olnt teacher planning
office._ The Danbury School featured an individualized curriculum which‘did not

discriminate between handicapped and ordinary pupils. With barrier-free facilities

reinforced by special support equipment, each child was able tn proceed unencumberedﬁﬂf
: o :

/at his own rate, v-_} “L* ] R A e o . ”gf-' =

-

. @
’ n"‘

As Harold Gores, President of EFL, put it. "Twenty years hence the, word*"gg; R

-0 “

hischool will become redundant.. The ‘place of education Will be a center where people

% “of all- ages and sizes who desire to 1earn from each other, and can, gather"

',..»u - we
”-- .

""'_ " an 1ndication of what these educational gatheriqﬁ piaces might ‘be can be

found in the Whitmer Human Resources Center in Pontiac, Michigan. The nucleus is

a series of mini-Schools for elementary pupils and nursery children, ‘a community
college extension, adult education spaces, a medical and dental clinic, welfare and

emergency relief serV1ces, legal aid services, citizen as91stance, job training and -

r i,

placement servioes, a lebrary, a restaurant, community lounges and meeting rooms, ! .

S a gym aﬁd dance ‘hall and theaters. The dinking pedestrian streets and malIs provide

places for strolling, gathering, and relaxing. . W o7

v
.

In’ collabofation with “the school's regular staff, the 3pecial education depart-
-, ment inVented.the ”learning center", a resource-room staffed by half the school's - ; R
._special education personnel. The other half is 1ntegrated into the regular teaching;
f team in.the classrooms. Thgs, all handicapped children are compassionately 1ntegrated .
‘ into’ a (*ontinuous learning process. Here, special education benefits from and becomes ‘
a part of the. myriad of other serVices work1Qg together on whole problems 1nstead of
picking away at- unrelated pieces treated by 1iterally dozens of unrelated agencies.,i
Aooepting the desirability‘of the school, learning oenter or gathering place B

- as a- locus for training of those:who can phy81ca11y access such centers, what enV1ron- -

. | -
o ce o
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mental crrcumstancen can we' expect to £ind compatlble to the‘heeds of our clients.

The Alrlie HOuse coﬁference produced identiflcatlon 6fa few characteristlcs that _
'Z'Seem equally applicable regardless of the 1ntellectual level of ﬁhe étudent.~ They‘
' R . [ . . L. o .
are-., ' ' . MEIRPIERIENEEE A E

A"h‘- , HUMAN SCALE: Physical settlngs must satlsfy the need for a sense of 1dent1ty. N

Whether "it! s a houSe, or a factory or a c1ty or a school, 1t s got. to have human

» AT . .

e

>

PERSONAL TERRITORY. Students and 'teachers alike need a sense of their own

- o

vturf. a personal Place to be alone and separate from group pressures, T

L L SPATIAL VARIATION: - A burldlng ‘should prov1de optlons in the size and shapes

~ of._sub~gpaces so people can gather in two s or “four' 's ox larger groups.

SPATIAL ORDER, NOT SPATIAL UNIFORMITY. ‘Patterns of use should not- be predeter- *
3 i mined.. el . ' % I . » . ‘ '

. MANIPULABILITY: The environment must allow itself to be manipulated by its

R ]
- - users so spaces can be changed. Functional considerations aside, a facility that

Y

allows itself to be manipulated gives its users a sense of possession.

. - 1 .
ENVIRONMENTAL FEEDBACK: A school facility must allow its occupants to stamp
o / . A1

their presence on it. It must be ready to accept the graphic presentation of stu-

4

dent activities and interests so that the building reflects who they are and how

”~

they're doing. Displays of student work help to build their sense of identity.

They also make the surroundlngs more llvely and relevant, too. ' -

4 OPTIONAL SEATING AND WORK SURFACES: The facility must acknowledge that people - 7

“work inwa‘variety of natural podtures: sitting up straight, lounging, leaning, ‘ -
;- perching, standing. It shounld offer a variety of seating (including the floor) and

workfsurface heights to accommodate them.

E GRACEFUL WEAR AND RENEWAL: Furnitire should be allowed to be worn, used\:p::>
- . [ < ,

. X
and reneWed.k‘
P ¢ o

: *  WORK ESTHETIC: The look ¢

[y

'learning in action is a busy one, with.things out

\

and . in active use. seems to violate some cultural sense of order. Admin~

istrators, teachers)fand custodians have to'understand that a place by being useful,

. kY .
interesting, and relevant, becomes attractive to its users.

Some of these characteristics, namely human scale and territoriality have been

-

- *concepts introduced into residential settings for the retarded a decade or more ago.

v .

Hoy do we 1ncorporate these and such. characterlstlcg as spatlal variation, spatial

QEKC L - Ly -

wll Toxt Provided by ERIC
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»gorder and,manlpulablllty 1nto the educatlonal env1ronment? The Danbury School

‘mentioned above prov1dés some cues. The educational pods, as they are called, .are.

large areas thhbut ‘Btructurdl 1nterruptlon or subd1v181on Wthh serve several

classes. Where the open school program. works to the advantage of the student,_the

’

‘ arrangements for class area, c1rculat10n space, etc., ‘can be. very fleﬁible. Thg

floors are carpeted. The ée;ﬁ;ngs are quite low - pr enough to av01d a large

'space feeling as furnlshlngs and storage units are placed to form SUblelSlonB of

13

'space.-‘Small rooms, such as t01let rooms, are on the outslde wall as overhead

.lighting provides an even and non-dlstractlng 1llum1nat10n.

-Judicious placement of furnlsﬁlngs and space dlﬁ\ders, as in use for offlce

landscaplng, can create the focus upon the:interests of’the one to one, or one to

two or three, that will, for the most part, make up the activity programmed for the’

©

severely and profoundly retarded. The space dividers, often curved and carpeted,

form' an -ideal surface to which to adhere articles of student work to enhance their

feellngs of accompllshment and belonging. _ ' 4 \

Some totaily subdivided small spaces would be requlred so that a few rooms,

o ~ i

perhaps accoustlcally treated at the perlpﬂbry along with the t01lets, would be

0 - -
useful. . - .

. Buch a class area would lend itself to innumerable changes to accommodate the

_equipment and program needs of the students. Fairly low ceilings and flexible parti-

tion placement could yield human scale. Well established areas for treatment and

, : v
exhibit of artifacts of each student will introduce territoriality. Spatial varia-

tlon,‘order and manlpulablllty would derive from equipment and partition design and
placement, Exhibit of student work in their &rea would yield environmental feedback.
The other desired characterlstlcs would flow frqm an imaginative use of this bagic

design,' , {
. ’ ] R
Such a class arrangement could meet the program needs.of severely or pro-

foundly retarded students and allow for interaction with others who return to this;

class with its more specialized equipment from other special classes or regular

'

classes wherein they have been participating ln ma1nstream1ng on a part time basis.

DI +

Play is an 1mportant part of the learn1ng®process for chlldren. There are

deVeioping around the country, in conjunction with schools, training centers and-

 hospitals, a variety of innovative ‘play structures or environments which are very

~different from the traditional'playground and its equipment. The Magruder environ-.
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: when deScrlblng thelr 1nner images. Theseﬁresults;Conflrm ‘language” accelerat;on‘;n SN

‘ a 3 .
mental therapy cpmplex at Forrest Park School 0rlando, Ffo’?fda{ ‘i’ such a play ol . -

= .

environment.v Adhltlonally, it and the nearby models for whloh it has been a proto- .

type, have been subjected to research regardlng use by and response of a varlety of

’.

chl.ldren, and Co] trols«»«,

Fd

Slgnn.fo.c-an fz.nds have been reported W1th regard to the ablllty of retarded
chlldren to nepoqt V1sua1 1mages suggested by their part1c1patlon in the complex.

"The ‘retarded chihdren from the. experlmental group\showed a hlgher level of language B S

PR 3

accelératlon than}thelr comparlson group in the use- of nouns, adJectlves and phrases

1

. an enr1ched envlrpnment." (Shaw) ' ‘ 0 ) ‘ o >\f

©

OtherfobServations include: t

*

"All of the TMR chlldren were able to understand the model, (a scale model of

the complex) although about 40% needed an explanatlon."f

>

"Rutter (1966) suggested that the etlology of 1nfant11e autism 1s in the in-

-3

ability of the chlldren to handle auditory 1nformat10n‘ These preliminary results,

1ty
hintlng at the lack of geographic coding, show severe problems 1n ‘spatial cognition

»

‘as well and couid lead to valuable understand1ng of a tistic problems "

"TMR children were recorded mgst often on the overall observatlon charts at

level 1 (lower than normal chlldreh) Interestlngly enough they also tended to

occupy the-h1ghest level, level 3 (6 ft. to 9 ft.), more often than normal children.

/

In general, TMR children played, more v1gorously and at more levels than was}zye
r

“pected at the projects inception. Also, they showed no fear of small spaces

. be manipulated in that elemdnts can be moved, restructuring the spaces and the play

" and whén prov1ded outdoors would, seem to be an ideal compllment for the open plan

“of spaces, patterns, forms, textures, levels and experiences for a‘'child. They may

closed, dark tunnels, as prev1ous literature 1nd1cated they might."
' "TMR chlldren contlnue to play throughout the (complex) w1th a h1gh prefer- .
ence for its. env1ronment over an adJacent typ1cal,playground "

Such environmental complexes or play environments incorporate a wide variety

opportunities;‘ Some unit$ of this type have been utilized wiﬁhin the classroom,

L}

&
class 51tuatlon for the severely hand1capped. .
There are few known cr1ter1a for de51gn of these env1ronments. There ate,

howeVer. enough of them 1n use from New York fo California to Florida so that usefula
b

EKC I | i e

wll Toxt Provided by ERIC
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R research might well establish guidelines and (’ad"ice to further development. . o
- - T e
.‘ o ?_ As reported ‘by Panyan and Patterson, _"N:mety Pexrcent of the severely and pro-

A

dn»h-foundly rétarded,children there masteredrthe skills (variety of. self care and soclal
- | skills) within a few months; As for the-ten, percent who dgd not, the problem was
S due to teacher or«program error rather thanALo student deficiencies » (Sigeihan)
i.The Severely and profoundly retarded can be,taught. The courts and legislatures
. "_ are mov;ng our society to assure that they will be taught. CQCascade, mainstreaming,
and educational centers are telling us-where the- teaching should be focused. The
open school and environmental play complexes are opening a rich new world of stimu-
llatlon and opportunity to support the ef orts of the teacher and other training

hr,,' personnel. Training can extend £rom th xclassroom to the home ox the hospital as

- ~.educata.on ig net Just a someth:.ng that takee place only in a s hool. It takes place A

through all the dikect experiences and vicarious experienCes ‘we" have. ’
‘ ' ¥ | '
o The potential for the training of the severely and profoundly retarded is
f considerable.' Let us not needlessly limit that potential with constraints of system

' .. or form of building. . , - /

To paraphrase what Edythe Gaines has said, "most of the work of the world 15/
" done by people of average ability.- So, let‘s not ask teg:ggrs to be brilliant,
. ‘ ®

Design school syst%ms, classroomg and programs So teacChe can behavenhrilliantly.

Some genius designed the telephone so I can beha¥e like a genius each time I dial".

°

. (EFL) - - . SRR
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. IR = must admzl.t that much, of what I‘am going ‘to speak about thlS mornJ.ng was - .
ewritten in my ‘hotel room 1ast*n1ght after listenlng to the presentations of
' several of ‘the 1n1t1al speakers. My first rewritlng was somewhat time consuming
p "and difficult. The second rewriting was considerably ea51er since it 1ncluded
. bas;cally remoV1ng seventy—f1Ve percent of the exclamation po&nts._ That 3ust

shows what a little cooling down period can do for everyone. My respon51bility

*-

¥Was to talk about the fJ.nancing of programs for the severely and profoundly handi-

: capped.‘ I do 1ntehd to Sthﬁ to that reSponulbllity, but I am going to alter the

+

directibn sl:.ghtly. ,I'm go:.ng to dJ.rect my’ remarks more sPecifJ.cally to. the polJ.-'

Bl

tics: of flnancing programs for the severely and profoundly hand1<:apped, and to. .
some degree deal w1th the financing of all programs in the publlc sector. I admit
that alterJ.ng my remarks leaves me with mixed feelJ.ngs somewhat like the father who

caught-his‘teen-age daughter coming‘in at three o'clock in the moxning with a Gideon :
Bible under her arm. " ' . ! , ,

i [ . L -
' The questJ.ons of financmg seldom have theJ.r J.n:LtJ.atJ.on in ‘one reasonable and

logical: location. Financing is initiated from local reguirements, statutes "that
. are enacted by the Legislature, court cases which determine that a school distriet

kS B A :
must do or should be doing somethJ.ng, etc. Most of“what we learned in Education

Course 101 becomes obs olete ‘before the course is completed because - th@ variables
_concerning what a school district is )}s}upposed to do are changed J.n that short per-
ioh of time. . Perhaps it would be helpful to look at schools in a much larger and
historical context. Perhaps the thinking that has changed most oVer the past sev~
. eral decades is the question of the school function directed at the benefits of.
| x_society as a whole Versus the‘schoo]:- function directeﬁd' at the beriefits of each in-

b . . e C w .
dividual who attends school. We should keep in mind that mandatdry attendance in

high school is only about forty yearsol-d.' Obviously some states have'reguired

mandatory attendance longer than that, but the universal phenomenon of mandatory

httendance is relatmvely new when we look at the larger hJ.,storical context. When

* formal schooling was' initiated in the public sector there was’ little doubt as to -

' ‘, _ A'who the beneficiary was intended to be. The beneficiary was the ge’n'eral -society.
Kn.ds were sent to school because it was good for them and J.t was good for soc:.ety. g

'l'he sarm ‘kids were sent *o churches and other mst:.tut:.ons for the same reasons.

'I'he fact that the youngster didn‘t l:Lke 'what he Was doing was unimportant. If

E l{fC Amer:.ca was to have a strong, democratJ.c socJ.ety its younq must -be tra:.ned in the
=LA\ : B é . . 78 » ‘. , . V + ,'
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‘basics. and be able to intelligently understand.what that society q&s all about.

Operatlng on that thesls made runnlng school systems a fa:Lrly easy procedure. .

~

Signlflcant ohanges have takén placeq however, in the past several decades.

4 .

" These changes can best be seen external to'educatlon in schools,throughwsuch

s

<

things as the consumer movement and the c1v1l rights movement.‘ The same type of
thunking has- redirected the efforts in publlc education as Well. The pr1mary
thegsis of such movements stresses the importance of the individual (as opposed to
the cbllective;society) threas schooling was once seen as ‘an opportunity to
contrlbute to and benefit the general society, 1t has changed to an obllgatlon of

the general soclety through its institutions t¢® see to the benefit of‘the 1nd1v1d—

R . : \ > T
ual person. ' This has moved the focus from the tollective group to-that of each

3

~individual. Whereas it was relatively easy to get some conSensus type direction .

P

from the collectlve group, it is extremely dlfflcult to determine what the needs . T,
-:are of each 1nd;v1dual withln that collect1ve group It is perhaps Simllar to the

" idea of- admlnlsterlng to the health needs of a general populatlon through an all-’

inclusive publlc ‘health program and then changlng the- means of providing for those

. health needs through the use of ipdividual physicians. Obvjously the second way

4

is miuch more difficult and.much more expensive. "~ Right in line with that analogy is _yn

*

the 1ncreas1ng evidence of the 1nd1v1dual demanding certain kindS'of performances o I
.to them as ind1v1duals as reflected in the vast number of 1ncreases in medlcal mal-
pract1ce su1ts, and all the additional problems that have generxrated.
In addition to the: h1stor1cal context which 1nd1cates a change in the concept o

of what schools are supposed to do is the growing number of interest groups who

want their partlcularwlnterests reflected in the school,curriculum. We have recog- -

nized that the school system is the "only game in town” when it.comes'to training

the youngband-prdmoting their particular interests. I am;not suggesting for a min- . R
‘ute that these interests are not good one=, nor that they are not important to

8ociety. I am only indicating that there are a lot of them and each one wants "a
?piece of the action." Let"s examine a few. The env1ronmentallsts want to be sure

that the schools train the young in the dangers of pollutlon. The nsumer educa-

tors want to be sure that youngsters know how to be w1se and prudent consumers.

Health groups stress the importance of students benng adv1sed on the évils of

. -

. Venereal disease, smoking and alcohol (I discussed thas w1th-severa1-of'you in the '

-

bar this morning). Human relations proponents want to help individuals and groups

-
-

*.

~ g »’
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live with one anothgr more comfortabiy Career educators, when hot feuding with

vocational educator \ are concerned With how people will ‘make a living when ‘they

4

leave the school environment. Special educators are suggesting that Juvenile ’

'delinguency may not be juvenile delinquency at all, but simply a student who is
N n T : . —

_emotiOnally disturbed,\and the school can help correct. this through its classes.

forithe‘emotionally disturbed. Socialbstudies teachers are convinced that Water-

gate is evidence that the country_isvmorally bankrupt, and-that we‘ought to get

* back to values education. Early childhood educators'are actually convinced'that

' it .won t make any difference at all if the child doesn t get a good running gtart,

and the people down the block are still trying to figure out what we were'doing in

. the first place, and that somehow we ought to get "baci to basics "

Now if that were all I suspect we would still be on "Easy Street" in running

S

a school, but in addition to the aforementioned the school has added additional
responsibilities that have 1ittle to. do directly Wlth the three "R'S." These

could include the follow1ng-

. s . »

l. The schools have increaSingly become the entertainment center for MOst T

. - /’

. adolescents. Take a quick look at your newspaper and see how many movies a

- -

youngster can legally attend ig he is not eighteen or gver. Most of us uSed

to go to the“ﬁdvieé. Our parents thought that was reasonably safe.‘ Now they

~

are scared to death if we go to the movies.

,2' Schools do an increasing amount of.medical'screening, dental screening,
and in many States with new legislation, psychiatric screehing; ‘

3. The school system has become the primary vehicle "for creating social:
equity. Busing is no longer simgly a meansé;i getting a youngster to school,

but now includes creating a balance of students with different racial and -
. ' > N s . .
h‘. : « * R - o

ethnic backgrounds.
4. Two years ago our Board of Education and Superintendent adamantly spid, -

"There 's no way that the School system’is gOing to get involved in feeding

-

the elderly " _We-+just started our first program in feeding' the elderly last
week. Incidentally, they also said we-certainly weren't gofng to get into

the day care business either. Our first three day care centers have been

operating for about a year now.

» Al I3

*

‘5. The school has become the last bastion for a type of morality enforcement.
. Ask yourself if you know of any place in the city that a youngster under the
o . - 8V a '

- 3
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age of-sixteen is -not. allowed to smoke. There is only One ﬁlace.left and

that is the public schools.' Even the barriers in m whurches went down

_ several years ago. It is always curious to me that hen a drug broblem is

found among adolescents that that Arug problem is gilven ownership to the

. o

Schools. The papers read;y "East High Has a Drug Pr blem,",or,'"West'High

Has & Drug Problem‘"_ It“never says‘that'Rotarians‘ kiaslhave a drug probléem,

or that Pr{!byterians' have a drug problem, or tha rich kids _have a'drug. 'y”

problem. It is just East High tha has a drug Pro lem. I Wonder if there

was a big chicken pox epidemic would the papers give OWnerShip“to the sphoole,

T .-',SQmehow) I‘Ve never qead that East’High has a; big,
; B other “things we' Ve piCReGnup bﬁ default.= The

thznk of here is draft 1nformat1on.

Where did yo

‘hicken pox problem, etc. R -

‘est illustration 1 can_

and I go to get informa- .

draft oard. That < what it Was

I ﬁion about the draft? We went to the goca

. “v»fov

w

They handed'out ‘material andltolv‘ s what we| were suppo sed to do. WhereA~*’

do kids.get that'information'today? hey get it from the school counselor

p3e

<y since that information has been>moW from ‘the Sele tive Service Offices 1nto-

the public 8choolss For an’ institution that people ere descrlbing 1rreleVaht

.- -_,only seven or eight years ago, it seems that an awful\lot ‘of things, are being” s

o T, . N . . R

. . ~ .. . -
L] . . 1. . !

If that's all that we had to consid%r we Stlll might fe:}\that while we had ', v

s
~

left “Easy Street" the road was still not 1mpassable, but in_additlon to the respon- !

?y‘ 91bilities added to the school éystem we now. see additional constraints- t . .
‘ tlyul. People have learned “that 1t 1q far éasier to get ldws changed through ’ T '
" the court system than through legislatién. "
to start a court suit, and even those court suits which relate to tYlng your -

It costs relat1Ve1y little today ‘-

dog up during the summer have, in the mlndsaof the Plaintiff, some major con— A

Cde

L ,
stitutional question. The outcome of a court suit needs only a slngle Judge

to make a decision which ‘ean throw. the whole operating procedures of a school

‘o {

system into a shambles. CertaLnly such suits can be overturned or the judge | - .

finally determined as mentally 1ncompetent, but nonetheless there is’ a long

interVenlng time in which the procedures of the school system 1f not changed _

12

K
N
a
- .

are in contempt of court. e BT . o . .

o

Unlons have 1ncreased their militancy and advocacy over the. past decade.
2

2.

In the United States Co/gress rlght now there 13 a pbill Wthh would make

e ‘ ‘
. / ) "

»




. . N

..*publiq bargaining and public.strikes 1egal in overy state in the Union.i'I'

:;;.” personaily have no particular thoughts on this, but only point cut the issueA

¢ . to indicate the additional kind of constraints that school systens operate
4 . . . P \

swunder. o E o c T A g;

3. Upvuntil about ten years ago public institutions were ineligible for 1aw

'suits which extnacted financial settlements.' This was’ in accordance with the
whole English common law proposition that "the King ean. do no, wrong. " This’ 1%,
no 1ongcr true. Not only can public lﬂstitutlons be: sued for'financial dam*’_g

_ages. ‘but indiVidual members in. that public institution can.be sued psrsonally o

;and directly for - financial damages. “. v, e :

N i Vo

”'4. The property tax has come under careful scrutiny and change. While'the

- Sarrano decision did not upset the apple cart 1ike most people thought it

Would, ‘the* dicta ipcluded in the 0pini0n indicated that mos it states ought to‘“””w

,reexamine the support of the school ‘aystems primarily through the use’ cf pron»

+

'»‘_perty'tax. Here again, I an not making a Value judgment on whether or; not ;; v

this ought to be done, but simply indicating the changes and c0nfusion that .

ry

such actions create for operating school systems. - . i-

, 5. Many of tha private andvparOchial schools throughout the country are foldr

ing. rThey simply can't‘afford to continuelthe same kind of program that they

A onge,could. When such schools close their doors they almost always. transfer }

their Students to the public schobls. Perhaps it is somewhat fortunate a2t .~

this point in time that most school systems are experiencing a declining en—'

- >

rollment and are mdre likely to have additional room for such students. The

1ist of constraints qould probably go on to another half~dozen, but I think

) A

this is adequate to give,an.overall picture. S
S o N

.
.

Looking specifidally at programs for the severely and profoundly handicapped :
I am in agreement that this is a resp0nSibility that thezgﬂhlic schools should .
handle. .But here again, there are problems to be examined? The more,profoundly
handicapped the étudent, the higher the cost to deal With that student. The abilw.

ity to findnce these costs varies appreciably from state to state ‘and