
DOCUMENT RESUME

. ' BD 117 922 BC 081 445

AUTHOR. Olechnowicz, Hanna, Ed.
TITLE Studies in the Socialization,of the Severely and

Profoundly Retarded.
INSTITUTION Psychoneurological Inst., Warsaw (Poland). Day

Center.
,SPONS AGENCY Social and Rehabilitation Service (DHEW), Washington,

D. C.

PUB DATE 73
NOTE 214p.

EDRS PRICE MF-$0.,B3 HC-$11.37 Plus Postage
DESCRIPTORS *Child.Care Centers; Custodial Mentally Handicapped;

*Educational Methods;. Exceptional Child Education;
Foreign Countriet; *Intetpersonal Competende;
Language Development; *Mentally Handicapped;. Motor
Development; *Program Descriptions; Student
Characteiist4s; Therapy; Trainable Mentally
Handicapped

IDENTIFIERS Poland

ABSTRACT
Intended for teachers of severely and profoundly

retarded children; the book presents principles of management and
education used at a special day care center in Warsaw, Poland. It is
stressed that the educational goal is to give the retarded child a
chance to develop perSonally and t9 play a positiie social role in
the home and\family structure with emphasis on socialization skills.
Individual chtpters focus on the following topics: guidelines for
educational work in the day center, pupil characteristics, an
individual therapeutic approach, teaching purposeful\motor behavior
(including socialization through rhythmics), education for socially
oriented behavior, and developing verbal communication. Case studies,
photographs, and actual dialogue are used to illustrate main points.

(DB).. r.

***********************4*********************************************
Documents acquired by ERIC include many informal unpublished

'* materials not available from other sources. ERIC makes every effort *
* to obtain the best copy available. Nevertheless, items of marginal *

* reproducibility are often encountered and this affects the, quality *

* of the microfiche and hardcopy reproductions ERIC makes available *

* via the ERIC Document Reproduction Service (EDRS) . EDRS is not
* responsible for the quality of the original document. Reproductions *
* supplied by-EDRS are the best that can be made from the original. *

***********************************************************************





Y
 
«
^
y
y
`
1
G

:
S
'
s
e
e
f
s
.
.
'
.
r
-



tte

7"

4



STUDIES
IN THE

SO C IALIZAT IdN
OF THE

SEVERELY
AND

PROFOUNDLY

'RETARDED
4



---
--The- Day Center

Of the Psychoneurological Institute,
Warsaw

Contributors:

Hanna De les M.A.
Cecyclia Dobrowolska
Krystyna Mrugalska M.A.
Hanna, Olechnowicz Ph. D.
Zofia Pakula M.A.
Maria Siejk% M.A.
Grace Wales Shugar Ph. D. (Translation and editorial consultetion).

f

This book was prepared and printed with the financial support
of the Research Grant SRS-P-58324-F-01 from the Social and
Rehabilitation Service, Department of Health, Education and
Welfare, Washington D. C.

6



U S DEPARTMENT OF HEALTH.
EDUCATION & WELFARE
NATIONAL INSTITUTE OF

EDUCATION
TH15 DOCUMENT HAS SEEN REPRO
DUCED EXACTLY AS RECEIVED FROM
THE PERSON OR ORGANIZATION ORIGIN
ATING IT POINTS OF VIEW OR OPINIONS
STATED'DO NOT NECESSARILY REPRE STUDIESSENT OFFICIAL NATIONAL INSTITUTE OF
EDUCATION POSITION OR POLICY

B THE
soutAtizgivH--

S EVE RELY
AND

PROFOUNDLY
RETARD

EDITED BY
I [ANNA 0 LEC 1 INOWICZ

WARSA POLAND
7 NAS KSIEGARNIAs



Graphic layout
by Bohdan Bocianowski

Photographs
by Lech PatiltoWski

Technical Editot
Wincenty Bashiski

Copyright by

Nasza Ksiegarnia

Warsaw 1973

Printed in Poland



Foreword

The Day Center described in this book is an institution for

severely and profoundly retarded. children and adolescents.

Our, pupils live with their families and spend with us from.

6 to 10 hours daily, depending on their parents' working hours.

There are 20 pupils, aged 9 to -22.. Three pupils over 18 are the

most severely retarded and, despite their age, can adjust better

in ;the company of children than in the Day Center for Young

Adults in.Warsaw. The pupils differ markedly in their degree

of retardation, their LQ.s ranging from as low as 7 up to

32. 'There are also four deaf children, three of whom surpass

the mental level of the group but because of their hearing hand-

icap cannot attend the school for moderately retarded children.

These children have contributed considerably to enriching the

social contacts in the Center.

The parents' of our Pupils are unwilling to part with. their.

handicapped children by placing them in an institution. They

have very difficult problems to solve in managing their

dren, whose behavior is by no means easy to accept. Our parents

even those most successful in fulfilling 'their difficult parental

tas need support from without. To give .this support is one

of tie paramount goals of our work in the Day Center. We

beliepe this task to bi no less important than the educational

work with the pupils themselves.

The scope of this book does not allow us to develop fully this

aspect of our work; it is all the more important therefore to

stress here the significance we attribute to our close collabora-

tion with the parents.
This is the place to answer a question that may be. put by many

who are not acquainted- with the family problems of the se-

verely retarded, namely, is it worthwhile to develop sophisticated
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methods of educational work with children so severely retarded
that their progress is minimal in terms of skills and perspectives
for, future work? The answer is yes, this work repays the effort
invested 'in it.
These seemingly "hopeless" children are to a large degree
accessible to educational influence. By this we do not necessarily
mean obtaining marked progress in particular skills.
It is not our goal to make our pupils "more intelligent" or to
make them "normal". What we want to do is to help them
live their lives in a way that gives each of them the fullest
chance to develop his personality ancho play as positive a social
role as possible in his home and family.
ThuS.the chief problem is to help them organize their behavior,
render it purposeful, acceptable, socially' controlled and socially
oriented, and as fat' as possible self-controlled as well.
"Socially-controlled behavior" means that the child becomes
more manageable not only at the Center but, more important,
at home as well. In this way ,the child becomes more acceptable
to his family; this, needless to say, is essential for the psycholog
ical equilibrium of his parents and siblings. An attitude of
greater acceptance by the family has a favorable influence on
:the child's behavior and,,in turn, the child is still more easily
'accepted. And so the wheel turns in a direction helpful to the
climate of the whole family's life.
That, is why there is no method of work that can be judged
"too sophisticated" for the child who is retarded, even to a very
profound -degree.
There is another argument as well for this viewpoint : the kind
of educational methods used has a strong impact on the' sense of
professional achievement and on the attitudes of the teachir; staff.

6 10



Obviously, to educate children is the teacher's obligation. But

we cannot disregard the fact that the teacher of the mentally
retarded child is exposed to all the_ frustrations arising from

working with children_ whose progress Is minimari- and whoSe-

--man,?gement 44- in- -many_cases. extrerridy itifficidt--Tri-
situation, the teacher may_easily succumb to a sense of helpless-

ness, boredom, and professional indifference or, on the other
hand, may adopt a stern and rigid attitude.
It is not an easy task to help the teacher to gain a motivation
strong enough to work with such children. Some of them are
simply not "likeable" children because of their unpleasing

appearance; disruptive behavior, lack .,of noticeable progress,

or difficult contact. In such cases the intellectual involvement
of the teacher should help. The problem to be resolved by the

teacher is no longer "How can I tolerate the behavior of this

child?" but rather: "Why does the child behave as he does?

What mechanisms underlie this behavior? 1s-the child really \.
inaccessible to influences of any kind? Let me try to find out. ,

Let me discuss this particular problem with the team, and get

some' kind of theoretical understanding of this child's prob-

km".
It is precisely those staff discussions which' concern the most

difficult children that have been most challenging and stimu-

lating to us. These are the children who present the most dif-

ficult theoretical problems; of which the central one is the

search for ways of comrhunication open to theni.
The teacher's influence upon the child is essentially a planned,
deliberate one, but there also is a wide range of forms of non-

verbal interaction of which he may not even be-fully aware,
for instance, tone of voice or quality of gespre. It should be

7



remembered that the retarded child is highly sensitive precisely
to the quality of non-verbal elements of communication. The
personal involvement of thi, teaching staff zs, for our task, no
less essential than building attitudes of acceptance in the par-
entS.

_As.we see in .organizine the educational work itt the Center, it
is necessary always-10 take into account all three parts of its
social organism: the pupils, the parents and thestaff.
Preparing this book has played a very positive role in bring-
ing us nearer to this goal. Not only has this effort not inter-
fered with the current educational wo0 but, on the contrary,
it has helped tic to clarify our educational goals and kiln=
our methods of work.
Firstly, it helped the staff to become more deeply involved rind
motivated as pointed out above.
Secondly, as socialization processes became our main focus of
interest, 'every manifestation of socialized behavior, in our
pupils evoked immediate comment among the teachers.
This evidence of interest acted upon the children as a reinforcer
of positive social behavior. We are convinced that this unplanned
and spontaneous system of reinforcement creates the very
background needed for the success. Of the planned socializing
activities described in chapters IV through VI.
This book has been prepared jointly by a team of teachers,
each of whom has dealt with one specialized topic, as can be
seen in the Table of Contents.
The reader will notice that all our activities aiming to:tard
socialization are carried out on occasions arising in the perform-
ance of a task, e. gym or rhythmics, handwork, housework,
or some creative activity. It is noteuThy that many children

r
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perform better when thanain accent is shifted from the perform,

anee itself to its social apitext.
Creative' Fork plays an iMportant role in Ike ducat/ono/ style

of Center Drawing, Anger-painting, and collective poster-

Pali ning seeM to us very \helpful ip building up the general
atmosphere sf the Center.- \*.Ifter all, work with the sev.

retarded may easily bcceine'dullt even &pressing. We feel that

the bright colors we lake ;inio our artistic activities enliven

the attitudes and spirits not only of the children but' of the

adults as well IVe Might mention here that the "abstract
composidws" of our pupils hare aroused lively inures' t in

spiyialists.of nait e. art, who iidZY found, in some of them 'true

aesthetic valus.
Finally, we with to stress that the methods described here are

not meant t be taken over whole by 'other Centers as the meth--

od to be followed literally, even though- for the sake of clarity

we, have .presented some of the material in the form, of "model

kssons7 teachers. We have formulated the educational

Mks n Vgil eh We base our work; they should be treatedsiniply

74, erking, hypotheses. What we vAant is nothing more 'than to

prese t!,- others working with the severely retarded the ration-

ale our work and the ways in which we have attempted,

to resolee the problem of their socialization- in our Center.

Warsivv, 7anziar v, 1973

Hanna 0 Anoxic:::
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Guidelines
for Educational Work

in the, Day Center

.by Harina Olechnowicz

All education rests upon a knowledge of the psychological needs of the

learner, and education of retarder , children is no exception to this

rule.
The needs, of the severely retarded child do not differ from those of

any other child, normal or otherwise, but they differ in the way they.

are realized. In particular, since these children are incapable of
expressing their desires in a normal fashion, it is the teacher's task to
read-their-needs-snd-this he may do through keen and close observa-Z

don of their behavior.
This is by no means a simple task. The purpose of the present chapter

is to help the teacher interpret the behavior, get closer to an under-
standing of the needs of the retarded child, and increase his own
ability 'to evaluate whether these needs are being met in a proper
psyclinlogical and pedagogical way.

Need of first importance: a sense of security

Every living creature faced with a threat centers all his forces around

one thing: to defend himself against the danger. In a situation of

threa/1 all other needs are therefore suspended or at least greatly

attenuated.
The retarded child is articularly susceptible to such states of over-

whelming anxiety. Ens ring him those conditions in which he will

feel safe is of even grea er significance for him than for the normal

healthy child.
First of all,, basic to a feeling of security is satisfaction of the most

13



urgent biological needs : protection from hunger, cold and physical
danger,\ThiS is obvious and calls for no further discussion:
Secondly, basic to a feeling of security is the predictability of events.
Things and events which are unknown or unexpected, always consti-
tute a signal of potential danger.
When the Child is small, the element in his milieu which is stable
and therefOre predictable is usually the constant presence of
the same pOrsons caring for him, most often his parents. The events
whose meaning he does not yet understand do not arouse anxiety so
long as there is some familiar person by him. For instance, during
the war infants normally were not afraid during the air-raids, but
they suffered violent anxiety when separated from'-their families for
evacuation.. _

As time goes on the child perceives and understands more and more;
important now in maintaining his sense of security is reasonable con-
stancy in his surroundings and a stable order in daily event.

IGradually the child's sense of security and later the dult's
comes to rest, at least to a certain extent, on an increasing conviction
that "I can manage by myself ".
Let; us discuss in more detail what conditions must fie met for the
retarded child to attain a-sense f security which, as mentioned above,
rests on three main elements. e shall take them in order of their
appearance during development.

Stable, consistent and affectionate ties with persons tending
the child
The.tie linking the child with persons caring for him can be a.source

^"." of security -provided that the following conditions are met. First,
the care must be stable. The child must always be tended by the same
persons, and be able to become attached, or at least accustomed, to.
theni. For the familiar person to disappear and a stranger to take
over, even with the best of intentions, is always a source of anxiety
for the child.
The second condition is consistency. It is not enough for the child to
be cared for by a familiar person; that person's behavior should be
predi table for the child. Recent research has shown that mothers
who re uneven, who swing from exaggerated displays of tenderness
to ex essively stern and punitive attitudes, have a more negative

14 1
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influence upon the child's psychological equilibrium than mothers
who are consistently cool or even !harsh in their treatment of the
child. Their behavior, though disagreeable, is predictable.. The child
is not threatened by unexpected shocks and can adjust to the situa-
tion.
The third condition to be met if social contacts are to help create
a feeling of security is that the child shoul be treat d in a warm and
affectionate way. Manifestation of affection 's fo e child a kind of
guarantee that he will always be cared for regardless whether at
any given moment he receives praise or blame.
In retarded children, fear of emotional rejection is particularly
strong. They experience failure more often than does the normal
child; they meet disapproval a greater number of times; moreover,
they have limited ability to size up a situation in respect to themselves.
It should always be borne in mind that when we say for. "pedagogic"
reasons : "I' don't love you any m re because...", the retarded child_
in most cases takes it literally an can really believe that he is
unloved.
The mentally retarded child, particularly in the first years of life,
needs to be handled with warmth and tenderness; exactly as any other
child. But overdoing it by oversolicitkusngs and a profusion of caress-
es does not help build a sense of sec "rity. The nervous system of
the retarded child is very weak, and o 'intense excitation, even
when caused by tenderness, can upset his equilibrium.
The retarded child must live in a warm and accepting climate; but,
above all, he must always feel that the events of the surrounding world
are predictable.

Stability and predictability in the external world
All of us need a certain degree of stability in our external surround-
ings. This simply means that we feel safer when we know we will not
come across anything unknown. A heightened need for stability
in the world around us appears in the normal course of personality
development at about three years pf age.
The retarded child, whose psyVhological development compares
in sortie respects to the developmental level of the two or three year
old, may-also display` an, exaggerated need of this sort. But if such
children have the opportunity of acquiring a sense of security through

18 15



fully satisfying social contacts, then a change of surround-
ings and the daily round does not evoke in them serious anxiety
reactions.
There is, however, a group of children who are described (not too
precisely) as "autistic". These children almost totally lack the capacity
to acquire a feeling of security from contact with other persons.
We observe in them an exaggerated need to maintain stapility in
the world of inanimate objects. These children panic in unknown
surroundings. Son may even show violent anxiety when someone
removes only one block from their block constructions. Moving to
a new house can be very traumatic for them.

Another category of children who display an excessive need to
maintain constancy in the world of objects are those wh have been

r reared in institutions, particularly from birth. This als occurs in
children considered to be healthy, but takes a particul ly glaring
form in the retarded child. He becomes so accustomed t monotony
that any new event or strange situation arouses anxiety instead of
curiosity.

The anxiety evoked by unfamiliarity, which is fo in the very
limited group of "autistic" children and in those re ed in badly run
institutions, is still regarded by many as a feature of all the severe-
ly retarded. This is not so. How far this conviction is erroneous
will be shown in the following chapters which contain observa-
tion records of our pupils' behavior on excursions to unknown
places.

In some retarded children; mainly those in the "autistic" category,
we often find pathological forms by which the regularity and sameness
o events is ensured. These are, stereotyped behaviors. By repeating
one and the same movement Over and over again, the child creates
for himself a substitute 'dsystem of events" which, although extremely
impoverished, is nonetheless fully predictable: after every' stereotype
movement, the same movement follows again without, fail.

In considering what avenues exist for rehabilitating the child who
displq 's stereotyped habits, we cannot neglect these questions : What
souritys of the feeling of security are accessible to this"child? What
obstacles prevent either social contact or independent activity from
serving as the main source of the sense of security?

16 1 5



Self-sufficiency in daily life
As the infant grows and develops, he becomes more and more inde-
pendent in practical affairs and also gains some emotional inde
pendence: direct manifestations of love and approval by the adult are
no longer needed at every step. The child is already to some extent
aware that he is approved of and loved even when this is not actually
shown to him.
Mentally retarded children are incapable of attaining full independence

in their practical performance or in emotional life. They will always
remain considerably dependent upon others.
This by no means implies that the mentally retarded child is not
endowed with a need for independence. He, too, needs to make his
own decisions to some extent in matters affecting himself. He, like
the normal child, displays a growing readiness to take an attitude of

independence o oppose another's will or consciously accept it, to
give and to' take on his own. He begins also to 'accept for himself
the rules which up to now have been imposed on him and usually
at the same time begins to impose these rules on others. The degree
to which the need for independence can be satisfied may vary, but
there is no child who cannot execute by himself at least one simple

action and take the decisions relevant to.it.
sThe more fully a child experiences his first ``I want to...", "I can..."

"and "I will...", the greater his sense of security and the greater pos-
sibilities of development lie open before him.

Needs to h9 satisfied for achievement of personal-
social development

The goal of all educationfor the superior and retarded child alike
is to progress step by step to the point where the child can guide his

own behavior within the limits of his capacities, and take responsi-
bility for it in a certain, howeve restricted, area. Without this, the
child's behavior is a haphazard affair depending on moods and
events of the moment In such cases we usually- speak of an under-
developed social personality.
Ability to steer one's own behavior is largely dcpendent on mental

ca ity, but these terms can, by no means be equated. beach of us

knows cas of bright children incapable of ordering their behavior;

2 20 17
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on the other hand, there are many retarded children who. display
a degree of socialization and sense of obligation to the utmost of
their limited possibilities.
Without entering into a detailed discussion of the structure of the
social personality, weshall limit ourselves to presenting those psycho-
logical needs which should be met if th.e personality of the retarded
child is to develop to the fullest degree of which he is capable.

To be cherished and to feel a sense of belonging to someone
Among the social needs of the retarded child, these.take first place.
They have already been discussed in the foregoing sections of this
chapter.

To understand and be understood
The retarded child starts to speak several years later than the normal.
child. He has considerable difficulty in grasping the meaning of
complex sentences. Yet his need for mutual comprehension is no
less strong than in any normal healthy child.
In this situation, non-verbal communication has basic significance
as much for the child's psychological development as for the emotional
balance of both child an(' parent.
Parents and teachers face a difficult task in getting to know, and
learning to read correctly, those forms of expression which are at
the disposal of such children and then finding a medium to transmit
information to them in a way they can grasp, i. e., through gesture,
facial expression and the whole situation.
The term "communication" is used here, therefore, in a very ".,road
sense. It is a concept that embraces every form of behavior involving
two persons, based on reciprocity, on meaningful but not necessar-
ily abal transmission of information, states of feeling, intention,
and so on. For instance, it-includes also the behavior of the severely
retarded child whose inarticulate sounds are modified somewhat
according to the responses of his mother.
The teacher of retarded children must therefore be especially sensitive
to every non-verbal signal emitted by the child (gesture, tone of
voice, facial expression). The teacher who assumes the attitude, which
in our Center we call "set for reception", is at the same time satisfying
the 'next basic social need of the child, i. e., the need to Jae noticed.

18 21



To be noticed
Pedagogical literature has always stressed the need for social acceptance,
success, reward and praise. Recently, a higher place in the hier-
archy of rewards is being giVen to merely paying attention to the
.child, noticing him -- or the converse, ignoring him or removing
attention from him, which is felt by the child as .one of the heavi-
est of punishments.
We cannot overestimate the importance of the teacher's developing
the habit of paying frequent attention to each individual child, that
is, turning to him from time to time in a non-evaluative manner
(neither injunction nor interdiction, neither approval nor disapprov.=

al). Illustrations would 'be: "Oh,. here you are". "I see you've
finished your breakfast", "You've got new boots on", "Where is
Tommy sitting? There he is".
One can also show a child he is being noticed in a non-verbal way,
by putting a 'toy in front of him; or picking up the object the child
is working 9g and looking it over, then giving it back to him. One
can place a hand on his shoulder for a moment. One can merely
look at the child, making sure that he is aware he is being looked at.

A child on whom attention is regularly bestowed becomes more
attentive and heedful. His own attention becomes more often directed

to the external world because he is constantly expecting the next
sign of interest from the adult.
This accounts for the fact that what we eall in our Center the "therapy
of noticing" is especially effective in counteracting stereotyped beha-
vior or persistent lack of interest in the environment.
If the child is often and -systematically noticed when he behaves
acceptably, he does not need to draw attention to himself in a pro-
vocative way. Teaching experience shows

well
that a great many mani-

- festations of educational diffp wlties as ell as badgering, noisy or
aggressive behavior are simply the result of a lack of other means to
draw attention to oneself.
The "therapy of noticing" is indispensable especially in case's of
deaf and blind children( Their deficiencies often prevent them from
"noticing that they are seen"; on the other hand, it is harder for them
to draw attention to themselves in an active way.
The child who is regularly noticed learns in turn to take note of
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himself. This is the way and the only way, we believe he can
attain an elementary feeling of his own identity and worth. Once he
has acquired the ability to perceive himself as a person, the child
begins gradually to gain a certain degree of independence in his
evaluation of his own behavior. Waiting for the next evidence of
attention directed to him, he begins to anticipate: "Do I now deserve
praise or blame"? In this way, by ,degrees, he learns to control him-
self also ih the absence of adult attention.
It is important here to, differentiate clearly between signs of neutral
attention, and bestoWal of praise ,or reward as ways of taking heed
of the child. Neutral attention evokes less emotional strain in the
child. Remember that the severely retarded child often displays
excessive emotional sensibility; even a word of praise can overload
the weak nervous system when the child is in a low frame of mind,
and all the more taxing is prolonged uncertainty: "Will I get a word
of acceptance, and when will it come"?
The teacher should therefore work toward maintaining a balance
between "neutral noticing" or nom - evaluative attention, and praise
or disapproval of the child. The more pronounced the child's re-
tardation, and particularly behavioral disturbai ce, the more mere
noticing should have precedence over evaluating.

To be among other children

The need. for contact with others of the same age usually appears
somewhat later in retarded than in normal children. Yet it is 'a. very
strong need, even in cases of very severe retardation where the only
available form of contact is simply to be among children. In some
cases, we have observed' such retarded children join spontaneously
with other children encountered for the first time. But little is gained
by introducing a child into a group of his own'age too early or too
abruptly; this can only, lead to anxiety caused by separation from
familiar adults and home surroundings.
A small number of severely retarded children cannot suffer being
in a group, even in later childhood. This is thought to be due to
sensory hypersensitivity. These children tolerate poorly any noise
or Movement around them. In such cases methods of individual
therapy, described in more detail in Chapter 3, may help. Hyper-
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sensitive children are brought into group activities gradually and

with extreme care to avoid anxiety and general malaise.

Feeling of personal worth and possession of a social role

Irrespective of the level of development, the social personality can

take shape only when a balance exists between the feeling of a task's

difficulty and the feeling of its manageability. More simply put,

the child is ready to try to do something only when he sees a real

chance of success.
We know very little as yet about the mechanisms governing the mat-

uration of consciousness of self. In respect to retarded children,
this has not been studied at But we do know that such children

use the words "I", "me", or their first names; or simply point to
themselves, most often irt.,t4se situations where 'they have accom-

plished with success.

The experience of success is a very important condition though

not the only one for acquiring a feeling of one's own worth.

To start with, the small child's -.only source of such a feeling is adult

love and approval. Then, as the social personality matures, we observe

more clearly that the evaluation',of oneself rests increasingly on
objective criteria, such as fulfilling Some useful social role. The need

comes to the fore to perform useful jobs and to collaborate in those

activities needed for the whole social group of which the child is

a part. There. are many retarded childien who show a persistent

dislike for any nursery-school or "academic" type of occupation but
enjoy doing something that is ofreal use to someone. There is spon-
taneous, delight in doing a job whose sense is fully grasped. For

instance, older children perform household tasks willingly and with

sustained effort .(see Chapter 5).
Viewed from the vantage point of psychological need, it is of no

imnortance whether the child's task is of real value; of sole importance

. for the child 'is that in doing this task even the simplest he feels

that he is needed.
Only very few of our pupils will ever be capable of earning their

living in a sheltered workshop: But to involve-ievery child, even to

the smallest degree, in some usefill work is to meet one of his most

essential psychological needs.
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Socialization of drive needs

There is a group of needs directly connected with preservation of
the individual and the species as a 'whole. These needs, though basi-
cally ihstinctive, are not blindly automatic in human beings as, for
example, in insects. In humans they involve learning and, what is
more important for our present topic, they are always satisfied in
social situations. Fot instance, eating takes place in a group setting
and involves strictly socially defined behavior; sexual needs are met
in the framework of custom-Set forms, laws, and so on.
It should be remembered that primitive drives may become socialized
even in the profouhdly retarded. In considering needs connected
with instinctive drives, account should alwys be taken not only of
the biological goal of the drive but also how far it may be socialized
and to what degree there is understanding be and it.

Need for food
Bodily nourishment satisfies or ought to satisfy four psych_ o-
bk,logical needs:
a) providing food for the stomach and eliminating hunger pangs,
b) eating., sucking or chewing as activities pleasant in themselves,
c), sensations of taste and smell as sources of pleasure, and
d) the agreeable social contact of a shared meal.
Limiting satisfaction,of the need for food to the first element, with
neglect of the other three, is a lopsided educational approach, the
effect of which can often be found in the retarded, i. e. a blind greed
based on the uninhibited drive to ease hunger with anything in any
amount.
The act of eating can and should, even for the profoundly retarded,
contain a cognitive element (taste, smell and appearance of food, as
well as attempts to learn hoir 'to eat by oneself) and also a social
element (collaboration with the feeding partner, imitation of other
children during eating, serving and passing food to all sharing in a com-
mon meal).
Socialization and "intellectualization" of the act of eating is especially
important in educational work with the profoundly retarded child.
For many, it may be the first situation in which the child can be
aroused socially.
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Sexual need
From the -early childhood of both normal and retarded children,
there is evidence of their striving to acquire the psychophysical
.features belonging to their sex. This striving plays 'a significant role

in the formation of the social personality-, for the accepted mature
social personality' is either Male or female.

By adolescence the need emerges for boy-girl friendships. Retarded
young people should be able to realize this need in a:socially acceptable

way, in co-educational training centers and later in youth centers
and clubs, where conditiOns exist for socializing the sexual' drive.
Many teen-age girls -77 and boys as well 7- display a strong protective

attitude to young children. Most likely this is a form of expression of the

parental need, and at the same time an imitation of parental roles.
The need for sexual activity in he strict sense is, on the whole, weaker

in the retarded than in normal persons:It is highly probable that this

is related to an overall biological deficiency.

:Manifestations of non - socialized sexuality in the form of attacks
upon girls, exhibitionism, and the like, are rare in the severely retarded.

They may develop only in cases When due to lack of proper edu-

cative influence optimal social personality development has not
been attained. This is similar to symptOns of blind greed in cases

when the eating drive,has not .undergone "sticialization.

However, a very frequent and persistent symptom in !Eno. :mentally

retarded is that of masturbation. In some cases it substitutes for the

satisfaction of sexual needs, bit( most often there are other media- .

nisms underlying masturbation. Like rocking..:';irl
masturbation has the role of "universal comforter ".

Each of the above- activities providing auto-satisfaction is limited to

experiences within the area of one's own body. Behind them
including masturbation, lies an incapacity to derive pleasure and se-

curity from the outside world, and first of all from social contact
with familiar adults. To counteract the masturbation habit, we
should consider therefore which needs have nor been satisfied, and
constitute the cause of the tension released throUgh masturbation,

In the severely retarded it is usually the unsatisfied need for contact
with an adult that is the main source of tension; and it is often
accompanied by symptoms of anxiety. )
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uri rs not nceessartly connected wtth seiZual' maturity;
often it occurs in small children, butli normal and retarded.

But even when the nia reastin is an urisatisfle,-,1 sexual drive, nrrur-
batEon ears decre,ad r even stopped through batisfeLction of other

ard :Atone needs 'see the c:,se ot '1\111/ in Charter 3%

Need to display aggressive and defensive behavior
,-

(:td manifestation of aggre..ssive impUlses is one of the.' bask
needs o!.c ;-,otli the normal. and the retarded child, but it should be

in a socially accept form,
A total iht:aracity ht aggress.ive-dekrisive activity ranks among the

.-,.-rartoins of a distutbed iai ersorality Thus we
i:AfZlet iZquLne the term agcgressive with naughty or bed, or the term
non-oAArinsive %%nil .well.Lbeiraved.
Kir.g how to elet-did oneself in the normal 'conflicts that arise

is ore of the inirortant constituents of the child's
sew,,e of security and independence.

like the drives dis.c.tissA earlier, ap.gessiOn also must be 500aFzed,
.11eid %%Ain bound essed in forms that are acceptable and

it should be balanced with friendly interplay. That is
--hilq.lren's games should indiide those that facilitate the release

of aggressive ternions in tin admissible way, such as tug-of-waf,
sro4w-ball fights, dramatiad conflicts, and the like, If not socialized;
ibis drive may find an outlet as blind aigression, L e,, attacks. upon
the first rersonat band, destruttiveness or as in i,.ases of severe-
persiatiality disorder --M autoaggression
Excessive aggressiveneFs is usually caused by an intense feeling of
threat or the ineapeCity to. 'quire a feeling of one's on worth by
()the? rneanS. Blind :ion gees generally with impoverishment
Alt other forms of social contact,
In short, the child. needs an outlet for his aggressive drives within
limits of reasonable tolerance but never to a degree that would in-
tetfene with his position as a socially aaepted individual.

g. I. itt'
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Needs to be
development

achievement of psychomotor

To achieve mastery body movements

This need cannot be overestimated, for the . element is
integrally tied up with every manifestation of psychological
activity, barring none We shall prsent here only a few,brief;
statements. to substantiate the point of view that satisfaction
of the need for purposeful body movemeits, constitutes one
'of the most important goals in the education of the mentally
retarded.
1. Physical exercise has a favorable effect upon. all the bask phYsio7
logical:functions. This refers especially to heart action and respira-
tion, whiCh c'obarce the oxygen supply to the whole bodY, including
the "cerebral cortex. Thus, movement fosters a general sense of phys-
ical well-being.

2. By the Wile token, physical.- exercise promotes,zeneral psycho-'
logical well-being. This is befit illustrated by the vivid reactions of
pleasure displayed by children while moving,..especially when accom-,
panied,by Music.
Observe a group of children during a rhythmics CiasS. As their, run-
ning speeds up, faces light' up. Color brightens in the cheeks, eyes
sparkle, breath deepens; If curves, were plotted for increasing speed
of movement and for. intensification of pleasure in the children,
these curves would undoubtedly run parallel.

3. Muscular strength-is. a necessary condition for any effort in work
or play. In particular, arms' and shoulders should be strong enough
to serve as adequate supports for the hand to perform its precise
movements, as in building and drAing, just as a 'tool must be well
gripped to workeffeetively.

4. loss-of balance is known-to be-one of the--strongest
ing fear. The retarded child ordinarily starts walking later than the
normal child: Due%to hislarger- bulk and weight his tumbles are more
painful than those of younger children learning to walk. This early-,
experience lies behind fear of heights, and fear of falling, which in
turn enhance an attitude of anxiety. For these reasons, exercises that
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gradually build up confidence in motor activity are of Considerable
significance for the general attitude of the retarded child.
5. Psychological tension and a sense of uneasiness is often externalized
in tense movements such as wriggling, grimacing or general restless-
ness.
These manifestations are among the most common...behavioral prob-
lems in the, mentally retarded. Commands ("Stop squirming at
once!") rarely serve any purpose, and if so, only briefly, .for repri-
mands intensify still further the psychological tension subsequently
externalized in hyperexcitation.
However, these movements may be greatly reduced by helping such
children to master voluntary performance of gross body movements.
Maintaining an immobile position`may look like passivity but is in
fact a form of real, though invisible, Motor effort.
The child must therefore be helped to learn how to execute deliberate
movements accurately, which includes how to stand still.
6. Mastery over gross body activity, in particular an erect head while
walking, is of utmost importance from the point of view of the attitude
of others toward the mentally retarded person.
Motor awkwardness is often the reason why children reject the re-
tarded playmate. Likewise it frequently evokes tactless and hurtful
remarks of pity from passers-by or fellow passengers in public means
of ttportation. .

7. P -eiving his own motor activity is essential for the image the
child creates of himself, which is an extremely important factor in
proper personal-social development. Physical exercise involving
the whole body helps the child build an image of his own body as
an effective instrument of action.
in many disorders, not necessarily neurological but also emotional,
this internal image of one's own body is incomplete or deformed, as
shown with particular clarity in self-portraits with missing legs (drawn
by the child who cannot or refuses to walk) or with missing arms
(drawn by the child who often refuses to use his arms).
8. A rudimentary non-verbal awareness of general conceptual no-
tions of time and space is normally acquired during the first year of
life. Such notions include, for instance; together and apart, fax and
near, again, the other side, and many others; they are acquired as the
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infant is carried about by his mother, and later when he creeps or
walks in a purposeful way. He learns them in a non-verbal manner
as he bypasses objects, moves around and behind them, crawls over
and under them.
Severely retarded children most often have a very poor grasp of these
notions. Purposeful gross motor activity helps them to acquire such
an orientation. Therefore physical exercise has basic importance for
their mental as well as physical development.

9. Similarly, moving about plays a role in developing the most ele-
mentary fornis of social awareness.
Moving among others, passing by them, following them in a line,
standing together in a row, holding hands in a circle, are obviously
social behaviors, even if any other form of interaction is missing, as
is the case for many severely retarded children.

.10. Severely retarded children understand physical exercises much
more easily than any other educational activity. This is probably
explained in part by the fact that the child is better able to understand
a command in a situation where he can imitate others performing
the same actions. Moreover, if the order is accompanied by Music;
the rhythm of the child's own movement is a reproduction of the
rhythm of the music, and therefore is much more easily perceived,
and more accurately performed.
Therefore, the more the child is retarded, the greater is his need for
motor activity.

To make use of all sensory modalities

Touch and feel of one's own movements. The sensory
organs have a natural order of maturation. The senses we call prox-
imal; i. e. touch, perception exile position and movement of one's
own body (kinesthetic sense) and sense of equilibrium are ready to
work earlier than the "distance" senses hearing and sight. For
instance, when both visual and tactual stimuli act siniultaneouSly on
the one-month-old baby, he will most likely react to the latter. But
the two-year-old will probably react more strongly to the visual stimu- ,

lus.
For the child on the pre-verbal (or non-verbal) plane of mental de-
velopment, tactual and kinestheticr-experience, combined with visual
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and auditory sensations, form the .basic source of knowledge about
the surrounding world.
In addition, touching objects can be a source of pleasure in itself,
for instance, caressing a soft fur, running sand through one's fingers,
squeezing and molding clay, and so on. Some children,- normal as
well as retarded, who are reared in urban conditiOns-, often show
a fear of touching anything that might soil them. This fear usually
is the outcome of an exaggerated stress on clean hands, and it makes
some children feel, distaste at touching materials like plasticine, cake
batter or dough, This prevents the child from participating in many
household and creative occupations.
Equilibrium is another sense modality, that plays an important role.
The soothing effect 'of rocking is universally known. Rocking lulls the
crying infant. Normal adults often relax to the to .and fro inovenrent
of a rocking chair. Retarded children in particular often seek relaxation
and pleasure in rocking movements. While this is not abnormal in
itself, the habit, if persistent, is evidence that for some reason the
child is. unable to find pleasure in other forms of activity. This is the
signal for the teacher to pay close attention to other forms and possi-
bilities of satisfying the child's needs, and in particular his social
needs.

Readiness to hear and see. Stimulation through the proximal
senses often has astronger effect on the mentally retarded, even of
snhool age, than stimulation through eye and ear. The more profound
the retardation, the more this holds true. Also in psychotic and "au-.
tistic" children the proximal senses are relatively more sensitive than
the "distance" senses.
Children with immature sight and hearing, i. e., with predominance
of pr6ximal sensory perception, have particular trouble in making social
contactDue to difficulties in focusing attention on the face of a person
(visual stimulus) and on what he is saying (auditory stimulus), they
act as if contact with people held no interest for them. And yet these
children are generally in great need of close contact with people and
cooperation with them. However, communication with such children
is possible mainly through the proximal sensory organs. Children
with apparent "lack of contact" can feel lively pleasure when touched
or stroked.
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When we address a child with immature "distance" senses, our words
should be supported by touch. A verbal command may not be carried
out, but the same task will be willingly executed when, for example,
the child is gently taken by the hand and lecl'to the object to be picked
up.

How to promote visual and auditory awareness in the
severely retarded. First of all, we must create for the retarded
child conditions that favor the ripening ofohis perceptive- processes
and that permit sight and hearing to gain a superior sensitivity,
though never to the exclusion of the other senses.
There are three important points for the teacher:

a) Visual and auditory stimuli should be connected mainly with
gratifying experiences. The child who is "rewarded" in this way will
show a mounting readiness to look and listen.
This is particularly pertinent for children habituated to pleasure-
seeking in the body area, having sources in the proximal senses
(as, for instance, masturbation, rocking, or blind greediness), and
constituting for them a form of escape from the anxiety aroused by
visual and auditory experience.

b) Visual and auditory stimuli should be comprehensible to the child.
Stimuli that are not understood evoke a feeling of insecurity. There-
fore, words addressed to the child should be clear and simple, and
strengthened by gestUres. Also, what is given to the child to look at
should be either already known to him or shown in a way that does
not arouse uneasiness.
This point is of major importance for children with stereotyped
behavior involving seeing and hearing, for example, stereotyped
speech or rhythmic swaying of objects in the field of vision.

c) The third principle is that intensity of visual and auditory stimu-
lation should be set according to the child's level of sensitivity. It
has to be borne in mind that hypersensitivity, especially of hearing,
is a very frequent symptom in the severely retarded.
Ordinarily a child can protect himself from excessive visual stimu-
lation by turning his head or shutting his eyes. But it is more diffi-

cult to cut himself off from the world of moving things and persons,
for an object in motion is always a stronger magnet than an object
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at ,rest. .T\ hus many retarded children are especially restless and
excitable in moving vehicles, in crowds and at social gatherings.
But the hypersensitive child is particularly handicapped amid exces-
sive noise, as heik unable to-escape from it. Therefore we shall devote
more space to tff problem of auditory hypersensitivity.

Hypersensitivity to auditory stimuli. Mentally retarded
children often show special liking for music, which should be clearly
differentiated from meO Oise. Musical sounds form a sequence
of stimuli arranged within a melodic and rhythmic frame. Besides
simply stimulating the ear, music contains the element of order and
predictability. Noise acts quite °differently. Under the influence of
nos-musical poise the children become restless or react aggressively
and inadequately to the situation; some children even begin to cry.,
Remember that the mentally retarded (especially those with symp-
toms of "autism") are hypersensitive to non-musical sounds in pro-
portion to their fondness for music.
Ordinarily, retarded children have trouble listening to speech even
in a quiet setting; in noisy surroundings the teacher's words -are
practically incomprehensible to Clem.
Another aspect of the same problem is the particular sensitivity of
the retarded to instructions and given in a raised voice.
A harsh shouting voice evokes in them an exqemely strong feeling
of discomfort, regardless of what is said, and produces irritation and
failure to obey. The teacher's most common error is to respond to
the child's lack of comprehension or failure.to react by repeating the
same command in a louder voice, as if _in this way the child will
better grasp the instruction.
Such a procedure is effective with children_ who. are hard of hearing,
but with the hypersensitive child it totally misses the point. In the
latter case, lack of response is certainly not due to failure to hear the
instruction but rather to failure-to understand it or to slow intake
of the content. Of course, in such cases the command should be
repeated, not more loudly, but more clearly and with greater stress.
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Need for learning and exploration

Let us recall that familiarity. with one's surroundings is necessary
for one's very existence. In the life of primitive man, recognizing
dangers and differentiating between what is edible and non-edible
were factors that determined his survival. In present conditions of
_civilized living this connection is not so direct but undoubtedly
continues, to exist.
The need to acquire knowledge has developed in man to an immen-
sely high degree. This need manifests itself in the mentally retarded
as well. In earlier textbooks the view was often expressed that the
severely retarded child was totally bereft of the spontaneous need
to know and learn. This followed from the implicit assumption,
accepted until fairly recently, that learning only means getting
knowledge through the spoken or written word. Now it is recognized
that cognitive needs appear, strongly in the years of infancy and are
met by spontaneous activity to explore the external world through
all the sensory pathways.
Accepting this newer and broader outlook on cognitive needs, it'
is our claim that the severely retarded also display a spontaneous
need to cognize the world, but on a plane corresponding to the level
of mental development they have attained, This means that in the
retarded child the successive forms of cognitive needs appear later,

Nsince in his case each developmental stage lasts longer.
Most of the children of this category will never be able to know the
world through words and abstract concepts, but the need to acquire
knowledge shows itself-clearly\even in the severely retarded child
provided he is given die' opportunity to explore on his own level
of mental development. -

Recognizing the fundamental value of non-verbal learning
An experiment conducted in our Day Center has provided , some
interesting findings on non-verbal coghitiori. A group of severely
retarded children (I. Q. of 20 and below), who displayed a lack of
interest in almost every type of nursery-school occupation, were
given the opportunity to explore 'at will objects new to them (flash-
lights, rims of eye-glasses, boxes of all sizes and shapes, machinery
parts, and so on). Given full freedom to examine these objects by
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eye and hand, with no effort made by the staff to teach them names
or iltsue verbal instructions, these children showed a normal explo-
ratory behavior at the level corresponding to their mental age, that
is, comparable to that of children aged 15 to 24 months.
When we analyze the ways that cognitive needs are shown in the
mentally retarded, we should always bear in mind that the fullest
manifestations of these needs will be found in the child's oivn speit-
taneous activity and not in response to verbal explanations from
the teacher.
Lack of interest in talking or even in pictures does not imply a total
absence of the need to cognize; it merely means that the child is still
on the pre-verbal plane of development and that we must deal with
him precisely on this level.
Spontaneous play is the fullest expression of the child's cognitive
need. It is therefore a major task for the teacher of the retarded to
create opportunities for this need to be realized. Too often, desirous,
of "accelerating development", we get the child into overly com-
plicated play for, which he is yet immature and remove from him
those toys which we think are too childish and "uneducational".
The result is that many retarded children withdraw from any kind
of play at all. For instance, some girls never play with dolls because
doll play was fofced upon them when it would have been appro-
priate for them to indulge,in sand play. Then when the child matured
to an interest in dolls, she was in turn forced to look at picture-books
which again were too difficult for, her, with the result that they failed
to arouse her interest.

Some factors inhibiting the natural need for activity

The rntural need for activity is quite often inhibited due to inappro-
priate Ipproaches to the child, Let us discuss the mistakes most
frequently m2de in this respect.

Excessive corrective interference. Spontaneous activity devel-
ops best when it is crowned with success. A pupil willingly
performs a task for which he 'is rewarded. If his poor performances
are regularly punished, he"will become disinclined to carry out those
tasks and will do so only under pressure. As a result, his performance
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will continue" to deterioriate. These are obvious statements, but it
is worthwhile to recall them in respect to the mentally retarded.
Of course, it, is far from easy to apply the principle of the "pedagogy

.

of success". with, such children, and it deinands much effort and in-
vention from the teacher. The retarded child performs every task
with less skill than his age norm: by comparing one with the other we
would never have grounds to praise. the retarded child. But it is
different when we take into account the amount of effort that he must
make to overcome his shortcomings.
A further difficulty we face in applying the "pedagogy of success"
to severely retarded children is the corrective attitude called forth by
the child's helplessness. Trials at doing something In(lepenctently,
especially the initial triali, are always blundering. The child's early
block constructions. are askew; his efforts to eat alone are messy; he
clears the table sloppily; he pronounces badly or unintelligibly. The
teacher' s natural reaction is to intervene in the child's activity. Even
if he abstains from critical comment, he usually tends to improve
upon the child's work and dictate' what to do next, such as "Put the
block here", "Speak clearly", or "Make a sandpie now". Thus the
child's activity takes/place in an atmosphere of continual strain.
In extreme cases this may lead to authentic cases of "allergy" to any
verbal instruction and to a complete refusal to comply. Some such
children require a rehabilitation program of collaboration with a
therapist excluding for a time all verbal contact.
Some educational presstre is clearly a necessity for the mentally
retarded as well as for the normally developing child. But, if excessive,
it has an especially wearing effect upon the former child and often
causes. anxiety. If.such pressure is applied constantly, the child may
in time lose all need to be active on his own. His natural and normal
pleasure in activity becomes, repressed by fear, of disapproval and
constant intervention in the spontaneous stream of behavior. Therefore,
corrective pressure shOuld be limited to a few minutes at a time.

0 v er - training. The nervous system of the mentally retarded is
weak and tires easily; in consequence such children need more rest
than their normal age-mates. If we fail to take account of this and
'require the child to make too intensive or too lengthy an effort, we
can eventually bring about the symptoms of "over-training" Over-
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training may even lead to a complete loss of cap,7city to carry throagh
any task calling for mental effort. In drastic cases the child may
refuse any cooperation with the teacher, and sometimes acute symp-
toms of neurosis are also displayed.
Such symptoms are often treated as laziness, disobedience or the
badly* defined term "negativism". As a matter of fact, signs of
lack of cooperation from the child if systematically occurring
over a long period are simply the way the child protects Ihis over-
loaded nervous system. This is biologically purposive behavior,
similar to our unwillingness tp exert ourselves after a wearing period
of physical exercise.
In cases of extreme overtaxing of the nervous system expressed in
a total refusal to cooperate and in a state of chronic irritation, the only
way out at times is to excuse the child from any occupation for sev-
eral -days or even weeks, while bestowing -on him. signs of interest
and friendliness. Usually after a time the child will spontaneously join
in activities.
It should be remembered that for the retarded child activities involv-
ing mental concentration require much more effort than those merely
calling for physical effort, and his power of endurance during the
former activities is much less than in the latter. :-

Therefore the general rule is : exercises requiring full focus of atten-
tion and engaging the associative functions should not last longer .

than about ten minutes at a time. Manual work involving neither
associative effort nor comprehension, and gymnastics, can last longer
but not more than half an hour, and should be followed by a break.

>-

In the next chapters the reader will find more detailed descriptions
of the way we attempt to follow these gUidelines in the daily life of
our Day Center.
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2
Introducing
our pupils

In this chapter the pupils of the Day Center are introduced to the
reader in, brief characterizations. Each pupil who is here described
has been with us for the entire three year period of systematic obser-
vation reported in this book. For those pupils who were not at the
Center during this whole period, only essential data are given. Later
in this chapter, the group pattern of social behavior is graphically
presented.- .

Our intention is to show our pupils as they are perceived by the staff
in 'the daily life of the Center. They are not presented as "cases"
but rather as persons interacting with other persons, expressing the
way they feel and contributing in their own unique 'fashion to the
social life of our community.
Each pupil has been given a common English-name selected at random
to avoid any resemblance to their original names.

Section 1

Short characteristic sketches

by Hanna De les

We have chosen to introduce our pupils by starting with those who
are doing well at the Center, without regard for degree of retardation.
Alice and Jack are examples of very good social adaptation, beyond
the expectations that might be warrunted by their low I. Q.'s.
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Alice, aged 18 to 21 years, I. Q. 22. Down's disease.
Alice is short, corfiulent in build, and moves in a well-coordinated
way. Her features are mongoloid.
Once Alice starts a task, she finishes it; she works systematically
and precisely, with a long attention span. Her favorite occupations
are ( household tasks, such as washing dishes, sweeping, tidying,
helping to prepare meals, and so on.
Alice also draws well, cuts out and paints. From the point of view
of color and pattern, her work is interesting; her subjects are usually
human forms, of which the central and dominating one is "mother"
(see Plates IV and V).
Alice's well-controlled behavior is best seen at rhythmics lessons,
where she displays a good sense of rhythm.
Although Alice takes pleasure in signs of approval and overtures of
friendliness, her emotional attitude to her surroundings is lukewarm.
In general she is passive in her attitudes and Jacks initiative. She does
the tasks that are set for her. Being highly suggestible, she copies
other children's behavior, including their poor behavioral forms. She
also imitates the teachers and often takes over the role of "mentor"
to others. She particularly enjoys Francie's company.
At times Alke masturbates, using a plush teddybear.
Alice speaks rarely and rather unintelligibly; despite this she is able
to communicate freely and can convey the wants of the other children.
Fairly recently, Alice's speech has made considerable progress.
She is using longer sentences, in which appear such conjunctions as:
also, either.. or, and others. Alice uses the pronoun "I" in reference,

to herself.'
As Diagram 1 shows (see page 54), Alice's score on personal-social
development is higher than that predictable from her mental age.

Jack, aged 19 to 22 years. I. Q. 10. Spastic.
Jack is tall and big-boned, with very large hands. Despite his large
lead and protruding teeth, his looks are not displeasing. He is'always
dressed cleably.
jack's motor coordination is poor. When he was admitted to the
Center he could not walk without support. After he had received
individual lessons, he began gradually to walk with great caution,
hands outstretched, fear written on his face. But this new-found ability
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seemed to release in him an interest in the world about him and arouse

a desire to be more active. his favorite occupations are throwing

objects on the floor or spilling numerous small objects from .a con-

tainer; he watches with satisfaction the attention which he evokes

this way. But Jack is not otherwise neglected by the staff. He is much

drawn to people; he often clutches at their hands as they pass by and

strokes his own head with them. But no one except his mother has

been singled out affectively ;-.6 far as we have noted.
Sitting on a chair, Jack likes to watch the other children moving about

and often smiles at them. Earlier, when accosted, he was unable to

defend himself; he backed up with half-closed eyes and pressed his

arms -against his chest. He is very fearful of his own movements and

of motion in his surroundings.
Jack does not talk; his vocalizationS arc inarticulate but supplement-

ed with specific gestureS understood by .
his mother and the Day

Center staff.
Jack enjoys coming to the Center.
From the moment he began to walk, considerable progress in several

areas has been noted. He grasps conversation and joins in by point-

ing to what is being talked about. He has learned to defend. himself

by hittir and kicking, and occasionally acctIstf. ethers. lie displays

less fear of NV alking.

eged 11 to 14 years, severely retarded. A deaf d spastic:

Die" k is short and thick =set with a gentle smiling ewe. -He drools,

slouches over, walks uncertainly, rocking with his whole body,
.dragging his feet and often failing to notice obstacles in his poth.

Dick is very industrious. When he finishes one job he looks imme-

diately for another. HE favorite occupation is lihvk-buildinm he

produces complicated constructions of houses. His greatest pleasure

is derived from performing familiar -,11.va.y-, :much the

same.
During the post three yeors, Dick's development has pine through

three distinguishable stages. At first he was a terrified often

in tears. When accosted by other children he ,..urled up in fright,

Often he used to laugh in a- loud disagreeable way ,,vitliosit -obvious

connection with the situation. He seemed to think tip reasons to

stay hoMe from the DaY Center where he clearly felt ill at ease



After a few months, Dick adiusted to the Center. He established no
contacts with his' surroundings, however, pnd fenced himself off
front others by his block constructions. Then, in the winter of 1970
special attention was directed to Dick. Every teacher at least once
a day devinedisome attention to him. Individual sessions, with him
'were conducted tiere.the mirror to improve his posture and make
Mill familiar with his body build and movements. The effect was
that Dia began, on his own, to find opportunities to contact others.
At present Digit who is deaf) uses his eyes in radar-like fashion,,

. even when busy with his favorite' blocks. He is ready at v11 times to
take u information visually, answering very promptly with a smile.
He demand s signs of approval from an adult tbr his behavior. Often
he points to himself with a look of satisfaction as if to make plain
that A did that 7" He can now defend himself when attacked, and at
times can punch fOthets himself. He displays generally neither at-
traAion nor antipathy toward the other children.
Dick dOO!, riot `Spe;k -; he communicates through gestures, Recently
he has begun to gesticulate to recount his experiences.
It worth noting that Dick's drawing-remained kr many months

the level of scribbling. Following the therapeutic treatment men-
abine, Dick began to draw. He. reproduces human- forms.

In ho, sit-portrait sec Prate VIII the legs are asymmetrical it
is to be noted that his lett leg.is mote affected by spastic:4).
Dick is a multiple-handicapped boy who is miw %yell-adjusted in the
Caner . Part w',f the credit is undoubtedly attributable to the,41n4i.vid-

.,atte,.tioa he received in l970.

The next tVee. pupils to be intioduved are de dren k mention-,.

ed M. the Foreword, .they are intellectually above the average of
the group. attending the Center,. If mit fOr their hearing handicap
they would be ;Attending the "Life School" in Billy's case, he
would probali4 be even abovi.. that level. Bin due to the'fact that
these children are unable to benefit from the special methods of
instruaion of the deaf' for which normal mental development isanec-
imary condition, they remain at the Center, with the perspective
of pa,irig direaly to the sheltered workshop at the age of IS.
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mink, aged 15 to 18. Deaf, moderately retarded. _

Francie *is of average stature, thick-set and physically mature. Her
broad face has prominent cheekbones and slightly slanting eyes. Her
thick black hairls pone too well groomed.
Francie has very good motor coordination. She iswilling to undertake

any task. Her orientation in everyday situations is excellent and
she displays much initiative. Francie, has a sense of community with
the group, particularly with the other deaf children and especially
with Johnnie. For Johnnie she feels an obvious. and mutual attraction
and acts coquettishly with him. Francie's attitude to the other children
is a nurrurant one: _she likes to dress them, organize their occupa-
tions, watch that they do not squabble or break away from the group.
She Clearly identifies herself with the teachers.
Francie enjoys practical occupations such as tidying up, getting meals
ready, washing up. She can, focus attention on the task at hand and
carry it through to the finish. In handwork activities an unknown
situations Francie waits for instructions. In the manar typical of
the deaf, she. constantly checks on what others are doing. She often
forgets instructions or else has not grasped them well. She learns
through- imitation.
Despite her deafness, in everyday situations Franck comprehends
most orders excellently. She communicates with ease through ges-
tures, best of all with the other deaf pupils.
She is very sensitive to praise and insistently demands approval by
displaying her work. She claps her own hands to show her satisfac-
tion with herself. Francie suffers from an insatiable hunger for affect-

ion. She appreciates the slightest show of frierdlittess: a smile, a pat

on the head.
Franck has times when she is stubborn. &rt.. moments of
insurmountable difficulty and have to be allowed to 'pass; afterward

she excuses herself. These times occur most often in unfamiliar
situations, as for example at the summer camp or when things happen

contra y to her expectations. On being scolded she takes offense -
ostentatiously, shrugs her shoulders, and makes loud angry noises.

Most of her. movements are over - exaggerated; she expresses her
feelings by- broad swinging jerks of her whole body. This is most
glaring- when Francie is deeply moved; clearly this is dependent
upon the intensity of.her states of feeling.
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Of late Franck is less ready to take offense; her noise-making is
tempered.

Johnnie, aged t.41 to 17. Deaf; moderately retarded.

'Johnnie is tall, strong and handsome. His appearance is rather sloppy;
he is not overly clean and his clothes fit badly.
Johnnie has good motor coordination but does not like to exert
himself. He lacks consistency, gives up work that is too difficult or
dull. His favorite occupations are "adult" ones. He likes to join in
sports, Walks and excursions. He has a broad range of interests.
Johnnie displays leadership traits. He enjoys organizing games,,
issues orders to other children whom he often procls and pokes.
He can be malicious and provocative in dealing with the weaker
children. He knoWs polite forms of behavior, but can be arrogant
to adults who oppose his will; on the other hand, he is smooth and
even wily when it is a matter of winning something he wants.
Johnnie is hyperactive and hard to control. He does not speak but
can communicate excellently through gesture. He knows the sign
language of the deaf.
In 1472 Johnnie obtained a hearing aid and has learned to talk a little.
Recently his behavioral excesses have become mitigated: he harries
other children less and seems aware that more can be expected of
him than of other children.
Johnnie's finger paintings give 'impressive evidence of his extreme
impulsivity (see Plate VI).

Billy, aged 10 to 13. Probably mild retardation. Spastic and deaf..
Billy is slight, hunched, with uncertain gait and shaky balance. His
small face is often' it with a friendly smile which, beciuse of his
neurological impairment, looks more like a grimace. He likes doing
things and shows interest in every occupation. Often when by himself
he looks for occu lions that present problems, such as looking
through a random p le of periodicals for thenext instalment of a comic
strip. Billy always I s down a good plan of action, which compensates
for his multiple h dicap. His memory is excellent, his efforts sustain=
ed, his interest liv

.
y everything going on around him. He likes

to explore the wor rigs of various apparatus, tools and machinery.
Despite his lack of speech, one can communicate with Billy on any
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topic. He transmits information about situations and experiences
from home life. He establish:es no close contact with the other pupils,
to whom he is superior intellectually, and leans more toward adult
company. The one exception to this rule is Johnnie, also a deaf
mute on a relatively high level of mental development.
Since Billy is somewhat spoiled at home, conflicts often arise at the
Center. He seems to assume that he has special rights. Despite knowing

very well what is permitted and what prohibited, he dislikes finding
himself in the wrong. Even when his misdemeanor is beyond doubt,

.he takes offense, breaks into tears and hides in a corner. Yet Billy

is well liked by the children.
By mid 1972 Billy obtained a hearing aid and began intensively to
lean to speak. From the start of the school year, he haS'been attend-
ing the "Life School" where he is managing very well.

,r

In November 1972 Billy paid a visit to the Day Center. His for er
associates welcomed him warmly and he himself enthusiasn ally
greeted every one, most heartily Johnny.
In his mosaic composition Billy 'Creates a self-portrait 1.

I
The next two children to be introduced have suffered from the
effects of improper assessment of their true developmental capacities.'
Both Phil and Liza have fluent speech, a fact which undoubtedly was
responsible for the impression that they were of sufficient intelli-

gence for admission to the "Life School". However, their verbal
v skills were the only well-developed abilities they possessed. Phil;`-

with his symptoms of severe brain damage, could do nothing with his
hands., Liza was- so severely maladjusted eitotionally. that she was
unable, to concentrate and share in any activity with others. Both
of these children were removed from this school by the authorities.

c In our view, their adjustment at the Center would have followed
a different and more favorable course had they not suffered a prior
frustrating experience of longterm school failure.

Phil, aged 12 to 15 years. I. Q. 22.

Phil is tall, slim and well-built. His pleasing, smiling face betrays no
sign of retardation. Hyperactive, Phil never sits still but is con-
stantly.4 the move except' at meals; even then he has difficulty in
remainin'z_in one place; he gos-up and sits down again, leaves the
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:table and comes back, and so on. Tjiiere is a clear lack of coordination
between motor action and verbalization. Phil often states what he is
going to do, makes a plan, and then does something quite different.
Despite adeq4ate motor dexterity (he can 'ride a bicycle), he isj.dca,.,
pable of executing some gymnastic exercises which are much simpler
but demand understanding of instruction. For instance, he cannot walk
from brick to brick spaced at normal stepping distances on the floor.
He most often fails to grasp the whole spatial situation in relation to
the instruction. His attention span does not exceed 3 to 5 minutes.
In effect, he does nothing all day long; only during the final half
hour does he perform a single task when- it is made the condition
for going home, and even then an adult must sit by him and keep
urging him along.
Phil is well-spoken. His utterances have a logical quality lacking in
those of other children at the Center. He possesses a large store of
concepts. He joins in with adult conversation. However, aphasic
features have been found in his speech.
What Phil says is unconnected with what he does, both in the emo-
tional and executdry spheres, Phil can criticize his behavior verbally,
but this criticism is not accompanied with the normally expected
emotional reaction. Even' several disapproving comments addressed
to him fail to evoke a reaction observable on his face, in his posture
or in his behavior. He was noticeably impressed only when other
children condemned his action by their attitude toward him, manifest-
ing it nod-verbally (see Chapter 5). Phil shows more reasoningOwer
and more common sense in assessing his own behavior in those situ-
ations when he has a tactual contact with the teacher, for example,
holding the adult's hand while walking. (Is this related to i sense of
security?). Phil often holds small toys or objects in his mouth.
Phil likes to come to the. Day Center. Separation from the group of
children is a form of punishment for him. Yet he constantly attack4
the others, pinching and hitting without provocation.' On two occas-,
sions he has struck a teacher.
Phil's attachment to his mother is profound. During her absence for
sanatorium treatment, he yearned for her and spoke of her con-
stantly.
Phil's favorite-occupation is taking walks. He must be closely guarded
since he often darts out into the street without regard for traffic.
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This boy possesses good manners and lui.ows polite forms of address,
offering his hand in, the customary form \uf greeting. He can assist
others to reinove outer clothing, hang it u and offer a seat.
During the three years that Phil has be n under observation, no
progress has been noted in. his behavior apart from an increased
store of concepts on the verbal plane. His speech is practically normal
(see numerous citations in Chapter 6), but his manual and graphic
skills are, to all intents and purposes, nearlyInon-existent.

Liza, aged 14 to 17 years. I. Q. 23. Down's disease.

Liza is small and slight with mongoloid features. Her sparse hair
is arranged in two plaits. Her appearance is lean but she is often
dressed In overly tight or badly fitting clothes.'
Liza came to The Day Center after five ygars spent in the "Life School".
Requirements placed upon her in this school were too heavy for her
capacities. Both at school and at home Liza wads unaccepted. During
the first two years at the Center- Liza was decidedly against every-
body and everything. Most of the time she sat by the stove, dril-
ling and scolding dolls. During this period w did not force her
to join in organized activities. Since then, dolls h ve been iunerseded
by, younger and weaker children. Liza's main dealings with these
,children consist in ordering and shoving- them al\mut. When invited
to take part in some activity she usually refuses orb resists stubbornly.
She dislikes working at anything; an adult must it by and keep
encouraging her. The one occupation she-enjoys I is painting; most .
of her colors are dark and cover the entire surface f the paper.
Liza is very talkative. What she says often has no 1. with the imme-
diate situation. She reproduces snatches of overhear talk and repeats
stereotyped phrases such as "in the Hawaias", ccdiapers",, or "her-
ring". Often her phrases would not pass the censor. Her favorite
expressions are generally repeated at moments when all is quiet and
others are concentrat.ns on their 'tasks, thus distracting them. But:

. sometimes her speech is meaningful; she can for instance, excellently
describe a person. .

Liza is disliked because her behavior toward others is aggressive to the
extreme. She hits and pinches; under the pretense of making advances,
she can press 'and squeeze so as to cause pain, for which she slyly
chooses moments when no adult is watching.
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But ever so often Liza bestows attention upon one of the teachers.
She follows her about, cuddles up to her, sometimes pinching and
squeezing her forcefully, turnatoward her constantly, speaks about her. -)
No interest in rhythmics or music has been noted in Liza. s

Recently more emotional stability is observable; she is less bully-
ing toward the other children, an on occasion has joined in on-
going activities of her own free w" 1.
Liza's projective expression has helped us to understand and help
her. In 1970 her mosaic compositions were randomly made in black
with some deep violet shades. In 1972 she began to choose bright
colors as well, beginning with red, and arranging them in some
orderly fashion (see Plate I).

Another pupil who is obviously performing below his potential is
Jerry. We have not discovered the reason why he does not talk.
Many observations point to emotional maladjustment; a back-
ground of anxiety might be the explanation for absence of speech.

Jerry, aged 12 to. 15. I. Q. 25.

Jerry is sharp and observant. His great fondness for animals makes.
him eager to perform any activity connected with this topic. But
Jerry dodges other activities he does not like, finds a hiding-place
Where he can stay unnoticed. .s!

While dexterous at manual work, Jerry's general physical condition
is only moderately good, due mainly to a slight contracture of the
knee joints. But he enjoys performing gymnastics and, on his ywn,
practices rather difficult movements. .Ambition forces him to keep
on practicing until he wins a word of praise; when other children
ridicule him he becomes embarrassed and perturbed. On the whole,
Jerry is quiet and well balanced, but he can behave very maliciously
to the other children. He attacks from Bidden positions, pinches
and shoves. Jerry has a long memory for real and imaginary wrongs
andcan extort a revenge long after the event. He is a telltale.
Jerry manifests' an insatiable emotional-hunger. He snuggles up to
adults, kisses them, waits for a warm smile or gesture in response,
always seeks approval and displays jealousy when interest and praise
is directed to another child.
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Jerry tolerates with difficulty the presence of active mobile children.

His preference is for passive children whom he can nurture. His
attachment to Harry is described in Chapter 5. .

Though lacking in active speech, he can say "Mummy" and "joojoo"

(his own word) and his hearing and comprehension of speech is

very good.
Initially uneasy in a group, he cried and hid in corners. He has now
stopped crying, shown more readiness to take on tasks and falls less

frequently into conflict with other children.
Jerry is the only child who has produced a "group portrait" in which
he alone figures. The rest of the sheet seems to portray nothingness.

Plate IV compares group portraits by Jerry and the sociable Alice.

Of all our pupils, Harry has the best manual skills but is among the

least self-sufficient.
Compare Harry, for instance, with Alice. Alice cannot do much;
her I. Q. is low; but she is not likely to behave in an irrational manner
when unsupervised. Not so Harry.
Harry is very likely to COMMit absurdities. In respect to his ,low
tolerance threshold he is comparable to the group (described below)

of hypersensitive, profoundly retarded children. Compare aiSo the

place occupied by Harry in Diagram 1.

Harry, aged 16 to 19. I. Q. 24. Autistic features.

Harry is tall, slim, well-built, with a pleasant countenance and no
features indicating : retardation. He is not very carefully dressed.

Despite his excellent physical coordination Harry fails in many gym
exercises because he breaks away from the group activity and occupies
himself with quite different things. He can perform precise tasks such

as sewing, embroidery, and household chores pich as washing,

window-cleaning, house-painting and floor-waxing. But lacking a plan

of action he is unable to execute many tasks for which he possesses
the necessary skills. Often he falls into an undecipherable mood:
he goes about the room humming, smiling, tapping, looking; out
of the window. Sometimes he searches for something for days and,

if he cannot find it, is so disturbed that he sleeps badly at night and
loses his appetite. When upset he sducals and slaps his right thigh;

he is calmed by monotonous activities and situations.
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Harry is very much attached to theDay Center and spontaneously
recounts his experiences. Seeming ly*.he *has no emotional contact
with anyone here, but often he places his hands on the shoulders
of persons he likes, strokes them, looks at\their hair, and so on.
Harry is greatly attached to his mother and is disturbed by herabsence.
For a year after his father's death he kept asking: "Is Daddy coming?"
Harry is totally defenseless even to the point of failing to react to
attack. His only form of self-defense is a piercing squeal. He reacts
badly to any kind of change, such as a stay at the summer camp, his
mother's absence, new teachers, and so on. Though he often detaches
himself from his surroundings, he is well oriented in what is going
on about him. He has a desperate fear of insects; if he spots one in
his vicinity, he squeals with all his might.\Harry speaks in a high unnatural tone and with artificial scanning
ntonation. He never refers to himself as "I", but always in the third

person. Often he is unintelligible as if speaking in mental short-cuts.
When asked a question, he will repeat it a number of times, after
which he appears to gain in awareness and finally his answer is fairly
to the pint. .

Harry approaches cars, pills his hands on the hood. He has been
known to jump out into the street for this purpose. 7

Harry sniffs at objects. He masturbates. .:

For a year Harry has been; gainfully employed. This _job involves
counting valves in sets of five, cutting them to equal lengths, fasten-
ing them together, putting them-into bags and gluing the bags shut.
He works steadily for several hours daily.
Harry will remain on at- the Center and there do his work since
a transition to the noisier milieu at the sheltered workshop would
inevitably evoke a state of hyperexcitation preventing him from holding
a job. .

Plate VII shows a finger-painting by Harry. It lacks a compositional
axis .as in the Case of the profoundly retarded children. Despite this
Harry can draw more skilfully than any other pupil at the Center
(see his "group portrait", Plate IX).

Tom, Sam, Susan, Ted and Rose each have very different personals
ties but share one common trait: they have a strong tendency to.
react by different forms of autostimulation. The first three are acutely

°
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sensitive to music, noise and excessive motion around them. (As
mentioned above, Harry belongs to this group in this regard).

Tom, aged 16 to 19. I. Q. 18.

Tom is rather tall, slim, with a thin face and close-set eyes; his gait is

asymmetric, rigid, poorly coordinated.
Tom loves to come to the Day Center though he shares in no collec-
tive activity other than rhythmics, walks and excursions. Best of all
he likes solitude in the gym hall, lying on the floor and playing with

a ball in an extremely elaborate stereotyped fashion. Often he goes

out into the play-yard where he runs about or swings on the gate. He
often breaks away, goes to the window, looks at the trees or simply
stares straight ahead. He is fascinated by motion and can gaze for
long stretches of time at rotating records, flying birds, swaying
branches.
Tom_ is highly sensitive to .'music; his greatest reward is permission
to gO into the office and "play" on the xylophone, clarinet, or other
instrument. He dislikes noise; hubbub perturbs him so much that
he shouts, claps his hands, or strikes.them vehemently against 6bjects,

rocks back and forth violently: Tom calms down when the time
comes to dress for a walk; he walks quickly and often breaks into
a run.
His hand-eye coordination is fairly good but his attention span is

brief.
Tom masturbates. He eats_from the plates of other children, leaving
his own food untouched; drinks the remains of liquids from glasses
and cups, and sips water from flower/ vases.
Tom knOws polite forms; he can greet with a "military" salute,
heel-clicking and hand-kissing. He kisses persons he likes on the

forehead.
Tom's speech is practically nil; he does not use verbal forms in
expressing his wishes and experiences. But he knows some words

and sometimes he talks with his father in the cloakroom. He also
uses his own "words".
For a long time Tom made contact with neither children nor staff.

He did not permit himself to be touched or patted; he did not look
anyone in the eye or in the face.
Of late, since his individual therapeutic treatment, certain changes
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for the better have occurred. Masturbation has almost-disappeared;
rocking is lessened; speech is more frequently used. Tom often looks
a person in the eye now and at times spontaneously seeks contact
with an adult. For a detailed description. of individual therapeutic
work with Tom, see Chapter 3.
Tom's finger- painting (see Plate III) reflects his high impulsivity in
vigorous leftward sweeping circles and a coexistent anxiety attitude
(dots. to the right).

Sam; aged 13 to 16. I. Q. 18. Down's disease.

Sam is loved by parents and siblings. Father, who takes charge of him
at home, is the object of Sam's deepest attachment. Sam waits for
him daily and resists leaving the Center if someone else comes for
him. Sam tries to hide his misdemeanors from his father.
Sam is short and tubby, with a broad mongoloid face. He limps, one
leg being shorter than the other, and dislikes walking.
On his own SamYwill not join in any activity other than rhytmics and
even then not always. When urged to take part in activity, he feigns
aches and pains (headache or toothache). If involved in some activity
despite his resistance, he becomes angry, throws objects, soils himself
and everything about him.
Sam enjoys coming to the Center; to be kept at home is for him a kind
of punishment. He is hypersensitive to noise; a sustained racket or
loud instructions evoke a state of tension displayed in a terrified facial
expression and sometimes tears or outbursts of anger. Outbursts can
also happen unexpectedly. Some minor event may infuriate him and
he will begin to shout, throw chairs about, and sometimes strike out
at anyone within reach (most often his mother). Attacks of rage are
uncontrollable, and eventually pass; afterward Sam is mild and
friendly.
Evidence of Sam's tendency to avoid stimulation is his exceptional
attachment to Peter, a profoundly retarded boy with a pleasing
countenance, who neither speaks nor moves on his own and whose
facial expression never changes. For hours Sam can gaze upon the
silently sitting Peter. When Peter is absent Sam misses him. In Peter's
presence, Sam can be more easily induced to do something.
Sam has a good ear. He distinguishes between musical ensembles,
their songs and performers, whom he knows by name. Best of all

.



he likes records, which comprise the only true reward for work or
good. behavior. Sam has little to say though he can speak with ease
and fluency. He often indulges in monologs in which he evaluates
his own behavior critically. He is a good imitator-of voices and ges-

tures by other children.
He has enuresis, intensified at times by situational change (summer

camp, reduced attendance of children at the Day Center, delayed
return home of his father).
Most of the time Sam sits on a. chair with a leg tucked up under him,
holding his "talisman" (a wooden hammer) in his hand. At an earlier

period he used to wave this object before his eyes.
Sam makes no progress; on the contrary during the last few months
he has deteriorated, for unknown causes. He is again enuretic in the
daytime. He resists constantly, often falls into a fury, totally refuses

to work or converse.

Susan, aged 19 to 22. I. Q. 7.

Susan is of medium height, very out, with short spindly legs and
a face marked by profound reta dati . Susan constantly masturbates
arid frequently wets herself.
Susan recognizes familiar persons to whom she offers her hand with

a smile.
Susan takes no part in activities. She displays interest only in rhythmic
lessons on condition that no novelty is introduced (see detailed record
of her behavior during rhythmic lessons on page 110).
Susan likes everything of a ritualistic nature. She takes honie daily
her currently favorite object-talisman. Lately it has been a little toy
house. She cannot stand doors left open or dishes lying around or
chairs out of place; she immediately rushes from her chair and tidies
everything up. Every change in her surroundings. disturbs her mood.
At the Day Center, Susan spends all the time 'in a chair.' Either she
laughs or cries; her moods seem very often independent of the situa-
don. From time to time she strikes herself on the head, or tears her
hair with a piercing cry. She often clutches at the hands of persons
passing by, and plunges her head into -a person's abdomen. In gusts
of good humor minces about the room cackling:
During the last 3 years, a deterioration his occurred in Susan's be-
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havior and psychological condition. Probably this is related to the
changed home situation following her grandmother's death.

Ted, aged 12 to 15, I. Q. 19. Spastic.

Ted is short, slightly built, with a narrow face and close-set eyes.
He is very excitable, constantly in motion, easily upset. When dis-
turbed, he draws his head in between his shoulders, covers it with his
right arm and chews on the top of his left hand.
Ted poses as a "he-man". He spits, rolls "cigarettes" out of paper,
"smokes" them, and curses. He acts in male fashion (not very culti-
vated, however) toward familiar female adults, slapping their behinds,
clutching at the bust, kissing them generously. He often masturbates.
Ted is aggressive toward smaller and weaker children whom he
pinches, hits and hair-pulls. He shows displeasure at pupils who
have rn unaesthetic appearance, eying them with open disgust and
then spitting ostentatiously.
Ted does not like to join in sedentary activities; he prefers to potter
about and tinker with things. He displays pridefully what he has done.
Sensitive to praise, he tries to carry out every instruction from the
teacher but due to his hyperexcitability is not always successful. He
manifests sympathy toward any staff member who has a pain or ache.
Ted speaks little but intelligibly, having commenced only recently to
talk. Of late he speaks more; he appears actively and consciously
to be trying to control his aggressive and unaccepted behavior.
Ted's finger-painting reflects his great impulsivity and his difficul-
ties in striving for greater self-control (see Plate II).

Rose, aged 10 to. 13. I. Q. 11.

Rose is stout, of medium height and pleasing appearance. She has
a rapid waddling gait (one leg shorter than the other).. Rose is tidy
and clean in appearance, her fair hair smoothly groomed. When she
overflows with good humor she wears a broad smile.
Rose has no liking for active movement other than rhythmics. If she
is urged to change her seat or take parr in some activityi she will
often, hit out, pinch Or hair-pull, all in total silence, with tightly but-
toned lips.
Rose enjoys coming to the Center, tumbles into the room in the
morning, greeting all the staff effusively. She makes no contact with
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other .children, but she watches them as they cross her visual geld.
She has her favorites among the sr.aff members hut this does not
dirninish het- aggressive behavior toward them; on the contrary, she
trikes, pinches and hair-pulls these preferred persons more often.

Despite this, Rose his from the beginning been liked by the staff.
Rose is extremely stubborn; if she has no 'desire to do something,
nothing can prevail upon her to undertake it.
She used to masturbate continually.
Rose does not talk, but communicates her feelings and needs through
gesture and rich mimicry. She can "act out" a situationwhich occur-
red several days previously. She has several differentiated vocaliza-
dons for greeting, joy, aff. ration and refusal. She can excuse herself;
which she does very willingly and openly; displays pleasure over
being pardoned for misconduct. She fawns for caresses, which She

returns in kind; she likes to draw attention to herself and responds
to'a smile with a smile.. .

\The most important thing in Rose's world is eating. One hour before
mealtime Rose used to start yhinipering monotonously,. pointing'
tow d her mouth,. After the meal is over, Rose will carry her dishes
to the kitchen. ,

More reLently, following individual therapy, Rose can be gor to do
some short, job, and has ceased whimpering before dinner. She is
rarely aggressiVe now and is particularly fond of gym practice. Her
masturbation has diminished..

Other children in\the records are not characterized in this chapter
since their attend e at the Center does not cover the full three;
year period of obsen tion- or the present Moject. Their birth dates
and 1. Q.s are given low.

Bob, b. 1955, 1. Q. 22
Charlie, b. 1954, I. Q. 14
Colin, b. 1959, I. Q.*
Eddie, b. 1957, I. Q. 22
Ernie, b. 1954, I. Q. 21
Frank, b. 1954, I. Q. 29
Jim b. 1953, I. Q. 22.

L'utc$101c

4"

Lem, b. .1948, L Q. 17
Mike, 'b. 1951, I. Q. 20
Peggy, b. 1957, I. Q. 22
Peter b. 1954, I. Q. *
Ricky, b. 1949,1. Q. 24
,Vic. b. 1964, I. Q*
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toward the upper right of the diagram, i. e.s, toward the rising MA,and
PS scores. Two of the moderately retarded deaf children form the
focus of the group's social life.
It should be stressed that the graphic representations contained in
Diagrams 1 and 2 do not meet the requirements of a psychometric
tool, and ought not to be used as such. Their purpose has been merely
to aid the stgf to gain a better understanding of each individual
pupil by seeing him within the context of they group's social life.
They are included here to illustrate the grOup pattern of social be-
havior.
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3
Individual

Therapeutic
Approach

by Hanna Dells

What follows is a description of an attempt to cope in the daily life o
the Center with some pressing problems which are still far frOm

being thoroughly understood. We have tried to present our expe-
riences in a systematic fashion, fully aware that they can only be
treated as material for discussion by professionals.
Individual therapeutic approach is to be diStinguished from the indi-

vidual approach 'applied in group activities. In the latter case, the

group is under the care of one or two teachers who use their knowl-

edge of each child to select, occupations that correspond to their
individual likings and capacities. The former refers to dealing with

those children who are unable to work even Within the context of
individualized group activity. These children require an individual
therapeutic approach, that is; an approach somewhat like that applied

in psychotherapy by which one adult has contact with one child.

Children for individual therapy

Between 1970 1972, thirteen children were selected for individual

therapeutic treatment. They fell into three categories, as follows:
firstly, children with difficulties in social contact usually accompanied

by undesirable habits such as masturbation, rocking, and uncon-
trolled vociferating; secondly, children not participating in group
activity for various reasons, of .which the most important were (a)
functional incapacity due to poor physical condition or short atten-
tion span and (b) disinclination to be active; thirdly, candidates for

the Day Center coming from home environments lacking previous

contact with other children and adults, or habituated to parental
over-protection.
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Goals of individual therapy

The\purpose of our individnal*therapy sessions is not to teach or
train the child in any specific skill but to enhance his motivation for
cooperation, through achieving the following ends:
a) to "open" the-child to influences from the outside world,
b) to foster a readiness for spontaneous activity,
c) to correct the total behavior profile,
d) as a final goal, to prepare the child to share in group activities.
The first three ..cf the above goals also serve as criteria for assessing
Frcgress rrrde durrg the course of treatment.

The therapist
Individual therapy is conducted by a person other than the teacher
of the group to which the child belongs. The reason behind this lies
in the difference in their respective roles. The group teacher has the
task of making demands on the child and consistently requiring
their fulfillment, whereas the therapist takes a more tolerant and
permissive attitude to the child, in a setting of mutual interaction
and interplay.
The therapist should have three attributes: interest in his work,
clinical knowledge 'and a therapeutic attitude. If the therapist is
aware of his own attitude to the child entrusted to him and the goals
toward which he is striving, he is than able to select the best methcids
of work.
Individual work with children who are'severely or profoundly retarded
calls for a high degree of inventiveness, self - control, and, above all,
a positive attitude to the task. Quite simply the therapist has to find ,
satisfaction in his work and be convinced of its efficacity.

The therapist is subject to many kinds of influences from the outside.
'These include evaluations of his work from his supervisor and staff
colleagues, and from the child's parents; the child's progress also
influences him and his own evaluation of this progress. There are
cases when the child refuses to accept a particular therapist and may
simply not wish to cooperate with him; then the child should be
referred to another therapist. There are also cases when the opposite
occurs. The therapist, despite all his efforts to the contrary, cannot
overcome his repugnance to working with a particular child. If, over
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a trial period the therapist feels irritated while in contact with the
child, loses his inventiveness and derives no personal satisfaction, from
the therapeutic task, he should then break off sessions and entrust
the child to someone else. Therapeutic contact can be successful only
if it affords a certain measure of satisfaction both to the patient and
to the therapist.
During the period of treatment there are;. moments of hesitation,
discouragement and even breakdown. Therefore a good therapist
should be open to the therapeutic influence of other members of.the
team. In his moments of poor form or loss of confidenc in his own
abilities and achievements, the therapist can turn to informal contacts

with the entire pedagogical staff, with excellent results. "Having it
out" with a group of friendly and critical colleagues is beneficial not

only to tbe therapist but also to the Whole staff.

Preliminary observation period: Discovering what forms of
contact and cooperation are within reach of the child

Often our pupils- are "allergic" to certain firms of contact and certain
types of occupations. For example, a child may not be able to tolerate

_verbal instruction addressed directly to him; "bombardment"
by superfluous stimuli may surpass his threshold of tolerance, though
for another child such stimuli may be pleasant.
We need orientation in effective ways to communicate with a child,
and preliminary trials with different approaches are necessary. To
illustrate: for one child, gesture will work best; for another the most
effective way is the indirect form of address. Instead of saying:
"Irene, how about building a house?", we can try: "I think Irene is
going to build a house now". Sometimes the effective way is to
direct the instruction via a third person, for example: "Would you

ask Irene if she will build a house?"
The majority of children selected for individual therapy require
relative reduction of external stimuli. For example, they prefer being

in a small room to taking part in activities in the large classroom.
For these children stimuli must be given in small doses, otherwise
they are likely to evoke neurotic reactions. It is therefore important to
remember to speak quietly and intelligibly to the child. If an instruc-
tion is given, it should be very simple (e. g:, "Play on this", "Give
this to..." pointing to the object in question). During the time that
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the child is carrying out an instruction or is engaged in spontaneous
activity, interference is contraindicated; many children react to
interference as if it were a form of punishment.
Some children particularly those who have difficulty in concen-v
trating like to be talked to during their work. Such conversation,
however, should not take the form of commanding, praising or scold-
ing. The child should not be expected to answer the therapist; it is
not even necessary that he understand very clearly the meaning of
the words. The purpose of talking in this type of situation is solely
to maintain contact, to create a sort of emotional background for
his work. In addition, in some instances it may form a kind of barrier
that isolates the child from other auditory stimuli.
There are some. children who do not need to be fenced off from
incoming stimuli. These, in contrast to the above case's, prefer a set-.
ting for their activities in the presence of other children even though
they take no part in the activities of the latter. These are children who
in general prefer contact with people rather than, with inanimate
objects.
During the period of preliminary observation the therapist should
also find out: (1) what, for -the given child, constitutes real reward
and real punishment; (2) when and why he offers resistance to the
adult; (3) what form of cooperative activity he likes best, and (4) what
he likes to do when alone.

Descriptions of individual therapeutic sessions

Overcoming contact difficulties and stereotyped behavior

Tom. (19 years)

Tom avoided looking people in the eye. He edged off from others and
did not listen when spoken to. For many years he masturbated per-
sistently, rocked back and forth continuously, vociferated in an
uncontrolled manner, and simultaneously clapped his hands loudly.
He made no visible differentiation between various staff members
of the Day Center.
It must be clearly stated that Tom was not a likeable boy. His behavior
was never a source of reward for, anyone. Reward, in this context,
refers to satisfaction gained by teachers or parents, resulting from
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the child's behavior or the educational results obtained: The teacher
is rewarded, for instance, by the child's progress, show of affection,

or pleasing appearance. Tom's external appearance was rather re-

pellent. In frank discussion with the other staff members, the thera-
pist made known her lack of spontaneous rapport with Tom. Despite

this, it was agreed that she would undertake therapy on condition
that sessions be broken off in the 'event of persistent disinclination

on her part, discouragement or irritation. As subsequent events
showed, the therapist's awareness of her attitude to Tom, and staff
consultation on the matter, was a step which in itself had a therapeutic

effect upon her. By discharging inner tensions, :the therapist was

able to undertake treatment with Tom. After a certain period, Tom
began to reward her with his behavior.
Contact between the therapist and Tom developed in three phases
The first phase was, as we say in the Day Center, contact "by pres-
ence". The contact was limited to a mutual tolerance of each other's

pt;esence in the same room. Each side discreetly observed the beha-

vior of the other. By degrees, and with caution, the therapist;initiated-

non- verbal contact but avoided looking into Tom's face.

The group teacher brings Tom into the office.

Therapist
Is sitting at the table; turns
her head slightly toward the
boy entering the room; con-
tinues wri,ting.

Is writing notes. Moves sev-
eral Objects to the middle of
the table: a xylophone with
stick, and a box of blocks.

September, 1971.

Tom
Stands for a moment at the door
left ajar, as if about to leaVe; goes to
the window and looks out, for a moL
ment; then goes to the bookshelf and
eyes the toys. He avoids looking at
the therapist, and moves behind her
chair slowly and cautiously.

Goes to the door, opens, it and closes

it again; comes to the table and looks
at the objects laid out; picks up the
stick, sniffs at it, begins to "play" on
the xylophone. He repeats several

notes in rhythm,(approx. 5')
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Glances briefly at Tom.

Session lasted 18 minutes.

Therapist

Stops writing, looks at Tom
for a moment, arranges some
colored blocks beside her
(more blocks lie on the shelf

Catches the glance, looks down at
the xylophone; turns over the box
of blocks, gets up and goes to the
window, looks out for a moment,
exits, closing the door behind him.

September, 1971

Tom
Closes the door, :behind him and
goes to the -window, then comes and
stands beside the table, sits down.

t

nearby). Glances sidewise at the blocks laid
out, takes the xylophone from the
shelf; starts playing on the xylophone
(as in the previous session).

Takes the stick and strikes
the xylophone.

Carefully builds a tower of

Stops playing, puts his ear to the
xylophone, strikes it and puts his ear
to it again. After 3' of this, he puts
it to one side, takes blocks and builds
a tower of six. The tower, unsteady,
totters and falls.

6 blocks. Watches briefly, gets up shaking the
table so the tower falls over; looks
at the therapist, avoiding her face;
goes out of the room, leaving the
door open.

In the second phase, open visual contact was established and some
elements of cooperation appeared. Both therapist and boy openly
looked at each other in situations where they expepted something
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from the other or approved of the other's action at the given moment.

At this stage, words were scarce, and served mainly to emphasize
a gesture or convey approval.
Sessions were held most frequently in the forenoon when Tr m was
rested and at moments Nvhen no behavior occurred which the therapy
aimed at uprooting, Ye. g., masturbation, rocking. If the invitation
to a session with the therapist came during or immediately following
manifestation of undesirable habits, -it acted as a reward for that
behavior and had the effect of reinforcing it.
After the boy entered the office, no prcposal was made for activity
but his moves were discreetly observed. For instance, if he took a toy

-from, the shelf and played with it spontaneously, the therapist would
smilenow and then, and say an approving word, e. g., "That's a nice

tower , or "That sounds very good".

December, 1971

After dinner, Tom started to clap loudly as he went toward the Office.

Therapist Tom

"No, Tom, that's not good". Looks at the therapist, and docilely
Takes his hand and leads him goes out -with her.
back to the classroom.
15 minutes later, Tom is
quiet.

"That's a good boy, Tom,
come along now".

"Tom, let's play is ith this",
handing him a box containing
wooden building materials:

"Shall we build something?"

Smiles, goes into the office; goes to
the shelf and takes the trumpet; blms
into it, lays it down. Looks around,
fingers various boxes of toys.

Takes the box, opens it; .begins to
thread discs onto a stick; puts one
stick into his mouth.

Looks at the box, then reaches to
the shelf for the wooden blocks; builds
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Spreads out her arms
say; "Too bad!"

s if to

Smiles and re-arranges
glasses on her nose.

her

Takes the xylophone stick.

"Time' to go no It's gym
;period."

"Aren't you going to go with
the others to "gym ?"

a tower of hlocks, smiling; picks up
a plastic box; puts it on top of his
tower covering the last block; looks
an instant, takes off the box and lays
it aside; places another block on the
tower. The tower falls over. Looks
at the strewn blocks,/ then at the
therapist. ,

Reachfor the xylophone box, takes
off the cover and accidentally knocks
the therapist's glasses off her nose;
carefully peers into her face; begins
to play :on the xylophone, strikes
carefully to make a loud sound;
plays an octave from low to high;
licks and sniffs the xylophone key-
board; puts it to his. ear, strikes two
or three times as before, rhythmically
but not paying attention whether he
hits-the keyboard or not; licks, sniffs
and listens.

Strikes the xylophone. with his hand,
listens, picks up an oblong block and
strikes the keyboard with it, listens-

Strikes himself twice with the oblong
block;. looks very attentively at the
therapist; goes to the window; turns
the dial of the telephone; emits, a long
inarticulate sound; kisses his own
left palm.
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yip did very well
e's a candy".

ces a candy in his open
Looks at the tape-recorder case,

recordiplayer, the electric stove;
takes the candy, puts it into his
mouth; goes Out, leaving the door
open *hind him.

ird phase affective contact had already been formed between
erapist and- boy ;, cioiieration with her had begun, This was ex-
essed in a show of joy at the eight of the therapist, bestowal of

6bjeCis upon heroigns of jealousy and efforts to contact her
,

February, 1972

Tom entered the outer office, watched the .cleaning-ikoman at work;
wenteut to the cloakroom where the therapist was talking with the
group teacher. Tom came up close, peered into the therapist's eyes,
then went toward the office and stood by the door. Smiled at the
therapist.

Therapist
"Just a minute, Tom.
coming right away".

'm

Takes the key front Tom and
opens the door to the office.

Sits down at the table Ut
'would you like to do today,
Tam?" Goes over to hint,
passes her hand over his
head.

Torn
Reaches into the drawer where the/
office key. is kept; hands the key to -
the therapist,

Enters the -office; looks a moment
attentively into the therapist's face,
satiles.

urns aside, knocking her glasses
off her face (accidentally? or with
desire: to tee her "naked'? face?);
looks very ar:entively at her with a
puzzled expression;
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ruts back her glasses.
hands her back the glossies and
again watches her; strokes her head;
smiles; goes out closing the 'door
behind him.

Mter tan individual therapeutic sessions, Tom visibly 'opened up"
etnotionally. He looked people in the eye more frequendy and occa-
sionally made contact with adults. His rocking behavior was coo sid.
embly teduced. itilastarbation at the Day Center almost disappeared.

Oar sessions with Tom were dropped ftont the time he himself
an to seek contact with the therapist, mule', focus his eyes on

people andequestion than. Tom was not happy with this 'thong&
Often at the sight of the therapist he became upset, clapped his
hands, came an went to the office dooreltkt such moments he was
invited by the therapisteto 'play together (but only when, he had
stopped clapping or clamoring).
On the present occasion he was sated in the elassroorn,duiri' og indi
vidualized group activities. He was doing nothing in particular.
listlessly throwing blocks;into a x.

The
"Tommy, svhat's the
Nothing to do?"

Tom
April,. 1972

Looks at the
chair.

Come, let's go into the of
flee and you can build a little
house". With alardry goes to the office an

Opens the door.
"Wait a minute. going
for some paper".

"Oh dear, Tommy, you know
better than to play with, the
electric heater. You Were ki).
ing to make a house".`Puts

66
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x of plastic iblo s oii
table.

`Tom, that wasn't right.
Look what you did"7-poiat-
ing to the red marks on the
s r : Raids laita.: a wooden
nest of eggs.

the piano.

"Goodbye, Tom".

Leaves the heater and coma to the
table; sits down and hooks ter
4 green blocks and 2 red ones, placing
the string on the table. Turns toward
the window; spies two metal plates
lying on the sill; takes one, knocks
with it, then &colt on its edge and
begins to "saw" at the .window sill;
puts the plate down, looks around the
office;

Takes the object, looks at t, opens
the nest of eggs and begins to place
the halves in a row on the table; then
twists One half like a top; looks arou-
nd, tries to make the same move=
went with the ashtray but without
success.. Knocks the half eggs o$ the
table in a sharp movement. Looks
over at the shelves; smiles at the
sight of the toy piano;
plays. on the piano, hitting with two
index fingers alternately; then breaks
into a laugh, thumps on the piano;
turns his head from side to
laughs, twists his head sharply, looks
at his hands, waves them in front of
his face, laughs again; picks up the
ashtray' and strikes the piano keys
with' it; plays as-if on the xylophone;
puts the piano aside, gets up; looks
out the window, sits down at the
desk, looks at the vase, utters' salt-
zeh", gets up, smiles; goes out the
door, returns, smiles. and peers into
the therapist's face; goes out.
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iviauai sessions with inactive children

\;\Profound retardation is often the primary reason for lack of activity.
Moreover, inactive children have as a rule great difficulty in concen-
gating. Therefore the sessions with them must be short and frequent,.
i. e, more then once daily. To influence these passive children, an
especially high degree of emotional involvement on the part of the
therapist is required. , .

To illustrate, we present the description of several sessions with a boy
whose inactivity was due to deep psychomotor impairment combined -*
with poor physical condition.

jack (20 years)

Jack is profoundly retarded, with motor underdevelopment due
additionally to spasticiiy. He shows no sporaineous activity. He has
no difficulties with social contact, therefore in his case there was xi°
need to limit contact tcsi one 'therapist. All staff members conducted
therapeutic sessions with Jack, each according to his own specializa-
tion.
Excerpts from his records depict the path along which this boy has .

came, as he graduillly engaged in many tasks.
As with all other pupils, Jack was free to choose the topic of his play
during sessions and to follow his inclinations for the length of time he
wished. His sessions took place in the presence of other children.

Therapist
Arranges 4 red and Yellow
toys on the table: a mush-
roorri-shaped piggy-bank, a
telephone, a music-box, and
a rocking doll.
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December, i971
Jack
Is playing with a block;

throws the _block down on the table,
picks up the music-box, Qturns the
handle and listens to the sounds,
smiling. First turns the handle, then'
by holding the handle he turns the
music,boxi places it on the floor,
picks it up and gives it to Liza; Liza



Gives jack a 10 grosz coin.

Picks up the coin and gives

it to him again; holds his

arm and directs it so as to
help him insert the coin into
the slot in the mushroom.

Opens the mushroom by de-
taching the stem and shows
Jack the coin inside the stem.

Closes the mushroom. Gives

Jack the coin again.

Hands the coin again to jack;
helps him to insert it.

Opens the mushroom and
shows Jack the coin.
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giveS it back to hint. Takes the music-
box, gives it to the teacher, listens

to how it sounds when played. Takes
back the music-box, turns the handle

60 degrees (his- maximum). Throws
a block on the floor; picks it up,
gives it to Peggy. Picks up the rocking

doll, twists it, shakes it, throws it to
Peggy. Peggy catches it. Looks at
the mushroom.

Takes the coin, throws it on the
floor.

Takes the coin and makes a move-

ment to :throw it.
Turns the coin' in his hand,. drops

it into the slot in the mushroom.

Smiles with pleasure, turns the
mushroom upside down so the coin
falls out, tries to put the twO pieces

of the mushroom together.

Throws the coin down on the floor.

Inserts the coin into the slot.

Takes the two parts ofthe mushroom;
with one mOvement puts it together.

Picks up toys on the table one by

one, looking at them and turning
them in his hands; makes inarticulate

sounds. Throws down the,doll, mu-
sic-box and mushroom. Gives the
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telephone to. Peggy. Takes 2 plastic
blocks, tries to put them in his
mouth, throws them on the table,,

Gathers up the toyS; saYs: laughs and makes inarticulate sounds.
"Jack did a very good job
today." '1 Nlogje
Leaves the room.

1

February; 1972.
This was the first time that, Jack played with blocks that hod uptogether. He had never before displayed an organized approach to
these objects. Exercises began by showing him how to grasp a block
between thumb and forefinger. At first Jack had difficulty bending
the thumb joint, ,but after demonstrations and by having his hand
steered by the teacher he learned how.'The nekt was to learn how to
attach a block accurately to a base. This was also accomplished by
guiding Jack's hand: However, Jack was highly distractible as long
as the therapist guided all his hand movements. Only when he initiat-
ed all the movements independently, with the therapist guiding the
hand at the final phase only, andhanding him blocks, did Jack manage
to persist and to build a tower of blocks. The fact that, the boy con-
centrated best when he was actively perthrming a movement and'
failed to pay attention when his movements were passively performed
(i. e., guided by another), is an observation worthy` of note.
After 15 minutes, Jack's attention began to wander, whereupon
the session was terminated with a: word of commendation; the, boy
himself dihil4ed high satisfaction and smiled broadly.
During individual sessions Jack not only mastered a large number of
movements but, more:important, learned to find new areas of activity
for hithself. During group occupations he clearly ekpected tasks for-
himseJ . He also eagerly took part in group gymnastics despite the
fact th t these exercises cost him no small physical and mental effort.

Individual sessions with children lacking in motivation to beactive

The inability of some children to take part in, organized activities
may be due to various reasons. In some cases, it was due to extreme
hypersensitivity: merely to listen to instructions and to gather work
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materials together was sufficient to bring the child to such an excited

state that to focus attention was out of the, question. In other cases,
the child had never become accustomed to working at something.
In still other cases, the child had been negatively conditioned through

errors in upbring;ng, the most frequent being the following:

premature forcing of the child into activities beyond his powers;

instructions phrased in an incomprehensible form, arousing uneas-

iness -and apprehension of repriniand;
frequent scolding and punishment for refusal to cooperate..

Individual sessionss;with children who resisted activity were conducted
without a prepared plan. We had to "play it by ear", by improvising

activities at the child's better moments.

In the case of Rose discussed below, the therapist several times daily

brought to her attention. objects that were pleasant to play with,
such as brightly colored toys, musical toys, things pleasant to feel
and touch, and so on.

Just to Show attractive objects, was not usually enough to activate the
child. It was often necessary to make contact between the child's
hand and the object. In this case, the first reaction was often. to
withdraw the hand.

Rose (12 years)

Therapist

Places in front of__Rose a
large red-and-yellow musical
rocking doll and also anoth-
er nontocking doll. "Look
here, Rose -- a doll" mov-
ing one doll toward her:

Shakes the rocking doll which
emits musical sounds.

January, 1971

Rose

Glances at the therapist, smiles,
keeps her eyes off the table.

Turns aside,- avoids looking at the
table.

Casts a glance at the rocking doll but
shows no sign of interest.
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Holds the object close to
Rose's ear,- rocking it and
making it play.
Stops the movement and mil-
sical sounds coming from the
doll. Takes Rose's hand and
tries to place it upon the ob-
ject;
repeats the trial.

Makes contact between the
hand and the toy, producing
rocking and playing musical
notes, ,

Praises Rose and strokes her
hands.

Therapist

Places in front of Rose the
following toys: the rocking
and playing doll, the piggy-
bank shaped like, a mush-,
room, 4 music-box and a tele-
phone. All-toys are red and
yellow.

Picks up the music-box, turns
the handle; shows that Rose
is to do likewise. Stretches
out Rose's arms, claps her
liands lightly together, tries
to arrange her hands so that.

72

Laughs, shakes her head; does not
look at the toy.

Turns her head; looks at the table.
as if surprised.

Withdraws her hand abruptly.

Draws back her hand;
allows her hand to touch_the doll for
a moment as it begins to rock;
piishes the doll by herself, laughs.

February, 1971.:

Rose

Sits at the table, hands on knees.
Looks around the room, fixing her
gaze in passing upon the therapist.

Right/ hand reaches out for the 'doll,
sets it rocking; :picks it up by the
head, shakes it, puts it down; looks
around the room; again starts the
doll rocking.

r
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Rose can turn the handle of. Resists;
pushes the music-box away, .hides
her hands under the table;
then picks up the mushroom, knocks
it against the table;

Reaches for the mushroom; resists releasing it, holding tight.

Pushes the telephone closer Fixes her eyes on all the objects with-

to Rose. out interest; hides her hands;
looks at the children seated at tables
around her.

the music-box.

"Rok, I see you don't want
to play. Goodbye for now".

"Therapist Rose

Picks up a sponge rubber
cube and moves it' into Rose's
field of vision, bringing it to
about 2 or 3 inches from her
face

Tries to place
Rose's hand.

the cube in

February, 1971.

Apathetically holds her gaze for a mo-
ment on the cube, then looks to-
'ward the window.

I
Touches the Cube with her hand
laughs; approaches her face to the
cube, rubs her nose on it, laughs :
does not take it in her hand, withdraws
her hand, laughing and shaking
her head.

Laughingly tosses, the cube Laughs and dodges her head;

at Rose;

repeats grinds her teeth, swings her leg,
looks out the window, grinds her
teeth, makes "rrr" sounds, pays no
attention to the cube; looks out the

t'W
-yindow, hums to herself.

)
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Scatters over the table some
rattling blocks; picks up one
block and shakes it about 4
inches from Rose's ear, puts it
down. Picks up another block
and hands it to Rose.

Repeats the move;

Repeats the situation. ten
times; repeats for the 11 th
time.

Takes the block in her hand; places
it beside the first block.

Takes the block and, places it beside
the second. After the third trial,
reaches for the block herself.

Laughs as she places the block.
gets up, articulates a sound like "ra
re; opens the door and goes out,

We were not suecessful in developing spontaneous activity in Rose.
However, the effort expended in individual sessions with her was not
without its effect: behavioral disturb-aces that isolated her from the
milieu were reduced. Rose's masturbation, nearly disappeared. The
intensity and frequency of her angry outbursts diminished.

Individual sessions with candidates for the Day Center

Candidates for the Day. Center are mainly children who have up to
this point passed their lives in the home, most often without any sort
of contact with adults and children of their 'own age outside of the
immediate. family circle. Such children often lack the basic habits
and skills necessary fo tend to their own needs.
For some of these children the first contacts with the Day Center
are terrifying. They wail, cling to their mothers,: behave aggressively,
sometimes urinate.
The purpose of individual sessions is-to overcome little by little their
fear of the strange. surroundings, familiarize them with the premises,
the other childfen and the staff, and accustom them to the parents'
absence and to being among a group of children.
The initial visit to the Center is usually 'brief and the Parents are
preseht. Care should be taken that the child is not the center of atten-

-don. Parents often try to show the child in His best lfght, demon-
strating what he can do, but most often producing the opposite
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effect: the child becomes -upset and behaves worse than he would in
ordinary circumstances.
Subsequent visits are also short. The parents are not present through-
out this time, but wait for the child in an adjoining room.
The same person always conducts the sessions with the new child.
At the start sessions are limited to watching over the child and pro-
tecting him from hazards, eventually presenting opportunities for
play with others, while leaving him freedom to accept or reject the

proposal.

Here is a description of therapeutic sessions with. a candidate for the
Day Center who manifested particularly strong anxiety reactions:

Vic (9 years)

We present the case of Vic as an illustration of the difficulties we must
be prepared to meet in dealing with newcomers.
For the first two visits, in November 1970, Vic held out no longer
than 5 minutes, after which he started to sob and shiver nervously.

He was then returned to his mother. The parents were also very
upset. During the third and fourth visits, Vic behaved quietly:He
did not stay with the therapist in her office but preferred to be in
the classroom with her; he was beginning to display interest in the
children and adults at the Center. It should be noted that he was
allowed 1to decide on the duration of the therapeutic sessions and

their c ntent.

February,' 1971.

On his fourth visit? Vic entered the office in the company' of the
nurse. .Both sat down. Via did not play with any toys. He sat" and
kept repeating from time to time "Very nice", which seemed to Mean
that he was a "very nice" boy. After a moment the therapist ente d
and gave her hand to Vic in greeting. Vic responded, smiling, an
repeated again "Very nice". the therapist picked up a doll in a striped
dress. "What's this, Vic?" He answered, "Stripe".
The therapist gave Vic several dolls in turn; he took them and threw
them down on the floor. He repeated over and over, "Very nice".
After a few minutes the psychologist entered with a boy named Jerry.
Vic greeted them with a smile as they sat down. The psychologist
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seated herself on the floor and started to play at block-building with
Jerry, who also sat down on the floor. Vic then sat down. spontane-
ously on the floor. At first he observed Jerry and the psychologist..
Then, with a few inarticulate cries, he took up several blocks and
threw them down on the flocr. Jerry became irritated at Vic's cries.
The psychologist and he left the room. The therapist continued to
observe Vic and the nurse who remained seated on the floor. They
began to play with blocks. Vic scattered about a few blocks, where-
upon his interest in them faded. Fora moment both rested, that is,
they sat silently without moving. However, when the nurse got to
her feet, Vic began to move about restlessly and to ask for his mother.
No one restraining him, he left the office to join his mother.

April, 1971

Vic arrived with both parents. In the cloakroom, getting undressed,
he kept repeating "Very nice" or "Nice boy". At sight of the therapist
he extended his hand in- greeting. He quietly entered the classroom,
crossed the room and looked into the bathroom and office. In the
office he sat down for a moment on a chair, then went out to get
some blocks. He walked around the children seated at tables busy
pasting colored paper cutouts. He repeated three times "To Mummy"
and "With Daddy". A teacher's assistant gave her hand to him and
said "Hullo Vic". He looked into her face and extended his hand to
hers. He went up to Liza, and put his arms around her neck, touching
his lips to her hair. Liza kissed his hand and stroked his shoulder.
Vic sat down in a chair close to Liza and watched what she was doing.
Once or twice he waved a box containing screws but without enthu-
siasm. Liza was busy at her work and occasionally addressed Vic
saying, for example, "See, Vic. See what I'm doing". Vic, remained
thus, seated in his chair, a smile on his face, beating tune with his
arms and legs, letting out the odd ejaculation: "Ugh! Yey! Oh!"
Meanwhile he observed the children at their occupations with curio-
sity, though not inclined himself to do any-thing.
Vies eye rested on another gir1,-Francie. She smiled back and shouted
to him. The therapist beckoned to her to come over but Franck
waved her hand indifferently.
The therapist handed Vic 5 nested plastic cubes that rattled together.
Vic took them and shook the set so that the cubes, one after another,
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fell out onto the floor. His eyes followed each failing cube. Then the

therapist handed him a nest of eggs. Vic lifted the object to his mouth,

shook it so the eggs rattled, laid 'them down on his knees. They slid

off onto the floor but Vic paid no heed. His attention returned to

the children whom he seemed to take pleasure in watching.

The therapist struck a toy piano key with one finger. V;c turned.his

head away with a cry and caught at the therapist's hand. Ti.e therapist

repeated the situation. This time Vic reacted with a slight delay but

Without sign of upset; he .caught the therapist's hand and let it go

after a moment.
Suddenly, at the sound of water from the kitchen and. of pots rattling

in a wash-basin, he stopped swinging his arms and legs and turned

his head in the direction ofthe source of the noise.

The therapist placed the toy piano within closer range aneld struck

a note, saying: "Now you play, Vic". Vic struck the keyboard with

the flat of his hand, saying: "No --- go to Mummy". He pushed the

piano away-and again turned his attention to the children.

"You like the children?" To this question he turned his head to-

ward the therapist, smiling broadly. He was watching the moving

figures of the children with Ibiely curiosity. When they got up from

their seats, he rose too. "To Mummy" he said, as he saw his parenti

through the open door.
"Vic, your mommy's come", said the therapist. But Vic ignored this,

walked over to the cupboard, opened the doors- one after the other,

and looked inside each. Then he headed toward the cloakroom

where his parents were waiting.
While the therapist was conversing with the father in the cloakroom,

Vic returned several times to the classroom.

The case of Vic was a particularly difficult one. His Assimilation to

the Day Center- took exceptionally long. The fact that his parents-

were very upset before his visits to the Center was of crucial impor-,

tance. His mother was wrought up to the point of nausea. Several times

Vie vomited during preparations to conic to the Center. It is highly

probable that the condition of parent and child had a reciprocal

effect.
In such a situation contact between the therapist and the parents is

of great importance. In Vie's case, the father initially displayed some
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trust toward the way center staff, whicli by degrees disappeared..
This factor was certainly not without its effect upon the child's 'adap-
tation.
Cooperation with th parents is indispensable for any fruitful educa-
tional work, but particularly so with children requiring individual
therapeutic treatment. The parents know the child well and know
bow :6' communicate -with hint. We can and ought td benefit from
this kao;;;ledge. On their side, the parents want to learn from the
teaching staff what morelthey can do for their child as well as how
to do. it.
Usually the. candidate for the Day Center soon becomes attached to
the therapist and feels secure in her presence, even when the therapist
does not share in what is going on. The child can then be gradually
transferred to the care, of the teacher of the group for which he is
qualified. Contacts between the child and the therapist are then limited
to greetings and leave-takings, and to brief contacts such as inter-
change of glances, gestures, short utterances, gratifying words during
occupations. The therapist, however, should never, under any cir-
cumstances, step noticing the child.
There are, of course, cases of failure when every effort to bring the
child into the group is ineffective. There are, for instance, certain
children who react to collective activity with mounting excitement.
In such.casas it is recommended to leave the child aelorne.-for a cer-
tain period, obtaiia medical treatment if necessary and then repeat
efforts once the child's state of health has improved.
It is worth mentioning that the behavior of candidates for the Center
often improves when they are introduced to rhythmics and gym
exercises. Tie specific anametion of these occupations is discussed
in detail in Chapter 4.

Final comments
Through the individual therapeutic: approach we have been able to
foster cooperative interaction between child and staff in several
cases where by ordinary 'methods we might not have obtained such
results for a number of years.
This refers in particular tot profoundly 'retardeel children; individual..
therapy produced results that surpassed our expectations, as for

. example, in establishing contact with Torn or in activating jack.
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obtained from individual erapeune sessions' are oj
c not only for the child,himself but also for the whole group.
bitty a matter of socializing the child: individual therapy is
y and most often the only passible way to influence

his uncontrolled behavior. And it should be borne in mind that the
severe behavioral disorders of a single child interfere with, and may

even completely disorganize, the educational work ,with the whole

groPP-

It is emphasized that, although we arc still looking for the most
effective methods of individual therapeutic work, thew is no doubt
whatever that it constitutes an indispensable element of the current

work of the Day Center.



Teaching PuposefuL
Motor Behavior

t is still a common attitude among educatoits of the eve ly retarded
to consider physical education and rhythmics as only an adjunct to
the "rear educational. tasks, that is to say, the manual, .verbil and
graphic skills. Our experience shows, that this order of
mpbrtanceshould be retreml. -

ft is out' conviction that the areaJor educational weak to be discussed
in this Chapter is of paramount importance. At the same time it is
the least systemadcally developed aspect of educolion of the mentally
retarded. We are Well awareoliar our efforts are based upon our limited
esperience and therefore should be I 'ked on as hypotimei and
proposals/ However our, results lead us to the strong belief' that
this annprises fundamential approach which in future will play
increaSing role in the education of the severely 'and profoundly re-
tarded.
The present chapter is divie,,d into two sections:, The first part deals
with the physical eduction program foUowed at the Center, with its
stress on the best .0-ssible performance; the secind deals with guidance
of motor functioning through sdnanlatinn by rhythm& and music,

Section 1

Education for motor ski
by Zofia

The retarded child, like. child, needs to master stead and safe
Jocomodon aid large muscle control. Only then will he 'able to
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profit from tine teaclii of iine nwaor and an utivity in.volr=
ilia them,
The 9evetely retarded are UT the rrio:;,t r, handicapped;
rteatrolog ical impairniciits are not LMOITIMON cm, and even
in neurologically t'aSeS the child's rriovemen s are ungainly
and poorly coordinated due torhe general maturity .off' tke' motor
apparatus.l'herefore edumional work should strive fokhe manimurn.:,
contra! of the motor apparatus in each individual child.
At the same time gross motor activity provides an Opporturay :to
forthe.r the haste socialization proceriies in the child. 'arise twagoils
can be unified in the way we org._ 'min our gyinnaitic,activiiies.
The gym-room sitliation offe6 many opporumilks for,the child to
experiatce pleasure and success egpserienus basic to Ocialization.
This point will hems be shown, ,,through the photographs illustrating

.

A primary WIMe pletxtire as sii 'ply doing what others are doing
Photo

%,:f.."



Fh: 9 2, Tr?, panc,.,:n figlaf;fanit?
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Many exercises are planned so that they itiViilVelotiperation between
two or more pupils (Photo 2)".
With the profoundlY retarded child, collalloration between child
and teacher in the performing of physical exercises is one of the basic
ways of fostering socialized behavior (Photo 3.),
But there is a central difficulty in the physical education of severely
retaaded children: this is to convey to them comprehensibly what
they are expected to,do and obtain their cooperation. This section is
largely devoted to the methods we have developed to overcome these

Row to \obtain coo from the severely retar
ed child
To achieve a. balance between authoritafive and permissive attitudes
is one of the major problems facOg the physical education instnictor.
As our experiences show, the following conditions must be satisfied
to achieve this end:
Firstly,' the physical education teacher must be a meaningful person
for the thiki

.

For this rwora, after long consideratiori, we -adopted the principle
that the ,physiol education instructor should be a fulltirne worker
at our Center, a staff member responsible not only for physical
training but also for the whole group of' profoundly retarded ohildren.
In thi; way, 'the instructor can come to Mow each individnal child;
his WayTi of reacting to instruttion, and his favorite occupations arid

equippedwith such knowledge he or she Wdl- find it
,easier to induce the child to perform physical movements.
Se4ondly, the pliyiical education teacher should he an authoritative
.per.on for the hJ Id

The teitf.her should he Orrintcrot in his demand,, upxi the pupili
ahrive all, he (51iiiiild never be '!,:3tici1ied with poor perfOrrn.ance, This -,-,

dries nor meari however, that the inctructor :should be rigid and
puniive, On the contrari, he should --4void Cituatiom that could
create ,:,r-ro% in a child, and should use the incentives proper to, each
iidividul child in :order to gain his participation,.
Fr inc, often a chihl,wilI resist qtAnding up and partii..ipating
phskal exer,,i,,e, After a few ure744-tev,fqi .?tterliptr, should- riot
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force him. 'Kir the child it is also useful simply" ru patch the exercises
that day. Next time we make another attempt.
With the profoundly retarded child, in whom spontaneous coopera-;

-n is rare, wet4e s ,pecial incentives -Suited to their individual moods.
raa likes listening to records; he knows that -after he performs his

gymnastics he will hear come of his favorite songs. Susan will lean
over and bend down if the purpow is to lift \up her favorite "talis-
man" a small brush; she will balance on her roes to reach up to
a high shelf for it or onto the piano top. Vic, lying supine on the
mattress, will flea his leg muscles and extend his leg fully if his

c pointed toward his beloved flower pot. Rose performs exer-
tentively and eagerly if' she v4 ririw c that she will then. be first

to ge her dinner,
An hnportnnt factor is the indivi

Bow responds best to a
="Rfr4 1% a sweet girl; w

he can On the other hang the best response
and determined tone that leaves no choice but to ochry out

in,
tlizcd exercise In 0ddition to group i from

whil.b they cannot fully profit, the profoundly retarded ridivid-
-af lessons, The following is a description of Rose% first such levion,

R0-4 is not very happy about leaving her thaii, The teacher 1'.1',"
bring,. her face Joe to ftir.e's fate,mrokes it, awf frays: "Come, Rose,
we're gwng to do some gym now''', Roe. hangs back, gestures; that

hungry. `1- E'trJ-ilfr. her face again taletn-hc,r han4.1--an4.-4;tiyv,
lof,e will wash bar hands and have dinner; now -we .will

if addressing each
tone and a smile
ow Rose will show

r the gyn. Willi Rose .rprised to see that
ogether. 1 =rat', with Rose arc und the mom

play horse rind driver 7T pushing into a jog -and
gidd up" ,

Nos 'I` initiate more iplez, esterv. does: not resist
being helped onto the box but arise seated astride the box, she has
no desire to exercise further, TWIGif: she raises one knee ODIC in this
pfr,ition, but ream no fiixther to instruction or demonstration.
Another mane isa then tried T demonstrates stretching ou prone
upon the bench and, pulling the body along the surface. At this Rose.
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on strike; neither persuasion nor command help. T 'demon-

straws the exercise once more and says: "Now it's Rose's turn ".

She brings a mirror and sits down on the far end of the bench, saying;

"When Rose gets to this end, she'll see her face in this mirror". All

resistance evaporates; Rose stretches out Om the bench and starts
dragging her ungainly body along by her hands, all the while making

funnyfaces with high glee. But the most joyful moment is when she

grasps the mirror and studies her assortment of funny faces, This

exercise is repeated three titrs, each time with equal enthusiasm.

Now a more difficult exercise: balancing weight from heels to toes,

T tries to convey the idea by placing blocks under Rose's heels but

this does not work. T then demonstrates the exercise again, also with

no result. Then T tries the following procedure: she takes a piece

of chalk and draws a lino horizontally on the wall within arm reach

1;r Rose; then, standing on tiptoes, draws another lino above it.

Now T hawk the chalk to Rose, stations her at the wall, and indicates

that she is to make a line too. Rose reaches up and draws a down-

ward line. T says: "See Rose op higher", po ting above the line

hurled by Rose; "get up on your tiptoes ".

it works. Rose raises herself slightly, her not fully thopported

ri her toes but momentarily lifted off her heels.

flat is all Rose will do that day. No further exercise ics suggested.
right try kr..1 tared; it Was hard work for her, lasting about

flow to
to do it

0 ey to the pup

In general our mos
demons a i first, they

wh,77re And v
correction by adjusting 1.1 t

helping the f.htld to torref,,t himself'
performance,

onti how

here attaJr,taiitl. is drawn to the larl rlt tlttat the leather never

gives lip 1117111 tlarca pert' rroante 14 A minctd, i7lyraStnrncfa this lakes

many nn ouths, ,,orsietancs, it never happens, but tlas, teacher Will riot
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Photo 4.
Helping dm pupil
to porform.
Itolanctiv on the iota.

'-
stop working for improvement until proper execution is obtained.
It should be stressed that working with severely, and especially pro-
foundly, retarded children mils for far greater effort from the physical
education teacher than working in a normal school setting where
verbal cornimuniunion plays the dominant role. Apart from the mental
effort and inventiveness required, a very strenuous physical effort it
called for in exercising the retarded child, in shaping his posture, as,
for instance, helping the pupil to stand up, to climb, to plant his feet
in proper positions, and in performing exercises with him as described
in the many illustr tiona to this chapter.
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Illustrations of gymnastic exereiSes performed at
the Day Center

Space does not permit a full presentation of our physical exercise

programs. The examples presented below are drawn from the records

of the year 1971/72. In some of these presentations, tlescriptions of

individual pupils' behavior are included to show the special difficul-

ties of the severely retarded child and the measures adopted by the

teacher to overcome these difficulties.

Exercises for comet posture .00 gait

Correct posture means an upright' and symmetrical body po
both standing and walking * head held. high and eyes facing front;

Most gym lessons commence with postural and walking practice.
These exercises are performed every day and. on every suitable
occasion, such acs OtadOgr walks.

Let Ou illustrate our methods with a set of exercises for 1)ick. `lie is

.4 deaf boy With severe motor handicap and special difficulties in

coordination and equilibrium.

-- Raising the arms upward and lowern g them to the front
and at the sides. The itrItIi should be syounett ally raised to

horizontal or vatiol positions, The teacher corrects with the

aid 1)1' the mirror.
Bending die trunk forward limn the hips.

the trunk iiirward, hands pa hips and head held up.

liaising and /.lowly lowering the arms to hriiiintal position,
while the tcUs her counts to tour.

lOising the kit arm slowly to verinal . above the 1 al)

likering it; repeating with the right arm,

ilands on hips, raising the knee flexed to corn a ,right angle

Nil to Ontilitiiiit ltis billiOlCe in this p(osition).

Rinsing one, halt an that the weight is titip:Artc4.1 on the other

(also with teacher's as;istinice).

We shall now _des tribe sine enmities for gicvdo-

posatoo,

be deed t head



Adjusting posture in the mirror
The child stands facing the mirror, hands on head and fingers touch-
ing; he corrects his posture until he obtains a s'nunetrical upright
stance.
The. teacher assists by adjusting shoulders, head, etc. in correct
alignment.
This exercise can be rendered more difficult (and interesting) by
placing a beanbag on the head, which will fall the head is no.
maintained in an erect and steady position. Another variant is to
place wooden brit ks in the child's two hands tin this exercise.

Marching holding a pole
Marching with a pole held behind the head on the shoulders, using
both hands.

Looking forward while marching
This exert me is an example of tutubuung posture training and group
activity.
The pupils march in a ititie, the instructor mat-dung inside counter-
-1u' and trying to establish visual contact with each child in turn as

t.

*me fo...t



Mom 3. Rouge
saw &Irks m shoed.

.ter heti*.

he passes. Her aim is to counteract the tendency to drop the heed
forward Anil miforce the effort to hold the head erect with eyes dont.
As usual, the individual approach is needed for the best results. Passing
Rose, the instructor calls to her: "Rose, look at me!" Rose likt her
head and smiles. johrutie, who is deaf, does not hear the instructor
pass; she takes his chin as she passes and directs his gaze at her.

Lifting the knees while marching

Everybody (both groups) es in a big circle. The instructor in
the center demonstrates correc gait by lifting her knees high and
explaining verball The deaf children receive individual demon-
strations.

SO



Piot,t 7, Ira
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raise eir knees only momeniaiily and fall Imck
ons, The heq rem* is obtained when the

inctrU cfor marches counterwise inside the circle, lifting her knees
with tuaiked 'exaggeration; thus the children have a constant xistaal
contact with the model,
U'ith the Pupils of Cirnu I we also use individualized instruction;
NI''eslift the child's kF.,1kx it it,the knee Joint, and replace it on the
floor,. We repeat this exercis.ezat every lesson, 14 time the child 'fiim-



Wit ni,1115 TPA*: his fwxel ritar4.huig m- 4 n

-and then forward,
The next sages of this exercise area taking high steps over large
bloscks; walking along a horizontal ladder to establish proper step
length .,,'Plreto17,

Exercises for balance
These exercises are also repeated daily. The simplest exercise for
equilibrium is to stand elf4t and hold .thts stanct-without swaynig

.

+4 wavering, then, babncing on one feet-at a time.
Balancing exercises white walking walking along, a straight line,,
rlacing the feet on a line drawn on the ;leer; stepping over obstacles
such the gym bench Photo walking along the gym bench
first on the broad sides that on the rail.
In most c44scs the pupils require assistance for these exacts:N.

Standing on one foot, holding hands in a circle

Afvr marchii.r, in a k.'ircle, the group stands with joined hands. The
U1S,LTUCCOt nos dentoir:trates and eViairis the rdised flexed knee.

or Ir Rose, lack and Ted, leg nioventent is minimal. To improve
facts' per me, the instructOr tries this procedure, she extends
her leg forward and upward and calls on each child in turn to touch
the 4:44e of her foot with his. To do so he must, raise his leg Stith knee

Ih child tries to lift his kg higher and support hit weight
on the other fotit longer, Facia time this exercise is repeated, better ,.
-relmilv; are obtained..

Walking, along of the bench

The b-end i is, placed M proper poition, bread top Up. The inStrUCEOr
dettionctrated the new exercise; to step onto the top of the bench,
walk along it to the end about 4 yards), step o jump don,

often comes tbrward spornariMisly when the bench is So arrang-
ed and his favorite exercise= stretching out flat on the bench.
and pulling 'himself along it. The instructor' grams barn this whim,
then de iTitiltes the exercise).
FtlYst johnine tries. Despite all Ins efforts, he bufflc his feet and
lurches forward when walking. The instructor step up on the bench.



Row. Strcippi.g

facing Johnnie and deinonstt n so Johnnie straightew for a moment
but at once slumps down again. Then the instructor takes Johnnie's
hand and walk beside him. liow;feeling safer, he walks erect to thr-
end of the bench,
Di k, Francie, Silty, Rose, Sam and Jack all walk the 'length of the
bench with help/ The remaining children manta ;e by ahenisdvo:

Exeretses for general muscle building
This is also an esterney important aateg erg c f eser otur g rn
i.tastic repertory Alyt of the severely retarded children arr. ve at
the 1)ay C.:eriter With flaccid rattneks, underdev,eloped*and undertra n-
,tt For the VACNiSCS spiNial equipment is necessary, ,.tits: main

items being the fallowing
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ar sand dodder muscL s aoirh the spring frpaiidefix,,,

large leather balls weighing 3 or .1 pounds;

spring expanders ;See. Photos 9 anc t4
. .weight and pulley equipment r.SecThoto In

-7 See Ipaolos l l and

a delarx for briilding muscles of hand andiorca Photo

.1i
-There are three general rules for ..muscic bullihng., Firstly the effort

requirrd should be gradual4 increased; sc.:ondly, all the muscle
'groups should be itivolvcd. and thirdly,' -the exercises.should he per-

formed regularly :trir brief periods

A c et of exercisc, is outlined below for muscle budding, ,

Warming-Up: marching around-the room in a circle, clockwise,

then, counter clockwise; then running with hands joined.

2- Knee bends. The children hold bands in pairs. Tile-instructor
aid assistant Ow participate Atlitit weaker pupils..."--



Bending trunk fofward from the hips (instructor helping).
RAitiing the trunk from prone positions (See Photos 13 and'17),
'and wchen lying on the back (Photos 15 and 16):

Seatediross4eged on the flOor, pulling on the spiing expander
while the,inStructor pulls on_the_other_end._The=children per.
form-in Tutit',',---arst_holding7WM:i both hands,, then-with each

---L----------hancl-separately.

------'-irrprone.-ptisition;' arms foYva-fd-litiltlitig one :end
-._- _ expander, The_ inst uctorz:straddlmg the =shale -pulls n the-

other Cnir-so-=-tbat--the ChIld-raises trunk' to the maxi-
mum' (See Photo 13).

For the above exercises, a fair amount of assigtanct is needed from
instructor and assistant, but in all case's the .thusculail effort is the

,Photo 10. Weight and pulley. eguipnieqt.i



Photo' 11.'
Leg muscle training.

. Moving heavy equipment /

Very Useful both for muscle building and for child socialization are

the daily tasks of carrying, arranging, shifting, replacing the heavy

gym equipment: As the following description shows, it took much

time and effort to induce the children Of Group I to collaborate in
these .tasks, yet, despite poor 'Coordination, difficulty in ;'.grasping

instructions and lack of spontaneOus collaboration, thesechildren can

take part 'in this daily. routine. .

The instructor set the aim that the children tidy away the equipment

as a regular daily task (she had previously arranged the equipment

herself before and after the lesson with Group I).
"00/ 8
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Phpto--12. Lek musck training.
. . .

. . . .

Photo .13. Rizising and towering the trunk in prone position with the aid
of spring expander held .byt!a partner.



Photo 14. Device for
building muscles of
hand and forearm

For a few sessions, the children moved the heavier \equipment with
the instructor. This was the way it worked: the instructor took. Sam

by the arth and said: "Watch how Sam pushes the box", as she star-
tioned him behind the box; then he put his hands on .it and pushed.,
Rose collected the hoops, one by one, bending over for each, lifting
it and carrying it to its place, Dick and Ted tOgether shoved the bench

against the wall, Ted urging and shouting "Hey! You!" to his slower.

partner. Charlie needed no supervision to pile the blocks. Jack was
the only pupil unable to contribute; he would pick up an object but
toss it back onto the floor.

7
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Photo 15. Raising the trunk from lying position on the back.

-Photo 16. Raising the 'trunk fion lying position On the back.'



Exercises for promoting- gross motor, dexterity
These exercises should be so planned that they involve a number
of body positions (standing erect, walking, crawling, lying pr vie or
on the back). The trunk as well as the extremities should be infolved.

A set of dexterity exercises :
Raising body from Sitting pbsitiorr on the floor to standing posi-

0
tion (See Photos 18 and 19). .

Crawling on all fours in different positions (Photo 20).

Photo 17. Raising the trunk` from pro,te position.

Stepping over the 'gym bench (also an equilibrium exercise).

CraWling underneath a table about 25" high. .

Climbing up and descending the vertical gym ladder (Photos

22, 23,,.and 24). .

Climbing onto the gym box and straddling it (horseback riding),
sliding along the box -using hands only, descending with a jump,

if possible at the far end (See Photo 25). 102
99
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Phoiq 18. Raising body from sitting to standing position:

As.skill develops, more difficult exercises can be used, like the follow-
mg:

Pulling the body upward along a tilted bench and sliding back
down without support.
One end. of the bench is raised to about a 40 degree angle from
the floor and fixed into the .vertical ladder. A mattress is placed

the other end. The instructor demonstrates : she kneels on
the mattress, grasps both sides of the bench, lies on it and,
body prone, pulls herself along to the top of the tilted bench; .

then she slides down, pushing her prone body along with her
arms.

100 I0 :3
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Photo 19. Raising body from sitting t6 standing position.

Both groups talte part in this exercise.. Group II manages
without difficulty. Group I needs help both in pulling up and

sliding down; but they try willingly, even the least fit children

(Jack, Rose, and even Sam who dislikes activity). After a few

repetitions, the children beg for turns.
This exercise calls for physical effort as well as good motor.
coordination; it may evoke some fear in the child, but the reward

of the slide is very attractive.
Passing the body through a hoop. The child passes his head
and body through a hoop, squats and places the hoop on the

floor, then steps out of
10 101



.1'hoto 20. Crawling on all latirs.

.11to,to 21. Lying on back, knees bent and slightly a part,then raising seat off .fldor by
ight on hands and feet.



Photo 22. Climbing
and descending vert-

ical ladder.

"Wheelbarrow walking" (See Photo 26). The pupil manoeuvres .

himself along, weight on arms and hands, While his legs are;

held by a pprtner, instructor or another pupil.

"Slaloming", or walking alternately to right and left of a row .

of blocks placed on the floor. This needs the teacher's help,

as the children tend to ignor e the blocks as they.walk.

103



WA*

Photo 23. Climbing
and descending vertical
ladder.

"Obstacle Race"'

This exercise resembles' a competitive game d can have many
variants. The pupils are paired more or less equally in terms of motor
skill. Such compedng pairs are Johnnie and Franck, Jerry and Alice,
Ffnie and Phil, Billy and Dick, Tom and Ted, Rose and Jack, Sam
and Lem. They compete on an obstacle run. Such obstacles may be:
(a) passing through hoops; (b) stepping over barriers without knocking
them (big wooden blocks about 2. feet apart); (c) cittAing over the
box and a slightly higher table plated side by side. '
The teacher demonstrates the whole performance, then the best
-pair performs first.

Johnnie and Franck arc the first to compete; they loerform correctly
and gleefully. Then''the next pair-starts; Alice stops to wait obligingly
104 1 d-7



Ph to 21. Climbing
and dart-I:ding Ir,+ti-

Cal Iciddei..
a

I

for ferry who is slower than she The third 'pair has nun* from-the
start: Phil withdraw§ anti goes back to his seat; he needs to be accom-
panied throughout by the teacher. The remaining pairs manage only
with assistance. But no one is left out. .

Corrective exercises

For pupils with special handicaps, such as flat teet and 17ertebral
deformities, which arenot unconithon among the severely retarded,
individual corrective exercises are required. Such exercises are also

conducted id small groups of pupils needing the same type of re-
medial exercise or to prevent deterioration of their condtuqn. These
exercises are not described here as thekmay he found into hthopedic

textbooks.
05



Conclusion

.The experience we have,gairted during the three yeas of intensive
Physical education in our Center has conyinced us .-dtat, through
continuous systematic worit,'it is possible to' improve physical pos-

PholA 25 Climbiew. moo ,the boo.
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C. Wholbar-
malking" -71 oxer-
far haildiv

rh ui uppc:.
; body.

tune, tress, and tiiotor ability in both severe y and profoundly re-:
tarde pupils. 't his experience also demon= led that even rather
difficult exercises are accessible to them. the above examples
show, our pupils hafe not only learned so perform phYSical exercis(ps,
but= also to cooperate with a, partner tired tO adapt to the pattern' of
activity of the whole geodiyrshat- is to say, they have been learning
acceptable social beha7vior.
Alt important aspect is that, unlike many other activities of the Day
Center (see following chapters), these diverse motor activities c,lonot

.chide or isolate the profoundly retarded but allow them tp act
with the 'more developed Group II children,



Se Ction

Socialization through rhythmics
by Kiystyna llfrzzalska'

"Cooperates, only during rhythmics classes" 'this is a Comment
we often come across in the characterizations of our pupils (see fr

f, Chapter 2). And, indeed, rhythinics lessons with +sic haye a place k
of special importance among" activities of our Center.
The rhythmics claSs creates, a setting in which the child is most
susceptible to socializing influences. This is because several key.

'factors act on the child. They include:

The stimulating effect of music

As we all know, the gene,11 effect of music is to arouse.and to energize:.
)' Especially when it has 'a distinctive rhythm, music evokes an'imation,

the desire to participate, an urge to accompany sound with movement.
This spontaneous reaction to music may be unconscious and chaotic,
or it may 'become conscious and controlled. The latter reaction is
the goal' of education through rhythinie movement.

Music as a factor introducing order into activity
The transition from 'music's chaotic and unconscious. excitationtO
a conscious and orderly reaction calls for lengthy and, systematic
work with the retarded child.

ti
In the Arhythmics classes' conducted at our Center, music takes the
lead; it directs the activity of the child. By no means do we regard
music as 'a background, for free expression, a form often employed in
respect to normal children. Nor is music a form of play; on the
. contrary, rhythmics requires maximum ,concentration from the child.

Predictability of the rhythmics class situation
Music creates Predictable situations and thus fosters the feeling of
security. The melody enables :the chil to feel intuitively a regular,
predictable beat, tenipo, timbre and f rm.

log
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During the rhythmics class we int oduce many other anticipatory "''

elements. These include habitual roles played by the children, "ce-

remonies" of greeting and leave-talking, regularly repeated musical

signals. . . n

When the child participates in a group activity in which all perform
I

the same repeated actions" together, guided by music, the child's .

situation is free of the unexpected, from a partner e eor in-thxperience
I

itself.

The non-verbal musical message as directly understandable/

The typical way in which the instruction is transmitted to the child

during a rhythmics.lesson is, in our view, the chief factor responsible
for the success of this kind of activity: the medium for the message

is the musical signal. The verbal instruction, so often poorly grasped
by the. retarded child, plays but a secondary, supplementary role
here. More attention to this point will be paid below.

Unification of:the gionp during rhythmics classes

.Rhythmic has a unique role, in accomplishing our central goal:. the

socialization of the child.
The essential aspect of musical-motor activity is that a group,,nf
perions move in the same way, at :the same time and pace, and in
the same direCtion. They are bound together by emotional paxticipa-
tion-in`musical movement, sharitt the joyful. feeling of-involVement.

Many children who are unwilling to execute a movement when ver-

bally instructed wilhdo so without opposition through'participatiOn

and imitation.

Rhythmmics as a special opportunity for the profoundly re-
tarded!

To' develop '`a so 'al orientation in these pupils is an extremely dif-

ficult attd ,yet o ie of the most important goals. of our educational

'work. Perhaps o problerns, methods anct results are best presented

by deScribing in detail the behavioral changes effected through rhyth-

mics in one of our most deeply retarded and inactive pupils, Susan
(see a sketch of. Susan in Chaptfq! 2).
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Fig. I. Susan jot the group:, four succeisive stages

-Thesociali'zing of Susan
/Susan is a particularly instructive case of the socializing effect of par-'

A rhythinics lesson in 1965 was Susan's first experienceof,:1* anizo
jticipationt in the rhythmics class upon the profoundly,,- re arced.

activity in a group of children. Froni tfie first day, it walexibarent-
that Susan liked musiq; she responded to it with a rapic1feh s of
short steps, a waving of arms at elbow and wrist, laughs and squeal.)
But while the others marched to the music in a round, Susan moved"''','
with mincing steps along the wall, now away, now toward the piano.
The fir' t attempt to. bring Susan into the circle met with violent
resistan e; she was then left to her own devices. After a few weeks
Susan, egan to turn her steps away from e wall and toward the
march' g children. The changes that foll we'd are 'represented in
the foul r-stage situational sketches, shown. Fig 1.

I I110
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On day, after about two months,. Susan- halted beside the children

as they were preparing to join hands in a circle. Then the teacher took

Susan's hand, put it into the hand of one of the more able children,

she herself taking Susan's other hand. At firSt Susan did not knows

how to moveln a circle. She dropped her neighb 's hand and kept

moving into, the circle, pulling the other ildre vith her. In tinie,,-

Susan learned twnarch in a circle, holding ds in an orderly way,

that is, adjusting to the other children's movements. Then one day,

s she stood amongst the children joining hands for a circle, Susan
pontaneously offered her own hands. ,

uring this process, Susan began to single out the instructor. When

s e spied her in the hall, she uttered a great laugh, waved her arms,

and jiggled up and down. Often while greeting Susan the instructor
+eived the distinct impression" hat the girl was looking at her-with

't.a areness and recognition. The \ir7ression. that Susan knew the'
in tructor's face and linked her wfth given situations was soon con-

.firmed.
Eight months after the.first rhythimcs lesson, Susan began to create

situations that afforded her a similar pleasure. Upon sighting the
o instructor, this, usually immobile child rose briskly to her feet, came

up` to 'fie instructor, pushed her rath\cr forcefully toward the piano

. ----and onto the stool. Then she oPened The piano and waited. When

Ole noticed that the instructor showed n&sign of playing, she placed

One of the instructor's hands on the keyboard, shoving. &I'm the

ingers
until they struck the keys. Not,,cOntent with one hand, Susan

reached for the other and placed it nearby on the leeyboard.''

One month after this incident, Stisan's grientation had reached the

, point where, one day,. she herself got the songbook from the cup-
1 board and set it on the piano stand, as -if asking the instructor to play

from the notes. She displayed considerable 'irritation when the song

played ,was not her favorite, then she changed the songbOok for

another one.. .4
7 ,

Contrast the above observations with the sketch of Susan in Chapter 2.

It is astounding to note how much detail she was capable of

perceiving in the rhythmic-music sit-nation, how many causal rela-

tions she grasped, hoW-consistently she strove to construct die situa-

tions from which she derived her pleasure.

Today' Susan marches and plays a percussion 'instrument. Despite
.114 . in



her disregard for the rhythm itself, it is one of the features of music
that evoke activity in her,
In order to analyze more closely Susan's responses to musical and
group stimuli, we present a full record of a rhythmic's lesson, focusing
on Susan's participation. This is the first less,on -after an absence of
the instructor (author of this/section), during which class4s were
continued by another instructor. All the exercises in this lesson
were previously known to Susan

Nove\ ber; 1972.
A rhythmics lesson

1.. Greeting by individual
handshake.

2. Greeting with the group:
clapping out the syllables of
"Good-morn-ing" on the in-
structor's upturned palms.

3. Musical signal is played on
piano and sung by the in-
structor.

Apparently Susan recogni es the in-,
structor; she 'looks into her face,
smiles, transfers the blo she is
holding from right to left )hand; ex-
tends her hand 'in response.
At first. Susan's reaction is delayed,
then comes the ethotional reaction:
smile and stamping oVeet for about
20 seconds, then a few- quick slaps
on the instructor's' hands, then/ she
pulls at her own hair and smiles' again.'

..411MIMW 1M= == M. 1= 3111 in...1===n111.11/ M1- MEM, In= MC.11=== .111 MI=1117 MEI =1111MIZ MEW =..MIIM...~-.MME- ,...1^1=-....1:1.-~-.NIMMII11
Let-us;make-a let-us;mczke:-a cir-rle, let-us-make-a cir-cle

Susan listens with an attritiVe ex--
ptession. When the other children
join in a circle, she offer's her hands
too.

Circular march in time to
the- music.

It music stops.

112

Joyfully, Susan trots and jogs with
the others; as thy tempo increases,
-she tries to speecther steps (but rather,
is pulled along by the other, children).
Susan stands still for about 25".



Again the music starts; again
the Circular march. Signal
for change of direcrik (glis-
sando. in higher key).
4. Musical signal is played
and sung.
5. Instructor brings over the
songbook from the cupboard
and ostentatiously places it
on the piano top, sits down
on the piano stools` plrIces

the book'on the.stand, opens
it, turns the pages.
6. Instructor plays Or
theme of Susan's formerly
favorite song.

7. "Susan come here ".

Susan is given a drum and
stick. The instructor starts to

improvise.

The music stops.

The music is renewed.

'8. A polka ,

Childr en--form pairs, h'did
partner's hands and dan e
in circular fashion.

Susan gives her hands to her neigh-

bors.
Susan turns around with help.

Susan goes to a chair and sits down.

Susan follows the instructor's move-
ments with her eyes, face expres-
sing awareness and watchfulness,

mien serious.

No reaction.

Susan rises, makes half a step to-

ward the instructor, then sits dOwn

on the first chair in her way.

Susan strikes the drum with a series
of short rapid thuds, at random.
(The observer then placed the drum
directly in position below the stick).
After the music ends, she makes a
quick drumroll: The observer takes

the drum.

eusan starts to reach out for the
drum, then withdraws her hand
("half-actioin", the beginning of a di-
rected response, but uncompleted).

Susan dances vlitli7 the instructor.
Smiling broadly, she turns quickly,

pulling her partner with her.
113.
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9. "ObStacle race"
. Hoops are laid down 'on the

floor in a line. .

The child is to walk down
the line stepping only in-
side the hoops; at the end,
he has ,the reward: of striking
the gong.
To add a complication, the
instructor moves the gong
while the child strikes it --
upward, downward, from
side to side by changing
hands.

The instructor goes to Su-
san, places the gong under
her hand for her to play fur-
ther.
10. Again the musical signal
to form a circle.

Offers her open palms to her partner,
holding them for a moment. in ,this
position; her face shows concentra-
tion, with co trace of

Susan is led along the
times she steps inside
apparently accidentally.

line. Some -
the hoops,

Susan keeps striking the gong. Her
hand, with ihe changing posi-
tion of th!'gong., This lasts 30. sec-
onds. Now 'she/ clutches at her hair, ,/
pulls at the instructor's blouse, appar-1-
ently dis9iarging tension.
When the gong is transferred to the

instructor's other hand, Susan stops,
moves off, sits down on the Chair ..

beside the observer.
Susan pushes the instrucrorit away;
after about 15 seconds, she strikes
her,head againq the Observer's sho.1-,.
der.
Susan gets to her fret qnickly, joins
the circle. She beams with pleasure.

Basic principles and procedures for a rhythmics..'
Class with retarded children

In developing her work with severely retarded children, this author
did hot start from any theory. During the seven years of work at the
Day Center, ''[procedures and principles were gradually devised and
tested in practice. Those yielding the best results are summarized
below.
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The rhythmics dais requires careful planning

Classes are held twice. weekly and last
zfrom 30 to 40 minute's. Classes

are held.separately for Groups I and II.
In selecting the set of exercises for the lesson, a number of factors are

held in mind. These are:
degree of difficulty,
extent. of movement involved,
kind and variety of body positions during performance of the

eXercise,

"degree of concentration required.
.Every rhythmics lesson combines constant elements and :variants or

novel elements. Constant elements include the ceremonies of greeting
and leave-taking, the march in a. closed Circle; the unvarying musical
signals. Variants, or novel exercises, once introduced, are repeated

at every second or third lesson until gradually they are brought to

a good level of performance, and become interchangeable parts of
a. lesson.

How can we get the best performance ?

Superficially viewed',' the requirements placed upon the child are
minimal. However, the aim of all our efforts is to obtain the best
possible result; for each successive performance of an .exercise to be

a' little better than the 'one befOre. How can we achieve this?

Let us illustrate. Tom is, walking with the others in a closed circle,
shuffling his feet. First ''We say: "Higher! (Feet higher") then "Every-

body lift his feet!", and only then: "Tom feet higher, higher:',
Our correction is made without singling out the child for negative
attention, or embarrasiing him. 'Often we correct a child's performance

by assisting hiin physically without comment. When a child is brought

to the middle of the room for individual help and no,negative verbal

evaluation has been expressed, he' often considers -it a mark of distinc-

tion, and makes a special effort to cone up to expectations in his solo

performance.
Positive ,reinforcement always has priority over corrective interven-
tion. Our principal aim is for the child to want to be active, and for'

his activity to give him pleasure. These conditions determine whether
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the child's activity is amenable to guidance, whether he himself will
strive for greater precision.

Individualized exercise as initiation into group exercise
Depending cm the state of socialization of each child, we select the
'approach best 'suited to him. Consider Susan, or Rose, or Jack;
for these children indiyidual contact will always dominate, even
when the exercise is conducted in a group. By thiS we mean that,
more often than for the other children, we must attend to them di-
rectly: we must catch their eye, approaCh them, address them by
name, touch them, place the appropriate obj ect into their hands:.
But the individualized approach is more than this: we must often
plan. the lesson so that each exercise; be performed by one child
at a time. . .

The question arises-: does, this not hinder rather than foster the group
spirit? On the contrary, individual contact is precisely the necessary
condition for the child to grow into the group. As we will see through-
out this book, there is always the double aspect to all activities in the
Day Center: the individual and 'the group, one :tegrated into the
other, one building on the other.
Later in this section we shall return to this problem,' but now, to
illustrate the individualized approach in the rhythmics class, we shall'.
describe one exercise for Group I and show how it is' adjusted to
meet profoundly retarded children's capabilities.

Example of an individual exercise
. .

The children are seated in a row on the floor against the wall, the:
instructor at the piano, and a drum and drumstick on a chair beside
her. Each child in turn comes to the piano, picks up the drum and
drumstickand plays a rhythm to accompany the instructor's piano
iffiprovisation. When ihe music stops, the child replaces the drum
on the chair and returns to his place. Then the next child comes,
and so on. There are 10 in the group; each child plays for about one
minute. Thus the exercise is relatively long.
Despite this, the children all await their turn quietly. When Tom's
Vrn-comes, he literally leaps to his feet in his ungainly and uncoordi-
nated manner. He knows his turn has come, though during the pre-
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ceding performances he was looking out of the window at a car in

the yard, scratching himself, rocking back and forth, and generally

conveying the impression of not knowing what was happening around

him.
Susan occupies the last place in the row. She sits in a chair because

of her special difficulty in getting up from the floor. Being last, she

can benefit from the fact that nine children perform the exercise ahead

of her, a .fact which' gives her more opportunity to take in what theY

are. doing. Susan has advanced to the point where she can barely

wait her turn; she struggles up ahead of several children; comes over

to the piano and demands the drum.
We see. from the above description that, although the exercise is .

done' one-by-one,/each child is aware of taking part in a group per-

formance and of having his position in that group; he cannot but

realize that his situation is dependent upon that of the other - children

in the group.
Another important aspect of this exercise is that the child has contact

with the same single action over an extended period of time, and

thus from time to time his attention can wander without fear of

failure or reprimand. This is a particularly faVorable situation for

the severely retarded child who is easily fatigued.

Even ilidse children Who are able to react to ..an instruction addressed

to the whole group require an individual approach, if only to maintain

their motivation. For example, they benefit from such remarks as:

"Did you see what Liza did?" or "Didn't Alice do that well?"

Multiple media transmit the same message

The rhythmics class is a situation in which instructions are communi-

cated through diversified, and mainly non-verbal media. The words

employed fraiie only 'a .supportive role; they do not demand an

analysis of meaning by 'title child:, they are simply one mediutn

through 'which the message *s conveyed*:

Consider the situation wher the verbal medium is the only one.

'Now let us change directio ".

The child would have to `comprehend' three essential elements at

once to perform this action:

i. the expectation that he is to do 'something;
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ii. the complex informaiional content of "change direction", notions
far beyond the grasp of the severely retarded child;
ii. the precise timing of the action.
Now, when this complex instructionis "translated" into a single, simple
and consistent musical message, even the profoundly retarded child
is capable of reacting appropriately.
There -seems to be a specific role played by words functioning as
rhythmic stimuli, as the following description illustrates.
On the Whole, Alice was always very good at rhythmics. But she was
unable, to-adjust her. stepping rate' to a gradual change of musical
tempo. As the diagram shows (Fig 2.), instead of gradual acceleration,
She reacted only to extreme tempos, sloW or Fast« Various techniques
were tried with Alice to convey graduality cif rhythm. change as, for
example, beating on a percussion instrument, tapping out the rhythm
on her shoulder, waving the hand but to no .avail.
Then we tried chanting words *according to a given beat -- "A/lice/
/Bet/Ty/Jane/and/Sal/1y". This began to take effect; Alice started to
adjust her pace to the accelerating beat. Then, as if trying herself to

/r
V

/

time

4 Gradual acceleration of musical tempo
Change of tempo 117 Alice's performance

Fig. 2. Acceleration of speed by Alice.



, improve- her performance,, she started to repeat the words with

the same accelerated tempo.
,

This observation, one of rnany we have made on this technique; points

to the exceedingly important tole of verbalized rhythm for guiding.

and ordering the movements of the retarded child.

Little is yet known about the individlial difficulties of severely retarded

children in perceiving rhythmic stimuli. It seems most reasonable,

erefore, to transmit rhythm through many receptive pathways,

thus providing varied opporttinities for the child to. achieve success

despite his specific handicap. The surest road to success seems to be

to transmit the message to the child through more tharj, one sensory

modality. In view of these experiences we adopt the policy of employ-.

ing the maximum number of differsntiated ways to convey a rhythmic

message, including:
rhythm through piano music or percussion instillment;

rhythrniF hand and arm movernents;

rhythmic tapping on the child's body (nose, chest, houlder);

chanting or recitative voice;

imitation of others movements as the elementary mechanism n for

guiding the childs movements.

We pr6erit below see rat exercises which employ different sensory

pathways for communicating a rhythmic instruction to the child.

We haVe selected exercises which induce the child to perform along

with other children.

Simultaneously reproducing a rhythm in pairs

Children are seated on the floor in pairs, partners facing each other.

Between each pair lies a drum on the floor.

Srge I Each child strikes the drum with his right hand to the

rhythm of the music. (They must strike the dram in

such a-way as not to interfere with each other)

Stage 2 -- Partners take: hands- across the drum. With joined hands,

they strike together on. the drum in time to he music.

alte

Rhythmic conversationV

ely reproducing rhythm in Pairs
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Stage I. -tructor and "child stand faCing each other, each holding
an instrument of the same kind. Theinstructor 'beats out
a rhythm, i. e., she "asks a question", taking-into account
the perceptual and executory' capabilities of the child.
The child answers with the same rhythm.

ra ples of rhythms:

Stage

71.WI # ON..4111/1, .Wi** 4.0 ,Nwr
*1NR. OW.,t MMINON, 101=~4=

instructor chants a rliytlunic beat, for instanc e
wordt.. of a song (withOnt instrument). The child replies4
reproducek thesarne rhythm on the instrument, e. g.,

to-giirt,dneggiv past the sta:tien eak-ing chilreken tio MO.

Passing the ball' on the down beat
Child en e seated-on the oor in .a circle. They pass a ball to their
right band neighbor, but only on th9 down beat of the musical bar.
To perform this exercise, the children must listen carefully to the
music and refrain from passing thee ball immediately it is received.
They must,begin the transfer attire exact -moment indicated by the
music; and in a given direction, into the hands of the right-hand
neighbor.
As soon as -the child begins to master this exercise, he usually keeps
his eye on . the ball. 'Many children mark

othe stressed beat with
rocking or head-nodding.

Synchronizing 'rhythms of word and n noVement
Stage The children form a circle, facing inivard. To the beat

of stamping feet, ttle ehilaren chant the following words,
loudly and clealy.,The final word is accompanied with
a bird stamp of the foot.

ry, Bet -- ty, Jane and Sal-L-1y,
Ma xy, Bet ty, Jane and Sal. ly,

ry, Bat ty, Jane and Sal ly,
Ma -- ry, Bet ty, Jack!
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Children take partners and face each other. They re-
cite the text and clap once to each syllable. On the final
word, each stamps a foot.

eh word- came clapped out differently, giving, many variants.

example:
ry the child claps his os n bands twice

ty the child claps his partner's !rinds twice

ad Sal the child claps his own thighs' four, times.

Imitating rhythmic movement

The children stand in a circle, together with the 'instructor, each

holding ,a handkerchief. The instructor waves the handkerchief in

Itrious rhythmic movements Which the children imitate.

or example,
a. raising the handkerchief upward with a flowing movement, hold-

ing it with both hands at two corners, and lowerinA it. Duration:

one 3 4 beat
b. "shaking" the handkerchief held with both hands at two corners.

Duration of each shake: 1,4 or 3 shakes on,3/4 beat

c. "dropping the handkerchief" on the floor and picking it up only

after two or more beats.

Reproducing rhythm of a bouncing ball

The children sit in a row on the bench facing the instructor who

bounces 'the ball, The children clap to the bounce of the bail.

'In conclusion, our practice shows that rhythmics is one of the mos

promising methods of socializing the severely retarded: it is an
introduction to other joint activities 'which will be described in ,the

following chapters.
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Section 1
Education for cooperative action

Education
for socially

oriented behavior

by Maria Siejko

How far our pupils will be able, now and in the futute, to live in .
harmony with the social environment is primarily determined by
their ability to, consider the needs of ``others and by their eadiness to
cooperate with Others.
It is not our intention to underrate the necessity of teaching" the re-
tarded' particular skills and techniques, But the extent to which such
skills will be employed is determined by the ability of these children

to 'live and work with others.
It is for this reason that the educational program and methods of
the Day Center are aimed at creating conditions that aver reciprocal
contacts. We have discarded,the principle, 'still recognized by some

in the teaching professiOn, that' a pupil should primarily do a thing
by himself without aid from another (the rules of. "don't copy" and"
"don't prompt"). We take. the opposite view: most of our timejs-
devoted to those yery kinds of activities that involve. our pupils in
diverse forms of collaboration and mutual assistance. These activities

take the following main fornis:
1) working in pairs;
2) working, in teams involving the 'majority of the pupils,
3) the chain method of team work used when a task consists of,

producing a series of similar phiducts.
1.2 Ge. 1g3



Such tasks are divided into a number of smaller ones differing
in degree of difficulty and assigned to particular children accord-

. ing to their skills and abilities..
These methods will now be described and illustrated from our obser- .

vation reeerds. They are applied differently in the two groups:
Group I, comprising the profoundly retarded pupils, and'Group
the severely retarded. We shall start with some lhistrations from
Group I, then go on to Group II.

Socializing activities with profoundly retarded pt-
pils (Group I)

The developmental level of these Pupils is comparable to that of the
one to two year old child (see Diagram 1 in Chapter 2) who has not
yet attained the stage of spontaneouS collective play with other chil-
dren. SOcialization in this group rests mainly on cooperation with an
adult (see examples in Chapter 3 on ind&idual therapeutic approach). .

,However, our goal is not limited to this; iwe work toward inducing
these children to establish contacts among themselves.
The most favorable setting for establishing .cooperative links, if only
in the form of synchronized individual movement, is that of the gyin
or rhythmics class. This, aspect of work with _retarded childern has
been fully dealt with in the preceding chapter. What we wish to
sTress again here is the -:.essential educational effect 'of this type of
activity in inducing the child to adjust his own activity to that of
another, a purpose served far-More effectively by a physical and

.rhythmi9 ,program thin by any other type of program. However,
-there are also many possibilities for blending the various types of
activities: motor, manual; artistic and so Co, for the purpose of
exploiting their possibilities in socializing the deeply retarded chill.
A number of approaches and proCedures will be presented below
which have proven successful in helping to overcome the social iso-
lation of the profoundly retarded chill
We present this material in the form of our recorded obServations.

-Passing the ball along a row October, 1969.

The children are seated side by side in a row of chairs. The game
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t: is to pass the ball along the row. To 'do this, the pupil dust: (1)*n
toward the neighboring child; (2) look at that child; (3) take note

when he passes the ball; (4) grasp the ball in his own hands; and (5)

transfer it into the hands of the child on,his other side. The children

.
taking part are: Tom, Susan, Jack, Rose, Sam, Dick and Charlie.

Tonfs eyes are fixed on the window most of the time, but thefmoment

he is to pass the ball to Susan on-his rightPhe turns toward her and

places 'thehall in her hands.. Susan reacts immediately to the teacher's

instruction and passes- the ball on to Jack. But Jack does not have

the skill to grasp the ball; when the teacher places it in his hands,

e gives it back to her or throws it on the floor. Rose understands her

instrifetion at once. Once she receives the ball; she turns with a big

smile`,to Sarin and places the ball into his waiting hands.Sam rapidly

hands the ball to.Dick. BUt he is in too big a hurry and the ball' tends

to slip out of Dick's hands. When Charlie, at the end of the -row,

receives the ball, he runs up to the top end with it and the game

starts over again. Later, the direction is reversed. Five times the ball

is passed along the row from hand to hand..

Tossing beans into a hole in a can December, 1969:

The children are seated at tables arranged in U shape. A handful of

beans is placed in front of each child.
The teacher, with a can in hand, goes from child to child requesting

a bean to be inserted in the hole. Each timethe child performs the

task well,he is complithented: The teacher makes the rounds twice. ,

By the third time the players pass the can and each adds a bean 'by -*

himself. As the can goes from child to child, the teacher continues to

coinpliment each good performance and to encourange those who

have difficulty. The, last child to insert a bean into the can brings it

to the teacher. In conclusion the teacher thanks all the players for

their cooperation:

Pasting a picture montage May, 1972..

The 'following excerpt from our records reflects, in our view, the'

typical behavior of Group I children when assigned tasks that are too

difficult and have an unclear outcome. In this case the task is to com-

bine elements into a composition df a landscape and a house.

The following children are seated around a table: ose, Tom, CharlieI 8 125



and. jack The teacher (T) makes a. few opening remarks telling the
children t hat hey are to do. Her purpose is to create a work atmos-
phere. worclionly- evoke interest in Tom, and onlymomentarily.
lie responds with "Laaa..." ("las'", "Meaning "woods") and points
to a-green tree-top. But atter a. moment Torn gets up from his chair
and sits on the floor. Rose shifts her chair 'o face the window, as. if
offended by the proceedings. Charlie, the only one to participate in
the 'work, mutters "Uh huh", nodding his head'up and down- He
seizes the paste-brush and begins to spread paste on the cardboard
background.backgroucl.
Then T hands around'the cut -outs, pasting side.uppermost. (Group I
pupils do not differentiate the*two sides of a sheet). Charlie settles-
down to the work of pasting the cut-outs. Rose does not take part
despite persuasion, and objects wit'i a shove of the table. She is then
left to her own devices. Jack now starts to tosS.the colored cut-outs .

onto 'the floor. When. scolded, he kneels down to collect the crushed
scraps and lays them out on the table-top. For awhile he is removed
to a sear away from the work-table.. Now Tom comes over and sits
down at the table. With rapid movements he starts spreading paste
on the cut -outs as they afe handed to him by T.; who then takes
'them and places the'm on the cardboard background. Meanwhile the
assistant (A) has returned Jack to the table and is guiding'hishand.in
pasting on the windows and doors of the house.
Tom now starts to stick the pasted cut-outs on the cardboard at
random. T readjusts their positions. Soon Tom gets bored .with
pasting and leaves the table. Despite urging he refuses to return to
the job. Rose now succumbs to persuasion and starts to take part.-:
She pastes the backs of several .cut-onts. Soon a. house, trees and
a sun emerge clearly.
As the, above account shows, this type of-group activity with pro-
foundly retarded-children has little chance of success. Better results.
are obtained when we brini one pupil from Group I into activities
with the more advanced Group II.
This approach is illustrated below.

0AN.

-Who will sit in the empty chair? May,/ 1972.
Rose (from Group I) takes part in a Group II game,sk.
The children are seated on chairs distributed about the morn, One
126

129



chair is empty.: The child nearest to the free Chair calls out or points

to the one he chboses to occupy. this plaee. Sometimes the teacher

has to do.this for the child.
Rose is immensely fond of this game; she can play it tireleSsly and

is active from start to finish. As. soon as her name is Called, she squg-
gles to her feet and hurries to take the empty seat. Her face is lit u

with smiles of glee and she remains animated throughout the game.

Let's draw the teacher March, 1972.

Ted froth Group I joins Group. II for this activity.
The popular holiday, "Women's Day", is approaching. The children

do not possess the general concept-of "woman"; they must associate

the word With a given person. One of the teachers Helen serves

as this model.
Alice starts. She draws the, head a largish circle, slightly askew.

Hinting at what comes next, T points to Helen's hair. Franck takes

an orange crayon and draws spirals of hair.' T., selects a crayon for

Bob and tells'him to draw the eyes. He 'makes two, circles and adds

two short lines for the lips with the same crayon. Then he laughs and

points at Helen. Francie is still at work on-the hair. The other childrep

look on with -longing expressions; Ted keeps asking: "And me?

And me?"
T enquires what is still missing from the drawing. Alice'Pointsto her,

own nose, then draws one. T helps Ted draw the eyebrows. Fraticie

shows by gesture that the trunk is missing. Bob draws the hands,

Ted colors the blouse and Dick the skirt which is outlined for him

by T. Now Bob draws shoes. tick is handed a blue crayon to make-

the sky; he exchanges the blue crayon for a yellow one,...)nd--dr"aws

lines instead. Did he intend this to mean sunshine?
Ted draws a flower, his hand guided by T.
Now the draWing is ready. Together we hang it on the wallboard.

Ted goes for the box of thumb-tacks, and holds it during the tacking.

Dick holds up One side. of the drawing, Francie the other, as T tacks

it-in place.
Ted participates spontaneously and actively in a task which is far

more complex than 'that in which Rose shared. Although his hand is

guided by.the teacher, he showis'the feeling of having participated in

a collective work. This is precisely the result we seeks
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*
several, months of involving Group I pupils in Group II activ-

ities there were noticeable changes. Contacts among the children .

were now often the result of a spontaneous need.
All the pupils, with the exception of-Susan, now carry their plates
to the kitchen after meals. Jack and Torn gather up others' dishes
aS well as their own. Rose has learned to distribute the.table napkinsp
the children before the meal.
The most important aspect of our work, on socialization. at the Day
Center is to keep' fanning the spontaneous thanifestations of help-
fulness and friendliness. This applies to Group I as well as II.
Each sign of cooperation, sympathy and mutuality between pupils is
immediately reinforced by the teacher with a glance, a smile or a fa-
vorable remark about the pupil to another adult. Even the 'smallest
incident is noticed by the teacher; for example, whedone child offers

Photo 28. Serving each other at table.



his hand to another; smiles at another, helpS another with his cloth-

ing, initiates some joint game together. "Help`him",4"Give him a

hand" and "Hold that for him" are suggestions often made by, the

Center's staff,
Self-initiated cooperation among our pupils represent, in, our opin-

ion, our fundamental educational achievement. Examples will be

'found in excerpts from' records given Wei in this chapter.

Socializing activities with severely retarded pupils
(Group AI)

Oidtp II ,consists of 7 severely retarded children and 3 deaf pupils on

a iiigher level of development.

Working in pairs
Many activities which, according to classroom tradition, areperformed

individually are in our Center performed in pairs, e., two pupils

working together as partners. For instance, in cutting cloth or leather,

or in sawing wood, the more dextrous pupil cuts or saws while the

less skilful partner holds the material.

At first our pupils were baffled by the new style of work, but were

quick'to note its benefits for themselves. For instance, when Johnnie

cannot manage cutting leather by himself, he goes to Jim and asks

him by gesture to hold the leather for him to cut. (Johnnie cannot

talk);
A typicalillustration from Our records of paired wor1K follows., -.

Punching holes in leather November, 1971.

Materials: pieces df leather, a punching tool.
T chooses Johnnie and Jerry as partners for this task. She spreads

a blanke-on the floor and sets a wooden stump in the middle. The

three sit down around it, cross-legged. T explains what is to be done

as she demonstrates. She folds over a piece of leather and places it

on the stump. Using her left hand she sets the puncher in place and

strikes thetop with a hammer several times. T removes the puncher;

unfolds the leather and shows the boys the two round holes in it.

This demonstration is repeated several times.
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Now Johnnie. goes to work: He folds: the leather over; puts it down
on the stump, arranges the puncher in position (checking whether
the distances are equal from the two sides of the puncher to the edge
of the leather) Then he strikes it lightly, . removes the puncher and
.unfolds the leather. There is no hole visible: Johnnie flings. put his
arm i in disappointment. T shOWs him again how the hammer must
be struck hard. Now, at the Sight of two holes in the unfolded.
leather; Johnnie's reaction is to leap up in joyful excitement.
Next Jerry is told to do the same task, but he withdraws in fear and
refusal. So Johnnie makes all the holes in the remaining pieces. of
leather and Jerry helps by handing him the pieces after first folding
them in'two. This f J lid is his own idea. But each tithe Johnnie
hits the hammer Jerry covers his ears with his hands.
Afterwards, the boys tidy-up, fold the blanket atid take all the ma--
terials

.!
ba'..ck to their places. .

. Teanjwork

As a general rule, the optimal number for a team is four to six to
avoid obstructing one another. Meanwhile the remaining pupils are

. occupied with auxiliary or unrelated tasks. But sometimes eight,
nine, and even the whole group of ten are involved since the excluded
pupils stand around looking on and wanting to participate. "I., want
to paint!" from Phil, or "Me, me!" from Ted. Though their actuaitlir
contribution is minimal, their willingness, engagement and enthu-
siasm count far more than the effective part they play.
Pupils selected for a teamwork project feel important and proud
of the fact. Even Liza, who usually sits on the sidelines, enjoys a part
in this type of occupation. In fact, the first time Liza showed the least
desire to be active was fit this manner.
Several .recorded observations Of teamwork projects are presented
below:.

-

A model garden December, 1969.

Materials: Large plate or tray, wooden sticks, kleenex, clay birds
(made earlier).
Preliminary steps : The pupils are divided into small groups. T explains
what is to be done: "Yesterday we made a lot of birds out of clay.
Today we are going to make a little garden for our birds. The boys
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are to line the bottom °La-Us tray wits clay and get little sticks

ready for the fence. The girls are to paint the birds. When.the garden

is done, two children will pul on a layer of white kleenex -- that'll+

be the snow on the ground".
' Report of the. activity:

f'

Bob and Jim line a large tray with clay and. "plant"
'little sticks to mAlte a fence. They work
together smoothly and efficiently, in good
spirits. (They tare inseparable rials).

Frank, Johnnie , . break up the sticks into proper lengths-,

and Ricky using one as a. measure.

Johnnie disapproves of Rickie's work, throws his
sticks to one side:He shows Ricky they'are
uneven in length.

Frank also criticizes Ricky ("Shut up, y'broke'em
wrong.")'

Alice and Francie paint the clay birds.

Francie feels responsible for their part of the
enterprise; she continually shows Alice the
slightest imperfection in the latter's work.

Eddie and Phil prepare the snow for the garden by tearing
sheets of kleitex into narrow ,strips. Eddie
is absorbed in this -task. He calls for some -

one to take Phil away ("He spoiling it
I do it"). He works with sustained ardor,
gluing and ;laying the kleenex strips over

the garden.

Bob join`s Eddie at his 'task, helping hint tear-

the kleenex strips.

Francie and .Alice set the birds down in the garden.
/.

Termination: T talks over the work with the pupils. Each pupil, as

far as he can, tellswhat he has accomplished. Each receives a word

of appreciation for good work: Eddie and Bob are singled out for
special mention in view of their perseverance and thoroughness.
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Baking cookies 10 March, 1971.

Materials: flour, 'sugar, eggs, baking powder., flavoring, cream. Uten-
sils inclilde tumblers, cookie board, rolling pin, baking tins.
Preliminary steps: Francie and Ted lay the utensils and ingredients
on the.table. The others indicate these items as the teacher points
them out and names them.
Seven children tak: part,
Record of the activity: Bob pours some flour onto the cookie board.
A 'helps Ernie pour sugar into the measuring glass, then. Ernie pours
the sugar over the flour, adds a little cream. Dick and. Phil follow the
same procedure. First T demonstrates, then each child in turn prac-
tices kneading the dongh. The other pupils are 'busy carrying ingre-
dients and utensils. Francie greases the baking tins. Bob kneads
"like areal baker", a compliment frail. T which produces a grin of
delight. (When Phil first tried. to knead dough, he was incapable of
making the movements; but after only a few tries he began to preiS
down from the wrist and knead properly. Now kneading dough is
one or the few motor operations Phil can perform well.) Ernie is
trying to knead but his efforts are even more awkward than were
Phil's first attempts.. As soon

out
some dough it 'ready, Dick rolls it

out; Francie and Alice cut out the cookies with a tumbler, and place
`them on a plate. T and some of the other children transfer the cookies
to the baking tin.
The participants show real pride in the task and its product. Once the
cookies are baked, the.pupils piss them around to the staff members

.* and the children of Group I. Often they take cookies home with them,
to the pleasure of their parents. ev

'Cookie-making is an activity that lends itself easily to teamwork.
The pupils can be largely independent at this undertaking. Now,
after many repetitions, a word or sign to show the plan for the day is
enough to -let the child= in action moving tables, putting on aprons,
getting the equipment and ingredients ready. Nor is there any diffi-
culty with cleaning up afterwards. Once a suitable division of -labor
has been made, the teacher's role is almost negligible.

'Cookie-making follows customs
lie adapted to this purpose.
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Once again we stress the aspect of soeial acceptance of work doie.

The product of a joint effort is, witicOut fail, commended aloud,by

the teacher, assistant, Day Center eat:actor and other staffmembers.

hue the greatest pleasure of all is derive& from the opportunity to

proffex one's work to an adult. Semetintes.thii is done feciteh child

individually; sometimes it becomes a form ofreviard, the best workers-

forming a delegation to make the presentagon, P

Always, before begirining`a rask, the children are, informed before-

hand for whom they :are doinglt, This has'aMobilizing effect, partie-

ulatly if thaf person is one with'whorn the pupil has an emotional

tie (his 'mother, or teacher).

The chain method
Teamwork activities by the chain method require mare careful prep-

aration than do any 'other forms of collective work: his type of

ctivity-consists of a Chain of operations in a given order, which ter -

minate in a final product or series of products. Each link in the chain

is a task performed by one (or more) children, and is part of a whole

sequence of tasks. Thus each child receives his task at some stage of

progress toward the end product; he does his part, and pasts the

onZvthe child aworking on the next stage. -

Grbup actiiities-by the 'chain n:ethed have the advaittege that all

pupils can participate regardless of degree of capability and knowl-

ec e;,simply; the less able pupil performs theless skilled eperation.,

The. Chain method is illustrated in the following aamples from our

records.

A greeting card for Women's Day March, 1970

laterials: Bristolboard cut up into rectangular cards of desired.size,

an office puncher, fancy ribbons, scissors, illustiated magazines,

glue, brushes, envelopes to fit the cards, postage stamps.

Preliminary steps: T tells the group that Women's Day is coming

soon. The pupils then name those who will be honored on, this occa-

sion (including their mothers). Now they are informed shat these are

the persons for whom they are to make greeting cards, to be sent by

mail.
WithA's help, T distributes the materials to each child according to

the opeiation he is to perform.
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The children are excited at this new ,activi
idea of making a gift.

f activity: (see Scheme I

hi' min ' card!:

ach child began to perform the part of the task assigned to him.
ins. punches 2 holes with the puncher ois the left side of each piece -

of cardboard and hands the cards to Johnnie. Meanwhii, Bob cuts,
the string into appropriate lengths and also hands them7-'-fo,Iohnnie
who sits across from him. 'Johnnie 'matches MVO .cardboard pieces
together and threads the string through the holes, joining- them.
Harry ties the bow knot. At the same time, Franck and Alice cut out
pictures from children's colored magazines. Now Frank g,Ite'Ntiltese
piFture5 on the inner side of the greeting card. Ernie also cuts out
pictures, bat_' sihoe his performance is net up to standard, -these
pictures are not used. However Ernie appears to be getting real
satisfaction from sharing in the work and doing something for his
mother. Ricky inserts the greeting ecards into envelopes and pastes
postage stamps on the upper. right hand corners. Eddie takes the
envelopes from Ricky, glues down the flah and hands the closed
envelopes to T who addresses them to the parents.

Framhig postcards . April, 1970.
rials: Hen cardboard, postcards (selected according to topic),

colored paper, white paper, scissors, glue,bireshes, linen su'

*S.-bunt dim rsvmanDy xere.r td et4 err gag= but la th* utt=sail cagrIglatian
*Ind Igo* of Kark.
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jinx, cuts the colored` per into strips itiong is iea i lines Bob

glues a pos card in the center of each piece of cardboard; and hands

them on to Johnnie. Minx& glues snips of colored paper on four

sides of the poitcard, making a picture frame. Ramie evens the

edges by trimming the lengths of the strips. Meanwhile Frank is

cutting `arid: sized strips of white paper, and Ricky is snipping

2-inch lengths of string. Tho both pass theseroaterials to Bbb, now

on his second liob gluing the ends of the cord to the back of the framed

picture held fast by the white paper strips, thus making a loop for

hanging up; The pitture is now ready. ,

T and her assistant have helped ,on the more dcult parts of the

task: helping Bob to the postcards, guiding Ricky's hand

in Cutting the lengths of cord, aiding Bob to glue the loOps.

Paintiiig cubes February, 1970

Motet's cm lumber l m long, a saw, poster paints (3 colors),

brusW.
.Preliminary steps; The children are seated appropriately, Ilarry, the

most eflicien pupil, is "to saw the lumber into cubes. The others are

to paint them different colors. Alice spreads a protective paper on` the

table;
Report ofactivity.: (see Schertai''3).

saves the lumber into cubes and hands theta to Jerry. Jerry
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Alice -.7-,---..-1.- rAinek .-----71- I I

Scheme 3 Paitu4 cubes

paints four sides of each in blue, and hands, them to Alice beside
hint; Alice paints one end another color and passes them on to'Frajicie.
francie paints the other end and lays the cubes down to dry.
Harry is the -only one to need help. The teacher holds firm the.

.pieces of lumber as be saws them. Then Johnnie joins in and takes
over the teacher's role of assistant The work rnOves along smoothly;
Bch. panages his own part of the task. Alice waits patiently until
she eceives the cube from Jerry, while Jerry waits till Harry hands
11-in-/leach sawed iegment. No intervention ott the teacher's part is
necessary.
The chain method requires of the child that he pay constant attention
to what his work-mates are doing and to their working pace. If one
is-sloW, the next must wait for him. Each' must keep in cormunica-

- tion:with the other.
As a teamwork task becomes- more standardized, less guidance and
help is needed from. the teacher, which is one of the advantages of
this method: The greater the cliildre'n's independence, the more
their satisfaction in a common production. Even .the least skilled
among them, for exaraple. Ernie (see Scheme I), is exposed to the
climate of working together; he, too, feels himself a collabOrating
member of the team despite his nonproducrivity, The teacher evil-,.

mates the work according to the effort and enthusiasm put into it
by the pupils. The beneficial results of the chain method were once

`. eloquently expressed by gddie. This boy, whose share in the common
tisk is minimal, was firs` one day to answer the question: "Who did
that piece of work?" Hi proud-responie was, "Mel"

Significance of th, e.arrtwork method. Contrast to the
traditional method
Let us begin by contr sting activities conducted by the tradition4
method and by the t work method, using graphic models for this
pi:wpm Scheme 4 sho s the traditional approach, while Schemes 5,
6 and 7 present various teamwork models.
tcheme 4 shows that 5 children (C1 etc), under the eye of the
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teacher (T), execute the same task (t); there is no cooperative ..giNe-

and-take among them. The less able child ,(Cx) in the traditional
systeni has no chance at all of successful participation.in.the task as

a whole, but is 'necessarily exposed to failure. Contacts among the
pupils are limited to taking instructions issued by pnly one person,

the teacher.

ti Legend

C2 C- Child

Teacher

C4 . ti t- Task

Cx t Ca-Less able child

Coi.itact

Scheme 4 Model of group work according to traditional
system

.On the other hand, we see from the teamwork models (Sc emes 5,

6 and 7). firstly, thar'social contacts..1(the: arrows) are richer between

all participants. For example,. in Scheme 7, C2 must attend to the
teacher's inst.ractiOn and at the same time attend to C, (who is wait- .

ing for his work) as well as to Cl (who is handing him his finished /
part). Secondly,, we note that Cx can be a useful participant in the
whole task. For -example,-in Scheme 7, Cx might put the finished
product into a box. Thirdly, we note that each pM-ticipant not only

fulfils his-particular share of the task, but sees it as part of the whole,

and all \other tasks (ti, T2, etc) as' parts of the whole as well. He is
particularly interested in the final stage. (t5) which is the finished
product. As a result, interest in. the whole task, as well as in each

part,, tends to rise.;
Teamwork has importance, therefore, not only for enriching social
contacts but also for fostering mental concentration.
The child ...who takes part in teamwork must be 'vigilant and ready

for a large number of contacts with others; he cannot restrict. his
attention to his Own-segment of the task: He.must see what his neigh7 -
bor is doing and what material he Will have to deal.with in a MOment;,

on the other hand. he :mint pass on what he has done to the next.



Scheme 5 Working
in pairs

Cs

Ca
Scheme 6 Working

in larger groups

child and make:sure it is prepared for that child as well asostible:
At the same time, he: anticipates the result of the whole task, which\
requires arinental grasp of the complex situation and of his own plac4.
in it. This calls for an enlarged perceptual field, attention focus andt

.. switching, which in a word constitutes a greater mental effort tha&
is required by the traditional System.
Teamwork-modelled activities favor the growth of.a sense of one's
own worth, even in very severely retarded children (Cx) who by. 4.

working individually have little opportunity-of experiencing success.

Such activitiei-are particularly beneficial for anxious and tense children
who are excessively prone to fear of failure. When.an activity is run
by--the traditional Method.; the child,,feels he is bearing the cadre
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,responsibility for the task. Often such a child' is. exposed to states of
extreme tension, waitin IgZoLeither praise or reprimand. But when an
activity is run, by the teamwork method, psychological strain is
.alleviated, since praise or, blame is addressed to the whole team.

In the Day Center we have organized activities systematically 'along

the lines laid down above. As,mentioned 'earlier in this chapter, the
teacher's approval was displayed at every ihow of minual, aid and.
cooperation among the pupilS; With time, this led to the emergence
of spontaneons cooperation in the daily doings of our pupils. In the
next part of this chapter we present some examples which seem to
us to be-good illustrations of these results.

Section 2
Diversify of social-life---aLthe Day Center.

Interest in the other persomand adjustment to him, which is in large,

./part due to a systematic application 'or teamwork methods, led in
/time to the spontaneous emergence of a specific social structure among
the Day Center children. In this structure,' each had some social

.irole to play: plaY Partner; co-worker, friend, care-taker or care-object,

or simply a passive but involVed spectator.
On Diagram' 2 in Chapter 2 we have shown the social links observed
among our pupils as compared with their mental age and personal-
social maturity levels. Here we present some descriptive material.

The excerpts from our records which follow show how diversified
and qualitatively different the social contacts can be among children
who not long before were labelled "uneducable":"

Being among age-mates as a source, of enjoyment

The kind of social eXperience accessible to the most retarded child
that of being in a group of others of his "own age. Mere presence in

such a group is, for such a child, a source of rich sensations and deep
feelingS, thoigh rarely exteriorized (for lack 'of, speech). On occasion,

4owever, these states of feeling are expressed in eloquent ways.
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November, 1970.
"Rose is always aglow on Mondays. She often kisses her school
smock." Rose overheard this remark by Helen to another teacher,
came over gesticulating, embraced Helen and kissed her.

November, 1971..
.

Jack often changes his seat to be "nearer a group of children. When
Rose or Jack are alone in the,Center for some reason (for example,
when the other pupils are out on a longer excursion than usual),
they_ grow disconsolate. J4,ck looks around impatiently and accosts
anyone, passing by. -

. December, 1971.
"All gone". For several days Sam has kept repeating this and spread-
ing his arms. There are only a few children now at the Center because
of the Christmas holidays. Sam does not usually join the group life
openly; almost always he refuses to take part in an organized activity.'
He dislikes moving around because of his bulk and defeetive posture
(one .leg shorter than the other;) he likes watching from his seat by
the. wall. He likes to know what is going on.

April, .1970.

Phil is one of the best developed mentally at the" Center. At first he
could not contact the others and to all intents and purposes did not
seem to need them. But, as it soon turned out, he also wanted the
company of others his own age. When everyone was back after the
Easter holidays, he told us: "It was okey with grandpa, we went for
walks. But I like school. It's better here."
From his grandfather's account, Phil missed the other children
greatly and looked forWard eagerly to returning to the Center. He
came in. wreathed in smiles, highly elated, and greeted all the children
ceremoniously. He told the teachers he was going to be very good.
Despite the greater restrictions on his freedom, Phil prefers group life
at the Center:

January, 1972.
Charlie never makes any overtures toward the others. But .the children
take an interest in him and express their good-Will. Charlie, in return,
always smiles at every gesture of friendliness.

April, 1972.
Liza is sitting beside Charlie and talking to him. She makes him sit
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doWn' and get up, leads .him everywhere by hand. Charlie submits.
with' a smile .to all her orders. He is obviously very pleaSed over the

interest shown in- him.
Liza is often aggressive toward the other children. With Charlie,
though, she is gentle and evendelicate in her ways.

Helping- the weaker ones

The presence of Weaker 'Children, less able physiCally, is often a sum

ulus evoking ,assistance from the more skilful pupils.
T October, 1970.

. .

For -)the first time Phil spontaneously offers to help another child:
he helps Lem go down-the stairs.

October, 1971.

Alice looks after Dick. It is very obvious' that Alice singles him out

for special attentions. She ties his bib around his neck, helps him get

dressed and undressed. She strokes and kisses his foiehead. But
she is severe With' him, too. Today after Dick had scratched Liza,
Christine (the teacher) asked Alice whom she liked best., When Alice

did- not point to Dick, Christine -'asked in great surprise, "Don't.
.you like Dick?" "Liza cryDick hit 'er", Said Alice very disapprov-

ingly. Her preference for Dick was gone fore a while. Today She

chose not to favor him. .

Alice's attitude to Dick is One of many examples that could be given

of more able children ministering to .younger and weaker ones. It

is also worthy, of note that our-pupils often are attracted to small .*
children, either their younger siblings or the children of our Center's

personnel.
April, 1971.

Ted likes babies. He approaches- them, looks at them as if at a toy,

and touches them gently with his finger-tips. Today, after, watching

a small child, he asked for some- money. When asked what for, he

smiled ever so sweetly, pointed to the child and said, "Buy".
June, ;1971:

Johnnie played ball today with a little boy he met in the park. Johnnie

is a big strapping fellow, temperamental,and highly excitable. But

he handed the ball' to the little boy very gently, knowing full well
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he was playing with a younger and weaker child. This required
controlling his strength and normal energy. The two played together

4 this. way for about 10 minutes.

Grasping t'e. social situation
Evidence that our pupils feel empathy with others and grasp the social'
situation is contained, in the following observations.

November, 1970.
Harry. has just been to the dentist's. He becomes the centre of general

.

concern by the staff, *hereupon both Ted and d Peggy develop "tooth-.
aches".

May, 1972:
am, who is sitting at some distance from Charlie, keeps casting

gfances in his direction and repeating.: "Upset... upset". The teacher
asks him: "Who's upset, Sam?" Heanswers,- "Sam upset". "Why ?"
"Charlie burn hand", is his reply.

November, 1969.
Johnnie keeps squirming in hitchair at the table. Finally he jams my , .

leg between the chair and table leg.. As a measure agreed on be-
forehand with the other staff members. I put on a very upSet expression
and have the nurse bandage my leg. Most Of the _children flock around
to see, and show concern over the "accident". Johnnie is upset, too,
and even grows pale, begging-ply pardon with gestures and pleading
eYes. He takes itif anm and helps me into the office. He understands'
the situation and helps as much 'as he can.

Muttial assistance and solidarity

September, 1972.

Francie (who is deaf) is confronted with a task beyond her powers
during rhythmics. She is to distinguish between the sounds of differ-,
ent instruments outside her visual field. Duplicates of these instru-
ments are lying in front of her. She is to point to the.one she has just
heard played. She looks as if she were listening carefully, but is

'9 trying to see which instrument the instructor is holding. When all
attempts fail, she fixes her eyes upon Alice and in rapid succession
points -to the two instruments, before her. Alice's reaction is instan-
taneous; she. nods her head each time Francie touches, the; right in-
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strument. This. exchange of information is so discreet and rapid that

-if one didn't know that Francie is deaf, one.would not guess it from

her responses.
March, .1971.

Franck, usually the first pupil to arrive at the Center, always waits for

Alice. Today she sees Alice. arriving with a heavy parcel in her arms.

Francieruns down the steps into the yard and helps her friend carry

the parcel up'stairs.
February, 1972.

The whole school is leaving on an excursion. As it turns out, there is

one place short in the car and unfortunately it is decided for

Johnnie, the most mature of the group, to stay behind. BUt Francie,

ALice,Phil, Billy and Jerry all beginto beg the teacher to let Johnnie

come.
So of course Johnnie comes, despite the tight fit in the car. He is

very pleased at this turn of events and so is everybody else, as wit-

nessed by the laughter andmerrymaking. Johnnie himself greetsevety-

body as if he has been away for a long time.

This shows how much the children are used to -being together, how

they Teel they belong in a unified group.
June, 1972.

Slices of cake are being setved:' Jerry is overlooked as he is sitting

apart from the others. First Franck, then Johnnie, notice him and

begin' pointing hinrout significantly.
May, 1972..

Johnnie is always slow getting dressed despite every urging. Today,

I was slowly getting ready to leave with Harry, Billy and Liza. Liza,

who was holding my hand, kept turning around and calling, "Come

on Johnnie" and "Hurry up". The others stayed with Johnnie,

Frahcie handing him his clothes, Alice and Jerry helping to tie his

laces. Johnnie started to move.a little faster, and soon all four caught

rs up to us together.

The profoundly retarded children (Group I) also display some

forms of mutual assistance, as the ollowing.observations show.
May, 1971..

Jack is carrying out several .instructions that demand effort and



concentration; he is collecting play materials and carrying theni to
their places in the clipboard. He pickS up Rose's apron and hands
it to her.

December; 1972.

Jack goes over to Rose and hands her a gramophone record which,
he picked up from another table. Nowadays, Jackxfrequently offers
an adult or another child some object or toy. Before, he used to
throw anything he had in his 'hand down on the floor.

Displaying tact and good nianners
As mutual ,contacts gretv-iii frequency, we noted' certain 'signs of
tactfulness and even gallantry toward the teachers. Typical of this
is Harry's grasp of a situation "in company", as the excerpt below
illustrates. .

June, 1972.

We had entered a sidewalk cafe for lemonade and biscuits. Each
had received one biscuit. After Harry had eaten his, he reached, to
the plate for-another. one. I said, "That's Christine's biscuit. Leave
it for her". Again Harry reached out for it and I spoke sharply. But
Harry just picked.. it up, saying, "Take to Christine ". Sure enough,
he took it to ChriStine (the Other teacher) who was sitting at an ad-
joining table.

October, 1971.
We had all: sai down at the dinner-table. The children had already .
received their plates and were starting to eat. I alone had no plate
of food. I covered my eyes with my hands as if crying. Billy rose.at
once to his' feet and rushed to the kitchen, Francie after him. Alice,_
bemused, began to looarond and stopped eating. Billy and Francie
(both deaf children) brought the teacher's assistant from the kitchen
and showed the missing dinner-plate. All were very concerned, and
refrained from eating until I had received my dinner.

June, 1972.

Usually the bus we take is crowded. The children are quick to note
when a seat is freed, and point it out to the teacher or to each other
with the idea of someone taking it, usuallysthe teacher. Politeness to
the teacher, carries over to sfrangers as well. Often if the children
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see an elderly person in the bus, they inquire if they should give up
their places.
Liza is talking steadily to Alice. Johnnie places Jerry on his lap and
"talks" to him, too. But when Liza's chatter goes on too long, Johnnie

Sri places a finger on his lips' in a gesture to be quiet. Since Liza pays no
attention, Johnnie waves a finger at her threateningly, at the same
time poring his finger again on his lips..

Initiating collective play
January, 1970.

Johnnie (who is deaf) began the game. You could call it a TV in-'
terview. He holds one end of the skipping rope to his iips and "says"
something, holding the other end to the mouths of different children

seated on the bench.
Of greatest interest to us are those games and play contacts involving
the profoundly retarded pupils of Group I.

November, 1970:

Ted (Group I child) is constructing something together with Jerry;
one of the most clever pupils in our Center. This is not an uncommon
sight.

October, 1971. '-

Liza, often plays with Jack and Charlie (Group I pupils). Today she
got Jack to move over to the tab% and sit up straight in a chairi'
now she teaches him how to clap his hands. She takes his huge hands,
which demands considerable effort, and brings them .together in
a clap. If the clap is not as'loud as she wants, she repeats the action.
If it is a good clap, Liza kissei Jack.

May, 1971..

Alice is seen running around the yard, catching,Billy and hitting him
with a twig. You could not call this aggressive behavior. It looks
more as if Alice were challenging Billy to play with her.

Work in pairs at various activities organized by the teacher has also
inspired spontaneous partnership play.

April, 1972..

Yesterday, Francie and I put together a mosaic puzzle, pressing
variously colored thumb tacks into a speCial board. Francie put in
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orie tack, ten I another, and so on, turn and turn about. Today
Frantic and Jerry stsrted to play the same way. First Franck put in
a tack, then Jerry. The initiator of the game was of course Francie.

May, 1972.

Johnnie and Franck are seated across from each other at the table,
each working on mosaic patterns. Johnnie works first on a floral
design, then on a traffic-light drawing. Francie imitates him, and
reproduces his pattern on her board.

May, 1972.

In a free 'period Francie starts a game. She plays with Jerry, rolling
ball to him under chairs that serve as gates. Then she gets Jerry to

help her place the chairs in various positions. Jerry follows her lead.

May, 1972.

Phil begins a game with Jerry. It is a game for two players, each
throwinglo the other simultaneously a big plush block. Phil calls
out "Hop!" and they both throw to each other. They are much amused
by this game and play it for about 10 minutes.

Assisting one anoth at work
February, 19717

Harry. saws lumber into small cubes, the teacher holding the wood
for hint She leaves him for a moilierg_to settle a dispute between
Phil and Liza. Johnnie seizes, the opportunity to take' the teacher's

place. He has been obserVing how Harry is working.. Now he holds
the piece of lumber firm and straight until it is cut kip into cubes;
then hands Harry the next pieCe to cut. The whole thne he "talks
away" to Harry as if to instruct him how to do this. 1:fatty smiles
calmly, unlike his usual reaction when he is disturbed at 'his work.
He accepts Jolmnie as his assistant, (See "Painting cubee' for fuller
description),

1971.

Alice, Francie, and Johnnie are all three stifling a cake. Alice and.
Francie hold the<bcnvl, each on, one side, and Johnnie mixes the batter
with a large wooden spoon. He is a strong boy and the job is easy.
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keeps the.girls by gesture to hold on tighter to the bowl.

Aliie takes her bands off altogether. Johnnie gestures at her to keep

on holding it for him. The teacher intervenes and changes their

roles. Now Johtude holds the bowl while Alice *does the mixing;
hen Francie has a nun. Johnny, a boy bursting with life and initia-

tive, soon tires of an activity calling for aincentration and immobility.

Phil takes his place, but neither can he carry out this task for long.

All the children, to vaiying extents,.givc a hand at this task.

Jerry was cutting ,picture= out of a children's magazine. This is his
favorite occupation. Alic1 was taking his cut-outs and pasting them

on a cardboard. Harry was now free after finishing another job and
asked hint to cut out some pictures ttio, handing him some maga-

zines and a pair of scissors. Johnnie. sat down beside us; he had been
,watching Jerry and Alice at work. Nov he went and got a brush and
Pet of paste from the cupboard, and asked for a card. He wanted to
do i.nhat Alice and Jerry were doing.

May, 1971.

June, 1972.

I
.

asked Jerry to .cut Apt some narrow strips of tissue paper needed
for the job we were doing, Jerry took the tissue paper and scissors,

and tried to 4rry our the instruction. But he 'did not have much
success. Jerry (who does not speak) gestured to Francietg.helo
Francie 'lila the "ssue paper for him while he cut. Jerry 'explained.'

something to Fran . They kept exchanging smiles throughout.

.
Whenever something new happens at the Center, every pupil is:
intirested, and joins in spontaneotgrY..An illustration of this follows:

November, 1971.

was busy hangi g up some hooks for towels in the bathroom, and
was looking for some In a drawer. During the search Jerry joined

He handed me a hammer. Then Johnnie and Franc* came along..
Theo held the nails and eals. I signed to Johnnie to bring me the
screw-driver and pliers, which he did. Francie itin off for a nail while

Johnnie worked on extracting some nails from 611 wall.. Torn came

into the bathroom and attentively watthed us at work. Then he
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ull some mss. outF of the wail. Dick alsg came to see what
'age
pow) was interested in the fob at hand and pleased at

an opportunity to do something useful. After the nails were
n, Franck brought her towel to hang up. Later, she caught Christine
by the band and brought her into the bathroom to show her what
new thing the children had done.

Managing without adult help
-.Gradually wie try to reduce our help, especially during dressing and

undressing. When the new school year (1911-2) opened, it WO
decided that the children should from now on dress by themselves.
While adult help could not be totally eliminated, it could be cut
down to minimum, czu, for exampis, aobuttoning and lacing boots.
Tn fact, the pupils so.on learned to manage. They called- on "Any
wh9 Obligingly tied and untiedlaces and even sewed on buttons. By
now pupils idGeoup II do not need the teachers' helP irtMssing.

June, ,4972.

Group 4Dpits.. w priming sandwiches. Tbe work was going
telad and' eay *eled 'and sliced the chambers. Liza and

Francie any as well, buttered the bread and rolls. Dick Aka the
radishe Jerry come ruo min over as I started getting ithe drhAts
ready e stayed and helped me throughout. Later the children
brou t the mugs, the s ar-howl aiud the spoons to the table.
Jerry anal° add sugar to the drink.
Hat waled to eat the nthvichee as soon as they were made;
he did not understand th e had to be enough for everybody. He
looked very unhappy when molded but did not uch the eeandwiches
again. 'L

The child= offered the, sandwiches to the adults fuse. Then they
eat down to the feast. Two of the more restless children (Liza and
Jolumic,) were absent that day, so the mood was reined. Harty,
Fraracie, , Ray and Dick sat quietly eating and drinking. For
part of the time they were left on their own, When I returned' they, '
were sitting peaciefully at the table, Afterward they cleaned up by
thetneelves.
After lunch they set to work getting dressed for outdoors. Francie
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Dick a hand with his boots but could, not cope with c

,while Harry had the idea to dust*the doors. Francie grabbed

him by the hand and led him to Dick who needed help With, his both

laoes.

Comparing present activities with those 3 y ago, we noic that

the children are both moreefficient about their work and more lade-

pendent, The teacher's share is reduced to the odd instrtiction and

to general supervision. To a considerable degree our pupils are

to organize their work and play.
It is wirth noting that the number of aggressive behaviors have

diminished. Moreover, the children began to solve their conflicts

by themselves:"

g conflicts without adult late
May, 1972.

Phil kicks Jerry, who cries. Johnnie runs to jetryand starts to com-

fort him. Then Franck sits beside the injured one and begins to

cuddle him and stroke his head. Meanwhile, Johnnie greatly worked

up, tries tt reconstruct, the event. He signals ,to Jerry, enquiring

whether Phil kicked hito and if his leg hurts. Jerry begins to sob all

the more, The children cluster around Phil with threatening gestures.

Phil is worried; is more concerned over his playmates' attitude than

over the teacher's reprimand. Ordinarily he shows no penitence when

scolded; either be fails ,to react or Jaughs it off. Now, confronted by

general indignation, he graSps that his behavior had licen at fault.

For a long time he sits in silence.
October, 1972.

Phil again disturbs the peace, but this time the children really fix

him. They, push him under the table, shove the table against the wall,

and sit on chairs around the table so as to prevent Phil from crawling

Out. They are Johnnie, Francie, Alice and Jerry. The initiator of the

move is Johnnie.

DeVeloling friendships
Frieralships between pupils play a lane role in their lives. Each

friendship has a differea quatity;tAlice's attitude to Dick has already
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been mentioned.. Another example is the, comradeship betWeen the
sway slight 1 o Jerry and th6 tall lanky Harry. Of this Pair, 'the
mei is the one to take care ofthe latter.

October, 1971.
Harry is a little "lost" in this world. He is totallyincapable ofdefend-
ing himself against aggressive attacks from others. On his owii-Jerry
started to 'take him in charge. When we are out on a walk, Jerry
fakes Harry's band. He is the one to look around before crossing
a street, and to pull Harry along faster when a car approaches. He
chides Harry when he does not approve of `the latter's behavior. If
anyone triesto harm Harry, Jerry yells at him or calls for the teacher's
aid.

It canna be said with certainty what factors determine this friendship.
Perhaps Harry's height and potential physical strength give Jerry the
sense of security and power he himself lacks.

, May, 1970..

Sam has singled' out Peter and Liza= But of the two Sam is most
attached to Peter, of whom he is passionately fond. He sits motionless
for hours looking admiringlyat Peter while the latter does nothing but
sit placidly. Sam will not move from his seat without Peter.

December, 1971.
Sam refused to carry. out a test task set by the psychologist. To
change Sam's mood, Peter is brought into the office: In the .latter's
presence Sam performs all the tests rapidly and efficiently.

The abdve documentation constitutes evidence that 'the daily life of
severely retarded children can be rich and diversified, full of novel
experiences, conflicts, enjoyments, upsets and readjustments all
of which ire linked to their sense of belonging, to a living 'social
organism.



Developing
Verbal

Communication

by Cecylia Dobrowolska and Hanna Olechnowicz

Tinqtlestionably the task of teaching the retarded child to use language

is an extremely important one. Yet one should never lose sight of

the fact-that speaking is not in itself a teaching goal but is only a

means toward the maximal development of the child's social per- ,

sonality. Let us consider the main functions served by speeCh.

Speech as a form of social contact

In the course, of any child's growth, whether normal or retarded,

there are several successively emerging forms of social contact. First .

.of all, the child seeks the presence and proximity of a social partner.

. Then, non-verbal emotional communication develops, such as smile

exchanges, interest in and comprehension of facial expressions.'

With further deVelopment of the individual, this form becomes more

refined and elaborated. Thirdly, non-verbal communication develops

through the medium of objects.: the child offers someone something,

points it out, gives and takes it back again, manipRlates it together

with an other. Only as non-verbal communication expands does the

need arise to use a new, richer form ofcommunication, that of language.

it should never be lost from view that the non-speaking child 'who

has developed good tools for non-verbal communication can live

among others as practically a fifil-fledged member of society. On the

other hand, the child who speaks but is unable to make non-verbal

social Contacts is difficult and maladjusted, unequipped to share

harmoniously in the life around him.

Teaching verbal communication should,,, therefore, always start from

establishing non-verbal forms of social communication, and retain

close connection with them. 4 151



Key words indicating progress toward social person-
ality developtnent

The Use of verbal symbols is closely connected with the development
of social personality. Without going' deeply into thiS subject, let us
lima ourselvei to pointing out the significance of a few -key words
whose use shoWS that the child is making successive steps in person-
ality It should be stressed that the -child's use of key
wards has greater significance for his development than a large vocabu-.

lary and fluency of repetitiOn. These key words -are:
"Mommy", which indicates that the child is expressing his wants
and addressing- them to a given -person whom he is able io single
out from all others;

.

"no", which Means-that- the child,has reached the stage when -he nO,
longer opposes the adult as the infant does by physical resistance,
agitating, grabbing, and so on, but in a socially acceptable verbal
manner;
"I" or "I do it" (or equivalents), which indicate that the "child has
attained a rudimentary notion of his own' separateness and identity.
He is now capable of feeling that his worth depends not only on
affection and praise from -Others but' also upon his own enterprise

-(see examples in Chapter 5);
. .44

"yes", which signifies that the child is no longer passively submitting
to adult will 1:0 is capable of complying voluntarily through reason-,

ing based on. comprehension. It is to be borne in mind that the
maturity to say 1"yes" with understanding must always be preceded
by the ability to say "no".
"we (us)", signiflying that the Child has gained the ability to see himself
as a social partner with others, and has grown out of the stage of
egocentrism in which all events were referred to his own perSon and

Wishes. This is a word,yery rarely used by the severely retarded al-
though the concept is surely accessible to them. The Day Center's
pupils have not attained the mental maturity necessary to use the
form and concept "we (us)", yet we have been able to educate them in
-the direction of lessened egocentrism.
Here, as 'illustration, is a conversation during which the child's
attention is directed not to his own person but to other children.
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Teacher

Phil:
Alice:
Teacher :

Harry:
Teacher :

Children:
Teacher:

Ricky:
Teacher:
Alice

February, 1970._ -'

I saw Frank help the others get =dressed
for gym. I was proud of him. Does anybody
else know how to help ?
Francie tidies up, sets the table.

Alice wash,Eddiel
Tell us hoW you help at home.
Helps.
Harry washes the floor and then he waxes

it. Harry carries heavy parcels for his
mommy. What can Jim do ?

Clean up.
Jim can sweep very well, and place the
tables. Now what can, Johnnie do?

Johnnie he 'give spoons, he wipe tables.

T-e11-_--me,-,which of our children need help?

Eddie,

We see from the above conversation'' that most of the children are

not speaking about themselves. Phil speaks about Francie, Alice about.

Eddies Ricky about Johnnie.

Speech as a tool to express desires

It should be stressed that, even where the child has a very pdor

- repertory of words and concepts, the ability to communicate by
means of words has an extremely favorable effect on harmonious in-

teraction with others. If a child cannot putinto words his experiences,
"needs and -desires, he -uses gesture and mimicry which may not be

ttItterances of children were noted by the teacher as accurately as possible immediately following each

conversation. The; English translation is of course an approximation.lt is intended to reflect as fat as

possible the vicious levels and characteristics of speech retardation. The following conventions were

adopted for translation:
I Normal speech' (represented only by Phil) is noted by standard English written forms.

2 For utterances produced with di:knit), (halting, delayed, indistinct speech) breaks are indicated

by doubts, and words are broken by hyphenItion of syllables.

3 -- Rudimentary grammar is translated
according to,differentiations found in recent research

findings On English developmental gramr4r,
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understood, When the adult fails to make a correct guess at what is
preoccupying the child, it may lead to an outburst of anger or desper-
ation. These in turn meet with reproof or punishment, contributing
to mounting tension and leading to the next emotional outburst.
This forms a pattern whichtTrequently underlies severe behavioral
disorders, difficult fo uproot later. The child who is capable of express.7
ing his wants in words ,is less' exposed to this type of situation. Re-
search findingS on the normal infant have shown that uncontrolled
emotional outbursts begin to diminish when speech emerges.
Here is a record of a conversation in which words were intentionally
used by the child to transmit his desires.

November, 1971..!

Harry has just returned to, the Day Center after a holiday break and
is trying to share his experiences with someone.
'Teacher: Where did you go, Harry ?
Harry: Ponfiechowek. In a bUs.

.Teacher: AndWould you like to go back there again,
Harry ?

Harry.: No. Won't go back. Doesn't like it., (Harry
always refers to himself in the third pers'On
singular).

Teacher : Why don't you want to go back there,
Harry ?

Harry: 'Coz 'they hit.
Teacher: Who hit you?
Harry: Jennie. Come back in,a bus. Won't go back.
Teacher: 0. K., Harry, you won't go back there.

again. You're staying right here with us.
Here the children don't ever hit you.

Harry: Here, school. Mommy come. Won't go
back.

Harry is dominated by anxiety feelings. He is particularly distressed
in new surroundings and with unknown situations. Despite his primi-
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.tive speech :forms, he is fully intelligible about his desire to remain

hi the Day Center's faniiliar surroundings and under his mother's

. care at home.

Speech as a *means to express emotional states

At every, level of human development there exists a need to express,

communicate, or exteriorize one's inner experiences and emotional

states. Even the baby exteriorizes his feelings, most often in a gener-

alized manner through chaotic inOtor, activity, inarticulated vocaliz-

ing, laughter and crying, later through aggrLtssive outbursts as well:

Such forms for release of emotional tension are tolerated and accepted

within limits in the infant and small child, but in thnnentally retard-

ed school-age child they are looked on as abnormal and "wild" ways

of'behavingt They evoke disapproval and lead to rejection of the

child at the very moment 'when he most specifitally 'needs human
.

contact and understanding.
It is therefore important for backward Children to have the opportU-.

pity to express. their inner experiences through various means:

movement, dance, song, drawing, free play and through verbali-

zation as Well.
The teaching' program should include the kind of activities that not

only presents patterns for the child to reproduce but also permits

him a dertain leeway to select his own means of expression for erno-7

Anal tensions, This approach is known as the projective method.

During such activities the, child ,projects his feelings into what he

does. For instance, he chooses bright colors when he is in a. cheerful

mood, or dull colors when he is feeling unhappy (see as an example

Plate I). Or he selects a topic for drawing which relates to his momen7

tart' preoccupation. Both the need and ability to give free expression

to one's experiences, in some forth or other, prepare 'the way for

verbal expression.
Certain outdated textbooks tell us that the mentally retarded person

is only capable of passive and mechanical reproductions of the Simple

acts taught him. This is untrue; at all levels of human development

the individual possesses the capacity mexpress his experiences'spon.:. .

taneously and in his own fashion.

To use words as names of his own and others' feelings,, just as to
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I -.

express them through movement or drawing, helps the child to
experience them in a more controlled,.less impulsive, way. After all
it is better when the child says: "I'm-afraid", than when he runs
away howling. It is better for him to say: "I love you", than to keep
embracing. Therefore our verbal teaching program includes con-
versations that name "'affective states. Spontaneous utterances from
the children On this aspect are always reinforced by the teacher's
show or interest.

The story of Susie's ,adventure

January, 1971.
.

Teacher: Listen. Today I'd going to, tell you a very
interesting story. (She holds up two pup-
pets, one small and one large). Look: The big
lady is, the Mommy and 'here is her little
girl. The little girl's name is Susie. Mommy
and. Susie are going to the store to shop.

"Mommy ": Susie, let's go. shopping. Wen buy some
decorations for our Christmas Tree.

- "Susie": Oh, oh! Yes, yes!:_We'jt buy lots of Christ-,
mas thin6! (She hops about and laughs).

Teacher: What is Susie-doing? Is she-feeling happy?
Phil: She's going out with her Mommy: She's f__

feeling good.
Alice: She laUghing, -

Teacher: Now Mommy and Susie are walking along
the street. Here are the shop windows full
of lovely toys. Susie wants to stop 'and
look at them all.

"Susie": .0h! Oh! Look at the dollies and the
big red balls! Buy me one, Mommy.

Teacher: Susie runs to the shop windows and looks
at everything. But her Mommy goes on
ahead... Then Susie looks, around, and her
Mommy isn't there.
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"Susie": Where's my Mommy? I can't find My

Mommy!

Teacher : Well, hOW is Susie feeling now ? Is she
still feeling good?

Phil: No. She's 'feeling bad now.'
She cry-ing. -
No... Mommy... (Mommy isn't there).

Alice:
Ernie :

Teacher : LOOk, Ernie came and helped Susie cross
over the street. See; here is her Mommy.

AI "Susie": . Here's my Mommy (She jumps about,

laughs and hugs her Mommy).

Teacher: Harry, is Susie crying now?

Harry:'
Phil: 3 She's laughing because she found hei

Mommy.

Eddie: Dey kissing.

Teacher: And her Mommy is glad too. She feels very
happy. Now she and Susie have gone into
the store. They are buying some Christmas

Tree decorations.

No.

March, 1971.

At dinnertime the teacher, Mary, tells the children she is very hungry

and is going to cry if she does not get her dinner right away (she cov-

ers her eyes with her hands). -

Billy: (Runs to another teacher, violently g.estic-

ulates, insists on help.)-

Alice (Very upset, runs to the teacher's assistant) :

Halinka. Dinner, teacher. She cry-ing,
hung-ry.- _

Francie: (Runs to find a plate and fork, brings
the dinner plate, sets it down before -the
teacher, smiling with pleasure). .

Alice: Look teacher dinner..
157
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Second teacher: What was the matter with Mary?
Phil: She cried, she was hungry.
Second teacher: And now she isn't crying any more?
Mice: . No,- smil-ing.-
Seconci,teaCher : That was very nice of you children to get

Mary's dinner for her. See how happy she
feels- now, how pleased she is.

The following are instances of spontaneous expressions Of emotional
states and the children's interpretations of their causes.

January, 1971.

Teacher: Alice's going -to tell us what she did last
Sunday.

Alice: Tee-xee.
Teacher: Tell us again more clearly: I watched...
Alice: Watched TV. girl dere.
Teacher: And what was that little girl doing
Alice: She, sit-ting in woods Mommy all gone.
Teacher: The little girl: was sitting all alone in the

woods. And what was she doing?
Alice: Alone she cry.
Teacher: Why was she Crying?
Alice: Mommy* gone-- she 'fraid.
Teacher : The little girl had lost her Mommy: And

then what happened?

(Alice makes it 'clear that the little girl returned to:her home).

Teacher : - So the little girl got back home again. And
was she happy then?
Yes, she smile, she go to sleep.

Teacher
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Peggy
(grasping the doll in delight): Ohl Nice,

'dis (dress).
So you like this doll.
Yeh, dolly pretty:

Teacher:
PEggy:

Teacher: . And now let's put the doll to

Peggy
(putting the doll to ,bed and covering her

with blanh.t): Sleep a.... a... a....

(crooning).

Teacher: Now take the dolly into the other room.

Peggy
(putting her arms around the ,teacher's
neck): No.

Teacher: Nov isn't the time for kissing, Peggy.
We're talking about the doll 110.W.

Peggy
Me love.

'Speech as a tool for thinking and doing

In the lirst_period of life, the sole available way to acquire knovdedge

the properties and functions of objects' is-b direct action upon

them. ,
. Only gradually does an internal image of the object take give. When

`this happens the child is capable of performing certain' actions by

"thinking theni"..For instance; when he wishes to throw a block into

a box containing two holes, one smaller and the other larger, he no

longer performs the action by trial and error. In his.mincrhe com-

pareS the size of the block with the sizes of the two holes and then

tosses the block directly into the appropriate opening. At a still later

stage of conceptual development, the child no longer needs to look

at the block and the hole. Nor does he need a mental image of the

objects, since they are replaced by verbal symbols. For instance, he

can correctly answer the question: "Can you put a block into a hole

that is smaller than the block?" He can do so. without looking at

either hole or block.
As_ a rule the severely mentally retarded cannot reach the stage of

operatindwith verbal symbols alone. But the 'child's mental develop

I 1,4.0W.*
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meat is always aided by making connections between his own activity
irzd words describing ir.

our verbal teaching program, verbs ,have a large parr, They are
nays tapght during the children's activity., _

The teacher shows

Teacher:
The children reco
Ernie:
Phil:

Teacher:
`Ernie:
Phil:
Alice;
Bob:
444 44

Teacher
Phil:
Ernie:
Teath6r:

Alice:
Francie:-

Bob:
Phil:
Teacher:

ace

Baking cookieso
March, 1971.

c children the- ingredients for cookie-making.

Tell me, what did I bring today?
and name the items.

Bug.. lia-a
You went and bought some our and some
sugar. ,

What are we going to make with them?
Coo-kie. ,

We are going to bake cooties.
Cook...
Cook -ie.

(showing an egg): What's this?
We're going to break the 'egg open,
Egg break.

What else do we have to put into our
cookies?

Butter put in.
(Deaf shows by gesture that she intends
to cream the butter and sugar.)
Put butter in.
Put in butter for cookies to taste good.
Now .everything is ready. We're going to

.m...

Alisptcei into English (tun our obsetsistizi trcetlit, this conmsstissu f tht ?CIA teekaratprottilurt fat =Wag A:MUM
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404.1.0041400

Mix the dough.

The children tale turns at mixing and kneading the cookie dough,

Me, Era good at mix ins,
Ma- cook-ies.
ialtis

ke
'cookies.

cr. Bob, tell us whtt you're d ing.
Maii-ing cookie.Bob;

0001.1.40,.

At

The to a41.-.,..Franele by gestures what shpuid be done.,not$4.
Erancie mkes a tumbler and shows how to cut out,a cookie-with

Teacher:
Phil:
Atip
Ernie:

Look, what is Franck doing?
She's cutting out cookies with the glass.
Cur Wig,

.
Me cookie.

Teacher: haties going to cut out some cookies Tell
us, Harry, whles Ernie going to do?
Cut cookies.

Teacher: And now the cookie are all ready. Alice's
going to tell us what to do with them now

Alice: Bake coo-kie.

t~lilhat shall we do today?"
October, 19?!.

.Teacher: Alice and Ernie and Phil hat* lien.
shopping. Lees see what they bought for
us.

Ernie: Dat (pointing ire apple*
Teacher; Alice, tell u ° ere4 you w,

Buy
Phil bought them z Al you Flirt for them.
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leacher=..

Alice-

Yet the (,-,! 'dram bought some a
'Mut-shall se do whit these apples
Applqmice. -
EK.ryone sill take one apple and peel it

veryl very carefully the'll

cut them up into little pieces. What skit!
14e U-Se to peel the apples sitW
Kw&

CIVO(P.

Johnnies giving out the knives.

Teacher: Now everybody knows %Ord to do and so
Ises get down to work.

Billy {(Shows by gpture that he is missing a plate)

Teacher-, 1-latry, we haven't got plates. 'What are
you going to do 2 tat it?

Being plates.

Teacher; 1-larty, tell us v, lilt yma'n. &line pox:

4 Giving 9l2te

Texcher. And now 'shit do se do?

Ernie; Here were (5hosing how he peeling
apple).

Eddie Me pal 2pple.,

471.POOV006

Teacher Goond 21i the app <r) iffd

W13% item?'
To cut up into pied e3,,

Tacher Ia everybody Eay whn

Alice: Cut,

Harry Cuts apple.

Eddlez?. Cut 1.11 up.

Teaelnr.: Let Bob t ay, too.

Bob Cut-up.

WpW.Otd,1,11



And noW ,a/1 dt

we do, Vita?
I bought apples,
and cut them

orr is done. What did

the children 'peeled them
and now applesauce is

cooking,

the "ties described above, the teacher uses verbs in vad
tenses to plan ac es (future tent 44 to describe the actual

_:u of lo tense), associating the word with the action,
and to-r4pre-the completed action at tense). Only a few of the
pupils On uso times correctly but despite this their utterances pro-
vide evidoce that the xerb is serving AS appropriate function, i, e.,
to fadlitate comprehension, planning and execution or the task. In
the iibove mmtuples, the choice &activity yas made by the teacher.
Other conversations were conducted with the purpose of providing

oeici5lon for the child to use words as tools for mldrig their own
decisions. here is an excerpt from a record:

chg activity by on

February, 1970.
A

,Sit down, children; at the tables and
think What 16 we want to do? I'm g
to ask each child what he wants to do.

All right Go and gettbe hammer. Do you
remember where it is?

Ted; (looks in a drawer in this room) Teacher...
where...

Teacher ; (Tells him the hammer is in the cupboard
in the cloakroom.)

Ted; (Brings back the hammer and hammering
board, and settles down at once to work)
Now, what's Alice going to do today?



cachet:

P.

Good, get everything you'll need
ing.

fetches cardboard, paints, water, forgetting nothing. Franck
Alice and chooses the same occupation.

In another" conversation the children named the implements for their
work.

What a thing is for"
February, 1970.

Preparation; 'Ile. reacher has prepared a number of objects of daily'
use, e..g., brushes, combs, mirror, kitchen utensils-, etc.

Teacher: See what we have here. Lots of things, just
like in'a store. Now you'll, see what we're
going to do.
Alice will get an apple and she's to tell
me what else I'm to give her.

Alice: Apple, knife.
Teache (Gives Alice a spoon.)
Alice: No knit; peel!
Teacher: What does Alice need a knife for?
Phil: She needs a knife to peel the apple.

Teacher:

Billy (deaf) is told to comb his hair. The teacher hands him a tooth-
brush instead of a comb. Billy objects and demonstrates through
gestures what a toothbrush is for.

Teacher

Harry:

Billy takes
combs his hair.

Teacher
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Harry, what's Billy going to do with. that
toothbrush?
Brush teeth.

comb, looks at himself in _the or and 'carefully

'Mars Why got in his hand now?
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Phil:
Alice:
Phil:

Comb. He's combing his hair.

Comb-ing hair.
He's looking at himself in the looking glass.

Johnnie: (Deaf. Receives a shOe-brush, and brushes

his shoes.)

Teacher: What's Johnnie doing?

Alice: Shoe.

Teacher: He's el...

Alice: Clean-ing shoe.

.....

Harry: (Takes a match-box off the table.)

Teacher: What will you do with the matches?

Harry: ("Studies" the label of the match-box and
does not answer.)

Teacher: (Strikes a match,)

Teacher: What havd I got to do? (points to the light

bulb.)

Johnnie: (Objects, gestitt&ting and points to the
stove.)

Billy: (Smiles. He points to the light fixture, then
to the plug in the wall. Then he runs to
get an ashtray and illustrates how to light
a cigarette.)

Flail: I'm going to blow out that match.

Alice: Fire there (pointing to the stove).

Teacher: What do we have trido to put outthe match?

Phil: blow it out:

Teacher: Now tell me, what did Phil do?

Alice: Phu-phu.

Phil: I blew out the match.

Hany: Matches, burn, fire.
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In conclusion, the 'teacher displays each of the objects in turn. The
children narne,them and the actions they serve.
The childien treat such verbal activities as games. They are surprised
and highly amused at the "errors" of the teacher in giving out the
objects. a rule, theMkager to show their knowledge:

The children who deviate from the average group level require indi-
vidual conversation adapted to their level and particular interests.
Phil, a boy with fluent speech, can talk about imagined events, un-
related to here-and-now experience. 'Most' of the conversations with
the whole group are too easy for him.
Phil does, not talk with the other children, since he has a superior
fund of 'words and concepts; he looks for occasions to talk with adults.

September, 1971.

Phil: Are we gain' g to look at the bridge
Teacher.: Would you like to go to the bridge?
Phil: I saw a bridge once. We were walking,

grandpa and me,
Teacher: Tell me Phil,. what's a bridge for?
Phil: Because there's water.
Teacher: Can buses and street-cars cross on the

water?
Phil: Naw they cross on the bridge. Trains,

too.

Teacher: And people do they cross on the water?
Phil: i Naw they wet their shoes and trousers.
Teacher: But how do you get across when,there's no

bridge?
Phil: Cross over on a boat.

Tom is profoundly retarded. His behavior is dominated by stereotyped
activity, and his vocabulary is limited to a few monosyllables. Yet
even on this formulation of a verbal plan influences the course
of his activity.
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Teacher:
will you?

Tom: (Carries out the instruction. He brings the
box of blocks, sits down and eyes the

teacher attentively.)

Teacher: Build something nice, Tcm. There's a lot
of blocks here. Make a house.

Tom: (Transfers the blocks from box to table,
and back again. This activity continues for
several minutes.

Teacher: Tommy, when you go home with daddy,
you see cars and streetcars and trains.'

Tom: Yeh, chug... (grunts) buh buh* (livening

up and working rapidly now). He chooses
only long blocks, builds a train, using
a double block for the engine.

Teacher: That's good. What else will you build?

Tom: Bridge. (He thinks it over a moment). .

Teacher: Does your train go over the bridge?

Tom: (very pleased) Tunn' el... tunnel (He pushes
the train slowly under the bridge he has

just constructed).

September, 1971.

Tom, bring that. box of bioeks over here,

The following exemplifies an actual exchange of information between

child and teacher, despite the rudimentary level of speech.

April, 1971..

Ted notices a new teacher. He points at her with his finger.

Ted: What dat?

Teacher: Not "what's that?", Ted say "Who's
that?".

Ted: Who dat?

o in tonea vacnbulari rmans '04
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Teacher:

Ted:
Teacher:
Ted: What she got?
Teacher:. She's got two legs to walk with. She

hasn't got a car.
Ted: Daddy got three, give one (three means

a lot of). ("My daddy will give the teacher
one of his cars" was what Ted probably
meant.)

That's your new teacher. How do you
like her?
Ych, pretty. She gotta chu-chu?.
No, she hasn't got a car.

We emphasize that deaf children are by no means excluded from
conversations.

November, 1971..

Billy: (Has distressed expression and shows a
scratch on his leg.)

Teacher: (Points to the floor with an enquiring look.
Did he fall in the classroom?)
(Points toward the window, which opens
into the school yard and the street. He
executes a few circular movements around
his leg: Have to bandage up the leg. Then
he gives a sly laugh, grabs a child by.the
shoulders Mommy carries him upon her
shoulders.)

Teacher: (Frowns and indicates that mother gets
tired.)

Billy: (Reaches out hiS arms, presses his 'fists
together, His mommy is vary strong,)

Billy:

,,,,,*t

Johnnie: (Tries to communicate Wiinportant
ily event to the teaclier. He imitates

- rocking movements: his sister has just given
birth to a baby.)
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Teacher: (Points inquiringly to a boy and then to a
girl. Is it a boy or a girl?)

Johnnie. .
(Doesn't grasp the question intended. He
shakes his head and measures off on the
table top a short segment: the baby is

small.)

Teacher : (DraWs a picture of a boy and a girl.)

Johnnie:. (Breaks' into a smile, now ,understanding
the query. He points to the drawing of the

girl, and then again shows how small she

The principle ofsensory-based transmission of verbal

information
Language has no parallel as a source of information about objects

and events not accessible to us directly. Such information may be

geographical knowledge (about spatially remote objects) or historical

facts (about events remote in time), or any abstract concept, such as

big, warm, all of.
Transmitting to retarded children this kind ofinformation, unconnect-

ed with their own activity, calls, however, for extreme caution. The

child may :repeat verbal information mechanically; but then the

information remains unlinked with his own life experience; it merely

charges his memory, without enriching his thinking in any way or

serving his activity meaningfully.
Verbalism as this is called, constitutes a grave error in teaching

at any level of instruction, from elementary to university, But in

the case of the mentally retarded it is particularly dangerous, for

such a child possesses few resources of his own to seek out the lacking

empirical basis.
'Thus in -transferring any information to the child, we must use

a concrete case. We' must demonstrate, using real-life objects, 'or

three-dimensional models that can be examined by eye and hand,

or, perhaps, drawings, A specific form of, demonstration is kinesthetic

sensation, 1, e., through perception of the movements and positions

of one's own body.
The following examples illustrate is principle.
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Ricky:
Teacher:

Children:
Teacher;

Conversation in a tailor's workshop
November, 1969.

Hullo.

Everybody say good morning nicely to the
people here.
Good morning, Hullo
Look around, everybody. Tell me where
we are now.

Eddie: In a store.
Phil: At a tailor's shop.
Ricky; Man sew clothes. Ricky in factory.
Reacher : Eddie, tell us, what's that man sewing on,?
Eddie: On a machine.

0Teacher; . Look and see, is there only one machine
here?

Frank: Dere's lotta Machines here.
Teacher; That's right, Frank. There are a whole lot

of sewing machinesr-and there are many
men working on them,

The cutter explains and shows how he cuts out cloth to make a coat,
and how the pieces are fitted together. Next the children examine the
ready:-rnade coats.
The next day the teacher introduces a planned activity by saying:
Teacher: Today we're going to Play at being \York-

. ers in a tailor's workshop. We'll take our
scissors and at out our pieces and pastes
coats on the boys and girls. 'Brown for die
boys and red for the girls.

Teacher:
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"\ arna clothes for winter
November, 1969.

Take.a good look out the window.. Tell us
what you see. Why is it so nice and White '-

outside?



Phil: That's snow.

Frank: Snowing now, It's winter.

Teacher: When the snow falls, then is it Old out, or
warm?

Eddie: Cold.

Teacher: Well, Eddie says he was cold out. Let's
take t look at his coat. Eddie, Alice, bring
over your coats. Take a good look, chil-
dren. 'Which coat is thick and warm?

The children handle the coats and compare them;

Teacher; Is it warm in this coat? (indicating Alice's),

Alice: Ych warm,

Teacher; Alice's coat is very thick -- thicker than
Eddie'e, I guess Eddie's mother is going
to get him a warm coat for winter too.

The teacher shows a cap, -gloves, scarf. The children name each
article of clothing.

Teacher: Look at this cap, children. How do you
like it? What's it made of?

Phil; tut'. Eddie's cars will be warm.

Tea I can't remember what Jim's coat is like, or
Bob's ... or Harry's. Jim, have you got
a chat?
Yell, gotta coat.
(Nods his head in affirmation.)
Les' say it all again, what do we need to
keep us warm in winter ?.

Cap.
Hata buy a- co.
(Points to the glow.)
Good for you, you've all told me a lot of
things. Now let's remember, we've got

Jim:
Bob:
Teacher:

Frank:
Ricky:
Ernie:

Teacher:



to hang up our coats neatly on their .hangers
(showing) so they won't fall down and
get crushed and dirty.

Severely retarded children haye little capacity to express themselves
through drawing. An appropriate form for them is tto participate in
making a drawing with the teacher.

Teacher:

October, 1959.

Today we'll draw a picture on the black-
board all together. Each of yOu will draw
something.

The teacher a line and asks what this is.

Alice: Line.

Eddie: A stick.

The teacher continues to draw a rectangle and asks wh

Alice:

Teacher:
House.

All right. Now.Alice, what do you want to
draw?

Alice: Roof.

Alice: (Draws a roof, jV 'chimney and smoke
coming from the chimney.).

Teacher: What else shall we draw? What's missing
in this house?

Eddie thinks of the windows, Bob of doors. Each child draws the
parts he names. Then the teacher suggests stairs, children in the
windows, a tree hj the housq, grass, sun In the sky. Then thetcacher-
draws a fence, and asks what to put on it. -Someone suggests a cat.
In this way the collective drawing emerges. The teacher continues,
the convemtion about the house. Who lives in the 'house? What's
the cat doing? etc. In conclusion, thee teacher again minks each
element and the child who drew it. The whole group is coinmended
for its performance.
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lking and drawing sifter a walk
t May, 1971.

Teac ert Let's think back to what we saw today

on our walk. What was interesting on
the street, in the park, down by the rher?

draw on the board and you tell me

Phil, Ernie, Alice, everybody.,

_Phil: I saw a swing.

Teacher (drawing:) Am I to draw just a swing?

Phil: there was a girl on the swin . She was
swinging up high.

Teache And what does Alice say?

Alice: Tree woods (the park).

Harry: Flower.

Ernie: Rain.

Phil: 'Twas raining, just a little bit.

Teacher: See what I've drawn up here this is
a cloud, and now it's raining. Here's a tree
and here's a flower. What else shall I draw?

Ernie:. Grass.

Teacher: Where did the gass and the flowers come

from?

laza. Grass mow don't you know? ca

It rained, so the flowers grew.

Teacher What ctse.did you see on our walk?

Liza Water river.

Tezcher: What was on the river?

Liza: Fish in the river.

Teacher What are the fish doing in the water?

Swimming.
No sitting there.

Teacher',', Fish swim down deep hi t'he tracer, and
what is there on top of the wake

Phil ,; A boat.
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Jerry.
Ernie:
Harry:
Teacher;
Ernie;

Liza;
Ernie:
Telhet ;

i.°
Teacher ;

(Deaf rushes up to the blackboard and
thaws a man itt the boat.)
(Dear shows by ge-stutu, that there are
some children, in the boat, too.)
It's Jerry's tam now. Jerry, tell us what
you saw on our warK.
tYoints to a dog can-our.)
Bow-wow.

Dog.
What was that do doh g?
Bow wow bow...
He chased us.
He -barked.

Teacher, bidge (bridge)
Oh Ernie wants is tell something
now how he saw a um the bridge.
Was the min standthg still on the bridge?
No choo choo...

Mid now let's go over it all again. Look at
the blackboard, children, and say whit we
saw today on our waif. Here's a cloud

The co pie ..,Te of co inne5.

Empty speech and echol

Verbal 'material haS 'formakive value only when it is suictly relate
he .child's own activity. past, present or future. Otherwise we -.

are only dealing with apparent communioation which .has no value
for. the child'4 developradat.
We -should he reminded that not infrequently the severely retarded
tend to repeat- words in a meaningl ess. mechanical fashion, either to
"shoW or or as a forth of imitative behavior klIOW11- as ccholatia



spvt/i):. A telativelyItigh pacer-Au' ge of the severely retarde-i

disPlay considerable ability to 14plit'llvithOitt comprehension whole .

phrases -and sentenov.4 not 4uluding fOreign expreisioiri. Speveli. a .

this kind on thewhOle, quite pointless. 'Irt servo neither is a medium

of,counntuneation-ner as a form of wit-expression, do:s it corkli-

factlimie purpuseful activity- Some teachers encourage the-clUtd-Rs----7=.

.'.ulge in such senseless talking, outhe fa'±e, -assumption that speech

alw.lys a sign of intelligence. Thu.5 -the child-learns to seek approval.

fiortt anilteat mainly by s4ing anything.at

.

often as a result he giws up the triental effort to. esplote. noti:veirb4.'

material.
-.In ....milt children we ofW'.7.,1 find that high speech volume goeS.

with clownhaip, for the Onnp.aw a drawing attention .to oneself;:ln
thkteac..ber".$ first task is "to. tkillain fromleinfr4ing!idle

talk attending to it, gill knci to reward it.WWI lipprOval the racher
to ignore it and to fo.nis full Itten,tion upon the nen.-

;',,:A.r.-forrits of the Oild's activity. Oniy at a 12telf stage can speech

fOrmation f,tarted, that .6, meaningful .5@ezein linked with non

VCrbal activity and :ocial .communicatkan.
7r.

_Speech as a for comprehending the continuity
of external events

A nem,,,ary condition .t-or the :ile.1,.vlopmen; of both .s3ocial per-senality

'and intellect in the child the, ability to comet ClitliSe and effeet,

-particularly effects that- cm -he antiOpated. .fro.rn one's own pre.sent

oT Tait ail:tima.F.

Even the .sevorely retarded pemon ig able profi. t fro aqui eel
estmrience_and in fact does so to a greater dee.f.-oe than .we usually

slippAe-. An important- f&ilitatingtctor is the ability to enpres:s

wo.vrd5 the eausal connections ofevents,
It is therefore important to talk ah4tir the past and future aquizrace3
of the retarded child, beginnihg viith the .moit recent and gradually

including the-more rename/
A few esantples of conversations 'Rallow, refe ing fir% to pit, then

tO future evesm,



.March '197L

Teacher ViThat did we 5.te when we were oti our walk?

* cars,
Ram/ Or go by.
Alice: Trucl%1.,,

Teacher:* vadat car d'a you iee *.ar want? (She
5boWS SO,kce niodbis of inotor vehicles)

Daft dere (Recugnize$ dIrrectlYN
Teacher:, \rues it ean-ying?
Ernie: - 4 Dat, sae.
Philg was loading land, down by the Vista4
Teacher:- Did yet ee dm; Harry?
'Harry: Got big lead,
Biy Oturitt ep Enid ic the dumping niecha-

nkm on the ttvek).
Teacher: lilIy4E llowing us how the sand gets

Awned out, Now, Manny is going to
g show as the e he saw Oa the stunt.
n.2'id Manny shots' the right ones?
Yeh, that other car came up to that store...7

&Meg store.
Teaoher: - -What did that truck bring to-the store?

4 Enlie: Stead,.Alice"; Bang., at

Prancie: Shows by gemuures that sacks were handed
divan of the truck)'

"What we did on Sunday"
March, 1.970,,

Tenter: Mike's going io tell us what day it is today.
Mike: Monday.
Tea:cher; That's right, And yesterday was there

sehool?
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11

-

Alia? No Sunday. 1, ....

Teattev Yes, it was,' Sunday yesterday. Think. back,
what did you aS do on Sunday?

Eddie , I went stiding. . ,

TenelF.; Who lifaS with you slidiogT y.

Eddie? Brother,, Me $hows a scratch o his nose).

Teacher z What vpmed to your no

Eddleg Fell down. Non oire.

eacher;.. Better be careful, Eddie, when you go
sliding, Better taRe it' easy with y©u old

The, :Id ltrgn laugh,

Teacher; And who else, was MI fo 7., Who

eKt. went sliding?

allud Woodr, Moinuay, Daddy.-

.Toachrit; Ernie.cvent fa a. walk to the wo,ods with:
'4,), -,,, hjs Morrany .and Daddy.. And Mice

INhatedid yiyou do? .-

Altp.e,, , liotno :Tee-ve,
. Tea <.

. '.nitat pt,grarn did yo .wAtelt o,

Moe?, Agatha, ja4k kik popular 'thildreds pro=
Fad)',

ea',cher .7, What did yo It tatjh,. Sam ?

Sini "r ..t.titaIN

`Te.a..dar: Ten o5i abve-tit ou, Sam: iho played the

, . ..,

S2M Bed .:5tti -i, Red-Black-3 4,npular _vi.
- , ..1

h «t And whys. one sang, wrge- tir you lar

Skln,., Polormki. Ntenten sang, "unny old worid9.

'reader '- Who else heard that program on Til?

Bob Nrittling Me ----- trp.,

' '804-
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saw Red Gu tam
6ti9l do et Inow what Ted did on

0.114-1Y.

d, bob bib.
So you went for 6 dive
his opt, i5

,Yeh, Sionuny,
litte.s g© rte u5
Sursday. jitn, did you go it

,

You were playing ball?"

Did y watch a TV &vain:,
YelL

Well, tbat -a.5 a good ch.% children.. Now
t's my tut to tell you what Led an
Sunday. I went for a w'aik, down, by the:'

,ViTiuta Aqd von know, . I wza waptIfing
fi-orne big V61; &tioe,flosting on the cetera
Then a. boat catte along and Fro= sailats

tune tap the I'm lik ,ffade a big/19301;m
L UN Ilia,. totnbttow, well go dOWn tO
the.0sw and sze what's going ort dime.

'oStiauner holiday5"
Septerober, 197L

Goa morning, .eviTybody bb t,1 a
form tit= since I sue;-, you all 45TO, Every
body cay /Mick. to all the 1,thes
and thma cwt to for a w}. ile,

.L.g 64. a d t to tCet embers of the twebing s

nail;
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Teitcherr-:, Yes', r wa.$ suinriier, Ever child wen
Vac-where, bemuse it wa very hot. in

Warsaw. Let's think back :low and remern-

bgrr Where we ikenr, during the summer

Alice:, Camp,

Te4che,r.::
Alice rernembei,

mazer camp, 5 at-

Fran4 t

eather,
K d HOrri, were you ar a camp?

r b he v'

'tatter A..ti'what 04 you, 419 at carnpi, .

Wood < Pay; footbail,

Wic4t dO. Harty .do

e

:WA. I A cop the chiUren went:

TO the or p a d bal and a camp-

firg,..They tvent 'era an excursion by bu9,,

Now child inn will get:ilome

'pam and p3tratfa picture Of the woods

tast like it was at ca ,'The resat are going

to rasa "fgrile magaziik:7; to cut out, Yon

era cut out picture; 5,f bir4F, or aniinals

anything ,iyou w;figra -i-ere out In

tie co-untry
anion`,, vs4.e fiTI die rmin-, lemeigs

cscipreben5ible -and intqe5tinkt to -LI0424-

3.4

117i4i!' .<
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-iiv'e4t. la the, third verbal aaiiity pastes to drawing
on the topic of conversation,

Future el)ents
In the -first example below,. the Whim 141p plan what they willdi next, In the second and fourth CCiriVenati0115 the time anticipated
is the following day.

.

The .third "conversation") which is non-verhali demonstrates that
even the severely retarded and deaf child is capable of expressing
intention and making a decision Lar ely on hitr,' own,

#.
Forrntilating intention% "What 5/141 we do today?"`

May, 1970.
Tb teacher prepared 1711W145 for .varinus occupations, pimping to
invroduce various valri into the conversation,

EVeribody will now chore .tomethingNo
do, But first he must tell me what be
would 1ie to do, First Ernie h
waiting very patiently,

Ernie. glosiats. plastitini "ries bard to sub-
qitine a viord for a ''gesture, and finally
manages to articul.(Itei

4I) everybody know what-Ernie ngouig
to do?

Mite! Stick,

lie% going to make Forriething out of
plasticine.

Teadra:! Now Eddie, Oh, for Eddie hie gat a can
and some beans, Wet% Eddie going to
do?

Eddie Gonna throw,
'Feather -7_ Bob; got eometiting very intemsting

for you here. (clay figuics) But first tell
me what you're going to do with them,
Here you are paint brush,

180 3
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work, o taxlay 7tc
ge;t5 a and this ur

34 big red Z1114 goiri$
to do with it?
tiltIg"1:to sot it.- ,

3;17111 ter,

Tr chat Atka wants:,to do so hang,

I've Bart pi at%knife. Th

you,do with, this app co?

?ea
Nov. .0 of you say what i Laing

AO,

Peel apples for appleaut:e.
Peet
(Indica a by ge stye whit /Vise will doe) f,-

11ove for Franck. Oh, look w
going to 491 She9 got a -basin wit same
water and a pier:4 o' soap and a: tower

511.e% going to wash -something,

Do a washire.

.; Pm going to a.* each one o say what he
doing,

Mc throw bean,

(to' Car me draw car,
ptel apple,

I'm rita, a boast.

nice

Tealtr activities n the al al
what's John. na .slat

Harry; pcc attottl,

Phil i lei glatio AV error

'rather, What l 'rancie doing



e

Eddie: Wnhng
Pranvic wagh-ink
That°5 -dbankle nett wahn

;readier; Villa were you -doing? Have you linitthed
your job?
Yep.

Harty: Finitthed.

Phil; Done my painting,
Um; 'Nut painting,

Yen,

Bob; Anglo/1st.

Teacher :rne, flowl tgiving hitt
mu-name. Show; 1.443° prodnet,)

"What will we do on Sunday?" .

TcaLlier Tell, me, what day I t today?
Mike; Saturday,

Thaet.t rifdit todaylc.4 Natl.:Way. Mike
alway9 renumber/1 about Saturday
cam h WI getting bum* carber, On
Saturday everybody meg home other.
N 1 wonder what you do on Sundaytt,

can you tell uct what you do on

ilw

Sunday?
(in !Or ride With Dill
And- rer,t 111 you, whlo- y1011

Sunday
id RivAy..gp tit uvc

My giontipzell laPc um to a long

Dr,:i.ctubcr, 1970,

Dirk A omultring what uttispation f.v1c-f-t- Icathcr eomc
up MO vrealh Itcr arum

182

Uicciprotatcq, 1k uncle nth iw gerittlf

8 fi



Teat,ityr-,

Dick,

arautd -the-rntint- ith-a-flonant
att4
(propoci hloa-builtliniti draw 11",?, cic.)

(Shako hip head and pointe. to the teach-tjd cupboard., lie 14 Mite that the
te,acher tick; not new what he hal n

mind. Ile conceutrateq en the prohkot of

Irwin-titling the hifortnation, 'Theft he
hicalta into a 5milc IOW wiltei the table
with hir1 itqe Thiq mane reptermo the

hammer, and lianuneitiut-boattli.

Thit ;her INith I),kit to the cupboard. Dick 4VICOIC the 111MIIIIVE-

jny,,WardAllekls.^4 Ititether the hammer and.naill are therc,with a mt- 9 ,

tied nute. ft iN 4k (:Wildcaiable triumph tOr him to have conveyed

111,1 tneage,

"iiitottivea Day"
May,

Teat, 11Kr Tomorrow a very impottant day. 'Wfin

fOy what day it iq?

1t ky 'Woitifil"q Day in dilrerein feraivity),
Tomorrow MothetQ Day.

1 rw:1113 That' right, Mille, you remernhcred Omit
that day, What wilt you flay to your moth-

mt Mothcr'fi

toppy

'reatlier And what wilt the rot of you ctay to your

3101010110

Alto;C Happy Day,,

It it ity Down,
Me A4 n,

Hob nilc4 YCII,

Me., Mommy,
And won Jim remember to will hi Moonily
a wry happy day?

1113



._ sPor
,-,-----Tetather4

Ernie;

'Spevk as *
of behavior

Mennity,

And now Ittti get down 0 work. EverYbeiTY
will make a. present to take to his Moninty.
The cookies we ready, but we have to
make some plates to put them on. Well
vat sonic nice little plates. Then
wrap up a plate with cookies in nice paper
for a present, one tbr each. Mtniuny.
The411 be very curious about what you
bring them, They'll open up their 'prOeiltli
fast and my, how pleased they'll bet
Give Mtimmy,

formulate evaluations aml rules

Even forlbe child who is incapable of producing full sentences, verbal
form illation is an aid in evaluating his own behavior,. itt the first
conversation the notion of "good boy is used; OW second. introduces
a more objective notiow, allowed not allowed (fotbidden)0

Eddie is
teacher,

\Eddie.

VJdie

)ceac her

Teallot =
Vddie

Teacher

'MANI%

U4-$

Individual tinvelvation , with Eddie
NUvember, 1970,

+, OiMl nod lie initiates the commotion with the

.twod6iy.,

Thars hnes Eddie, Tell,nle _Oat Yon irlO,L
Minim
What about dint .

Me eat dinner..
And ictoiv,,, whit are you donee.
Me .undo-'nsing .

tiood for you, Edd Vhat will yon be
doing after that?
Gym with Mrn j.-
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Teacher;,' ow will go?
Good, Gonna tell Monuny.

Rules or behavior 'raffle lights
October, 1971

The chl tr n axr: -ut d taxiing a walk,

`l;`eaclzer Where shall we go'today?
Out on the street. ".

Teachexn And now we're walking along the streets
of Warsaw. grnie win' show, us where
people walk,

Erni Here (pointing tco the pave= )
And 'where do cats go?
Here (41ointing to the ,road),.
'that's tight, Erne, on the road, Children
walk on the sidewalk, two by two Cars
go along the road, Harty, what do .ou see
down this strevt?
House, Ms,.
Cars going fast,
harry, who collok is that light?

No answer from Harry,

Teacher!: Ate itwple suposed to cross on 3 red
10t? (queving the deaf children),

Johnnie:; tigestures in the negative),
(41.avare of the 4,',051tellt Of the commotion,
points to the light itrid then to a traffic
cop),

Gracie Here nor-
Not allowed,

Phil;. You can't c over ncow., heeia
watching,

Teaklier Harty, befit* now?
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Susan, stand up:
nuns away her head, itiqn4iticd to

stand

Teacher farea6 the iikl5MtCtiett and ad& Go to Mn. Rkand

your hands, ,:,Tfais is: the signal for approaching dinnertinie--'--

StkiW Considen a moment, gets:, up and ?pas

the .imrson indicated, takes that person's
hand and Inas her to the washroom):

Sum, take Li e,v to this place, plos-z.
1:ort;-r.ik-el:rtnm by the-Inind--,--.

and lead5 him to the proper place

'The third pritxtple. T topk of converiation 5heUld 0=411 SOille-

11.041 elements, topici, should he diversified.

It tiorArue tot the s.eeerely, retarded assintilatt material:Nu ivlien

FgAt.'eRt a.lw4s in the same form :To illustrate this fact we report

h.r2f0,!,' p,itt of a oenvers.Ition containing a nic,oligruity, during which

the childEms displayed a lively swig of bituational humor.

A ,-,e..end example is a come-nation Which motirred during a 'slide-

lioAfg\While the aetion a; a whole 1,i;;TA tila 11114/ comprehensible

;-M childun in the gwoup, like slides:, a; a novel fm, as guar

inmot.
May, 1971.

JULtis4n Jtg 1-1051i Naki ftti,qn digit wail:, The teal 'queries

whal= th,k ti.-241 a good walk, %ilLrire they went,

But weren't you very cod today? There's
such a-frost, and the .5now is so deep.

(at, niace negating, laughing and pointing

out the wiradow7) N -- warm .

Ah? 6sntiling breadly; No

znw h walmi outside: W weren't. cold at allc,

11,.42
mienY No snov:-,l, GraSs grow'trig

the Inr1; Summer,

TeNligz Well, heiiva you childtvn got a rik on the

tire engiue
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.4,

--mirpti-st4t-iffe---didn't gat any ride,Twi
walked.
(smiling): No, not ride.
Aiaybe you went swinuning In the river?
eatiching on that the teacher is joking with

them, and laughing now) No of course not.
Weil, perhaps k was Mrs. who had a
swim.
ienioying the jolly pod): NoMts.

Slsdk illustrattig '''Little Red Riding Hoar
Februity, 1971.

'Ter' Vs 5terday I -s telhn' g you.a 'good story.
Who remembers k? About...

Phil; Little Red Riding Hoda
Teacherl! Today everybody is going to look at the

pictutes and tell ant stay. help.30b,,
the pietws sre stating now. Say out
loud what you SUL

Ernie; Woods,:
Ace - Woods.

House and flowiets gadetth
Ealthq gkh, eater flow,
Bob: Wood giqo
TeaclitT; Mitres a hag wood% and a the iitthe house

be%kle the woods.
In 60 house lives a ii a Olt She's Little
Red Riding Hood. She's got alit* garden.
with flow; rs growing init. What does she, have to do to tnako thellowsts irtnv? .

Eddie; Water *gin with w ateriwcatt.
Roy);, Yeh water, A
phii; G'ot to wqter flower5 so thfry'll grow.



-I

Billy: Mateitn darAy the sioty progrei.ses,

slide gesatring to csplain the ..

(delighted at t i gin of the country
sermon). GO 13ere grandpa (Ted 'Was

in the countty with fi'is dandra. er)0

Teacher: The little girl is feeling very happy, Look
how pleasant k s hero.
Mr& flying.

Alke: Pox (suirrel),

Teaoherg 'Themes a squirrel itimpMg rota ate tree
tip another, see the bkds anging, The
littlf girl like;i it here Let's see' what
hails nett,
Girl WeAtt inside now.

Momituy.

".Nlonamy?

Vint to her Mommy
Mommy gave

fireadlibmter.
Unitadma stek,
Gwe5 tier baskei with fn. fo grandma,

Teeolter. .

Ilarty?,.

Eddie:

PlaiL

Teacher:, The .ljttle girl was watering her &sets
the gaiden. Then she .heard her mother
caning her Miro ranclast into 1110/ease,
Her mother' said, to Little' Red . Riding

-*Grata is- sick
qhe's humpy, so rtat putting something to

eat in your basket. ,off bread;
honey, some apples7. And now :hat's
haPrAming?
Wocds,
Site,'s got the roaket,

Eddie: Pick. powers,
Woods. on a papc



Billy:,

Ted:

(Watches closely as the, Story' progresses,
slide. after slide; gesturing to explain the
action).
(delighted at the sight of the, country
scenery). Go there grandpa (Ted was
in the country 'with his grandfather).
The little girl is feeling very happy. Look
how pleasant it is here. _

flying.

Fox (squirrel).
There's a squirrel jumping from one tree
to another, see the birds singing/ The,
little . girl likes it 'here. Let's see what
happens next.

Phil: Girl went _inside now.

, Mommy.

Teacher: Mommy? /
Eddie: , Went to hei Momrn
Harry:. Mommy 'gives

. Eddie: Bread'n'butter.

Alice: Grandma sicI5
Phil ' Gives her basket with food for grandma."

Teacher:. The little girl was watering-her flowers in
the gar en. \ then she heard her mother
calling r. She ran fast into the house.:
Her mother said' to Little Red Riding
HoOd: "Grandma is sick in bed. Maybe
she's hungry, so I'm putting something to
eat in your basket some bread, some
honeys, some' apples"... And now what's

Alicef
Phil::
Eddie:
Harry:

happening ?
Woods,
She's got the basket.
Pick flowers.

Woods on a trip.



No Mommy (Mother isn't there).
(Points',to the wolf)'

atchinetlie slides, laughs now).
Fox (Wolf):

The wolf's coming.
Look, hie coming.
The little' girl _met the wolf and wasn't --
afraid of Slie told the wolf where her';';
grandma lives. The _wolf ran very fast
Gitandma's house.. Let's see what happens
there.
Fox' sleeping .(wolf).
The wolf got into the bed.
House.
Oh he sleeping.
Grandma was very. afraid when she.' saw
the wolf and she ran away. SO the wolf got
into Grandma's bed and is waiting for
a good breakfast. Oh, here comes Little -

Red Riding Hood:,See what's happening --
Grandma's gone. And now what do you
see?

Alice:,
Phil:
Harry:
Ernie:
Teacher:

Alice: Man.
PhD.: The hunter's here.
'Billy: -(Points to the hunter and theo the wolf).
Alice: Grandma gone away.

Eddie: Dat man got gun.
Teacher: Perhaps Grandma will come back. The f

man is calling Grandma. ,
....)

,.

I .

Phil: Here Grandma comes back 'again.
.-\

Alice: Me love Grandma.

Ernie: Me .too.

Teacher: And that's the end of the story. The little
girl got her, grandmcher back and she's
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feeling very happy now Soon. they will
haVe a good breakfast 'all together:

A puppet show is 'another fofin to arouse interest imihe spoken word;

provided that the action is simple and. that individual children are

drawn in turn into "cooperation" in the show.

_

How to encourage the. severely retarded child to tall ""

The foregoing- excerpts from our records may serve as material for

the reader to, study conversation -building with severely retarded chit-

dren. The principal idea in such Conversations is that everyone takes
part, irrespctive of linguistic resources deaf Children as well. .

We shall now formulate a few princiPles of method which summarize'

the ideas behind this material.
How' can the situation be created in which the severely retarded child

can feel the need to talk and he ready to make the considerable effort

involved in saying something? °

In.order for a'child to put torth effort, ha must anticipate some ire-

ward for it. This gerieral.principle governing all types of learning hold

true in this ':case.' as well.
What constitutes reward in this.instance?
Praise and approval from the may serve as reward; but this

forin of reward is more typical of the artificial classroom situation

than normal everyday life.; it cannot be the sOle'form of reinforce--

inent and encouragement. In.the natural situation, the reward for an,

utterance is the attention and interest it evokes in-a' listener.. Every

spontaneous and meaningful utterance from the retarded child,

even that most lacking in form and most primitive, should be re-

warded, that is to say, it s ould be accorded the immediate attention

of the teacher.
The te.acher's basic tech
child, and to show inter
is it imriortant what the c
important that lie feel§
the medium of languag
The most common erro

que is always to be ready to, listen to the
t in the content of his 'message. Not only

d says and how he says it; it is even more
need to enrich his social contacts through,

Made by teachers in relation to the child' is

3; 1
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,
to violate the equilibrium between speaking and listening. When
talk is overbalanced and monopolized by one speaker (when the
teacher "lectures") the effect is that the attention of the child is lost
and his spontaneous speech is diminished.. .
An even more effective reward is for the child to know that his message
has reached its destination. There. are many: obstacles to comprehen-'
sion of-the retarded child's speech: indistinct or unintelligible articular
lion, inconiplete sentences, worn b unrelated grammatically, inarticti7 _-_,---_-'

late Vocalization. -Even when the dad prOnounces clearly, his fund of
words is too poor to permit full eXpression of-intention. "The teacher --_,--r-±

must. know each child, his : modes of expression, hiS conceptual
range. Only then is the teacher in a positiOn to appreciate each attempt
and grasp the meaning behind it; only then can he reproduce to the :

child what the latter intended to say in a form comprehensible to
both. . .

Alm6st all the excerpts from conversation in this chapter illustrate
the above principles. (Interchanges with 'Ernie are particularly in-
formative).
For the child 'to feel that, despite poor- verbal performance, his in-
tention has been understood is greater reward than' praise; it is the
most effective form of encouragement to a child for the massive
effort he Must take to speak intelligibly.
Btft more is involved. How can situations be created in which oppor-
tunity is afforded for the child .to "have something to say"?
The foregoing conversa 'ons show that the richest and most developed
utterances are those pro ced when the children were really activated
and mobilized by the events that serve as topics trips they have
taken, celebrations at the Center, novel activities, holiday ,occur-
rences, and the.like. 1

But the richest situation, affording the besevpics, is that in which
personal success'and achievement are mentioned. If we were tnkeep
a record of all the'spontaneous trials, at communicating, both verbal
and non-verbal, there is no doubt that the vase majority should con-
cern the children's own accomplishments. The all-important. word
"I (me)", in particular, crops out most frequently in' the context of
"I did that".
To sum us; in everyeffOrt to encourage the child to talk,' we should
apply three basic teaching techriiques: (1) to reward every Utterance
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with attention and comprehension; (2) to provide rich experiences as
topical. material; (3) to create opportunities for experiencing success.
But it is important to remember that to exert pressure merely for
the child to speak when he has nothing to say and no need to communi-
cate, is rarely effective and can disincline the child from trying tc use
the medium of language.

Difficulties in pronunciation and grammatical. errors'
... ,

Almostall severely retarded. -children have- problems -in: acticuhting.
We have used various teaching tactics to improve articulation, depend-
ing on the degree of conceptual development and. readinesS for
verbal communication.
Corrective work can be done with .those children for whom speech
has become the thief means of communication and in whoM the
speaking habit is already well-grounded. But we have to make sure
that-the child understartds. the purpose of the ,articulatory exercises,
and actively cooperates. Correction of articulation should however
be restricted to the set aside for this purpose. For the rest of
the day we shoul4 TO*, ' the children to speak incorrectly or limit in-ll
tervention to corfe l'Ane soundat.a time: that on which the child
is currently practicing. However, this is to ',be done only. when the
child grasps the goal of the exercise. Corrstant correction of articula-
tory faults, interrupts the train of thought, inhibits the spontaneity of
speech and may in effect discourage the .child from making use of
speech.
The, pronunciation of children who have just begun to speak or who
speak unwillingly and with effort should not be correcteb. The very
effort to speak is for them sufficiently difficult; to set up additional
problems by requiring better articulatiOn can.totally inhibit the de-
velopment of active speech. We can only correct sounds in those
words which are well mastered conceptually and often repeated;
even so, we should exert great care to avoid setting the child against
speaking. ,

Generally speaking,-our pupils are not at-a level that enables them to
benefit from corrective procedures. That ikNyhy in the above records
of conversations there is not a single instance of interference with
the pupil's speech by correcting it. 1

I .
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This does .not in any way mean that we have to give up striving to
'correct the articulation of children of this category. ut we can achieve
this best by indirect methods :
a. by improving the general motor and manipulation skills; articulatory

. organs are, after all, a part of the motor apparatus and the general
raising of the efficiency of this apparatus as a whole may also have
an effect on improving the working of the asticulatory organs;
b. in cases where incorrect breathing is the main source of difficulty,
by generally raising the child's ply: leg and emotional state; the
weak, unhappy, anxious child has as a rule a stifled and colorless
voice,. he may even begin to stutter as well, even when he has not
displayed speech disturbances previously; conversely, at times of
heightened physical and psychological good feeling, in _joyous
moments., the breathing is deepened, the voice gains resonance and
the consonants are articulated more clearly.
What haS been said applies as well to grammatical errors in children's
speech.,Severely retarded children are most often incapable of attain-
ing LileVelopmental level that enables them to construct well-formed
sentences; so we allow'them to express themselves as best they can.
Ore advanced children who use sentences can be corrected at
times, provided, we .do so with\ proper. care to avoid disturbing the
child's train of thought.
In conclusion, we recall the gene al principle guiding us in our work
on the development of speech in the severely retarded. 4We must.
create the conditions necessary or the child to'feel that he secure
and understood; far him to k ow that .the teacher is interested in---
him and his well-being; for m to h 7e- sbmething to talk about
and someone to talk to; and finally, flit him to be

and

a generally
good physical and emotional condition. A cheerful and active child
is the one who is most willing.to communicate verbally.
We should also recall one more extremely important, though intan;
gible, factor :',the emotional involvement of the teacher, who under-
stands that every newly.mastered meaningful word is evidence that
the child has enriched his world. There can be no doubt that children
speak more, better, and with greater willingness, when they feel that
in this way they are bringing truepleasure to the teacher with whom -
they share a bond of affection.
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COlor plates

I Liza'S mosaic composition: before and after two year's of
emotional rehabilitation.

II. Finger-painting by Ted, reflecting his, extreme impulsivity.,

III Finger-painting by Toni.
IV ringer- paintings and "Portraits of the group' by Alice (a-bove)

and 'Jerry (below).
V A tree, by Alice a harmonious composition.

VI Finger=painting by Johnnie a. dynamic composition.

VII Finger-painting by Harry -7- lack of compositional axis.

VIII "Portrait of the group" and mosaic comppsition by Dick,
both illustratingIis preoccupation with the bodY scheme.

IX "Pdrtrait of the group" by Harry.

X "Portrait of the group" by Johnnie.

XI "Portrait of the group" by Liza.

XII Two decorative posters: teamwork by Group II pupils.

XIII "Mother": a collective work for "Mother's Day".

XIV Two cut-out montages b' Group II pupils.
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Correciions-

p. 30 1. 12: for nos-musical read non-musical

p. 41 1. 18: for -portrait 1. read -portrait.

p. 57 1. ' 1: for life o read life of
p. 93 1. 2: for Photo-isr and 14 read Photos 9 and 13

p. 93. 1. 6: for Photo 13 read Photo 14

p. 170 1. -10: for Reacher read Teacher

p..193 1. 11 up: for correeteb read corrected

Poznariskie Zaklady. -,praficzne
im. M. Kasprzaka Pozna4
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