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This curriculum is intended prlmarlly for students who are severely

and profoundly retarded. These students may have little or no existing
communlcatlon, and may have phy51cal handlcaps that restrict their potential -
The flexibility of this curriculum is ideal for -
developing individualized programming fqr these students. However, the
concepts upon which the curriculum is based are applicable to any student.
This curriculum«focuses on the tralnlng of basic communlcatlon skills.
The training of traditional language-related skills’, such as vocal 1m1tat10n
language comprehension, etc., shduld supplement the training objectives
presented in this curriculum, In addition it is assumed that teachers
utlizing the curriculum will already have had a background in behavioral
analysis and behavior modification, and that such principles will be applied
for. all response training (see Appendix F) _
Finally, thlS curriculum represents an integration of ideas and procedures
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), €cC PROGRAM INTRODUCTION

. AND OVERVIEW
'V s N
. T
. ’ . INTRODUCTION

' ¢

- .

"The Cohprehehsiue Communication Curriculum ¢CCC) is a communication
training pnogram wh1ch has been developed in response to frustrations
expressed by many teachers and parents of severely multiply handicapped
children. Language- training efforts with this population in the past
have had little success. It has been our observation that these attempts .-
often fail ‘because the child is being taught formal symbolig¢ language- C .
systems (such’as speech, manual sign, bliss symbols, etc.), without being
taught basic communication skills. Communication programs have traditionally
required that students learn several prerequisite skills+before beginning
actual communication trainirg. These prerequisites have included motor
and vocal imitatien, attending behavior, vocabulary compreheénsion, and
so-on. In the £CC Program these skills, while 1mportant, are considered

‘"facilitators"_ (See Appendix A). They are not prerequlslte to learning

communication skills, but rather, they enhance the learning commuanatlve

behaviors by facilitating response development. N
. .
It is the underlylng assumptlog of the ccC Program that the acquisition

of bagic communication skills is an, essential prereqn!51te to the successful
acquisition of functional linguistic skills. 1In the CCC Program, which - .
has been des;gned sgec1f1qally for use with the severely to profoundly

retarded, §ﬁ9 1call§“ﬁandlcapped student, "bdsic communication skills" are
deflned as thd,ability to express basic’ wants ard needs, and to spontaneously
initiate a comﬁpnlcatlon interaction. Thls communication may he accomplished”’
e1ther symbolically (e. g., by using words Qr signs), or non-symbolically
(e g., by using natural gestures and movements). Figure 1 represents an
important conceptual feature of the CCG Program. That is, there®are many .
ways te communicatg. Only one of them is through symbolic language.
Severgly handicapped, children who are unable to learn complex systems of

symbollc language, can still be trained to communlcate.

T

All children, no matter how young, or how severely 1mpaired, communicate
in some ‘way: by crzlng, fac1al expressions, gestpres, etc.ﬂ The normal
human” infant communicates from the moment of birth by crying to express
pain or discomfort. The infant continues to develop effective communication
skills 1ncludlng various combinations of eye’ gaze, p01nt1ng, and vocalizations ‘o
throughout the first year .of life. It is not until. twelve or fifteen
months of age that the infant really beglns to use speech and symbolic
language for communlcatlon. . ) ) -

s

.
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Thus, the normal child -has had more\than a year of experience
developing communlqatlon Skll;ﬁ before he or she even begins to develop
a conventlonal symbol system. In the same way, it is unreasonable to
expect the, severely multlply handicapped child to learn sumbolic language
before the child has learned to communicatd. . Nearly all severely multiply
handicapped children, whether or not they learn a formal system of symbolic
language, can learn to communlcate their basic wants and needs. Many pf
these children already have some form .of communicating, as mentioned above.
The. purpose of the CCC Program is to make that communication more efficient
and systematic, and more under the chil8's own control.

Another important feature of the CCC Proéram is its focus upon functional
use of communication within the natural settings and events of the child's .
Because of this focus, the child's family and home are seen

Y

Two manuals which®accompany this curriculum deal in various ways with
parent involvement’ iff the &lassroom. The Teacher's Guide to Parent Involvement

discusses a "hlerarchy of services" which provides a framework within which
to evaluate and plah parent involvement in the classroom. The Parent's
Guide provides parents with gu1de11nes for communication tralnlng in the
home, as well as a list of resources fériparents of handlcapped chlldren. .

Because of the response llmltatlons of severely multiply handicapped

' children, formal assessment tools, such as standardized tests, are often

of limited use in evaluating these . chlldren s current and potential
communicdtion skills. In the CCC Program, parents or primary caregivers,
rather than standardized test scores are considered to be the best source

of initial assessment information regarding the child. A Caregiver Intetv1ew,
hich is a personal interview with the child's parents, provides an initial

Ylnk between the classroom and the parents. Parent reports regarding the
han@icapped child's current communicative skills are viewed as crucial
information for the process of program;plannlng in the classroom. In addition
to providing important 1nformatlon, ke parents and the home setting are

seen as essential to-both the selection of,qpproprlate tra‘nlng goals, and

to ‘the process of training communication sk¥dls.

~

~ 2
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KEY ASSUMPTIQNS OF THE ccc PROGRAM

‘

~N
5\ . 4 .
he following is a list and brief explanation of several key points
and assumptions of the CCC Program: o

1. 2any child can learn to communicate.

The CCC Proérem has no prereqdisites. The program appropriate
fon any handicapped child regardless of the severity of hiS\or her
implairments. . \_

Sevérely handicapped children must’learn to commuriicate basic wants
and{needs in order for language behaviors to be functional.

v
a

Many handicapped children are taught specific language behaviors,
as signed or spoken labels (e.g., naming objects). Often, however,
behaviors are not communicatively functional for the handicapped

because he cannot use them for anything in his daily life.
quently, the language behaviers 4re not read11§%generallzed and -
ained. 1In the CCC Program children.learn that c0mmun1cat10e e
iors can Qe used ‘to control thelr eavironment and obtaln the

S they want and need.

&

\

Children are most likely to learn _those communlcatlve behdviors which
- expresg basic wants and needs- s

\ * .
ihildren must have a "communicative need", ife., a reason or
purp € for communicating. Thus, the first: goal of the CCC Program is
the iSentification of the things the child enjoys and/or needs from his
dally enV1ronment .Students are then trained to request those wants
and needs. (In .this curriculum, wants and n s are also referred to

as "high-preferenee\:jinforceré"r)
. 4
Children must \learn initiate communlcatlve interaction.

“

v Communicative behaviors gre of llttle use to the handicapped child
if they cannot  be spontaneous?y used to ‘initiate communicative

© + interaction. Thus, 1n orde o facilitate spontaneous use of communicative
behavior, the CCC Program trains the €hild to signal the teacher ox
caregiver for attentlon, and to recognlze those situations in which
there is a communicative need.
Children are most likely to communicate in natural situations, to persons
with whom they are fhost familiar. '

.

The child’'s home and family are viewed as essential elements of the
. successful communication training program, with regard to initial
ssessmént, as well as program p;?nning and implementation.

- v

_— L 16
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MAJOR COMPONENTS OF THE CCC PROGRAM
- - Y “ar ‘ )

~ .
> .

-

There' are five major componéhts and goals of the-CCC Program:

CAREGIVER INTERVIEW |, , ‘

~ <

Purpose: To determine what communicative ehgviors the child
already possessess: 1i.e., to-dgscribe what the chiNd already attempts
to communicate about in his or her home enviyonment, d what behaviors
the child uses in these communicative situations. The Caregiver
Interview focuses ori the home and family, and provides the initial
link between the teacher and the parents. s

IBENTIFICATION bF.MANTS AND NEéDS . -

Purpose: To determine the child's high-preference {reinforcing)
items, foods, persons and activities.” These high-preference items will
then be Tused as the things the child is trained to communicate about.

TRAINING THE CHILD TO REQUEST WANTS ‘AND NEEDS . .

.

-~

Purpose: To teach basic'gequésting behaviors which will enable the
child to "ask" ‘(either symbolically or nonssymbolically) for those .
high-pre¥erénce items and activities alrea y identified. The. appropriate
"Reqpest" training objective is determined by assessing the child's .
currgnt and potential communicative behaviors through the Caregiver '
Interview, Teacher Quéstionnaire, and direct observations of the child.
There are foyr request training objectives: REQUESTING MORE, REQUESTING
THROUGH CHOICE, REQUESTING THROUGH PICTURE COMMUNIQATION BOARD, AND
REQUESTING THROUGH SPEECH OR SIGN. " The goal and rationale for each of -
these objectives, as well as suggested training proceures, are presented
in the "Request Training" section of this manu#i. ’

TRAINING TO INITIATE INTERACTION AND REQUEST WANTS AND NEEDS
A\ 4 .

‘Purpose: To train the use of an audible attention signal which can
be used by the child to obtain attention from caregivers in order to
communicate a request. The multiply handicapped- child must have some™
way of signalling for attention in order to initiate a communicative
interaction. Only then can communicative behaviors be used spontaneously.

v

ENVIRONMENTAL MANIPULATIONS TO FACILITATE SPONTANEQUS REQUESTS

>

Purpose: To manipulate the child's envirdnment in such a way as to
facilitate the spontaneous use of communicative behaviors in real
communication situations. Once the child has learned to request and to
initiate communication, the child's daily environment and activities are
arranged in such a way .as to maximize opportunities for spontaneous use of
those behaviors. ’

<

>
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T‘ CURRICULUM sﬁeunan

re

Progression through the curriculum is described briefly as follows:

. The teacher begins the assessment process by contacting the child's parents -

and filling out the CAREGIVER INTERVIEW. For the child who initially-seems
to hgve very few high-preference ‘objects or activities in his daily }ife,
the primary objective becomes IDENTIFICATION OF WANTS AND NEEDS. Thus, for.
the child who is "difficult to reinforce'l or who "doesn't like anything" this
must be the first objective. ﬁ' .

Once at least one strong reinforcer (or "high-preference items as they
are called in this curriculum) has been identified, REQUEST TRAINING can begin.
No matter what form of fequest is léérned, whether symbolic or non-symbolic,
the primary goal of the CCC Program is that chil&%en, in some way, request
the things they want from their daily environment. .

™ - o

When the child has 'learned to make request in any form, he is then
taught to sigral attention from the teacher or caregiver in order to INITIATE
INTERACTION. . !

After the child has learned to request the desired object or activity,
and Eo\initiate communication, it is important to arrange the environment
and daily activities in such a way' as to FACILITATE SPONTANEOUS REQUESTS .

i »
. -
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‘parents may be reluctant. To facilitate the parents! involvement in the

~ \ : ' . -
-~ . - v
v \

PARENT IN\YOLVEMENrT AND .
x INITIAL ASSESSMENT
. \‘\ . : . . ‘P‘

PAl'lENTAi: INVOLVEMENT ' .°

L4 . .

The CCC Program is strongly coﬁmitted tb the involvement of parents
in the educational process of the hahdiqapped.child. The two manuals
which accompany this curriculum guidé, Peacher's Guide to Family Involvement
and Parent's Guide to Classroom Involvement, Communication TrSinihg, and
Resources, are designed to facilitatoxfamily involvement. - "

4 v ’

-

*,

An especially important aspect.ofﬂpargnt involvement is-in the
cdommunication assessment process. A basic assumption_of this program is that
no one knows the handicapped student as'well as the parents or the primary
caregiver. While a great ‘deal of information may be gained by direct testingy.
and teacher observations, parents are often the best single source of : '
information regérding their severely handicapped ch}ld. Due to tge°ex€reme
response limitatijons of most severely handicapped students, ,formal assessment
tools, such as §tandardized tests, are often of little use in evaluating the
student's current and potential communication skills. Because cammunication - -
is a social behavior, it should come as nd surprise that those pérsons who
have the closest relationship with a student are usually best qua}ified to
assess that student's communication skills. This in no way suggests that .
teachers and other professionals can not ‘contribute important information
regarding students' communication skills, but rather, that the .teacher should
utilize the one-to-one and very close relationship that often.exlsts between

the child and his or her parents. - : oL

'
e r'. ! !

The Caregiver Interview (found in Appendix B) has-been designed to
assist the teacher in using parent§' input’to appropriate comhunication
training goals. The selection of cCC comm@nication-goals and training
strategies will depend upon the teacher' ability to identify the stiident's
high-preference wants and needs, at home (a$ well as in the élassroomﬁ, and
the ways students express those wants and .needs to Fheirgparents. o

.
§

While most,parentsﬁwill:demonstrate enthusiasm and reddily become _/
involved in the assessment process and other classroom activities, some , ., ,
classroom, and to begin.the initial stages of an active family program, the
following suggestions are presented. A detailed discussion of these
strategies is presented-under the "Planning Strategies" section of the
Teacher's Guide to Family Involvement . s ) -

’ - &

1. 1Initial Contact Letter. Two or thré§ weeks prior to the begiqning of
school the teacher should send each of”the families involved in the,

y classroom a letter of introduction. In addition to introducing herself, '_
the classroom staff, and:ﬁlans for the coming year, the letter should’
invite family members to a parent meeting. .. ; .

* N ‘. .“ :"} . * . v e \
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2. [Eollow-up Telephone ll. Two or three days prior to the parent meeting,
call each family to’ femind them of the’ meeting, ind cncourage them to .
attend. < : " L?' ‘a.
. . .. 'Q\ > R
- 3. Initial Group Meeting: Du?ing the first week of school a .group meeting |
- for parents is recommended. The purpose of this méeting is gﬁofold
: f1rst, the meeting can, .Sexve a soc1a1 function .thatl will begin to develop
the ‘group cohesiveness necessary for good group int ractlon. . Second, the
meeting should function as the beginning of the fam ly's 1nyolvement in
. the assessment process. The teacher should go over' the Carquver Interview
in some detail, providing copies for parents to make notes &h, and to
' . take home for further consideration. At the endﬂof the meeting %hake an R
appointment w1th each parent to meet in the home (preferably) or the
P classroom to d1scuss each of"he items on the 1nterv1ew. T .
’ c - A i %Y r .
4. “Individual Parent-Teacher Mceting and Caregiver Interview. Whenever .
possible, the‘teacher should make arrangements to do the Careglver
Interview in the student's home&, Parents are often more comfbrtable on
their "own turf". A home-visit also provides an opportunity for the S
teacher to observe the ¢hild in his® or her own familiar environment. . .
’ 5. Parent Involvement .in Training, Generallzatlon, and Méihtenance of
Commun1cat1Ve Behavior. As training programs are developed parents
will be involved in those programs to whatever extent is reasonable for . ‘
each family., . : N . . e @ .
i F- - . R . -r- ‘ - ,&, L4
. - | L o ,
T T ASSESSMENT: THE CA“RE'G.IVER“‘"INTEI}YIEW"""‘ T T
N T e ! ’ ) !
AND TEACHER QUESTIONNAFUE -
- k - ‘ Y , 4
. ' ve 0T e o T
. 4 L‘g' . B
In addition to the Caregiver Interview, the *feacher will fill qut the .
Teacher Questionnaire (also found in Appendix B). This qyestionnaire’ asks
? many of the same kinds of questions as does the Caregiver Interview, but .
assesses the: student's communicatlon behaviors in the classroom rather than . . .
the home. The teacher should anticipate that there will be d1screpanc1es
" when comparing the information provided by the two forms. In a<+few cases ‘
this discrepancy may be due to inaccurate observations on the part of either .
the teacher or the parent. In most ¢ases, however, these discrepancies -
s1mply reflect real differences in sZudents behaviors at home and in the - ‘.
classroom. As discussed above, the severely handicapped child and his or
o _her_parents-have had many years, of close, one-to-one 1nteract;on, whlch*may S ——
“ well have developed behaviors and interactions patterns ‘that are vVery 'l
different from those observed in the classroom. It is Extremely important .
that teachexs not be defensive or Judgmental in response to parentsY
- claims regardlng their child's behaviors and abilities. The teacher ‘as a
- professlonal must view the pareénts as an important information resource in .
maklng decisions about initial communication training goals. . RS <
> . s
. ~\;lo be most effective, the Caregiver Interview must be completed with ,
., \\~the parents and teachervdiscussing each question in detgil. Teachers, are

FRICT | .22, L

s ’ - . - -
- L
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cmm— Il MWith which to begin communication training.

. v \ . . o
.8 N )

- T, . " IO

. < ' o -/ '
" reminded that it is an interview, not just‘d questionnaire to be fiMbed out.
-« Parents may not understand the intent of certain questions, or they may ¢
answver a quéstion too briefly. In either case, vdluable information may
-be missed if a discussion ‘does not follow up ‘their answers.
. . ' '\ , e — ~
. It {é-important that teachers use good inferviewing techniques.
Questions should not be simply read to parents, but should.be incorporated
into a conversational 'style which attempts to elicit maximum participation.
If the teacher finds thét‘shq is doingnmoqt of the talking, then the goal
of the interview is not being met. . Teachiers should fill out the Caregiver
Interview form during the Enterview, rather than completing the form later

from memory. .
‘ \&/\?\\/ . ,s

The major purpose oF the Caregivér Interview is to pfoviﬁe information
regarding the :following:

s
N .
. 3 ¢

1. High-preferénce items and activities. It identifies those things in the
child's home énvirogmehf which are "high-preference.reinforcers", i.e.,
those objects, foods,”activitiés, and people which the child wants and
enjoys most. d _ .

[y
T
4

2. . Current and ?otential Commpnicativé BehaYiors. It also identifies those
behaviors which the child already uses to communicate, This
. information, together with classroom observations -and input from other .
‘ professionals, provides suggestions as to what the child's requhse
potential is. { - )
As, will be discussed in subsequent’ sections of this manu#l, it is this
informégion which énables the teacher to select the- appropriate ébject%ve

- ‘ . ~
. ' ~ ) ’ .
[
-
-

éumpl. C'lr‘el‘lver Interview " : ' :

” ' . . }\ . ‘ ) i N

.o * o
¢ ) *

The following is a completed sample Caregiver Interview which demonstrates
the kinds of informapion the questions.are intended to ellicit.- As teachers
read through this’ sample‘Caregiver Interview they will notice a great deal

of redundancy. This is done purposely in an attgmpt‘to obtain reliable
information regarding communicative behaviors. ® —

. - i .
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- mCAREGIVER INFERVIEW - / \

"Child's Name A)Y &7_/73/ e ., Date 97/4/8// e .
. iy‘fﬂ&_____ Information Given By /é&&_md&( 5/?2/777 o <

Relationship to Child

General Health- . . e

Whatymedications does your ) T T e T
- cnild receive? When is it given? __ _ iHow does it affect your chid? .
1. S 7. 7 .Y Y S 7. VR T A A '
t — —— -—
Jao i 2 ‘
; (/ . L Z - ]
3 _ S 3. ) K
- —
- .
’ {
N -
Does your child have any of ; . - B -
these health problems? - o IYES | NO How does this affect your child?
: “ To what? T T
Allergies . J Ay : T -
- X, 1 __| peotucrs Lres SR ConsésTed
How - fréquently? ‘ - T “"
Seizures .
X /23 wséks XEEPS  Aride  s€rzuse .
Other chronic problems , How frequently?” 1 ‘
\ . ' *
Gae wrscrpus 1 X A-SEAH | La)dS RuMS TEmPERATI
WINTEX N
* &

What seems to trigger your child's seizures?

Physical Condition

Your child chews: N‘Brmally .

. Your chrld swallows: * Normally

With great difficulty

With great difficulty
; ]

”

Your child sucks: Nermally

With great difficulty .

LA’ EAT_CNUIKY FDOD. 70 T
Foobs WEED TO A SOET ok ,Oueééb . , "

How would you describe your child's vision? Nom} Mﬂd Impairment @pjmnent) Blmd
Does your child wear g]asses7 YES @ Other conments:  A/O7” Sug& b{@g__w 44) SEE

How would you describe your child's hearmg?@ Mild Impairment Moderate Impairment Deaf
Does your child wear a hearing aid? YES Other conments: °

Descmbe your cmld s feeding program or special diets:

s

How would yovu describe your child's use of his/her hands?

Mildly Moderately - Severe] ’ ‘
. . .
. Control of right hand is: Norma) Impaired Impaired Impairez ‘
' Mildly/" . Moderately ' faSeverel .
Control of .left hand is: Normal Impairted Impaired !mpairez L
, Is your child able to walk independently: YES : .

If NO describe what assistance is nreeded:

SADY 15 b 20 Heede M -

“ . bt

quc’ 24 - e

| Aruirox rovided vy e [N




12 ' C o, ‘
' . Cayeg?ver Interviey

Page 2 ; ,

( — .

Avtending behsvior

~1sP does your ¢hild respand to new or unexpected so mnds, lwhvs people. or situations w the environment

(¢.4., new ‘oods, new room arrangement, bright colored Might 5%5 /$ OFZ?N' DROSY. A MOT

v = . L]

BUERT, _QuT sombrimés_SHE. CEES_ AT Aeud SUBDen) sgmds  *. T .

Apprmuu\ tely how lona dJues your c!nld atund to an onc tning he/she is intevested in? /Z’QSC 6 MM/-/){&S

y7ve ABTEN 7D CERTEIM. GECORNS. FUK . 4004__5:%@65-___-_ e 2

-
Intertering Behavior . \\ ’\ . .
What behdvlors of your child are 1|r1tutmg tu yotnand others around you? W/b\/ fé___ _'l_'__ A/;ii&dfg _'
| SHE_STPETS. Ahseig L S
What behavior problews does your®@hild exhibit wm::h we should be aware of? Z/??ﬂd-L 754/720‘”75 o
et Tem s e g = Sl - ——
—al)
How often and i what situations doe, your-child emit. these behaviors? [_}7_/_4(,\/-— %9%5 f&__/_/j_yé_‘&:fé
&x_ws-_pza‘) S S
what ¢o you do when tnese prublems oceur? 7‘::/ wﬁﬁé J%ﬁ( 9‘ ,&f@g_ Q&‘ o j
,_ﬁ//)’ﬂ/ﬂ/ . S
"""_Z::.:-'.:—.K./_._.'.'.-T:Z'_'_"‘-.;'."_'”_.'\" I I TToDoLIoLIITTTI T _'—'—"':_'_"'_7—. T T I T T
mr~-"" - £
Reinforcers ) . . R , ¥
, A
flescribe your cmld 5 iypical day, - - - s
e s s o s s o e -—r—-———~—---——- ~————————1 Khat about this uctxvxty does your c.baxld 11ke
fvent ) Appeoximate With or dislike? -
Time Whom ' \
S —. IR PGS S —— MU e e = e e e
Awakens 7670 MW'/('/(. //MAMY KM/D OF C(/M/)C)’ ﬂr /<Y .
e T & s b R Bt e
Me.sing . 7 /s— : /ﬂﬂﬂ“/é'f * - Z)pég,yl ,(/,Zé /T Vo, .
I L ] ¢S Gtinc, AATES fooﬂézm[ il
proownd ﬁeen&msf o ‘ FATHEX %'/ Y
{bath, hair, /’Mfﬂé( oc
toetn] gérole BED 0 ;s@zazz/squ
b - e~ e ey ——'——'—""’J'—""-—""; r — e v e
Breaifast 7:30. é,(/ﬂ&,_fﬂﬂ]/,(}/ z/kés scm,a;uaﬁ é&@s L
Lunch A7 SCHOOA ——— ‘,-—‘— . - . . ’
Tl B T ) ,m(e’s 227, oSS HArEs somid T ]
f).i‘rt‘.e.r . —‘4'30 B &ﬂﬁ/’%”%y foobs _ .u.:_-J -
School . 850.:339 . — . ___'_______, N o .
| A YR P T 7o -
b, Q,MA ALonE LIKES = GOES KIGNT TO, SALP .
. . ﬂFTéf ,‘a'fHd-( ,4— LIKES TO Ss& TIKAED AVD FATE
b SupPEk BLOTHEX } ' ‘

S g5 e
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. Caregyver Interview N

Which of the above would you consider your cf;ild's favorite?

(’/ - - Bt Page 3 - 13 '
leinforcers ‘
«continued) - ’?L
, HR What does’ your child like and disTike? « Describe what your child does to Tet you know
. i - that he/she likes or doesn't like this’ <
Activities AUAY WITH FRI? €K, 77CKL I8, - - s .
—— \ . 4
Likes VIRK/VG B 8ATH G/EELUES, (SEEMS AL D -
. : .. K
- HATES s <és Berce Pur pn , *- " T
| TES 0LesS/&, 7O0TNERu S HIn) S Lty
Dislikes AHTe S RS A é; Wﬁ/{@ﬁg:’.?gﬁﬂ 4 74 Hyy)
\ . ARK comB/vg , ’ 1
'S ’ ~
———— L
o . o
Objects C - o
Likes ) 'DOéwf A/’ﬂUO//[ %/&/g B {\, /,. J ) " *
. : - Y .
Distikes " '
+ —_——— —— gt ;.‘ . !
People . " i S :
’ TRMRY  MIomBeR's, &5 LECIAMY G/HELES ) VOLRKIZES  MDEE, OFTEN
Likes * FATHEL, SENS™ Mot uiDE  AwWARKE - ;
’ Dlsllkés | . . - ’,
. \ : {
Food i ] - ' KE5S TROuUBKE C/Yé(i*}/l/ﬂ 9% SWARDLY
). . )& CH ¢ o
'ﬁ/(m SWEETS, ESPEIMRY ) " | messt moobs. DPsws NOUTH FORE, WEXT
Likes /%7‘,97068 ‘ . ’ ﬁ/?fé‘ "SAYS " mA 7 LUHEAL -A/ﬂrﬁll/{'&/_
v . e . NDLE OF THES ¢ Fpo DS -
RIPUI DS ' « "L WorL'T Chewr- Lon' T O éws #1074, -
" AT \ L AETINES TS MerD Ruhy
Dislikes ”70%, l/é&éfﬂd& g ot 71776 Vel .

1CE CRAM S FATHER

e
~

List below specific activities, objects, or food which the child routinely experiences, Interacts with or receives

g °

nearty every day (for example: bath, listening to music, grape Juice).

\

N TE—Y

ARG ties B Objects — Speci Fic Toods ™
" Deess s L &&5S
. N T N..—-— ./&: o ——.-'
JIRLS, i 7R g
A8 P . I § LU AU € .
Bar, S ~ ‘
] Y . «
F"Z R ; —a7 - -
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19 Caregiver Interview .
S . Fage 4
Communicative Function v :

" | vows your Frequency ‘bmat_do-e’s_tTe_' chitd ™ -
v —ch?]d' ’ S " ldo to Bt you know YN < N
communicate S @3 = o this?
any of the bed Ef 553
below to_you? o | ov | &= 1.
‘ ] VDCARIZES; OPENS - \
Hunyry X . MOUTH, §RYS "R =
...f. e e G e S
! »
Thirsty X
Sick/an pain X CARIES, SCRmS ) /
"Wet/Sorled : - v Mo
! X ] v ! ' .
l R Are there certain times of the day or cgrtain
! » * circumstances under which this usually occurs?
| (Y NS — — - : e ]
: ; BATH T
i Happy X . :S/W/A ¢S, G/&GAL S ﬁ,{ﬂ)’/ﬂ/é lorTN Fﬂfﬂé’<
| [ OLCASIONAARY  COHEw AEFT AUpre
v l Sad CLIES o Roorm
L T2mniR At | DESSING,, Rk BesHs, ]
Had X ) CR/ES, SceAms |G87Tie hes BeAcé ou/
Tired of or { -
Jdishikes an N ) - 80
activity X N ﬂlr)ﬂgz TANTTEumS, SAmet NS ABoVE
P J 3
[ B — L
. SOMETVNES WHEN T7LELD . oF
frustrated /{/ '\HO/(/éS. S“L‘{?ms Q,&ﬁ[/ﬁ IV LONECL CNWE
Other ! ) S .
(Specfy) %*‘*‘??&%{ .\.}?‘ (,e“A
‘. Py /‘ ’///""vﬁ‘ﬁf’ o ,
Does your - Frequency How does your child, Are there certain times of the day or certain
child let your let you know this? circumstances under which this usually occurs?
know he/she , > - . .
wants one of 2 &8 D s - - - I . e e L
the below? & EE FECE
- o ) o A e e =
ore of VVMS mouTH ok ) T
something X YaxALeS Fok ”meé PIEALT /1 & S
. Foo» “ -~
- = g A
Your 1 - | Sowrermés WHEV ZTm S¢SV AvD /S4oc/ s
attention X ‘ uocm/zéS- lg,‘(' " i C
. Part(cular o ‘ v
objec ‘ . ‘ .
preferred over \ . s
> janother X 5o - 27 ,
——— e v — —-——— ., L] N — oo
[ 'Q 'childever te)l you that he/she is hungry, thirsty, wants your attention, etc. w1thout ﬁrst be\ng asked"

How frequent1y7 ﬁﬂygé RICE

4y

<
£
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L 4 . : Caregiver Interview 3
G Page § '

W/

Communicative Responses . /

Does ‘your child currently use one of the following to effectively get your attention, specify wants and needs, etc.?

Vocalizations @
Gestures ‘ S

Speech™ - ' gyes
Manual Signs » VYES If YES, what system? _ -
Communication Board YES If YES, can the board be tiaken to school?

Has your child had previous training in the following?

Speech . @’ % If YES, describe the progress in that training, A/D _ﬁ{QﬁféS& ’

Manual Signs YES .
Communication Board  YES N - )

. 2

-~y

‘ T "Frequency
Chgck ways, your - What exactly is your child trying to tell you when th1s occurs? )
child comunicates (example: Joe holds out and shakes toys to g&t Mom's attention.)

SNAES WHN SHE NS LUOICES SHE

Lecoga//2ES ~ )
e BEs TIKLED DR 1TRKVE A SATH

Lo

Some-
times
Rarely
or
Never

. Makes facial
expressions (smiles,
frowns )

-

-

Laughs

-

Cries [

Screams

Tantrums

>§>§><é<><0ften

- SEECARIEL COmmbnTs

Looks at people

<P

JLooks at objects .

Moves body (shakes ] SOMeTVrIdS TUEAS MHERD TS I0E 1D Aol
head, Teans forvard, X ceerin) FooDs (Liils, meaT e7e.) .

etc.)

Gestures (arm or
hand movement) -

OCCRSIDMMLY L FREK]y/EL y KA/SeS Aems

€

Points to or reaches
for objects or people

ke
S

Imitates other's
actions d

’ / .

Acts out (mimes)
communication

XN x [X

Hakes \’:m.nds T _X o U U |WHEA SHE wWANTS TRITENTION D€ rmolé FROD .

Signs single wor&s

+

s

Signs 2-4 word - .
phrases N

Points to pictures
or printed symbols

x| P
-
\

Says sir;gle words /
: X | - SAYs ) IR 7

-Says 2-4 word "

phrases . X PR

QO ither (describe) X ' 3

ERIC
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LY Caregiver Interview
Page 6

,
T T T I I T T I T I T T e e e e e

Cofinuncative Envaronment

what does your child regularly conmunicate about (for example: wants attention, is hunbry, etc.)?

Describe how fhis comunication occurs, 5255&5!.’-._5%.__5 DOsswi T AJKE S&/ﬂe‘?‘}//xvé O LoMER
OHE LTS, 202¢_ F200 ] . ' K

- m———— e e e e

[

~

N ——— {*Sf%};" T TN eSS s en et s - ““‘“ - ‘A_ e e ——

- -

v 2
. \ .
Are there situations during the day when your chilkd 1s required to make a resjonse before i
r . equ B » suine actwvaty is started
or izontinued (for example: asking for dnother drink of juice a§ breakfast, or requestiny toys off a szelf)?
. ~

\
YES If YES, describe the situstion, _ ‘
- R TTTrE AT e e "{':""""“ /e

e el et
. .

Are there situations when your child has to make a choice betweeri two or more objects (for example: i

mlk nstead of juice, or rocker instead of swing)? YES @f%lf YES, when? ? . ( ¢ |p1£3. preferving

R ~~ T T

- fre 'thvre situations during the day when the chiid must gain your attention n order 2 desi j

or mect some nead? VES (RD 11 105, whent ‘ n order to get some desired obJect_

O S e - N
e e e s it 4 o e e e Cmm e e e e o e e N
Would you be interested N doing any c;o;:allunicaii()n training at ho‘me? YES MO ' -
° -
e — - o— e e —— - g s - - e e e
- \/ ) it
- ’
, . | :
»
» * 0y ' - \
< !. . 29 *

Q s . : ' . e
RIC -7 -, - . "

Aruitoxt provided by Eic:




Interpretation of Caregiver Interview

-3

- -

The following guidelines briefly outling how the teacher should proceed
wn selecting initial training objectives once the assessment process if,
completed.

v

Organize the information gained from the assessments on a worksheet
similar to the one in Figure 2. This lists all the high-preference
reinforcers and communicative behaviors identified for the child.
sample presented below is taken from the’ Carng‘ver Interview just

1.

The,

presented. In actual practice, the information obtained from the Teacher
Questionnaire would also be included in the worksheet below.
L] - .
* L4 -
. ‘ .
. L ‘ . ;
¢
“KESPONSE AND REINFORCER SUMMARY SHEET -
s /“/\—1 . Tt
Student, 64,{//)2’
! Communicative Potent {a] Comalnicative
Sitvation Reinforcer. Responses lc':ggmes
Y-7Im¢é SMIAES, AAUGHS
ﬁ?ﬂ@% FATHER VaAZES ¢ - )
.
1]
. » .
. PAY-70 | 7= in  |Smkes, subus | - ] Figure Z: Sample
’ ’ Ar Homé vocanzes : Response and
e ) 1 | Reinforcer
e/
. %‘4 Thews B | Swmés, Aansn's - Summary Sheet
' .
, Sumesw | Saaps  (Pows muTH | Samirints Toaws Aiad 8
HANIMES Voears 2¢S Ay 1O AVoID, Osukéd
Fosp VeSO TO &XProlé
VAUV TARY conTROA OF
. HERD TUrt/b, |
. f
g K
. ~ / > R
H
. el \
L
L3 . i -
L3 ! 9
. ' ) t
Vet e )
[ N . -
»
4 <

' NOTE: Blank copies of all sample data sheets are included in Appendix'b.

2. If several high-preference reinforcers have been identified, the primary

objective will be to train the child to request thoseé reinforcers, and

. . . . .. .
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the teacher should- proceed to the “Reéuest Trainﬁpg“ section of the
curriculum. Guidelines are provided there whiéh will aid the teacher
in selecting the appropriate Request Training objective (e.g., REQUESTING

MORE, REQUESTING THROUGH CHOICE, etc.).

If "Request'Training" is indicated, teachers should stil] familiarize
themselves with procedures described in IDENTIFICATION OF WANTS AND NEEDS. _
The identification and development of new reinforcers should be a
continuing goal in any communication training program.’ Most high-

preference items or activities do not remain reinforcing for the child -
indefinitely, particularly whenr frequency of access to them Me increased
via training. 2 -

If few or no high-preference reinforcers have been identifie%, the primary
objective must be the IDENTIFICATION OF WANTS AND NEEDS. Procedures for
this objectiye are presented in the next sedtion of the manual. Request
training cannot be begun if high-preference items or activities have not
been identified.

-4

3

Using the exampleabf Sandy, above, the following decisions gan be made

. regarding initial programming :

Reinforcers: Several reinforcers have been
identified for Sandy, including several foods
and activities. Obviously, certain reinforcers,
namely Father and bath taking, cannot readily
be incorporated gnto classboom programming.
Requesting these particular high-preference
reinforcers will best be trained at home.

The remaining reinforcers can be utilized

in the elassroom. . /

Responges: The most consistently used
. commmnication responge appears to be
vocalizations. Since the mother has

reported that Sandy consistently uses \\\\\/

this behavior to indicate that she wants:
more of something or wants attention, it
would appear that Sandy has voluntary
control of this behavior. Voluntary
control of vocalization makes Sandy a good
candidate for the Requesting More objective
{see Request Training section of the manual
for detailed response selection guidelines) .
.~ . . Though emiling .and laughing do commynicate e e - o
‘ her enjoyment of certain activitiedg® they
oceur following the activity.rather than
before, and therefore would be more-
: difficult to train as a requéstidg response.

Potential Responses: There ig:some evidence
in the Caregiver Interview that Sandy could . .
eventually use a head turn communicatively.
- It may be desireable to request that the
occupational therapist help with "facilitator

31 . . .
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v

training"~(see Appendix A) in order to -
facilitate the development of voluntary
control over head turning. Such a head
movement to thé right and left would allow .
Sandy to make choices between two foods, ecte.

"Training Settings: Several spttings appear
to provide good functiomal Gommunication
training opportunities at home. These

. include play ¥ime with father, mealtimes’

and bathtime at home. In addition a

Teacher Questionnaire "(not showm) suggested
that free-time and snacks would be ideal
settings i# the classroom. y
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~ Figure 3:
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EDXBLES
b el

Fru;kg
fDesse ts

Salty Fagods

Honey- \ .
Candy ™ .
Pop ® :
Milk ¢

Fruit Juices

AUDITORY/VISUAL STIMULT

Singing
Record Player
Radio Loy
TV
Music Box
Percussion instruments -
bells
chimes
maracas
sand blocks
"Looney Tunes Choo-Choo"
"Jack-in—the-Bpx"
"See-n~Say"
Flashing lights
" Pinwheels
Mobiles

-

-

Y

[y

Potential Reinforcers For The Severely Handicapped Chilq

" RHYTHMIC/MOTQ-KINESTHETIC ACTIVITIES

Bouncing up and down
Swinging

Rocking

Riding in wagon
“Tubmobile" s

13

‘ ~

SETTING CHANGES

Going outside
Moving from wheelchair to

Reduction of discomfort e.

changing position

.

PHYSICAL INTERACTLION

Hugging

Patting

Pat-a-cake

Peek-a-boo

Tickling "

34 . T
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4 dnd termination of each item. A sample completed data sheet
- is provided in Figure 4. e
~ 9 -
NOTE: Blank copies of all sample data sheets are included in
. Appendix C. ° ) . :
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° ’ . a. Record the child's response «to thh presentation

. of the item or-activity. Such reactions as smiling,” -
.o elooking, cessatigh of ongoing activity, etc.'may'ipdicato
a positive respdnse to the. potential ‘reinforcer. - — —

-
N ” 2 4

b. Also record the child's' response* to ‘the termination of .
- the activjty. ' In other words, children may often show no. -
- response to thé presentation of something, byt may show
displeasure at its termination. For example, what does- .
the child do when given only a small "sip of juice, &
then the juice is withheld (within sight) for several : o
. - minutes. Or, observe the child's-response when ‘he is - . .
rocked briefly, then the rocking is abruptly stopped. - Py )
Behaviors such as.whining, féaching, visual sea;ching,
increased motor activity, vocalizing,’ etc., may indicate
the child's displeasure or frustratioh -at the interruption . *
of an enjoyed activity. (See example of "Barbara" helow)

o .

- N

&

i -

o . . ) . - Example 8 . B W
. . . ’ ; ° . - \\ . e *
Ba.rba%s a heavily medicated ghild, who. | oo
= often slep¥'most of the day. No ong; ineluding > ? ’ P
her parents could think of anything she liked. - ‘
She had difficulty swallowing and chewing, and
‘despite the teacher's presentation of even the - . ",
"yummiest" foods, such as honey and pep, no’ -
- ‘. 7~ foods were found to be high-preference items. -
' One day, the physical therapist comnmented on
how much Barbara seemed to -enjoy lying on her
- Stomach over the PT ball and being gestly rolled o
- back und forth. The teacher tried thls activity.
three different times over a two day period, and ) :
observed that not only were Barbara's .eyes wide
open during the activity, but whenever the
teacher stopped the back and forth movement, -~
Barbara made sounds and attempted to maise her
head as if to say "Don't stop!" This behavior .

. cuggested to the ‘teacher that rolling on the | o e
N ball was a high-préference activity for g . ’

Barbara. It was then possiblé to proceed to
the "Cequesting More" objective, training
- Barbaya to make a specific response to indicate
¢—- -—--- - that she Wanted more rolling “on the ball. : ‘

2. If a potential high-preference item or activity has been -
identified via the "Reinforcer Sampling" procedure above,

. . N

proceed to request componeént. .

3. If no high-preference items or activities can be identified-
using this procedure, go to Procedure B, "Identification of

v Reinforcers via Environmental Manipulation". L
t * .
) ’ by

)
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Identification of Reinfqrcers ‘'via Environmental Manipulation

¥
Using a data sheet s:.mllar to the one presented in Fiqure 5,

carefully analyze the child's daily activities: Make-a list
of those activities which are a reqular part of the child's
.daily schedule, and which the child may ant1c1pate. These are
.generally such activities as meals, snack time, rest period,
outdoor play, music time, and so-on.

1

ot

- E]
7
~. ’ -
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\ { . 3
' DAILY ACTIVITIES SUMMARY, SHEET . '
Stgdent 6//\/~ v - ) -
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Event| Tiwe Whom Likes/Dig)ikey Likes/Dislfkey Activitv? Te- -
7T B : 7 L.
&: Qys |Smoy b 4 usuAuy AsiceP . .
LA ' . B .
Gre 4 w65 |Sany ? - Sricws wo. LarradésT .
TOVAST | . - -~
ol | 5 |Tavy > || wewassy aeT - Figure 5:
. . . . . SWLPS  WATEL .
Soam| . _ 1A% TN [OFTMI GeRenwtS, AATriowen Sample. Daily
eeap| 745 |smarr v e s WOD Nero i7 Activities Summary
[ B oV AessTs Séwh DEksed e .
L ¢ L4753 70—1'” v o ﬁ,i £ 72 PASTE Sheet
LS AR [foves 10 Asm ?urm - .
g fan |030 (smen | v muﬂt Guals TUice L - T
ress E Scenms wrew Tags | L ¢ . TN,
o7 [noe (Savty 1V orF AT BAAA .
bl L'
m By - :
wao |fmer | 7 No bseowse :
il rao | M ) |sHas KITTE e _— ,
-3 STAPF w Foed
T e PV T | saers E
-~ F o
AT .00 | PT 7 OFTYV AISTAELZ
‘ ge | — Y ‘ |
pay | {'
hvee |14s” | Yoy v | Swass 40 ZurscaT
s (Foaw |v L)RES TeRmex
‘B v -
———— rrr—— " - \ ’ -
[ VAN -7

SO o oot o e
. .

NOTE: ,In‘'some classrooms, daily schedules are not sufficiently
predicgable to enable the severely multlply handlcapped child to
build up expectations of "upcoming" events and,activities. It is
important to have at least part of the classroom day organized so
%hat certain events and activities always occur at a certain time.
It is also helpful to have each event associated with several
"preparatory” cues. For example, snack time might always occur

after music time, and could be associated with t3e7fol__l_owing types

> -
[
»

»
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6f cues:  buzaer sounds, chairs are set up and snack items are

- T placed on the table; the children are moved to a particular area
of the classroom, etc. By arranging the environment in this way,

) " these cues thus become discriminative stimuli for .certain events.
Then, if the cues occur but are not followed by the event the child
has come to expect, the child may exhlblt certain behaV1ors whdich

b + . indicate that %he particular‘event is oné whlch he enjoys and looks
forward to. ,

2. Systematically "manipulate thgenvironment" in this way: ‘delay
or interrupt the anticipated’activity, on at least two different .,
occasions, and record the child's™fesponse. Some children who
have shown no-positive reaction to the activity previously, may
respond to the absence of the activity if they have built. up an

4 anticipation for it: See the sample: data sheet in Figure 6{ It . ]
. was concluded that eatlng lunch was a hlgh-preference activity e
- for Bill. . .
* - .
R . * /‘ . v
- . < \ 5 £ 3
N i— . -
¥ - ’
R " - ‘f” -
. ‘ ‘ ‘:‘ :‘ : o * \
ENVIRONMENTAL HMIPULAT!O! PLAING SHEET #1 . © N

To Identify Potentie! Reinforcers
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3. When an activity which the child anticipates and’enjoys has
.t been identified, proceed to the "Request Training" section of
the manual. (See cxample of "Sherry" below.)

. . Ecample . -
. » . . N . ‘ ) * \
' Sherry showed no response to the presentation
of any potential reinforcers, so a systematic )
T analysis of her daily schedule was done. The * -
teacher noted that Sherry arrived at school each .
day about |5 minutes before the other children,
and that one of.the aides usually spent that =
time talking to her and brushing Sherry's hair.
The teacher decided to withhold ‘this activity
one day,. and observe Sherry's response. The ) .
rext day upon her arpival at school, Sherry
was placed in the corner across the room [rom .
. the aide, who busied herself doing paper work. .
‘thhin Jive minutes, Sherry began squirming in
her wheelchair, and fluiling her arms. When T
. the aide.did approach her and began interacting
‘ normally with her, Sherry was again calm and r~
. immobile. Thus, the teacher was able to

| ~ determine by means of this envirommental . N

N manipulation, that the uoezg; interaction and
hair brushing provided Ly the aide were high
preference activities. The teacher then

) N proceeded to the Request for More communication 2

. _ objective, using that actzvity. . R

c-v . ’ - ) . . —_— . .
4. If no high-preference reinforcers are Adentified using this
procedure, proceed to C, Developing  Reinforcers, below.
Procedure C should also be used to develop addjtional -
. - reinforcers for those childrén.who have only a few identified .
high-preference reinforcers or if reinforcers have begun to
lose strength ‘after repeated use in requést training. =
3

3

€. Developipg Reinforcers : .

Y

- .+ In, those cases*where no reinforcers can bc~rdentlfred‘1t wilt bo— — Toi——-
N ) necessary to develop them. The following suqqestlons may be helpful

in thé development of new reinforcdrs:

Frequentﬁy expose the c¢hild to new potent1al rei
food, toy, act1v1ty) ’

~

a. Present the new item or activity at the same time, and

1]

days.
N b. On the n¢xt day, withhold or interrupt the new activity,.-and -
observe the child's response. (sec example of "Jona;hpn" below)

ERIC. - " g S
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oot Example T

.-

. . Jonathon was- a child who engaged in a

—— _great deal of self-stimulatory behavior. He.

appeared to have few responses to any external
& Sstimuli, either positive or negative. Like so
many autistic-like children, he was very
contented in his "oun little wgeld". "Neither
Procedure a nor b, above, had revealed any
" high-preference. items or activities. Thus it

wag necessary to try to develop reinforcers
% Jonathon. .

4 Mugic was used frequently in Jomathon's
c7a,ssroom, but mostly as backyround noise, at

various times of ‘the day, and Jonathon never , .

appeared to be aware of it. The teacher
decided to attempt to build up an expectation
for musie by having a special music time each
day with Jonathon.
‘following lunch, she sqt Jomathon directly -in
front of the phon h speaker, ‘and turned the
music up fairly Youd.
each day, and no other children or uctivities
were in Janathon's immediate vicinity. This
was done consistently for nine consecutive days.
On the tenth day, the teacher placed Jonathon
in the usual music spot, but did not turn on
- the record player. Jonathon stopped his
typical finger play and rocking, gnd whirleds
und to stare dt the phonogPaph.
concluded that he was obviously aware of the
music and had come to expect und enjoy it. -The
teacher was then able to proceed to,commmicati
training to téach Jonathon to point to the
phonograph to indicate he wanted to hear the
nusic. > .

\

)

»

For several days in a row, :

.

The same song was played

The teacher .

on




TR
b .
oo
¥
ot
N -
“ .
53
.
¥
a4 .
-
h
.
.
.
.
.
.
.
»

,g,_f,‘,gu,:\_w iR
¢

<
-
. .
»
’

PR

I'4

-

.

N

o

¥
‘\
A\
,
.
i
L

.-
LN
.
o
\
[

N B
ot
& T
B .
N

-
R S
. °
*
‘.
. .
e
: .
L]
-
4
’
.
3
.
- §
-
.
.
.
.
» .
t
s
%
.

»

.
-
.
'
-

‘ .
a
.
.
.
. .
.
¢ A\l
.
.
¢
.
.
. .
.
.o
.
»
v ,
1
AY
N
\
rd
N .
.
.
's
~
.
2 -
.




s

"THREE ' DECISIONS
IN
. REQUEST TRAI NING .
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" THREE DECISIONS for REQUST TRAINING 1
B ‘ -
RESPONSE SELECTION o
! .

When training a severely handicapped child to make a request, the
selection of the particular response to be trained will depend upori the
response repertoire and skill level of the child. For example, let us say
that juice has been identified as a high-preference item for a child. -
Depending upon that child's abilities, he may be trained .to do any one of
the following. (This list is not intended to be exhaustive): .

. - \
Say the word "juice". . , ‘ .
@ ,

Sign "juice" manually.
. Point to a symbol on an electronic board which

‘ represents Jjuice. - -

Point to a pictyre of a glass of juice.

Point to the juice from an array of two or

" three 'items. ¢

Turn his head toward the glass of juice.
- ~Look at the glass *of juice. \
Lift his head to.request more juice.
Vocaltize "ah" to request more juice.

>

Despite obvious differences in ‘the lecvel ofvsophistication and difficulty
of thest various responses, they can all be equally é{fective in obtaining
juice for the child. -

' - v o

In this curriculum, responses which can be, used to make requests can be
divided into three levels: : . s ‘;/

1. Symbolic responses are those which can be used to make a symbol, such
as :speech or manual sign. ° Responses at this level require good_ vocal
: and/or gestural imitation'skills. (In some cases a student using a
communication Doard may use a symbolic response system such as bliss
symbols see Appendix D. It is unlikely that the type of students for
&hom this éurriculum is intended will dévelpp such a system)
2. Sclection responses are.thosc which can be used to make a choice.
These include any response which can be directed toward a particular _.
object in the environment, or a picture or symbol on a communication
board. The most frequently trained responses in this category are
'poibting, and .directed eye gaze. l

-
@

3. Signal responses are those which can " be used to signal: a simplé

‘ resjuest such as a request .for more of some item or activity., These

. can include any response under the child's voluntary control, such
~-—- -- as head movements, facial expressions, gross vocalizations, eye blinks,

body position changes, and so-on. .-

$

~

NOTE: With recent advances in technology almost any~response can eventually be
used to activate an electronic communication boird. See Appendix D for -

O nformation.

-, ‘,‘ ‘ L : | , 4:?
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After obtaining information through the Caregiver Intcrview, Teacher
Questionnaire, Identification of Wants and Needs, and careful observation
of the child, a list of potential responses can be generated. For some
severely impaired children ‘thetre may be very few potential responses, and
the decision regarding which one to train as a request response will be
relativefy straightforward., For other children, however, there may be.
se€veral poten{i responses. In such cases teacheirs miy be unsure about
which responge is“the "best" response to train initially. . Generally there

criteria which may aid the teacher in selecting a good response
for training, These are discussed®below. ~

3

. 1

»

CRITERIA FOR SELECTING A RESPONSE

.
-

Select a response which is useful to the ,child. : ‘

The child must be able to use the response in some way to control his
environment or to gain social interaction. The question below may help
teachers determine the usefulness of a potential response.

» «

>~ . . < s .
a. Does the response enable the child to ask for something he wants?

b. Will there be f}equent opportunities to use the response, both at
home and in the classroom? !

‘ 1

*
.

Sélect a response which is under the child's voluntary control:

.

Select 4 response which can be trained 1n a reasonable amount of time.

It is important that the child quickly agquire a response which can -

be used for functlonal communication, i.e., to request those~high>"

preference reinforcers identified earlier. The following questions may

help the teadher meet this first criterien: c

a. What does the child alreadz do to indicate that he wants the
high-preference reinforcer? A response which is already part of
the child's repertoire will generally be easier to train than one
which is not. It is often possible to modify an already existing
response, by either expanding or reflnlng it. For example, a
child's tendency to grab for desiréd food items could be shaped
into a pointing response, or a slight head movement could be shaped
into a distinct head turn to the_left, etc.

“ .

. L3

b. Which response can be most easily prompted? A response for which
there is a feliable prompt can be trained faster than one for which
there.is n a prompt. For example, it would be very time consuming
to teach a child to say the work " ookle" if the Chlld i's unable
to 1m1tate vocally.

.

L I

Select a response which is discrete. ' . >
"A discrete response is one which is distinct and can be reliahly
identified by others A response such as pointing to a desired item
is distinct and would be more easily understood by most people than

¢ .

Pd
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- vocalizations, reflexive arm 'movements, occasional -

‘ V . ' i ,, ) 45

‘ . ~
use of an eye blink as a signal for "more juice"... However, this .
criterion need not be considered unless the potential response has
+already met the criteria of usefulness and 'trainab lity listed above.,
If the response would not be a useful one for the child, and if it -
can not be fairly easily tralned, it should mot be selected as the
response for initial request training,

Uﬂfortunately, there is no straightforward formula for making the dec151on
‘about which response to train. Each of the considerations listed above may
or may not be of 'importance for any given child. The teacher must ask the
above questions, and then use his or her own judgment, as well as that® of
the parent, in the final selection of a response. It is important that
teachers keep in mind that communication _function is the goal, rather than
communicative form. In other words, teachers should not spend a great deal
of time attemptlng ta train a p&rtlcular response, such as a sign, when a
51mpler response, such as p01nt1ng could be easily taught initially and
would quCkly provide the‘child with a functional communicative response.-

! v

4

IN MAKING DECISIONS ABOUT WHICH RESPONSE TO TRAIN
FOR MAKING A REQUEST, THE PRIORITY GOAL, INITIALLY,
IS THE DEVELOPMENT OF FUNCTIONAL COMMUNICATION SKILLS
RATHER THAN A PARTICULAR COMMUNICATIVE FORM.

A y ——
N

. .

‘The following section contdins several case studies of ~ children
1nvolved in the program development phases of the CCC Program. The case
studies describe the children® s presenting behaviors and describe the
rationale for the selection of a particular response to be used to make a
request ¢

2

< Caqe study #1 Jonathon.

, B Jonathon i8 a profoundly rvetarded, severel

handicapped child. He has spastic quadriplegia and = =~ - —-
has no control over his limbs. He has questionable )
hearing and vision. His presénting behaviors at T &
the beginning of training consisted of random

visual search eye movements, and head turning to
wavoid certain foods, and occasionally to localize . ,
to sound. His only _high-preference activity is |
being bounced on the physical therapy ball. i
: In Jonathon's case, the decigion about which <
response might best be trained for communication is :
a simple one. , Head turning is the best choice for
the beZowing reasons:

NQTE: The case studies and examples used throughout this manual are based
upon actual cMildren; however, the names used are fictitious. )

.

-
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AN . \
a. head turning could be ﬁgeful to the child
as a signal to continue an activity the
child enJOJs
b. head twning is the only behavior which
| the child alréady uses commmicatively.
head turning is the response which appears
be most under Jonathon g woluntary -
control. e .
d. head turning is a response which canbe
phys¢caZZy prompted. '
One disadvantage of the head turn response is that
trainers must go to some efforts to make the response

discrete, e.g., define the target b vzor as a head S .}
turn approximately 45 degrees to the Pight, which occurs |
within 30 seconds. . , ) -
\ |
4 » -
Cdse study #2 Joey S. \
Joey is a profoundly retarded ambulatory child, ‘
who appears to have nmormal hearing and vision. He uses
some speech sounds, however, these'are not under imitative
control. Other potential responses include eye gaze, head
movemente, and reaching. The only commmigative behaviors
the child uses are whining and vocalizatidn. For this .
child, pointing is selected as the response to be trained )
for the following reasons: . v
‘a. Pointing can be shaped easily from the existing '
reaching behavior.
b. Pointing can easzly be used to obtain the things
’ Joey wants, namely, 'food .items. . e
c. Pointing can be physically prompted.
d. Pointing can eventually be used with a p\Xtﬁres
‘ and commmication board. . .
e. Pointing is a respqnse that is generaZZy ' .
understood by other people. - .
In thzs case, even though the chzld does have somé h

ability to make speech sotmnds, speech has not-been selected
as the response with which to begin commmicatiop traznzng
Tt might be recommended in this case that the speech
pathologist work indiyidually with this child to try to
develop his. imitative speech skills. Nevertheless, the .
immediate goal for this child is the training of a response

which can be used to obtain wants . and needs

s
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Case study #3 Kathléen . R

-

Kathleen is a child who has been in language training
for scveral years. She has good ability to imitate manual
signs. However, she never uses signs ‘communicatively.
While she is not profoundly retarded, there are few things
she enjoys or wants from the enviromment, and thus appears
very dull. The only thing she really enjoys is being
pushed in the pZaygrounq swing. .

The response selection decision in this case is clear
cut. Kathleen has already demonstrated her ability to '
make signs. Thus, the sign for "swing" was trained. This
became a very functional commynication response for

Kathleen who can now request something she enjoys. Teaching

_ the sign for "swing" meets the following response selection

eriteria: :

a. Tt can be quickly and easily trained for this
particular child.

b. It is a discrete response. .

e. It has great. "utility" or usefulness for the
ehild, because she can use it to request the
activity she most enjoys.

: ¢
i »
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. REQUEST SgELECTION
é

’ -

S'ELEC'TING THE TYPE OF REQUEST

There are four Request Training objectives'in the CCC Program:
REQUESTING THROUGH CHOICE, REQUESTING MORE, REQUESTING THROUGH SPEECH
OR SIGN, and REQUESTING THROUGH COMMUNICATION BOARD. The particular
objegtive or objectives sylected for training will, for the most part,
be dependent upon the behaworal repertoire of the child, i.e., what

. the child can do. The following Section presents a brief description

of each of the request training objectives, and guidelines for
selecting the approprlate obje tlve with.which to begin communlcatlon
training.. . , . e P
-~ [ * , . .

RéqlUesting Through Choice. Most severely multiply handicapped
children are able to learn a tonsistent selection response. A selection
response is one which can be used to make a selection from among an Co.
array of two or more items. Many children plready have such a response
in their behavioral repertoire (e. g., pointing or directed eye gaze).
For these children, REQUESTING THROUGH CHOICE is an appropriate plfce
to begin training. ’

-

In this objective the child is trained to indicate his choice by

'directing a response toward the chosen (desired) item. For exahple,

Z

a child may be trained ' to make a choice from among various food items at
meal or snack times {(e.g., he may be given a choice between water or
milk as a beverage). Eventually the. child might be trained to select
pictures of the items rather than the actual item 1tself thus enabling
the child to request an item which is not present by u51ng a simple
communication board. . ¢ e
’ \

Requestiﬁg Through Communication Board. Once a child can point, or
use some other selection response to choose from amgng two Oor more high-
preference items, it is possible to begin communication board training.
In this objective, the high-preference items are paired with pictures,
and objects themselves gradually faded out. A child who has a géod.ch01ce
response at the beglnnlng of training, and who has” had experience working

with pictures, may begin in this objectlve. . .o
. Y

Requesting More. Some children are too impaired_to make a discrete
selection. However, nearly all of these children can be trained to use a
simple motor response to signal a request for "more' e" of some food or
activity. For example, a child may be taught to lift his head to signal

a request for continuadtion of a favorite record or for another bite of

cockie. . . ) i ,
. o . N . '

' -
Becausg the "more" response cannot be used to request something that

~ hasn't .already been presented to the child, it is somewhat less functional

than, a choice response, Nevertheless, for the severely impaired child, it

¢ M ‘
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is an 1mportant first step in 1e¥rning that communication behaviors can be

\

used to control the environment. That is, the child can learn that some-
thing he does can control the behav1or of another person which results in
the chlld's obtaining more of somethlng pleasurable. - J / -

. ~

. Requesting Through Speech or Sign. A few severely handicapped children
will be able to use symbolic responses such 4as ‘speech or manual sign;, to
make requests. ;
used to request something that is not “immediately present (can't be seen).
For exaﬁple, a child can request juice which is 1n the refrigerator and
not visible.

As mentioned earlier, however, speech and manual sign are often‘\%
inappropriate responses for initial communication’ training, for the simple .
reason that the responses cannot be trained quickly. The REQUESTING THROUGH

" SPEECH AND SIGN objective is an appropriate place to begin communication
tra1n1ng only if the child demonstrates exceptional ability to use speech
or sign, and and if the child already communlcates wants and needs in- some way.

NOTE: If teachers, or parents, are invested in teaching children speech or
manual sign, it is recommended that speech pathologlsts be.employed to
teach the child-important "facilitator" skills such ds vocal or gestuial
imitation. In most cases these skills can be trained concurrently with
CCC Program objectives without interfering with them. )
!

Figure 7 summarizes and compares the major features of the REQUEST

TRAINING objectives. Those features are: '
1
L

Response. As discussed in the precedlggfsect;on, the response N
capability of the ch11d is a major factor in selecting the approprlate

1.

The advantage of such a response is that it can easily be

Ny

request tralnlng objectlve. - 2

4
’ «

Reinforcers. As stressed throughout this manual, at least.gne high- ~
preference reinforcer must be identified before a child can begin a __X
request training objective. For those children who have few 1dent1f1ed
relnforcers, the identification and ®evelopment of high-preference
reinforcers continues to be an"important objective throughout
communication training. As the figure bel®w suggestsy the training
objectives differ slightly with regard to the number of reinforcers
which are recommended as prerequisite to beginning a particular -
objective. The REQUESTING MORE objective can be trained even if only
one high-preference reinforcer has been identified. REQUﬁSTING THROUGH
CHOICE and REQUEST{NG TgROUGH COMMUNICATION BOARDS, on the other hand,
eventually require at least two high-preference items or activities

) for completlon of the training objective, (However, as c¢an be seen
from the procedures presented in the next section, students may begln
REQUESTING THROUGH CHOICE and REQUESTING THROUGH COMMUNICATION BOARD
with only one 1dent1f1ed reinforcer). Finally, it is generally
recommended that students who begin in REQUESTING'THROUGH SPEECH OR
SIGN)have several identified reinforcers.

«
t o

. . A .
Stimulus conditions. ¥Figure 7-also indicates that there are differences
in the stimulus.cohditions under which the Objectlves are trained. In
training the child to request "more", access to the high-preference item

4 ~

-~
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or activity is alread§ provided intially, and the ghild need only . J

signal for a continuation or re-presentation of the reinfo”r‘"é‘én,. ’

In REQUESTING THROUGH CHOICE, the high-preference reinforcers -

are visible to the child but not within reach. Eventually two /

such items are made available. The child is trained to make a

selection response which provides access to the desired item. The -

procedures for REQUESTING THROUGH COMMUNICATION BOARD are similar ] -

to those for CHOICE, except pictures are paired with therhigh=—— - — -

preference items and the items$ themselves are eventually removed '
- «from sight. REQUESTING THROUGH SPEECH AND SIGN eventually requiwes -
X - . that the child request the desired object in the absence of ani/i) ’

external representation of that objects )’ ) LA .

. Y » ¥
| 10 ,i_ \{'
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. . ’ ‘
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Training Objectives

P

G‘u;delines for Selecting Initisl
bl 7

K - ~

.
-

—~ — = - l:List potential responses based on Anformation gbtained from Caregiver
. Interview, Teacher Questionnaire/ and direct observation of the child.
(see sample data sheet in Figure 8), and select the best response
based on the guidelines discussed under Response Selection.

‘" _ . o

RESPONSE AND REINFORCER SUM{ARY SHEET

Student 83 b

T Communicative | Potential Commtnicative

Situation Reinforcers | Responses Resgponsey
: {
Deessws, | zewg,  wonrenes,
AM .
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!
| &

mwo-moenl| TcE & | Lsavs Mend | Ay ds ASE Fo
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i x o
pETamon); Kecoevs o¢ j,.,mz»as, T ; Figure 8:
crmw (T Ml (smes M : Sample Response

' and Reinforcer

'

At . \
ém/y" !A’ /b ') R |

s | Beoriee St Summary She;?t




2. Decision Rules for selecting Initial Objective: .
a. If the response selected is a symbolic response such as a spoken or
signed label, training should begin in the REQUESTING THROUGH SPEECH
OR SIGN OBJECTIVE. \ ) . .
b. If the response selected is one the child can use to choose one
' item from an-array of 2 or more items, training should begin in the
REQUESTING THROUGH CHOICE objective. These response include such
behaviors as directed .eye gaze (e.g., looking at an object for at
y least 2 seconds), reachlng, pointing, head turning to the right and
left side, etc. . )
A s .
- .C. Once a chlld.ls able“tb make .a choice from among two or more hlgh-
‘preference items, and has completed the REQUESTING THROUGH CHOICE
objective,, the teacher may choose to begin communication board
training by proceeding to the REQUESTING THROUGH COMMUNICATION
BOARD objective, working primarily on generalization of the choice
response. A few children may demonstrate potential for learning
speech or manual sign and can proceed to the REQUESTING THROUGH
SPEECH OR SIGN OBJECTIVE.‘

d. If the response or responses the child can produce voluntarily are
not ones which can be uséd to make a choice as in b above, the
appropriate objective in which to begin training is- REQUESTING

. " MORE. These responses include such simple behaviors as a distinct
mo%ement of any, part of the body (e.g., head lift, movement of arm
or leg, .changing Position of torso) vocalizations (e.g., "ah",
grun¥ing, tongue click), eye contact, and so-on. Below are examples

. which demonstrate selection of the appropriate request training
- objective. The same children were discussed Qgrlie; under "Response
N e

Selection". — It U .

-
r——t AL

Case Study #1 Jonathon

PR

Jonathon is a profoundly retarded, severely
handicapped child. . He has spastic quadriplegia ' —
and has no control over his limbs. He has
questionable hearing and vision. His presenting
behaviors at the beginning of training consisted
of random vocalizations, reflexive arm movements,
e ocecasional visual search eye movements, and head v
turning to avoid certain foods, and occastionally
to localize to sound. His only high-prefergnce .
activity is being boqyced on the physical therapy
ball.

For-reasons dissussed in the previous section,
o (see page 32) the reggbnsé'chosen for communication
L training in this case was head twrning.- The
. appropriate request training objective is
REQUESTING MORE, for the following reqsgnS" -




While Jonathon does turn his’head to
avoid'certain foods, the, turn is alvays to
the left. He i} not, at this tz able to
turn his head to the right. Since Yhe twurm
i8 only in one direction, it can be used
as a chdice response. Eventually, perhaps st
. after facilitator training provided by
hd /_éup”ational Therapist or Physical Therapist,
' “the response may be developed <into a more
discrete response of turning the head to /

the right for .one item, ‘and to the left »

for another.

For the time being, it should be possible
to train Jonathon to turn his head to requebt
more bouncing on the physical therapy ball by
using the procedures suggested in ‘the
REQUESTING MORE obgjective.

5
»

Case Study #2 ﬁey

- .

Y

' J\oey tg a profoundly retarded ambiilator

child, who appears to have normal hearing and

* viston. He uses some speech sounds; however,
these are not under imitative control. Other
potential responses included eye gaze, head
movements, and reaching. The only communicative
behaviors the child uses are occasional
vocalizations. .

Poiriting is selected as the best response- -
to. begin training, for reasons discussed -
earlier. Becawae pointing is a good choice
responsge, the first training objective will
be. REQUESTING THROUGH CHOICE. Joey

~ particularly enjoye mealtimes and snacks e
- - - and likes a wide variety gf foods. The ‘

-

procedures suggested in REQUESTING THROUGH
CHOICE should quickily enable Joey to
communicate genuing choiceg regarding
» preferred foods.
. -
' Case Study #3 Kathleen ' N

Kathleen is a-child who has been in~

Zdnguage~training for several, years. She ..
'+ has good ability to imitate Manual signs.

1} . . - 3
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- . _9 " However, she never uses signs. commun%catively

- While she is not profbundly retarded, there °
are few thinqs she enjoys or wants from the .
environment, and thus appears very. dull. The - -
only thing she reaZZy enjoys is being pushed
in the pZayground swing.

"4 symbolic response, the sign fbr "swing"
is' selected as the best response. Thus the
procedures described in the REQUESTING THROUGH

<. SPEECH AND SIGN can be used to teach Kathleen
- . to request her: favorite activity. The goal
- « of this objective will be to enable Kathleen '
request "swing' even- when the swing is not
L. in s%ghta . S
~ .

-

It should be noted that these gyidelines are fle%ible, and no child
need ever be locked into one objectlve. Many teachers have fiound that
seme chlldreﬂ may use one type of request for one reinforcer and a different
different type for another relnforcer .

I' »

Example
e -~ v

Allen has had many years of Zanguage

. . trainivg, but has no functional communication . -

. skills at the beginning of training with'the
CCC Program. ‘He has, however, learmed one
sign: the sign for "eookie". Fortunately,

. ‘ "he hdappens to like cookies. He also has the

14

ability toj reach and can’approximate a

pointing response. One-of his favorite T} s

activities (in addition to eating) is being .

pulled in a small wagon.. It was observed

L through Identification of Wants and Needs,

’ that occastionally when the teacher stopped

- pulling him in the wagon, *he moved his

‘head up and dowm, ag if to say-"Let's go'.~

It was decided by the teacher that
several commmnicdtion training objectives

-

were appropriate fbr Allen: .
. o _REQUESTING MORE First, the head shaking -
e esponse was trained as a "more" response to )
\ request more wagon pulling, ‘iie., whenever the
teacher. stopped pulling him, -he would shake
his head up and dowm, and the %eacher would
_start puZZ%ng again.

e~
.




REQUESTING *THROUGH CHOICE. Sedond s his
reaching response was shaped’into a pointing
response which he used to request various
foods at snac¢k'or meal times. Eventually
pictures of these foods were placed on a
communication board by using the procedures
described in REQUESTING THROUGH COMMUNICATION

+ BOARD. ) ‘

RE‘QUESTINQHROUGH SIGN. Finally, he
was encouraged to use the sign that he had
learned to request "eookie" whenever that™ .

*  happened to be the food item he wanted.

~N fed
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' ‘TRAINING THE RESPONSE

PO}

- .-

There is a genefal teaching strategy which is used, with some ’
adaptatlons, with each of the communication objectives in this curriculum.
(see Figure 9). The procedure is designed i an effort to reduce the

. number bf teacher controlled cues necessarf'to prodyce an appropriate

communlcétlon gesponse from the child. Thus, a key feature of the procedure
is ,a substantial pause’ at the beginning of each training interaction in

,whlch th€ child “has ample opportunity .to use the communicative behavior

without verbal prompts such as "Tell me what you want", or "Say juice":
If the child does not respond within’ the pause period, the procedure then
provides a series’ of cues and prompts which are rank *ordered according to
the degree of 1ndependent responding required from the child, i.e., tﬁey
represent progressively greater teacher control in obtalnlng the response
ofrom the child the teaching strategy can be summarjzed as follows:

l.. SET UP THE COMMUNICATIVE SITUATION. /

. » - % “a. . R

PR Set up a situation in which the high-pre%e;ence item to be

N requested i3 available. (For example, place child at snack

table with juice, and cookies nearby, or take chil@ to play area.
near record player, etc.).

2. LOOK EXPECTANTLY AT CHILD, AND PAUSE AND WAIT.
Attend to the child- lntently as- though you expect him to request
& --something, and wait approximdtely 20 seconds, giving- the child
s ample time to make a response w1uhout a cue or prompt from the
teacher. . X
) - % ,
a. If the child does not respond, go to #3 below. '
b. TIf*the child attempts to respoﬁa, but does so incorrectly,
shdpe the correct response and comply’ with the request.
c. If the 'child responds correctly, comply with the request.

.
t

3. PROVIDE VERBAL CUE.

Say to the child "What do you want?"; or "Do you want.some juice?",
. st
or "Tell me you want some juice", or somg other verbal cye.
' !’i' If the chlld-does not respond, or responds incorrectly, go to
: #4 below. .

- b. If the child responds correctly, comply with the request as
in ¥5. .

4. PROMPT AND SHAPE.,

Prompt and shape the correct response, using gopd fading techniquee
to eliminate the.child's dependence upon this level of prompting as-

.
e
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~ N ¥
= - quickly as-possible (See Appendix F,'"Response Development and
Data Collection"y . ’
. N
5. COMPLY (REINFORCE) . _ : - . T

In the lnitial stages of response training it is important thaE
. v the child always eventually receive the item or activity being
requested, even when the correct response must be physically
prompted. 1In later stages of training this may not always be the
: case {(See "Procedures" sections under eachvobjective).
. The procedure described above should be repeated several times in
each training episode. . . .
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REQUESTING '\MORE

!

%

Within 20 - 30 seconds of the teacher's
termination of a pleasurable activity, the
child will produce a response to signal
the desire for more of that activity.

The low functioning child with Severe
response limitations should have some
means of making his wants known, and
should be able to learn that a response
which he produces is capable of having
some communicative effect -on his care- |-

_givers. A very simple way to accomplish.
"this is by providing the child with a
"signal which he can use to signal that:
he wante "more" of 'somgthing. Once the
teacherfhas presented an item or
act1v1t§ 1n1t1ally, v1rtually any
response can be used as a 51gnal for
mére! | - -

;

"Description

’

For the child who is very severely~impaired, the most easily taught
requesting behavior will often be the Request for More. #n this objective
"a high-preference item or activity is presented briefly, then terminated.
The item or activity_is presented again only when the child makes a
respgnse to indicate that he wants "more".

ANY RESPONSE, NO MATTER HOW SIMPLE CAN
BE USED TO SIGNAL THE REQUEST FOR MORE,
INCLUDING HEAD TURNS, EYE BLINKS ) BODY
MOVEMENTS, VOCALIZATIONS, ETC.




Procedures oL L }

N .

%g@&

A. ©Select the specific response to b
Using data obtained from the Caregiver Interv1ew, and Identification
of wants and Needs, select the response to.be trained. The following .
considerations are important.

[
sed to indicate "more".

. wWhenever possible, §he child should already be able to make the
response w1th minimal promptlng -

For example,,pointing_might be selected as a response for a child:
. who already occasionally points, and will imitate  a pointing model
from the trainer. On the other hand, pointing would not be a good
response ,selection for a seVefET§_spastic child who has limited
,control of his limbs.
2. The response must be discrete. . v
‘ An observer must be able to tell when and whether the response has
occurred; it must be clear when the response has be§un and when it °
has ‘ended. For example, a head turn, which is so sllght that it is
‘~barely identifiable in .a child who has very limited mobility, or
‘hand movements in a chllc who_is constantly engaged in self-stimu=
- ) Jatory f;nger play, would not make good responses to be used to
indicate "more". Of course some students are so phy31cally impaired
that there is little choice in the selection of a response. In,
these cases, the teacher must begin with any response the child gan
make and build upon that response.
[
NOTE: Response distinctiveness may be increased by careful response
v definition. For example, a time limit may be’ imposed. i.e., the
response must occur within a given number of secbnds. Or,'a response
chain may be required such as eye contact with the trainer followed
by a vocalization. "

- .
~ v

B. Select tHe high-preference item or activity the child will request

"more" of. ¢ ..',
*

. .
. e.g., drinking juice.

_C. select the situation in which to* train the response.

N )

e.g., snack time. *
D. Training Steps. ’

. . . )
. ' 2. .
1. Present the high~preference item or activity briefly.

. ] . ) i e.g., give child smaZZ‘%ip/oﬁ-juice.

: 62
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2.. Terminate the presentation of the item or activity.

e.g., withhold juice.

3. Look expectantly at child and pause and wait 20 - 30 seconds.

a. If the child makes the response selected to indicate "mdre",
present the item or activity again. (Reinforce and comply

*® as-described in 4 below).

" e.g., If child 1ifts his hedd within

’ 20 --30 seconds, child receives
: another sip of juice.

b. If the child does not respond or responds incorrectly, prompt
the correct response, .

v e.g., Physically lift the child's head.

4. ‘Reinforce and comply by saying "Oh, you-want more ", and
providing more of the desired item or activity.
e.g., Teacher says "Q}z you want, more
Juwe", and gwes child another
) stp of “juice.*
Y

5. Repeat steps 1 through 5 above.

NOTE: Once the response has been Erained, if the child
makes no response, terminate the session. This- may be a
brief delay of access to® the high-preference activity, or
access may be withheld until another training session later
in the-da If the child continues to maké no response it

- may be necessary to do ong of the fo:ijgh g:
v a. Evaluate the prompting procedure O insure prompts are\being

. properly faded (See Appendix F).
b. Select another response.

Cc. Select another high-preference item or activiEy.

o

Criterion ’ . . . ‘ )
K .

If the child correctly produces the response for "more" on approximately
80% ofrgpe training trials for 3 out of § days, proceed .to Generalization

Tralnlng below. .. ,

63
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Generalisation . - s

’ . . » L4 -

Once the ch11d consistently uses_ the response to request "more" ‘in
the structured training setting, the response should be generalized in
the following ways. ) . . .

«
~

A. Generalize the response to other high-preference items and activities.

{
e.g., The student has reached criterion.
. . on a more response (saying "ah!
for more mugsic during a free play
period) and the teacher begins
using the same response for juice
sat snack time.

.

)

B. Generalize the response to other trainers.~

e.g., The student is¥trained to use a
head turn for more music when

working with occupational therapist.

NOTE : Generallzatlon is likely to be facilitated durlng training
if different teachers are employed.

s

C. Generalize the response to other settings.

-

~ Head turning to the right is the "more" response for juice during
snack time in the classroom. The same response and reinforcer may
be used in the lunch room or at home. *

- )
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- REQURSTING THROUGH. CHOICE

~ ~‘—/
<
N >
- # \ o e . :
c ’ GOAL: When presented with an array of two Or, more

.. _ " items, the child can make @ selection response .
~ indigating his preference for a particular
" ' itedf The response will be a non-symbolic -
‘ response such as pointing or directed eye . <
gaze. ' <
. RATIONALE: .Most %everély multiply handicapped children
' e unable to learn to make a symbolic request. '
zijhdice selection response will enable them
" td%express wants and needs when the desired .
. item iswvisible and within the child's
. - . “proximity. In addition, for.the child who
- "is not a candidate for speech or sign, a
choice response such as pofht&ng provides .
an important transition step to communication v
board use.

-Description ° o . . .

[
-

’ .- This section traine the child to make a choice response using such
behaviors as pointing or directed eye gaze., The-goal of this objective is
that the child us€ ,such a response to indichte his wants by selecting one
particular item from among two or more items in a choice array.” The ideal
behavior to train as a choice response is a pointing response. If the

child is unable to make a pointing response, other responses can be used.
These are often responses which are somewhat less distinct, such as directed
eye gaze or head turning. ‘ ,

There are several steps to the choice training objective, each
rgpresenting gifferent stimulus conditions under which the ‘choice response

is\ taught. Each of these steps and suggested procedures is presented below.

e 10 summarizes these steps. . .

a

o ., R
-6

9

o , ‘
( C \
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- ) Figure 10

Suggested Steps of REQUESTING THROUGH CHOICE Objective

¥

)
N - s ’
T . PN
STEP STIMULUS CONDITION RESPONSE °
. & !
1 One high-preference item in Child must make the selected
a fixed position choice response to obtain
‘ high-preference item (similar
to "Requesting More" procedure
‘ after first trift).
P

‘I preference -

One item in any position

>

v
Two items, one high-
preference, one low-

Two Oor more gdgh-preference )

items .

items.

child must seath for the
item visually (unless blind)
then make choice response.

Chi]d-must discriminate
between reinforcing and
disliked items. ‘ L

Child makes genuine-choice
response by selecting from
among two or more reihforcing

¢ 3
4.
s,-“
v
/ -
/
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As discussed earlier under Response Selection, the response to be
trained to make a choice must be one which can be taught quickly and

easily. 1If a child is not progressing well through this objective, in
most cases the trainer can assume one of the following reasons:

simpie; response shpuld be selected for initial training.
difficult responses can be learned later,,after the childl has
learned the basic communicative function of requesting wants.

). - ' OR

B. The high-preference item that the child is learning to request is
no~Ionger a strong reinforcer for the child. The, succesk of this "
entire curriculum rests upon the identification of truly "high-
preference" items and activities. Thus, it may be necessary  to
return to the first component of the curriculum, "Identification

- of Wants and Needs". ’

' A., The response selected is too difficult, for tHe child, and(;_—\\
More

)

. .Procedures

: v _

—— ¢

. A. Select the item (or items) to be requested, depending upon the
' training step (see be

- M

-
-

e.g.s Dessert

NOTE: In those case ere several high-preference reinforcers have
been identified for a ch¥ld, the teacher need not use the same
reinforcer in egery training session. Using a variety of high-

L]

preference-reinforcers will not onl help avoid satiation, but Wi, e
\\\(also facilitate stimulus generalizatjon. It should be noted that a
" B child must have at least two identifilxd high-preference feinforcers
v - in drder to progress beyond step 3 of the Choice Training procedures
to step 4 which is choosing from two or more'high-preference itéms.’

‘. M
.

) B. Select the choice response to be trained. .
3 e.g., pointing
. C. select the situation in which to train the response LnitiSIixf '7(;9
’ N ) . . L
s * . -~ "t e.g., lunch time o

Ty N . .

ERIC . :

Y - s ©
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Training Steps. ) ) i . O

y ‘ ~o
1. One Item, Fixed Position »

- n
The child is trained to point to (or look at, reach for, etc.) one
high-preference item, when that item is placed directly in front of 2
him. This procedure establishes the choice response, prior to
actually .requiring the child to choose from among two or more items.
‘ -
a- Place the desired item just out of the child's reach, but
within sight.

R
i e.g., Place dessert across table from child
- b. Look expectantly at the child, and wait for 20 - 30 seconds.
1) If the child correctly makes the choice response belng .
trained¥(e. g., p01nt1ng or'looklng at item), reinforce ang *
, comply with. request. .
“
e-g., Child points toward dessert.
Trainer says "Oh, you want dessert
. now". Trainer-gives child bite of
- } food !
\ 2) If qu child responds incorrec ly, shape the correct response
- . and relnforce and comply above.
: e.g., C%ild grabs for dessert. Trainer
- o ) physically puts child through .
Lo correct pointing response, then - .
gwes child bite of dessert °
v 3) If rthe chlld makes no response, use a verbal cue such as N
"What de you want?", or "Do you want the 2"
% N + * ) ’
e.g., The child does\not make a response.
. Trainer say® "Do you want some dessert?"

a) If the child still does not respond, or responds incorrectly,

prompt and shape the response. - . *
4 ) R -
}; e.g., Physically put chzld through pointing
response. .
» » R
- b) Reinforece and comply with child's requgst., )
®. . : e.g., Give child bite of dessert.

\

NOTE: 1In later sessions, once the child has learned the choice response, —
it is no longer pecessary to end each trial with positive reinforcement.
At some point t child must learn that if he does not make the request
response, he does not get the high-preference item or act1v1ty. This is
important because the ultimate goal of this curriculum is not simply
€xaining a partlcular behavior, but making that behavior functlonal and

" Tunder thé ‘chwld's own control. This implies that the c¢hild must also

. | ”
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have tHe option of not\wantlng the high- preference item on some. -y
occasions. 1If the teacher always eventually prompts the correct
response ,and provides the high- preference item, then'the child :
v has little control over the communicative situation). '

n -’
° * . . . .

2. One item, Any Positiop

. -

Py ’Ehe ‘child is tralned to p01nt to (look-.at, reach for, etc.) one ,
. T hlgh—preference item, when that item is placed in any position,
N . i.e., to the right, left, or midline. Th#s procedure insures
that &he child can not only make the Yresponse, but that he is
s . actually directing that response toward the desired item.

- -~
oo .

- .+ The procedures for Step 2 are the same as for Step 1, except

, that the position of the item is changed on each trial. Thus,
\ " the child is required to search out the item and direct the.:
e . Q' choice response toward.it, whatever its position.

: ) 3. Discriminating High- and Low-Preference Items
This step attempts to insure that the child can actually make a
“ choice, i.e., that the child chooses one particular item in
«~ 4 preference to another. Thus, the trainer selects ohe "low-
preference" item to be pdired with the high-preference item. A
« . low- preference itém is something the child dislikes. For example,
if a Chlld hates having his face washed, the trainer could select
. kk’Ja washcloth as the low-preference item. If the child chdoses
o ’ (e.g., points to) the washcloth, he receives the .natural consequence
- of that ¢hoice,.which is having his face washed. If the high-
. preference item used@ in the procedure is, in fact, a strong
d . relnforcer, eventually the child should be discriminating the two
ch01c9\opt19ns, and 1ntentlonally selecting the desired item.
?

. . a. Select one low-preference (disliked) item and one high-
D preference item to be used as the ¢thoice options. Place both
b © items withip the child's visual fleld one to the rlght of

', ‘" midline, and the other to the left of midline.,
L] ‘ ; /\
ek b. Training steps are similar to Steps 1 and 2 except that two
choice options are now presented to the child rather than one.

C . : , ‘ e.g., The child is presented with a
. -, washeloth and a piece of cake.
- - - .
: .. . 1) 1If the child selects the high-preference 1tem, he receives
) . the hlgh preference item as always. .
. v S . e.g. The child points to the cake and
. °. . 18 given a bite of cake. .

2) If the child selects the low*preference item, he receives
s . that item. .

-
e

. . e.g., The child points to the washeloth
. and gets his face washed. \

El{llC | _— 63 | .
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Aruitoxt provided by Eic:

-

If the child makes an incorrect ch01ce response (i.e., if
the topography of 'the response is wxong, not if herchooses
the wrong thing) prompt .and shape the response as described,
in earlier phases. In most cases relatively little shaping
and prompting of the response should be ngcessary, since
completion of Steps 1 and 2 of choice trainihg should
insure that the response itself (though perhaps not the’
function of the responses) has already been learned.

.
. * N

NOTE:- If the child frequently selects the low-preference item,
but continues to demonstrate that he does not, in fact, want -
that item, then it can be concluded that the child is not -
attually discriminating and selecting a desired item. It may
be necessary to adjust the procedures in some way to make the
choice items more salient, (e.g., move objects closer, use
larger or brighter objects, etc.).

1

Choosing 'From Two or More High-Preference Items

Once the child has demornistrated 1n Step 3 that he can identify and
select the high-preference item, ‘two or more hlgh~preference items
can be presented to the child. The presentation of two or more
high-prefefghce iteéns, e.g., juice and chocolate milk at lunch

tlme sets-up a genuine communicative situation. The child
communicates information, i.e., his’ preference, to the teacher,

and thereby controls\an aspect of his environment, i.e., the teacher
complies and provides the desiregd item or activity.

Procedures are the same as for §tep,3, except that the choice

options presented to the child are all high-preference items. Two

or more items may be presented, depending upon the child's abilities

and the number of high-preference items identified for tﬁe child.

: e.ges The child is presented with three
- dessert choices: pze, ice  crean,
and DuNding.

o

- Criterloﬁ

4 - ' !

N A criterion must be met at the end of each training step. Generally
a criterion of approx1mately 80% correct on 3 out of 5 days (or sessions)
is adequate.

Once the child is able to make a choice from among 2 or more high-,
preference items, training may proceed to any or all of the following:
A. Generallze the chojce response as discussed below under GENERALIZATION
TRAINING.
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Aruitoxt provided by Eic:
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B. Train the child to choose between pictures of desired objegts by.
proceed(ing to REQUESTING THROUGH PICTURE COMMUNICATION BOARD.

° ¢ '

C. Train the child to signal to initiate communication via the INITIQTION
TRAINING objective.

.

Generalization

Once the child has learned to choose from two or more high-preference

items in the structured training setting, the response must be generalized
as follows: ’ : ”

. -

1
. 4 *
A. | Generalize the response to other settings. -t

A €

. e.g., A pointing response trained in
the classroom at snack time can
be extended ,to mealtimes both at
school and at home.

B. Generalize the response to other trainers.

e.g., Use different classroom staff, and
. involve parents in training.

’ . . 4 . :
C. Generalize the choice response to oth%& reinforcers. ’
e, R ) T

3
'

If the teacher has been using the same high-preference items ‘throughout
trainﬁngﬁxthe choice response can be generalized ‘to other _reinforcers
by sim ly'varying £he high-preference items used in regular training

setting\
‘ 5 © e.g., Rather than having the child choose
. between juice and cgpkies ‘each day, .
. ¢ cheese .and chocolate milk could, ©
o ] be added vr substituted in the
. % e choice array. .
Clad ( A
~ . Y
[y ' 2
. -
" . Hy‘
-] . .
A i .
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The sample data sheeét in Figure 11 demonstrates generalization of a
choice response. . .
v e
‘ ; | .
. ; ]
- cCC :
>
Gbﬂl'ERALIZATION PLANNING SHEET
Sudent %A/\/ : J ~ ' ) ’ -
\ Original Trainging
Reyponse (fnclude pronpts used): loﬂ/yﬂug 70 037?0—
. . _ i
[ Prvsrens /nggf‘) .» , .
A [
8 Y3 v -
. Renteres — s, Cporsd - Figure 11: }
Trainer AA) . Sample
' - Generalization
soesind,_ Swack T : . Planning Sheet |,
N ' Propoded Generalizatiof,Situatians” '
“ : .
A Situation Persan Setting (‘puco) ' Reinforcer ' B
— — .
1 FoAV NP ewarmea ., [, cooxse
2 | Sorwer wrimé " s caoert 1,
- « 7
3. Akice (THene) | pHaanTomté s, Coo L1
’ 4 7/7/94/ Swack ank, cups | T
. — E— :
- 5 Auicé SwALk PIAK, CHIDS
6. | Jhomer éATImé X, ePS
7." ot .
A [ ' .
v “ R
) . . \
' oA
1
. - .
. . ' )
Q ) ‘ )
“ - v
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REQUESTING THROUGH PICTURE -

.

COMMUNICATION BOARD
{} ~

0

Communication boards are frequently the most preferred initial mode of
communication fox éevere%y multiply handicapped students who are nonvocal.
First, they require only simple motor skills. Additionally, the "symbols"
on the board can be very concrete which requires lower cognitive skills
than either signing or speech. Howeyer, boards are a very artificial system
of communicatiorr. As such, this mode presents unique assessment and training
-consillerations. This objective provides training guidelines for beginning
a communication board. '

’ The training for this Objective consists of two Phases., The first
phase concurrently teaches the prerequisite skills’ of pointing to pictures-
‘and of object/picture matching. The second phase teaches the actual use
of the board.

Not all students in this ob¥ective will need to receive training in
both- phases. Some who exhibit good visual scanning and pointing skills may
begin in 'Phase II. There may be some students who have already acquired
some use of a communication board. For these children the training emphasis
should be on making the board functional- (Phase II)land Facilitating
Spontanevus ‘Use (see TRAINING THE CHILD TO INITIATE COMMUNICATION and
ENVIRONMENTAL MANIPUQATIONS TO FACILITATE SPONTANEOUS USE) .

S Only students for whom a board is the ,appropriate communication mode
should receive train;ng in this Objective.j; The decision to use this mode
should be made following procedures like tLose in Appendix E.

NOTE: 'The procedures in this objective are written for children exhibiting
fairly good hand pointing skills. Whenever possible suggestions are provided
for adaptations fér the severely physically handicappgd.

-

P -
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COM MUNICATION BOARD, PHASE I
Choosing Piotures (Paired with Objects)

GOAL: The child will request an object within
. view by pointing to a picture of that
object. ’ -
- r - ’
" RATIONALE: The purpose of teaching a child to
" point to a picture rather than the
actual object is that it increases- the
functionality of the response. It will
no longer be necessary that the desired
item actually be visible. The child
can communicate a desire for something
not present by pointing to a picture
representing the item or activity. The
.. - communicative response is more under
the child's own control; the child can
& request the desired item whenever he
. wants it'if he does not have to depend
’ on the actual physical presence of the
item itself. .
R The pictures are not attached to a
board in this Phase for two reasons. /
Some students will not visually scan .
two or more pictures without being
taught to do s6. Scanning is a
necessary skill for discriminating
[ multiple pictures on a communication
board. Secondly, some students will 1
need specific shaping of their pointing ¢
response in order to generalize from
pointing to objects to pointing to
pictures,

k3l

Description
P v ' A

Phase I is a transition. step which facilitates the beginning of
communicatiop.boara development: Procedures are similar to those used in -
the previous Objective to prompt and shape pointing to objects.

- ' “ e - e *»
v o8 &

. . g
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Jason had been trained ta use directed eye gazék'

Example .

\

at snack time to request juice and chips. To begin
training the Requesting Through Picture Communication
Board objective, pictures of these two foods were

dram on 5" & 8" cards. Initially, the pictures

were placed in front of the actual objects, one on

the left side of the table,*and one on the right. Li
Jason was trained to look at the picture to obtain

the desired food.

° -

Once Jason met criterion using the loose

pictures, he began Phase II. - The size of the =
pictures was reduced to approximately 3" x 5", and °

they were placed on an 18" x 24" board, one in the

lower left corner, and the other in the upper right

corner.

Procedures
-

Ce

The objects themselves were then removed
from view. Once Jason's use of eye gaze was
reliablé within this smaller field, a third °
pieture, crackers, was added to the board.

s

Before beginning tralnbng, determine through observatlons, probing,
and pareptal ihterviews that this student is indeed a candidate for a

communication board.

Appendix E,

Procedures for mode selection are outllﬁéfgsn

"Selecting a Primary Communication Mode".

Select one desired item or activity to be requested and the situation

in which to train.

Also select ‘one low-preference item or activity to

be used in Training Step 3.

&

e.g., Cake at lunch time as high-
) > preference, washeloth as low.

Considering the student's visual, cognitive, and motor skills, select
and prepare the most appropriate picture of the item(s). Appendix D,
"Communication Boards" presentsoprocedqres to assist you in this process
(see "Vocabulary Display", section of Appendix D). .

o?

‘' e.g., Black outline drawing on a-white
° 3" & 5" Ca.rd.

7’5

-

e

»
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D. Training Steps.
l. One picture, fixed position.

B a. Place the desired item just out of the child' S reach, but P
within sight. '

‘. e.g., Place dessert across table from

child, ‘
- b. Place the picture within the student's reach. Place the picture
'in the same position for each trial. For a correct response,
the picture must be somewhat removed _from the object.

c. Look expectantly at the child, and wait fog 20-30 seconds.

d. If the child points to or touches the picture (physically
handicapped may simply look or stare at the picture), reinforce
and comply with request. - ’

s v N
. / e.g., Child touches picture. Trainer

’ says "Oh, you want cake now".
Trainer gives child bite of cake.

e. If the child responds incorrectly shape the correct response
F ) and reinforce and comply as above. One common shaping procedure
for this step is to place the object on the ‘picture in early
training, then gradually moving. the item and picture aphrt.

{
‘ f£. If the child makes no response, use a verbal cue such as "What
Y do you want?", or "Do you want the 2"
; Py
- e.g., The child does not maké'a response.
Trainer says "Do you want some Y
- - . dessert"" ‘

-~

g. If the child still does not respond, or responds incorrectly,
prompt and shape the response,
e.g., Physically put chde thr'ough
‘ pozntzng response.!

. |
’

"h. Reinforce and comply with child's request.
4
. / e.g._, Give chiZd bite of dessert. -
", NOTE : In later sessions, once the child has learned the

pointing response, it is no longer hecessary to end every
trial with positive: relnforcement

i. Train pointing to one p1cture in that same position to criterion
. then progress to the second step,

2. One picture,_any position. * ® i

The piggedures for this second step are the same as for step one,

. ’ ¢

. . . ' ~

.lgﬁii(; . o | . ‘71; . : N
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Aruitoxt provided by Eic:

biscriminating Pictures of High and Low-Preference Items. ) |

except that the position of the picture is changed on each trial.
Suggested positions may vary from far right, to far left, to midline.
The trainer may also want to vary how close the picture is placed

on a vertical plane. Thus, the child is required to search out the
picture and direct the choice response toward it.

3
.

Some students may be

Train to criteripn then begin the third step.

able to progress to Phase II at this point. - -
-

-

a. Training steps are similar to the flrst steps except that two
choice options and two pictures are now presented to ,thg child "
rather than one. Select one low—preference (disliked) item
and one high-preference object. The' objects are placed out of
the students reach., The pictures are placed within reach.
Pause and wait for the child's response.
. » .
o e.g., Child is presented with d washcloth
N and a piece of cake, and a picture

of each.

b. If the child selects the high-preference pisture, he recéives
the high-preference item as.always.

e.g., The child points to the cake picture

and is given a bite of cake.

¢, If the child selects the low-preference picture, he receives
that item. e

- e-ge-s The ehild points to the washeloth
pzcture and gets his face washed.

d. If the child makes an incorrect pointing response (i.e., if the
topography of the response is wrong, not if he chobses the wrong
thing) -prompt and shape the response as described in earlier
phases. In most cases relatively little shaping and prompting

of the response should be necessary, since completion of "Choice
Training" should insure that the response itself has already

) been learned. .

NOTE: If the child ffequentl§ selects the low-preference item,

but continuesoto demonstrate that he does not, in fact, want

that item, then it can be concluded that the chilg is not agtually

. discriminating and selecting .a desired item. It may be necessary
to adjust the procedures in sqme way to make the choice-items
more salient. ’ : .

b ’ : 4 ~ ),

e. Once the child is consistenﬁly pointing to the high—preferencg
picture over the low-preference picture, consistently (e.g.,
80% correct, 3 out of 5 days), proceed to Step 4, Choosing from
Pictures of Two High-Preferencé Items.

7 . hd [N
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Aruitoxt provided by Eic:

Choosing from Pictures of Tw)a High—-Preference Items.

Procedures are the same as for the previous step except that the
choice/options .and pictures presented are both high-preference
items. r

‘e.g., The child is presented with two
dessert pictures: pie and ice
eream,

Once the child is responding a\t criterion to these two pictures
progress to Phase II.

\Y
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COMMUNICATION BOARD, PHASE II 66
Placing Pictures on a Communiocation Board -«
(Objects Removed)

kY

GOAL: The child will request an object which is
not in sight by pointing to a picture-card .
of that object attached to a communication
board, J

RATIONALE: All too often communication boards function
) as only "picture boards". That is, the
children learn to point to the pictures
when shown the objects, but they rarely
point to the pictrues to communicate that
they "want" that object. Communication

“ i board training must have as its primary
target the function or use of the symbols.

.

Description

This training represents a milestone for students. In this Phase, their
pointing and matching skills (taught in the earlier Phase) are refined, and
a "system" of communication is begun. The child is taught to request desired’
items as in earlier steps. However, instead of having picture cards placed’
”ﬁgaKrandomly on the table, the child points to (or otherwise indicates) cards
attached to an actual board. 1In addition, by the completion‘of this phase,
the actual items are no longer visible to the child.
e.g., The child was taught in the last
, Step of Phase I to choose between
: ‘ two pictures at dessert time. Inm
this Phase, after careful plamning,
the pictures gre reduced into
slightly smaller cards, and placed
- o in a predetermined fixed order
onto a certain type of commmication
board. Now, duwing dessert time,
. the child is given the board and
. ' ’ may point to either card to choose
g the one she wants to eat.




" A.

- B.

- C.

e

Procedures . #

The communication board system initiated in this Step should eventually

become an integral part of the student's life. As sugh, it must be planned

and taught with careful consideration of several variables.

D.

*

Complete the planning sﬁeet "Communication Board System Selection" from
Appendix D, "Communication Boards", to determine the most appropriate
,board for this student.

Construct the board. Follow procedures to insurg board .portability which

are discussed in Appendix D. V:>

Continue to uge the situation used in earlier Phase as your training

setting.

e.g., lunch time.

4

Training Guidelines. - ‘/’

1.

Initially, put only those symbols on the board which yoﬁﬁkﬁow through
earlier training the child can use or those which will be used in
current training. Many students will begin training with only twe
pictures on their board. )

Expand the vocabulary by no more than one orjmgs;ﬂbtures each time
criterion is achieved on current items.

~ .
Initial size and placement of the symbols on the board should have ~

been determined before training began. However, as training continues,

many students wilf*be able to use successively smaller,symbols, placed
gradually closer together on the board. Decreasing thdl'size and
placement of the symbols is usually best done during generalization
training. Depending on the student's skills it may be best to

Jdecredse size then placement distance, and not both at the same time.

New symbols being .added to the board can usually be of the smaller
size and closer placement.’IIf the student has difficulty ,with the
new symbo)S-being small and/or close together, simply inc ease'their
size ‘or placement for a..few sessions. >

The vocabulary display on the board should remain stable relative to
the other symbols on the board throughout training.

e.g., Although the symbols for "pie'"
and "cake" were moved closer to-
gether on the board, they always
remained next to one another; "pie"
on the left, "cake'" on the (lcvzight.

i




E. Training Steps.

’ l. Items paired with board symbols. )
. L . : _ N N
a. If the board is not permanently attached to the student's
. . wheelchair, either glve the board to the student or have him -
’ . »get ‘it. ~

b. Place two of the objects symbollzed on the board within, the
student's v1eM-hut out of reach.

c. Look ¥xpectantly at the child and wait 20 - 30 seconds.
§
d. If the cllild makes the correct response, rginforce and comply
‘ with request. The correétness of the response does not hinge
on which object the child chooses, as either object may be
preferred“ Rather, a response, is correct if it meets the
deflnltlon of how the response is to be made *
e.g., Chzld stares at the symbol for
"ice cream" for 5 seconds then
looks up to the teacher. -Teacher
says "Good! You want ice cream
— © today?",’ lets the child have
. a bite. If\the child had stared-
for less than 5 seconds or failed
to look up to the teacher, the
. response wouyld not have been ,
B correct.

P I3

' 7

~e. If the child responds 1ncorrectly, shape the correJt response
and relnforce and comply as- aboves: @

e.g., The child (who has been trained
to use a hand pointing response)
points close to, but not on, the

- » o symbol for cake. Trainer pﬁyszcally

' B puts child through correct potnging

response, then gives the chitd bite
(, of cake~ . )
f;/ If the child makes no response, use a verbal cue such as "What
do you want?", or "Do you want the 2" A K ‘
. ') . ~
<e.g., The child does not make a response.
Trainer says "De you want some
dessert?" . [ .
. ) .
g. If the child still does not iespond, or responds incorrectly,

- prompt and shQPe the response. .

~e.g., Physically put child through pointing

’ iresponse. ’ ,

’ . . (

| . | 51
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‘Training. These £we types of trainfhg are the priority follow-up to ,this

» .
¢ h. Reinforce ané comply with child's request.
* »
e.g., Give child bite of dessert. )
NOTE: As discussed earlier, once the student has learned to
respond to the board as opposed to loose pictures, it is no v,
longer necessary to end each trial with positive reinfdrcemeqt. -‘\.f
‘In later training, the student must learn that by not asking,
or asking in an unintelligible way, the item will not be v
offered. The students also retain the right to not want any
of the items offered. - :

&

2. Using communication board with objects removed. -

. ”
) The procedures for this ‘step of training are ex;gzgy the same as -

in the first step except that the items are removed from view.
some students will need some prompting before they)aie able to —
respond with the objects out of sight. Por these students, -the
objects may need to be briefly shown to them beforeYeach trial.
This is a prompt, however. To achieve criterion, the sgpdent must

. ( respond without seeing the objects.

in) \ RS .
3. Adding additional pictures. C — T "
Fbllowing the Training Gg&delineg presented earlier, and the e
long-range planning completed beforeraining was begun, additional L

* , pictures may be added to the board as needed using Step 1 and, 2
training procedures. Remember, use only symbbls representing

[
4 high-preference items or activities, and eventually, high need
items or activities. Space is at §¥prgmium or’ boards.. Do not W
waste it on nonfunctional vocabulary. Each picture must be
generalized across settings and trainers befqré addifig a new
- picture to the board. *# R S \
. ‘ B . ’
. . . -~ 7
] * “ ‘
Y RN o
. i «
Criterion . .
t ’ ‘ ) -

Criterion is achieved on’eaEH'item when the child selects the picture-
symbol on ‘the board with the item out of sight within the structured training
getting approximately 80%-eof the time for 3.,0out of 5 days. When this occurs
fhe trainér "sfbufd proceed to Geheralization and Environmental Manipulation -

Objective for each picture taught. It is only'through these latter .
prockdures that functional use of the board communication can.be assured.

¥ »

NOTE: Once the student has achieved functional use of the several, pictureés

on the board in Phase II, the t%acher may want to bhegin some facilitator —
training to further develop the student's under&anding of the pictures.

Sée Appendix D, "Communication Boards", for Facilitator Program for Vocabulary®
Expansion.
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Geneoralization

’

. - If training was not conducted concurrent in the home, the child
should now be given a board to use at home.

® N
*

. As with all other objectives of this curriculum, the training should
system?tically introduce varied itds (chocolate cake, bundt cake, etc.),
trainers (paraprofessional, speech pathologist, etc.) and settings (snack,
*lunch) to insure the ggneralized function for the symbols. :

» . - hd
-

A final generalization, congern unique to baord users must also be
addressed, If at -all possible the student must be taught to carry the board
with them at ail times. . If thié'is_not possible bgcausé of -a physical
handicap, the adults in thé environment must commit themselves to this
task. Appendix D present$ suggestions to help with this task.

e = .

NOTE: There will always be occasions when the child will need to communi-

cate and e board wikl not\or cannot be avilable. Additionally,- there

will be wdhts or needs°which the child may need to communicate that will

not yet be symbolized on the board. Because of these situations it is

strongly suggested that the students be taught to not only use their board
“but to point to objects or people, etc., when'their board is not available. -
v For some studeh:s this will mean maintaining a previoudly taught response.

4

For others, it will pean téaching.a new response. Procedures for this :
tralnifg are discussed in the REQUESTING THROUGH CHOICE. Objective.® -,
. '

.

[1 &

£ .,
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. USING SPEECH OR SIGN

TO REQUEST WANTS AND NEEDS
)

—
wy GOAL: The child will request high-preference items
o which are not in sight, using a 51gned or

spoken response. o ]
RATIONALE: Some severely handlcapped children may be
‘able to use speech or manual signs for '
certain rdquests. For those children for
whom this is an appropriate response selection,
speech or sign has the advantage of 1mmed1ately
. enabling the child to request items or
- activities which are not immediately present.

o
. £

A

'Desi&lption

- £
. . a, -~
In this objective the child will be trained to request high-preference
items when those 1tems are not visible. . -

Procedures

N 0 . .

.
‘ . . ey »

A, 051ng Appendix‘E, "Selecting ‘a Primary Communication Mode", de#ermine
whether speech or sign is an appropriate response mode. -

. . ’ // ‘

B. Select the response to be used to make the request.

. \ ! ,e.g. Playing, catch. .

hd .

]
" C." select the response to be used to make the request.

- - f s,

e.g.y The sign for ”baZZ"

.

- . / [,
D. Select the ‘'situation 1n whmch the résponse is to be trained. - i
° 6‘ . . -
' .o ' T ?g.g., Free pZay time, foZZounng Zunch
i 1 ’ » 5 -

%

' o 84
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e ) R . t S
E. Train the response. R
. - ' ) - )
1. Set up the situation associated with the high-preference item
‘or activity. . . a e
»w - . .

¢

. . 8.9.y Move to %Zay area, get out toys,
- - ineluding favoritébail.

[N

. 2. Show high-preference item to child. g
( 3. Remove item from view. - ° . “
v - 2 -
S . ) e.g., Teacher places ball behind ’
- v ‘screen, or under table.

-

4. Look expe.ctantly at child and wait 20 » 30 seconds. ,
a. 'If child requests item, reinforce and comply.

e.g., If ehild signs "ball", say "Oh;
you want to play ball", and play’.
. eatch with child.
b. - If child résponds incorrectly, prompt the corxect response and
relnforce and comply . . . bd , - °
. A, .
.. e.g., If the child signdall" . ’
- ® : . . incorrectly, model corPect response.
& . . ' ‘. Reinforce child's corrected response
, by saying "Right, you stgned ball!",
and then play catch with the child.

c. If the child makes po response, provide verbal cue as described

below. , -

LN}

5. Provide verbal cue, "What do you want?"

£y

a. If the child responds correctly, reinforce and comply.
ey * B. If the child responds incorrectly, prompt and shape correct
" response and immediately comply. -
. - ’
. o c. If=the child makes ho.response, .
1) prompt and shabe as described in 6 below, or . -
- -t )
) 7 ¥ ¢ . 2) in later sessiois, when the teacheér believes the child ’
knows the response, terminate access -to the high-preference
- j* activity. The teacher may either termlnate the“session
‘briefly (51m11ar to a time-out procedure) or end the .
. seSS1on altogether until a later time.

.

» LJ
¢
*
-
£
»
°
»
i

.
e

. A
. A 4 .
. @ 1\? LY 7

Q oo . . k. é;é;. ‘ f | _
. - \ ’
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strategies. ’ - ) ° .. -
& / -~ .
f . .
. ’ i ’
8 . N . ™ .
Generalization s : ) ‘ L 3 ) .
. Lo . A
A. Generalize the response across settings and trainers, especially home
environment. . ‘ . : . ) .
' J e.g., Child requests. ”baZZ” at home With
brother. .
. _ s ) ) . T
J L
o, . ) . ’ - M .
. 4
B. Proceed to SPONTANEOUS USE component of curriculum. 4 / )
,C. Train child fo request another reinforcer.
& ] . xS
. L N - S
O

ERIC

R A Fuiimext provided by R

Prompt and shape. The oorrect respdﬂse is prompted and/or_shaped
depending upon the child and the response. A.typical prompt might
be an imitative model (e. g., the teacher says "Do this", and
demonstrates the sign for ball), or various physical, "put-through's"
"(e.g., the teacher actually places the child's hands and .fingers 1n‘
. . the correct position for the sign "Ball". After several training
sessions, simply brlnglng the item backalnto sight briefly may
prompt the correct response ) Shagpng involves the gradual fading
and reduction of physical pxompts and/or the reinforcing of
successively closer approx1mat10ns of the correct response.

8O-

-

(See-

\

¢ Appendix F). . * . " -8 o

7. Reinfotce and comply. All correct, or gpproxamated respOnses should

result in.the child’'s obtaining the hlgh—preferehce item or activity. .

Teachers should say "Oh, you want ", and immediately.provide the ,
item. 1In later sessions, after the respénse has_been trained, the . .
teacher may choose not to comply if the child makes no response.

r -

t

Criterion . B ,
Ce N el

[

When the.child correctly requests the item approximately 80% of the
time on 3 out of 5 days, proceed to any or all of the follow1ng generallzatlon

-
Ny

[
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TRAINING - THE CHILD
TO INITIATE COMMUNICATION °

t L]

GOAL:

The child will employ some acceptable means

L

of signalling the teacher's attention in °~ ’
‘order‘to engage in a communicative inter-

action (i.e., making a request). Fo¥ non- _
ambulatory childrgn, this signal will- . v
necessarily be an audible ane, such as a’
vocalization, or use of a bell or buzzer.

+ RATIONALE: A communication interaction between two \\
* Pbersons requires an initial establishment
of social contact between those two persons.
In other words, before the child can
¢ommunicate a request, it is necessary to
» 9get the attention of the person to whom the
- request is’to be addressed. This is a -
. pragmatic function of communication which
becomes even more crucial for the child
who is severely handicapped and totally
dependent upon others to meet his or her .
needs. Furthermore, the ability to
initiate a cgfmunication interaction ' o \
. facilitates |the spontaneous use of requesting

: ) behaviors tadght in the previous section. .
. 1

'Deloribttoq : ' . .

. N -

g . : : .
( The ultimate goal of the CCC Program is the spoitaneous, functional

use of communication:to request wants and needs. - In order for ,this to occur,
'the child must not be dependent upon the teacher to initiate communication.
This section; TRAINING THE CHILD TO INITIATE COMMUNICATION., and the section
following, ENVIRONMENTAL MANIPULATIONS TO FACILITATE SRONTANEOUS‘USE, are
designed to train the child that requesting behaviors which were learned in
the REQUEST TRAINING SECTION can be initiated and controlled“by the child
himself. -5 . . .

1

. in inappropriate ways can be given more acceptable responses with which to
initiatg communication. The ENVIRONMENTAL MANIPULATION procédure discussed

- cgasunication with mearis of .4ignalling the teacher's or parent's attention
i rder to communicate a request. - In addition those Children who initiate

ERIC . °° . .o

L . ’ .
P o : L. / .
. . g , hl
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in the next section, simultaneously sets up the need to initiate and to
: make a request. Thus, the ability to initiate a communicative interaction

1S a prerequisite to the successful use of that technique.
. > I

The procedure used in initiation training is, briefly, as follows: .
The teacher sets up the communication situation as in REQUEST TRAINING. )
Rather than beginning with the "Look expectantly" step of the teaching .
strategy, the teachex does not look at the child. The child is trained '
to use an audible signal to.ggt the teacher to attend befoye the child
can make the request. Thus, in this objective the initiating response
1's chained to the beginning of the child's requesting response. Gradually
the téacher moves further and further’hway from the child, so that y
eventually the chH}d can initiate without the teacher's eye contact or

- -
*

physical prejlmlty - . "

Exampl
zamp le p

P ~= , s
Tommy was a seven—gear—old boy with severe spastic
“quadriplegia. He had no use of his limbs, but was able
to use directional eye gaze, move Ks head, and )
voecaliz ”hrouah THE fzQUESTING THROUZH CEOICE *
objecéive, Tomny was able to learnm to use -directional
eye gaze te request vartous items by looking at large
victure placed on a board. He was however, dependent
upon his teacher to set wp the commmicative situation., . .

- . The teachers ‘had observed that often when no one”
| was interacting with Tommy he would make a sort of
“cooing sound. Stnece they suspected that Tommy was
occastonally using this sound to get attention anyway,
. they decided to systewatically train Tommy to use the-
vocalization 40 initiate communication. At snack
time, Tommy's board was placed nearby, and Tommy was
seated at the snack table. The teacher did not attend-
to Tommy wuntil he pdde a cooing sound. Using the
stqndard ‘teaching procedure, the teacher then waits
20 - 30 séconds” Jor Tommy to use his eye gaze to < ¢
Jrequest snack iter Eventually, Tommy would

. /’l spontaneously initiate commmication in order to :
‘ ‘ ~ obt £ 7} oremeacatiy board. J/“Jz

.

.Procedures ‘

-

} A. select the response to be usédd to initiate communication. The response
must be one whlch can 'be used to signal the teacher's aftention when /.
the teacher is not attepding to the child. It myst be a response whlgh

is not 1rr1tat1ng to others. Ve - .

' N -

@
had e

.e.g.), Ringing'a })eZZ. p

E[{I(j | E , . ' - N B ’

P e .
~ > . .
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B. Select a situation %? which o initially train the initiating
response. ca . g .

’ . . % e.g., Free play time. e
14

C. Training Steps. ‘ ¢ .y . .

1. Set up the communicative situation as for request training. (See o
page 41) If the child's, reguest respomse requires the use of AN
pictures or communication board, make sure these are nearby. ’

oA .
‘ . . e.g., Place child in front of toy
) shelf

2? Turn areund, facing away from the child. . -

¢

Wait 20 - 30'secoﬂas for the child to respond.
a. If the child makes any response in an attempt to gain the
- teacher's attentiop, immediatel attend fo the child, shaplﬁg
the correct response if necessary.

° ’ 5

. e.g., The child makes a slight sound;
’ the teacheNturns around and
places thews hdnd on the
bell.

b. If thef child rlakes.no response withih the 30 sécond period,
prompt the correct initiating response.s This can be best
accomplished by using a sgcond trainer,’ since it is impossible
for the teacher to completely withhold her attention and prompt

the child at the same time.

e.g:,* The child makes no attempt to \
. . signal the teacher's attention. a
. - . The teacher continues to face "\
o ~ - away from the child. A second
: . . trainer approaches the child - %
¥ . 'y . ‘ and prompts him to ring the bell. )

4. After the child produces the initiating response, provide the
opportunity for the child to.mtke a request. ‘ :

elg., The teache® presents a choice
‘ ' x array of a baly and a record.
. . : ) . (Tge child has already been 2
. trained to point to request a toy
: ’ or activity at free play time.
The initiating respfgse of

. | ringing a bell is # stmply added
. ony. '
1) » !
' P
- : . 9
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- .
5. Follow through with the request procedure as trained previously.§
‘ . : e.g., The teacher waits 20 - 30 seconds.

The child makes Vo response, so
' the teacher says "What do you
: | : ’ want?". ‘The child then.points to
) CT the record player, and'the. teacher
. praises him and turns on his N

!
' favorite record. ) l {
) ' ’ ) \
, . 6.

Contlnue the "above procedure, gradually moving fur%her and further
away from the child, until the child will consistently make the
. v initiation response when the teacher is several feet away.

e:g., The teacher sets upethe free play
. . ' " situation, then walks across the

‘ ' ) . room. The child rings his bell,
and the teacher crosses the room,
stands near the child, and looks
expectantly at him.

—y

- .

Criterion : ( *

¥ 5 °
..c‘ k3 ‘ '
If the child correctly initiates the request, in the training setting (e.q., b

free play‘ on agproximately 80% of the training trials for 3 out of 5 days,
proceed to Generallzatlon Tralnlng below.

& v -
\ o | )

Generalization ' y . 9 '
e ‘-

'
Once the child can cons1stently initiate a request 1n the selected tralnlng
setting, the 1n1t1at10n response should be -generalized in the followingways:

T

A,

Generalize the response to othen hlgh-preference items, and other r. v [ 4
i situations. -
“e.g., The child must ring the bell : ,
to initiate-a choice of drink at
. Lunch time.




O

ERIC

Aruitoxt provided by Eic:
a

B. Generalize the response to otﬁen trainers.
- { ’ '
. e.g., The mother.is told not to
1 provide a snack choice at home
until the-child rings,the bell
v . A~
’ to get her attention. o

When the initiating response has been generalized d the initial

training setting, proceed to ENVIRONMENTAL MANIPULATIONS, TO FACILITATE
SPONTANEOUS USE.

’ .
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ENVIRONMENTAL MANIPULATIONS TO .

FACILITATE SPONTANEOUS USE®*

GOAL: Given situations in. the natural environment
where it is appropriate and/or necessary
that the child communicate in order to fulfill
Some want or need, the child will a) recognize
the need to communicate, b) initiate a communi-
cation interaction by signali#ng for attention,
and c) use a requesting behavior to ask for the
° desired or needed item. . ’
RATIONALE: With the severely multiply handicapped child,
) the teacher often has the task of creating the
‘ need for the child to communicate. 1In many
cases the student has had a history of communi-
. cation failure or has learned that most of his
. physical needg_yi}l_pe met non-contingently. -] -
N Even,students who have been required to requgt
) their wants and needs using the CCC Program
‘ objectives may remain largely noncommunicative
. and dependent upon the request txmining
. situations as a signal for communication.
V4
e ¢~ )' A‘\
f . ’\
Description ’
G 3
in this objective certain features of the ﬁhild's daily environment
are chéﬁged in a way which creates a communicative need. As with-all
previous training, this objective centers around the child's requesting
(reinforcing) items and activities. The pr dures in the next section °*
describe such manipulations as prohibitipg/gi:ess to d desired item,
delaying an expected and enjoyed activity, or rempving an item necessary
to the child's participation in desired or required activities. Using -’
. the teaqhin@ procedure described throughout earlier objectives of this 2
- manual, the child is trained to a) recognize a communicative need whenever
it arises; b) initiate the communjcative interaction, and c) request the ot
needed '‘or desired item/actiyity. o
. . ] ‘ ' i \
,\ - \ . -4 .
i N 2 R | B - - -
) . ~‘ i - 3 - .
TS » ¥ - © .

r . - . - . ~ _
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Procedures

\

.

The procedure$ for.ENVIRONMENTAlfMANIPULATIONS differ from procedures

for INITIATION TRAINING and REQUEST TRAINING in that; Yor»most ildren,

those responses were necessarily trained in highly stﬂuctured setting, using

repeated trials. Environmental Manlpulatlon "trials" however, occur singly

-and intermittently. The brief teaching sequence which&.accompanies the

Environmental Minipulation is incorporated into the ongOing classroqm activity.

The child is not placed in-a highly. structured or isolated training setting.

Rather, the teacher, now intervenés briefly and intermittently in the ongoing

., events of the natural environment, thus facilitating the spantaneous use
throughout. the day of specific'requesting and initiating behaviors trained
ecarlier. Specific prgcedures and training steps for ENVIRONMENTAL MANIPULATIONS
are discussed below: |, . .

»

‘A.  Select a situation to be maniptilated in order to create a{communicative
need and develop the <hild's necobnition of that need. There are a
variety of ways in which the child's-environment can be manipulated.
The follow1ng descrlbes some of Lhose wayS'

2
€ .

f 1. Delaz an anticipated and enjoyed activity.

-

- [y

"In order for this manipulation to.be effective, here must be

- clear cues which "announce" or adcompany the activity.‘ For example,
- ’°A going to the lunch room may- always be. preceeded by lining up near

' the door; snack time is always abcompanied by all ‘the class/51tt1ng

around the snack table, and so-on.

b

- o e.g., Johnny's daily classroom schedule
includes time outdoors at 3:00
: each day.  Just before 3:00 the . .
. . ] . g children finish their snack, put
- their coats on, and go outside f‘or
. . ) + 15 minutes. Johnny especially
) enjoys and hooks forward-to. this
. Y, activity. As an envirommental
- .- manipulation designed, to fbczlttate
i ’ \ Johnny's spontaneous communication,
- . 7 . one day thettedcher changed the
. : = routine: After snmack at 3:00 the
oo ' childrer were[not taken outside.
e " - .. The teacher. busied herself at her
¢ ‘ _— .. . desk, and did not attend to Joknny, -
) . s waiting for him to recogyize the
] change in routine and to initiate
. “ . P - S communteation.

. Yoo - . v . - o=

A 7 Zk\ Prohibit® access to deSired items or actiVities which other children
. have access to. : -

5 ) - L. . . .: 4 . - . )
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In this type of manipulation’an expectation of a routine
activity is not neéessary;rrThe communication need is created- by
setting up an obviously "unfair" situation in which the child's
classmates -are given a high-preference item or activity, which is
withheld from the child-being trained, until he or she makes a
communicative response. . '

- :

e.g., Sandy's favorite food was chocolate
ice cream. As part of a special

N snack in the classroom, all the*
‘ehildren were given chocolate ice -
ereai. The tedcher, without
commenting, " forgets"to give

+ Sandy her ice cregn. = She then sits

down to feed another child, waiting
for Sandy to recognize the .
communicqtive need and .initiate
an intepbction. *
. . 'Y } .

‘Remove items which aré‘pecessary to ‘the child's particigation in

certain activities. * ‘

~

Q-
@

* There are /many items which, whilé¥not intrinsically reinfogging
in themsclvegs,( are necessary- to accomplish a desired activity. (For
eXample, the chiid's spqpn may not itself be a high-preference item,
but removing it from thdMray of a child who loves to eat lunch
definitely creatgs a communicative® need) ‘

a ° -

T e.g., Kenny enjoys coloring as a free
. time adkivity. He is seated at ..
~~~—g table and paper is placed in
. _ Jront of him, but the crayons are
left on the shelf. The teacher
rsays, "You can color now Kenny"
.and walks to the other side of
« the room. ShAwaits (without
looking atghim) for Kenny to - »
recognize the need to initiate *
p a request for the %erayons in order
y . to participate in the activity .of
. ~eoloring., - o :

¥ -
*
. »

Identify the targetted responses to be used to initidte (i.e., signal

for'.the teacher's attenq{on) and communicate a request. In most-cases’
these will be behaviers which the child has learned in the previous

~objectives, REQUEST TRAINING, and INTTIATIONS., Y y

1 . oA ’ bl

e.g., Johnny, mentioned above, will be
-réquired to say "ah" to get the
teacher's attention. The teacher
then will provide access to' his
commqnicatgzn board, i1f it.1is not -

already ne > %

PN
-

F IS
-
.

»’
-, L

by, and he wil? point ;
N
36,
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If the child makes an incorrect response, the teacher

prompts the correct response ahd compL%es with the % ‘
request .- . R \\\
e.g.; Fred starts to holler and wave e
, his arms.  The teachep models
- the pointing résponse, and Fred
3 . : tmitates. The teacher then

provgdes the spoon.

If the child makes no response at all, the teacher must

e his or her own judgment in deciding whether to prompt
the response, continue waiting forea response, or eliminate
(for the time being) the opportunity for aceesc to the
desired item or activity. This will depend upon how well
the child knows the request response, and how ngcessary rt
1s that the child receive the missing item or activity-
For example, in most cla¢srooms, a Chlld s lunch cannot
be w1thheld indefinitely. On the other hand, if a child
had demonstrated on other occasions that he knows the
correct response, it might be appropriate to withhold a
cookie at snack time. As mentioned-in earlier sections,
it is important for children to learn that if they do not
ask, the item or activity cannot be received.. Also, .
children must retain the right to not want somethlng, even
though it is usually a hlgh-oreference item or actavity.

s @
3

.
’ CCC
—
L B RN R I N ST [

‘e FAciliate Jpontanec.s e
.

—_— . v P
wdem_ JOHML ' ' :
.
* -x&s'ing Situation ‘De“rxbr afticipated aciivitv and cri’ical cues, N

ZALH DAY AFTER kumcH Tenuw &ETSs TO hor Our oF s .
LOMHESACHAIR AND Jub ON THE MIAT ME IS wWNELAED Bpcwe 7O

THe CARSSROOM AFTER LuNeH And HiTrip) 5- WAHTES, A ‘
1S PrAcél own.THE MAT Figure 12:

Manipulation (Teacher behavior pﬁx]oduc;ng a "necd 1o 'conmunicate’) EnVJ. ronmental
) TEACHER ' FORGETS" TO TAKE FOrpm OUT OF wWHEes CNAR K .
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If the child makes an incorrect response, the teacher

prompts the correct respbnse

and compL%es with the v

request .-

¢.q., Fred starts to holler
, ris arms.

, : imitates.
provgdes the spoon.

If the, child makes no response at all,

" The teachep
. the pointing response,
The teacher.

and vwave N
models

and Fred
then

the teacher must

use his or her own judgnient in deciding whether to prompt

the resNonse, continue waiting forsa response,

or eliminate

(for the time being) the opportunity for acgess to the

desired item or activity.

This will depend upon how well

+ the child knows the request response, and how nbcessary it .
is that the child receive the missing item or act1v1ty‘

For example, in most claosrooms
be withheld indefinitely. On the other hand,

had demonstrated on other occasions that he knows the

a child's luntch cannot

if a child

correct response, it might be appropriate to withhold a

cookie at snack time.
it is important for children to learn that if
ask., the i1tem or activity cannot be received.

As mentioned -in ecarlier sections,

they do not .
Also, ,

children must retain the right to not want oomgthlng, even
thouqh it is usualily a hlgh-oreference item or activity.

»
~ CCC :
LA I B AR L VAN SR S SR T I 4

"e bacilicate Spontanen s (s
D

el o

tudent

-xiukn! Situstion (Deseribe anticipated ac.ivity and critical cues),

. ZAlH DAY AFTER kincH Ténn &ETS< TO her our oF M5’

. LOHESACHAIR AND 14k ON THE MAT s 15 w//:extb BAcxk T
+ THE CARSSROOM AFTER LuwekH Awb Wirthip) 5‘ WRHTES HE
1S PAACED Oan THE MART

.

Figure 12:
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Criterion PR

Because environmental manipulations are 1ncorporated into the daily
events of the classroom in a somewhat random way, it is difficult to set’
aQ spec1f1ed number of trials or an acquisition cr1terlon. A useful data
collection, procedure might. be to simply recoxd,’ over a gifen time period
(e.g., two weeks) -the percentage of enV1ronmental manip latlons which dld

- in fact, produce .appropriate communlcatlve behavior: he settlng of a

performance criterion”, however, lmplleScthat the behavior, need no longer
be traiped. While formal training of a §hrt1cular response may have been
completed teachers and parents must continue to fac111tate expect, and
encourage spontaneous use of communlcatlon throughout the day.

. - . .
& B -

Generalization . .
For children who utilize a choice response where the requesting
behavior is the same regardless of the item or activity being .requested
(e.g., pointing or eye gaze), a numer of different communicatign situations
can be created. . ) ) >

e.g., On a particular day, three of.
. ' Fred's favorite activities were
: . ‘ . manipulated: ~ hig 8poon was -
removed from hig lunch tray, the
J/ ] , teacher "forgot" his juice cup
: .o at snack; and the toothpaste was
.- migsing at ‘toothbrushing time.
<L . The required response (pointing)
~ ' ' was always the same.
, On thé other hand, if a child uses a more specific response (e.g., speech,
*signing, or ‘board symbol), then it m nay be desirable to manipulate only on
a particular situation until the child is using that partlcular response
con31stently before golng on to other manlpulatlons. ;

" . « . ”

A . e.g., Jonathon was a signer. His spoon

[}

L was removed from his tray on inter-

oL ‘ “mittent occasiong until he congis-
.  tently produced the correct sign
o ! _ for "spoon". Then his cup was
= 2 removed oceasionally at snack time
- T 2 . ) untzZ he conszstently produced the
- . 3$gn fbr "cup" and 8o-onm.,

- . - . - -
e

—o. + .‘ . . . \99 v ' g =
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FA'_CI,LITAT'OR -TRAINING

- "Facilitators" is a term used by the CCC Program to refer to addltional\
tralnlng done to enhance the development of that student's snec1ﬂ1c communi-
Cuﬁlon reeyonse(s) Thc ceﬁfrar focus of CCC Programming is thc development
of ways tu request wants and neéds and to obtain attention from the Care-
giver. ] Facilitators are .those behaviors such as attending, motor imitation,
vacal imitation, vocabulary training, specific training in motor movements, °
cte., that can be trained outside of the actual communication training setting
and serve to aid in the development of the student's specific communication
response (8)°." . . .-

. N\

By dcing facilitator tralnlng, the teacner can often help speed the
. stuacﬂt s actquisition.of a communication respons A}though the curriculum
stressce fuuctional tralnlqg within the natural gnv1ronmgnt faciliatators
are often best teusht in more eonventional, structured settings. Facilitator
training does not teach comnunication, per ‘se. Rather, it tcaches behaviors
which can be used to develop communication responses. -

“
- v ' . e

Ny~

[Y
3

TYPES OF FACILITATORS
° . & ’

* 7
.

. ! f
.. The thﬁhrogram does not prov1de spnc1f1c training procadures for
ac111Lator quqnlng Theregare a number of programs available from other.
Jources hhléh 'sujgest procedures ‘for training. The following presents brief
. ' gu1de11nesafor the use of fac111tators w1th the CCC objectives.

. q <
Devcloyment of Trafning in Augmentatlve Cqmmunication Systems. For many
severely handjcapped studehts development of.a non-speech communication mode
(i.e., communication boards and manual qlqnang systems) is often a necessary

long range yocal. Although the students will’learn, to obtain desired items or

-

hnedgd‘helprfrom others through the training objectives outlined by the CCC ,

‘rogrem, develojment of non- speech communication s stems and.specific response
training using those systems may need to take place outside of the communlcatlon
. . training- sctting. While the CCC Progran “haé included some guidelines for mode
sulection and development of communication boards, (see Appendix D and E)
teachers u51ng tlie curriculum are also encouraged to seek outside consultatron
) from support dis: 1p11nes like- Occupational Therapy, Speech and Hearing, and

Physical, Therapy .n an ‘effort to develop nonesperch communacatlon systems.

. T, . [ v L »

Tralnxngrto Facilitate Raspdnse Development Any res ponse selected for
.. training as a communication response may also require dircgt training-ip a
facilitator training séttlng. lcquisition of dlfchult motor responses can
often e facilitated by additional Eraining in:a mass trial one-to- one
tralnlng eéttlng, For example, a dlscrlmrﬁatlve headsturn‘'to the right or
Q left mlqht be sclectcd as the only possilble responbc a chlld can use for the

o

'

e

' I CoY . . L * o
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"Choice™ objective. TIf the child\is severely impaired it may be necessary
to Jo more intense direct training to get this response to occur at .a

consistrent ang, reliat.le rate. P

-
-
-

Ajaln it may ne adVloablc to segk the help of support personnel wncn
Stltttlno'or training motor moverwents for a student S communication response.
S$nverely handicarped "students frequently have abnormal motor systems that
rcjuire comylicated and' carcful assessment to teach even the Simplest movement
response. Often, rejuiring one tywe of riotor respcnse will interfere with
correct y‘tterns of movement 1in othér parts of the body and possibly result
in seme undesirakle motor beuav1ors Lor the student. g

Q

Facilitators That Can be Used as’ Proﬁpts'

-

Facilitators That Can be Used as Prompts., The greatest use of Tacilitator
traininy %111 probably be to develop specific prompts which can be used to
evoke the «ddsired response guickly apd eff1c1ently.

~ o
2

1. 'Vocal Imitataion. obably one of tne most frequently tralned "language"
skills 1s vcceal ‘mltatlon Several programs have been developed which
teach tnis hchavior. Vocal imitation is absolutely essential for tne
training of sr.eech. Because speech cannot be phy51cally prompted, “the
trainer is de.endent uyon the student's imitation of vocal models as
the only promptuﬂs dev1te. Vocal imitat.on may, also, be facilitative
in some instances where speech is not the primary mode. - For example,®

. juct teaching a gtudent to vogallzt in response to the teacher's:vocalization,
whether or not the same sour% is produced (i.e., "contingent vocalization")
can Le helpful ‘and asz a prompt in teaching a student to sigﬁah{for attention.

\" v

2. Motor ;mltatvon. Motor 1m1tatlon can be used as a prompt1ng device for.
hoth gross (e g., polntlng) and fine (e. g., signs and finger -spelling)
rotor Fesponses. It is imporkant as a prompting device for v1rtually
all ncnspeech responses. It:is particularly 1mportant in cases‘where . K

¢

< manula sign is the prlmary form mode. /

3. Following Simple Commands. Many children can be taught to follow simple ..

* commands, for example, "Point to (an object)", "Shake your -head”, "Cl%p
-your hands", etc. Such commands are often useful as prompts and are -
sometimes morg efficient than motor imitation prompts. This would = )
particularly be the case when gross movements (e. g., head turninf) rather
tnan fine motor movements (e.qg., manual s1gn1ng) are. selected for
communlcatlve response t1a1n1ng In addltlon, éommands (such as "sait down"

"look at me", etc.) can also be used to control 1nterfer1ngwbehav1or, and,
develop attendlng . ) . B

-

t. llatch- to-Sample Matching-to-sample is another task whlch has frequently
been included in traditional languace training programs. Its greatest
advantage. as a facilitathr is probally .to those students whoSe primary mode -
is .4 communication board. . . : -

) " M . e . . T,
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Facilitators That Generally Enhanee Learning ° L
. : . . Y . . .
) Certain behaviors can be trained which &ill facilitate all iearnihg ) .
Generally, these are behaviors which in some way improve studentc' ability
to atténd to relevant stimuli. . ) Sl
. , . . ‘ . . . - :
1. Eliminating Interfering Behaviors. This training does not develpp &

behavior which d1rect11 enhances' communication. Rather, it attempts to '’
decrease a behavior, or set ‘of behaviors, which interfere with learning.
Interfering behavjors must be brought under instructional control, or
dindplshed, befor«. communication training can take place. Such behaviors
as self-stimulatory béhaﬁiors,;and tantrums fal}‘iﬁto this category, as--
. well as certain aprropriate behaviors which .occur at inappropriéte times.
4 [ 3 -
Training to eliminate 1nterfer1ng behaviors may need to begln before e
communlcatlon training begins. It is sometimes the case, however, that
.. e tra1n1ng of a new response whixh is incompatible with the dntérfering
i:ginav1or will a?tomatlcally detrease the rate of the undesirable behavior.,
Attending Bchaviors. It is impossible to overemphasize the importance of
attention in any kind of learning. The ability to focus one's attention
upon relevant stimuli, and to inhibit responding to backgri@udd stimuli is
< crucial to the success of any training. Attending behaviors include-such -
behaviors as making eye contact when spoken to, directed eye gaze (looking

2.

to allow prdcessing.

at objects or.looking in ‘the direction indicated by \someone else) and
maintailning atterition for a period of'time'suffigiegsk
. It should be obvious that attention training is a facilitator that is
appropriate for all phases of the CCC Program. L . - ’
H .
The followiny arg some examples of facilitator training programs that
. ' were designed to facilitate response development. .

' .

. Example #1 . s ©

Charlie was a spastic quadraplegic child who had no
. use of his hands and minimal head control. He incomsistently
vocalized u #ne syllable sound /eh/. The classroom teacher -
noticed that.the sound xeemed to occur whenever Charlie was .
© -content. + The teacher dideavered that if Charlie was given
 some physical contact like patting or tzcklzng he could be
stimulated to a point where the /eh/ vocalization became .
imitative. Because Gharlie was s® limited in his potential
. response repor%otre the teacher decided to develop this
: sound Jor Charlie'a "more" response. ‘The facilitator -
b ° training coﬂszsted of ecaprefully ‘structured training sessions ‘\
v designed to gain imitative control over Charlie!s-limited
~ vocalization. This activity over a two week-period greatly
. inereased Charlie's vocal responsvieness. The /eh/
vocial zation was now under imitative control and could be
. - used as a 'more response’. Whenever Charlie did not .
» respond at the presentatzon of his fbvogzte activity, being’

o T “ . log - !
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ocked in the rocking chall, his teacher could pr\ompt

t by saying "Chariie, e /oh, en, eh/. (Fharlie
requenth/ wou?d imizate the rasponse and thus obtain
more rocking. Fueilitator T ainirg’iw this example
helpued Charlic's tcacker deoelop specific prompts
whick could be used 0 evckr she desived /e, .
vocalizatior in % fune*Zonul cormanication situation.

Y

v .

G had learmed o mke\a ehetec between
prefer od enacks afizr school wid pre Jerrved toys
in a jree-play session at sch oi. Her reswonseﬂ"

J reay

was a Jull hand poirnt to a polareid picture of .
those aeswed itemsr The pietures were d7,sp7ayed .
in pairs,on a tag board and were presented in

the aprropriate rogucst troaining situations. JThe
long range goal wes to teach Gina to request all
her vants and. needs by poihiting tc simplé lined
‘pletures placed on'a commmicaticn board. In
order to help Gina azhievé- success when the

spictires were transierred cnto a lap-tray picture

, communieation bourd,' the téacher deeided to
consngt m*h the Spcech Pathologist® Jor some’ :

- ——dirertion im program planming. T he Speech

Pati.ctogist- designéd a daily faeilitator training

vrogran that indoived o phases. . . . -
- L]
1. PRlrst G,.Lz Zeamei to point’ to any oftthe 6
. & Y OJ .
’ pclaroid p tw’cs when they were g”ozmed
todether ow « 12 by 12 lav ma o . The .

sherapicr simp Zu- rgawred a- oo‘nt*ng ’ .
response to the cue "Ging shousme Tiem., -
Prompting and shaping weri dore lhen - (
necessary. Gina yas traived in this menner . -
wntvl she eons:s*entZJ pointed to all 6
pictures on the lap tray. . -

st; IT involved systematically replacing

the polaroid photos with Z‘Lﬂ,p driawings. The
training procedures used in' Phase-I were :
remployed and Gina reazhed oviterion within .

onge montk. . .

Once all 67 7ling drawings'were pointed to consistently in,

the facilitator truining .sessions, the teachcr Started-
brining .the board inte th equest training situations.
raczluator trainthg in tk%~ cv‘:mplc aided Gina's teacher
tn utilizing a nurz-s,/eech communieation mvde for
appropriate requesting of wants. and needs Kfmctwnal
sttuations within the classroom éznd home.

-
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N ) Ezxample #3 .

A} A * -
Sandy was 'prof‘ozmdly-hedz;ing‘imp&ired and restrictdd
. to a wheelchair. She was unable to make any audible
. vocalizations. Sandy had learmed to point’ to.preferred. |
' objects when presented in~a to: choice array by her ' -
teacher. and mother. Her teacherdecided to teach an T
zm*zatwn response of ringing a, i)uzzer Because this
pnase of training was proceedzng sZowa, .the, -teacher .
. _initiated a facilitator tr'au%rg session de zgned ,
: “speeifically to teach aan.dy to push the button-on the } .
buzzer. Sandy begun to enjoy pushing the button and o
. having the teacher playfully. appear with each event.
" After scveral weeks Sandy was able to push the buzzer
« when given a signed comnard, The signal was row ready
. to be used in the Initiation request trazmng sessions. -
In this example additional training helpéd Sandy to  d,
learm a specific responsé that faczlztat(ed her’ . M
. . comumication training. ~ o '

-} ' p

e . Example #4
- V . ¢

Py -

’¢

i completing a Carégiver Interview with- Patrick's/
. . motucr Smith was convineed that séveral foods could
be dsed as high-prefergnce reinforcers in Requesting
- Through Chotice. Fatrick's specific motor impairments
characterized by spastic and athetoid movements prevented
him from making any 'responses involving his hands_or arms.
Efforts had been made by the Occupational Therapist, in ,
/ . the past to teach Fat to use a head stick to point to ..
-t . foed picturcs on a.12 by 12 slant board.” Mr Smith -
. ncauested a consultation from the Occupational - )
. Therapist, Once the head stick pointing moveménts were .
. .aceceptable to'the 0.T., Pat was introduded to the ..
‘ . Requesting Through Commwiication Board procedures and
quickly learned to request favomte foods using his
* head stick. . Here again Patrick learmed a difficult
motor: response in an isolated one-to-one training ' )
. . setting that greatlu ‘aided his Zearmnq communication
- behaviors. [N

‘ ¢ -
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) m carkGIVER INTERVIEW
Ve . : .

’ . Da\te

Information Given By ~<-

w
Rel%fronship to, CATId

General -Health

— »

g
v

b
What medications does your . .
cmld recerve? . - When 15 1t given?” How &es 1t affect your child?
. rd [

1 1. ) 1. R4

~

v

Does your child have any of
these health problems?~

’

Yo what?

How 'ddes this* affect your child? ~

>

ANergies
0 9

—y

How frequently? .

Seizures ¢

v

L - z

fan .
Other chronic problems How frequently?

. *

2

- -
What seems to t?-igger your child’'s seizures?
. AY

"Physical Condition ] . - o
-

- Y . \

-

Youy child/chews: Normally “ With some difficulty . With great difficulty :
Your ch11d swallows: Normally With some difficulty With great difficulty

Your chld sucks-) Normally = - With.some difficulty T L dith great’ difficulty

Descripe your chld's feedlng‘.progayem' special dietss ‘- .

..

—_— —_

" How would“you desc'r.ibé your child's vision? Normal Mild Impairment . Moderate impairment Blind.

F ham

" Does your child wear glass.es'.3 YES -NO Other comments:

How would you"describe your child’'s Kearing? Normal " Mild Impairment Moderate Impairment  Deaf

Does your chidlwear a hearing a1d? YES N0  ‘Ofher comments:
N . X

How would you describe your child's use of his/her hands? .
. Mildly _Moderetely _ Severely
Control of right hand is: Normal * ' Impaired Impaired Impaired

- " i - »

. Mildly Moderately Severely
Contrel of left hand is:  Normal ‘Impaired Impaired Impaired

b3
Is you¥ child able to walk independently: YES NO
If RO, describe what assistgnce is needed:

’
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. Attending Behavior

/

Fye
5
L2

-

Caregiver fnterview

Page 2
/-

A

How does Yyour ch1ld respond to new or unexpected sounds, lights, peop?e or 34tuat1ons in the env1ronment

.

(e.g., new foods’, new room arrangement br]ght colored lights)?

‘.
’

. . N

¢

Approximately how long does your child attend te any one Ehing he/she is intérested n?

Interfering Behavior

\

What behaviors of your child are irritating to you and others aroundeyou? L y
B ’ ‘“ﬁ; -

]

AP

%

*What behavior problems does your child exhibit which we should be aware! of? -
T N G g =
- a oty
. A

. .9
How often and in what situations does your child emit. these behaviows? \

]

' .

What do you do when these probiems occur?

W@

0

R

5 ) T

+

w

Reinforters

.

s

; Dgscribg your cfiild's typical day.

- Event

Approximate

Time

“With
Whom

What about this activity does your child like
or dislike?

Awakens

»
~ .

0

Qressing

e

TR

Groofiing
{bath, hair,
teeth) .

-

-

Breakfast

LLunch

Dinner -

Y

e

School

Nap

Play

eRilC

L »
s
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i : N * . Caregiver Interview
;} : i . oo . . Page 3
St . -~ 3 [ .
N ‘. ’
%‘ Reinforcers .. . ,
{continued) L _ ] !
[ What dqes your child Tike and distike? Describe what your chiid does to let you know R
1‘,5‘:1 . . that he/she likes or doesn't like this.
-“g .. K . .. — - —
. v ] Activities T : X .
N . . o -
1ykes . * ) .
¢ ) » b
. ¢ . « “
. . L e, ' . . ‘. : ‘e
. -7 Y )
; MisTikes e i ) ) k
P T s M .
! . r'!t\’i‘ “
o . 1 - - -
. I S - - e,
- - N : a . -
Likes D ' . N . . .
' - . . ' . \ /
LN R .
‘ . ° ) - . - . o i
. Distikes L. s TR :
A - . . 3 ?’ * " %‘-&
§ - >
R -
il P 1e M ‘ /
Likes . - . ' .
" DisTikes . N . » - ’ -
P .
Food ) ' e
‘/ - ‘ 3 L‘ ‘ >
: ', “
, Likes v * )
. . S ’ ¢ . »ne . *
P . -~
. . \ » ) - ’
. . . .
. Dislikes . . T -
! H‘hich o‘f\g;ahe above would you cor&der‘ your child's favorite?
i v, ; . - e t .
. “List, below specific activities,-objects, or food which the child routinely experiences, interacts with or receives
* DR nearfly every- day -(for/examp)e:' bath; listening to-music, gkape juice). )
(. v . A4
Y Actaivities . Objects . Soecific Foods
. . . ‘ . ] .
3 N ° < * N .
¥ - b N . ’ [ ]
A . s . A v £
. v, > ~ ¥ ’ »
L o 110 . ' 0
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Caregiver Interview
. Page 4

"+ {child let your

Communicative Function

es: your Frequency

What does the child

child

communicate
-any of the _ . |-_
below to you?

Often
]

Sdme-

times

Rarely
Never

do to let you know
‘this?

Hungry

)

te
L d

» Thirsty .. I

Sick/in pain - |

[
biet/soiled

-

Are there certain times of the day or certain
circumstances under which .this usually occurs?
2 I3

Tired of or’
dislikes an
activity

N\Frustrated

Other
{Specify)

-

Doeseyour Frequénty

How does your child

know he/she
wants one of *.
the Pelow?

Often
Some-
times

Rarely

or
Never

let yod know this?

Are there certain-times of the day or certain I
¢ircumstances under which this usually occurs? ?

12

*

\Hore of g
something

s

Your,
dttention ’

 Particular

object
!preferred over
J-another

1

111 .-

B o

[:IQ\L(:)ur ‘child ever tell you that hg/she is hungry, thlrsty, wants your attention, etc. without flrst being asked?

NO - How frequentl y?

~



Caregiver Intgrview

Page 5 (
y 4

Communicative Responses

Does your child currently use one of the following to effectively get your attegtion, specify wants and needs, etc.?
[} . -

Vocalrzations
Gestures

Speech

Manual $igns
Communication Board

YES
YES
YES
YES
YES

NO
NO
NO
NO
NO

-

.

. » -
£

If YES, what system?

If YES, can the board be taxen to school?

‘Has your child Kad previous training in the following? .

Speeeh
Manual ‘Signs
Communication Board

YES
YES
YES

NO
NO
NO

B}

If YES, describe the progress in that training,
. 3

[y

3

Check ways your
chi1ld communicates

What exactly is your child trying to tev4'you when this occurs?
(example: Joe holds out and shakes toys

e

to get Mom's attention.

)

Makes facial
expressions (smiles,
frowns) ° :

Laughs

Cries

Streams |

Fantrums

Looks at peoplg

Looks at objé ”i

Moves body (shakes
head, leans forward,
etc.)

Gestures (arm or
hand movement)

for objects or people

Points 'to or reaches .

Imitates other's
actions

Acts out (mimes) :~
communication

Makes sounds

o

Signs single,words

Signs 2-4 word '
phrases

Points to pictures
or printed symbols

Says single words

SIys—2=4word
phrases

Other (descnibe)

v
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: . ° . Caregiver Interview
r Page 6
. * — - '
Communicative Environment . sl . . o
. What does your child regularly communicate about (for example:  wants attentwon,jis hinbry, etc.)?
. Describe how this communication occurs. N J
- . . t ' -
‘ ’ " ° '
, Are there situations during the day when your child s required to make a response before some activity is started
o - or continued (for example: asking for another drink of juice at breakfast, or requesting toys off a shelf)?
YES N0 'If YES, describe the situation.

” Y - . -~
-Are there situations when your child has to make a choice between two or more objects (for example: preferring
milk instead of juice, or rocker instead of swing)? YES NO If YES, when? -

( hY

-

.

1

Are there situations during the day when the child must gain your attent\ion in_order to .get some desired object
or meet some need? YES NO If YES, when? .
o 1 e .
@ ‘ ' - . .

A - o ° r

. . )
Would you be interested in doing any communication training at home? (YES NO \ <
- - > - iy s
< . . \.

. . " . ’ )
. . N " ° N
/ ’ .,

4 Y

.

O ..
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\. . m TEACHER QUESTIONNAIRE

Student's Name:

Date:

Completed by: ~

rY -

Interfering Behavior

what behaviers of the student are irritating to you and o;hers around your?

v

P

g

-What behaviors cpp you see that interfere with learning activities the student 1s involved in?

4

2

’

How often and 1nwhat situations dbes the student emit these behaviors?

-

’

‘Attending:Behavior

B

e Does the chhld attend to unexpectéd‘sounds. unfamiliar people, new things in the

invironment. (e.g.. new foods,

new room arrangement)? JYES NO If YES, how?
- . / ./ L
.. o
. - . ' I
Approximately how lcng does the child attend to any one thing he/she is inte[este?fin?
. & .
= - v * Ny - \
b3
' S Y
Reinfarcers N ' O
* | List the student’s daily Does the student enjoy . =
sthedule from the the activity? bescribe how you know the chi]d‘likes
beginning to end of class* With Whom Likes Dislikes or dislikes the activity. :
= \) . .
‘/
|
| .
‘,7 <
! .
3 ’ -
~ B L
’ &
. \
\ ~N 7 S
Ay -
. A . ) .
. r‘/' =3y &
! N
i L ' . .ot o|e
.. ST A
114 For - .
.o : ;o Ko e .
. . N
A

turn to page back if more space is needed.

ey




Reinforcers (continued)

.

13 .

.

Teacher Questionnaire
.Page 2

1)
- - .

Describe what the student does to et you

What does the student like and dislike?

know that he/she likes or goesn‘t like this.

Activities

. !
. -

Likes ) .

s
. N N

\»\ ¢

Dislikes

“ =

-

| G-
Ubjects
Likes

Dislikes -

PeopT

Like

' Disl{kes

A

rood '

Likes

“DisTikes

3 _—

v

€ Ljst below speciffE‘EEt4;it1es, objects,

[y

Khich of the above wouTd you.consider the student's favorite?

[
.

or food which the studgnt routinely experiences, interacts w1th or receives

nearly evry day (for example: P.T., listening_to music, grape juice). W , - \ ~
- 3 Activities Objects- é ” : Specific Foods \ .
¢ - \
3 . » - =
— - TE\‘eu
‘o A .;‘ - "
. Q ‘ . o
« ERIC ' 113 .
R
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\\) Teacher Questionnaire
Page 3

Communicative Function®
[

Does the student

' frequency

comnunicate any
Jof the below to
you? : ¢

?
.

Some-
times

]
+ !What does the cmld to
‘let you know this?

9 +

Hungry

“loften

-

Tharsty

JRRPE R

Sick/in pain

4

h—

wet/SOIIéﬁ J////
<« .
7

Are there certain times of the day or
certain circumstances uncer which this

Happy

usually occurs?
T

v

]

Sad *

Mad

Tired 6f or
dislikes an
activity

Frustrated

a

Otner .
(Sgecrfy) .

<
.

Does this student

let you know he/
| sffe wants one of
the below?

)

Frequency

[

How does the student let
you know this?

Rarely
or
Never

7- .
Are there cerfain times of the day or
certain circumstances under which this
usually occurs? '

o

More of
sonething

10ften

" |Some-
times

N .

).

&, ¢

b —

Your
attention

L A particuler
obgect
-preferred
over

: another

\

r

B

—

<

. Does the student ever tell you that he/she, is hungry, thirsty, wants your attention. etc s without first being asked?

YES NO

How frequently?

——y— - -~

.~

" Q
I

”EKC RSP
- R - e

3
e,
R

é*’

. - . <&

’ ) : /




Teacher Questionnaire ° '

d Page 4 | '

-

Communicative Responses

N . -
. Pty
-
e . : t

.

f . ‘. :
Does the student currently use one of the following to effectively get your attention, specify wants and .,

. needs, etc.?

vocalizations
Gestures
m Speech

Manual Signs s

Communtcation Board

\ﬁés he/she nhad prévxous training in

~ Speech =

Manual Signs
*Communication Board

-

YES
YES
YES
YES
YES

YES
YES
YES

hO
NO
NO

NO If YES, what system?
If YES, can the board be taken to school?

-NO

NO  If.YES, ﬁéscrlbe the progress in that training!

NO
NO

the followlyg?

.

..

{
> T
. A

-

3
&

v
.

L) - °

Checkh ways the f
N student .
communicates

Frequency,
o

Often

Some-
times

e
What exactly is he/she trying to tell ycu when this occurs?
(example: Joe holds out and shakes toys to get attention.)

v
s

v
Makes facral
expressions
( 1 £
{smiles, frown

’

Laughs

—

Cries

e,

-4 .

Screams

3
+ | Tantrum "

Pl -

- Looks af people

Looks at objects
[}

Foves body (Shakes
head, leans forward,

etc.)
\\\; .

\;
Points to or

. reaches for objects
- or people

Imitates other’'s
actions -

o

‘ AN
| Acts out (mimes)

i' Makes “sounds

L A -
N .

' Signs single words

#
Signs 2-4 word
pHrases  ,

.

LY

Points to pictures
- or printed symbols -

»—

. Says.single wordsy

Says 2-4 word”™
phrases <

' g

Q | Btner (describe)

ERIC -

I 7o Providd by ERIC
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: Teachers Questionnaire 2 fz>
.- . Page 5@ - . Ce S e
T a : h a el
Comrwunicative Envyronnent A . N ’
% . - ) @ ’ ¥
what does the student regv]arly communicatesabout (for e<ample ., wants attention, 1§ hungr}, etc )? o «
L SCrite Now this comrumiCatIon occurs., e . ‘ . o e

.

\ . . ) .
[ A e —— - ——— e —— =2 _

. ) \ . R < i

- Lot - .

v
———— — ——

e e e g e e = e ¢ R e e e+ o

g e : : .
. : &

f o o ——— —— - — —_—
- — —
- v

! . \ " w e 2
Are there Situat oM guring-the day ahen the stuent {s required t3 make a response defote some act vity 1s
started gr tontinyed (for aample. aszng for another drink of juice at snack, or requesting to{'s off a -+ ~
chelfr? fyge w0 If YES, descrive”the situation: ~ - .
; : e S
- * e et e =G S T A T s S e e e ———— - B i Snnshtatd 3 LR Aol \
b .., o GTE

— - —— e e

i L}

g mm - m—
.

e . e e it

Are there situations when your ch 'd has to make a choice between two Or more objects (for example pre?é'rrin'g
@11k Misteac of jurce, Or wagon nstead of swing)? YLS  NO' If YES, when? . N

. o
- -

v . .
~

— RS - Ga . 4

- . *
. Y d T N K < '
Are there situations during the day when the child must gain your attention in order to get some desired
object or meei some need? YES NO 1f YES, when? AT
- . y ‘ : ,

. L4 . . - . . N
When ouring class-might 11 be possidble to burld wn comnunicative situstions for the fo‘ﬁomng purposes?

Identifying additional reynforcers: . ] P ]

e e e e e s e e ——— T . —— - ———

- - N ¥
. 4 . . . o v,

e — ————— - — -

e ——— e = =

Requesting "More I . : - A

Making (horces” - ’ -
C e 3 -
4 . ] . -

i em e oo v -- .

It 3tinge an Interaction;
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. Student
A

AN

-~

-

&

. -~

. »
" Reinforcers

Comﬁunicative

Potential Communicative

Responses

Situaﬁion

’

F

Responses .
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ENVIRONMENTAL MANIPULATION PLANNING SHEET #1

Te Identify,P;tential Reinfprcers

Student , ' . t
i : . " Manipulation Probe-Situation #1 Vol N
. - : ¢

Existing Situation (Describe, anticipated acéiviﬁy and critical cues). .-

l
.

~ . R «

. -~ - [P - ¢

Manipulation (Teacher behavior producing a'heed to communicate')

o Y
Responses &
Date e Responses . )
o - —
Lt
- » ~ 3 4
. .} A )
= B S
~ v
. Manipulation Probe-Situation #2 . '
o
a } - : J . . /4
to Exls:?ﬁg481tuation (Desdribe,anticipated'acqivity and critical cues)
T T 4 . ) . LS TN
.: . N . . )
TR Manipulation (Teacher behavior producing a .'"need to communicate")
, Responses C o 1 .
Date ) Responses . _
r: ‘ ’ . ) . ‘ 3 . ' ,
. * . '—’ o \ > }
; ’ S ‘ .
: N N . . t
BN ] '

0 (gﬁu e

3
e

5
R
B T
Se—

I
.

.

T . :
. o
A R - - ‘ . :

Y - v
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- ENVIRONMENTAL MANIPULATION PLANNING SHEET #2
. . 1.4 |
L To Facilitate Spontaneous Use . N . !
. (; b
. 1\ - ~ .‘ ’ )
Student ’
. ) ‘. ! ) ! !
: . . ’ s : . v -
Existing Situation (Describe antic¢ipated actiyity and critical cugs3 ¢
2 . ) : )
»
- r
Manipulation (Teacher behavior producing a "need to communicate™) -
. . ol ‘;
. 1 |
. ! >
I .| Initiation Consequence * |Requesting Consequence f‘g&
Date Re sponse (Teacher's Response| Response | (Teacher's Response)
- ——
» : - y)
r
. s = .
€ * - B
. R M ’ )
e D - . e - U S — —- —
> . . . ?
. ] N
s vz .
[ 2ad I !
f . “
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) GENERALIZATION PLANNING SHEET \
Student A . - o .
. \ ) - /\
v ~ . Original Training: T . !
: N \ ! ¢ ) ¢
. : ' \ .
. - ' \, R \ L o \ ~
Respon®e (include prompts used): : 7
Yy ’ = | .
S O ,_' -~ - & - g e e e PR
Reinforcer: , .
Trainer: ’ i
- - [N
Setting: . ' - - '
. T v
) . .
- Prgposed Generalization Situations: ,
) + Situatipn Person ) Setting (place). Reinforcer
10 - e N
2. \ ) . .
- . - ¢ . J
. — -3, -<E - - . i .
‘ T .
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4, ’ "
L] . » 2 ’ N "
s, ' ' ) ‘w . ’
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’

COMMUNICATION BOARDS._ -

The purpose of this appendix is to provide deneral guldellnes for
planning and managing a communication board for a &everely multlply :
handicapped student. The information in this appendix is not relevant unless
or until a, Chlld exhibits.communicative skills at least through the "Requesting
Thrdugh Ch01ce" ob]ectlve of the curriculum, Addltlonally, the decision to
use a board as oppdsed to signing or sppech with this student should have
already beé&n made, folloﬁ&ng the gu1de11nes in the previous appendlx,_"Selectlng
a Primary' Communication Mode”.

"

This apéendix ineludes three sections. The ffrst section should assist
teachers in planning a communigation board. The second -addresses classroom
.management *of th; boards, and the third gives an eximple of a facilitator®
program which expands board vocabulary. The information presented in these
sections are¢ intended only as guidelines and are not exhaustive. References °
are cited throughout the appendlx which provide more specific information.
Addltlonally, information and feedback should be obtained from the parents,
speech pathologlst and occupatlonai therapist whenever p0551ble.

3

N1etupsg and Hamre- Nletupskl (1979) define a communication board, or,

a communication aid, as a dlsplay device containing,objects, pictures, symbols,
or printed words. - These aids range in sophistication from simple pictures on
poster boayd to involved electronlc appliances. .The information presented in
this appendix refers prlmarlly to the planning and use of unalded or non-
electronic boards. Most electronic comrmunication devices were developed fox
persons with ‘fairly good language and cognltlve skilld., They also are = 2
expensive and prone to broken parts. Therefore, the majority of these aids
are simply not appropriate for severely or profoundly retarded individuals.

r

Generally, electronlc boards require skills in' localizing and tracking
visual stimuli, matching and arranging sequences of lights or sword order, and
categorizing letters, numbers, colors,,or~cher labels. Many of these skills
ihvolVe fairly good memory.. It is strongly recommended that a device not be
sélected unless during assessment your student is able ‘to exhibit most of the
,eegnitive (memory, scanning, matchlng, sequenc1ng) and motor (switch or~signal
actlvatlng response) Bkills necessary to operate the device. If this is not

¥the case, so much tlme will likely be spent in teaching the mechanics and
loglstlcs of the device that there is no time for communication tralnlng.

~

[y

There are however, severely multiply handlcapped students for whom - ,
electronic boards may be approprlate. Generally, these "are the students who,
exhibit severg motor. handicaps but good cognitive skills. * These students also * *

"are actively .¥nvolved with and motlvated by their environment. -~
. < .

It is not within the\scope of this appendix to- 8iscuss electronic boards.

.Two sources which should assist you further are listed at the end of the appendix. .

-
-

Nletupsk:. "y, .and Hamre-Nietupski S. Teaching auxiliary commumcatlon '
1Ils to severely handlcapped 'students. AAESPH Review,.1979, 4 (2),-107-124.

.
~
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SYSTEM PLANNING. .

i
, .
. T N
N .

- One of the primary assessment goal ¥ a board candidate involves
{ matching the 'student's motor an 3figuage sk;lls, and the environmental
~ restraints to a partjc oard system. For most students this is'no easy
{‘ . task. There : least six major areas of concern which must be addressed
1s planning phase. - ) R 5 o ° o

. : 1» ‘'What motor or visual response will the student use to select’ the elements

of the message on the board? e s 3
2. How will the board be displayed so that the student can use the’ response . .
I to” indicate the message’ . e = , !
: ' eft us : ?
3. What symbol system will the -studeht use? | v » .
N = * . ' “ =
¢ 4. What vocabulary will be taught? .
5. In what order will the vocabulary symbols be'placed on the board?
. 6. How will the board be made? ) i\ . o ’ _
- . L] . ~ \\7 .
The final few pages of this section of the appendix are a worksheet which
may be copied and completeq for each student for whom you are planning a '
boaxd. Your speech pathologist and occupational theraplst should be able to _
R ] \sikt you with this planning. THe plannlng sheet takes a step-by-step approach .
‘ through the decisions. The xremainipg pagés list gu1de11nes which should help -
| ) you make these decisions. L. i }
. L T S ) : ‘ N
[ . ~' ! t
DecisionF: Response
A ‘. . . . ’ 4 ._).
t—— » — - L J— — ot . ‘%_ . - ’;
- This\decision involves viewing the student's physical handicaps &nd )
) abilities in order to identify an effective way for him/her to 1ndlcate the
Qw . elements, (symgols) of the messages. The planning sheet lists several alternatives.
o It is"frecommended that all extremities, trunk, and eye movements be analyzed
to conclude which has the most potential as a selection response. Table 1 -
lists and defines thé variables which must be balanced in identifying the response. .
. ‘ Analyze all available responses according to those, var&ables,‘%hen de01de which ’
b response is the most appropriate. . - :
3 A . . .
% Many ‘students’ responses may be fa0111tated by posltlon, angle, or -~ ® . :
elevatlon changeSqéLBy changlng these variables .and thus realigning the arm
or hand,,the student iSwoften able to exhibit more purposeful pointing, Some
) ) - ‘ Cod
- ‘ i N .‘ ) "‘g
- i . * 28. P A
. ‘ " . v e
PR 7T I, - Yo - P
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“$Table 1; Variables which must be balaaced to determine an approprlate .
selection response for a physically handicapped student.

Variable Definition Rationale

Consistency * Degree, to which motor The moverment will be more

' skills'emain constant intelligible if it does
from trjal to trié} or not, change from response
. . from day {o day. to respuofise. N
‘ « §tapility ;r: R 'Capabili;y of maintdining The more é%abhe the movement
' ' R the completed response for the more time an obseryer
a few seconds. - has to attend to and
R Ty understand the message.
. e . '
Range o Amount, or distance of The greater the range of
) ; movement possible. the response the more
. “ potential 4xjsts for an
IR expanded abulary and the
, ) less likelihood of needing .
. a coded board. (NOTE: Range
. ) " must be balanced closely with
’ . cdntrol as poth strength
and control decrease toward
.« - N_oward the extremes of thes
R range. )~ N
v' N v - «
I .
Control ‘Degree of fine (or The finer the control of
. * smally movemen; possible the response (such as
. as opposed to gross ; pointing), the smaller the
movement . - symbol cards can be.

Speed Rate with which the The quicker the response,
response can be the more likely a "listener
completed. : is to attend to’ the message.

.t — i -
. ’ !

- Fatigue Amount of energy ar d The less fatlgu1ng the .
reSponse, the more useful
the board,will be throughout
-the day. A fatiquing

PR e ’ - response results in’

. ’ = L . ‘ progressively poorer
performance as the board's
use increases.

- _gm;tation Accuracy with which A response whlch is already’

. ’ the student's response under imitative control will

. can match an imitative probably require less training
- model’, - ¢ o time. ' s
» i
- v -
+e i '
’ \ - . . ¢
) - 4

3 []{I( ;1235) s
gdﬂm@ﬂﬁ )
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may need help in arresting jerky or continuous.-motions. For these students, .
providing handles to grasp or grooves or slots to rest their arm in may,give
the control Ehey need. Weighted wrist cuffs or saddle bags may also help X
The more’ controlled the student's movements, the more response choices tﬂ;
. student can be given on his board or panel.

- . o -
~ . - ,
If the student is able to use only one Vérz restricted movement or signal :
+ such as an eye blink or finger tap there are still possibilities for a board ..
\_ system. * These students may be candidates for-a scanning board. Vandtheiden
g and ggﬁlly (1975) explain a scanning system in this way. - - L

Py 3
-

" o - @ technique is considered to be a scanning technique , _ ¢.
. v i f theéitems in the child's vocabulary are presented tb_him one
My t at a time so that he can let you know when the 'item he wants is . |
. s ' presented. , . (An)  example pf‘a‘simple,SCaqning technique would X
be the use of a bgmmunicatioq board with a second person pointing
- to the pictures, wardé, or letters one at a time while watching
:;for a response from the child. . . . . . . If you qah‘recoghize ’ .
- a child's affirmative signal of any form, you can’ use any of the
non-mechanical techniques, no matter how severe the child's

{ physical handichpse" {pages 21 and 22). ' !

. Onef;rerequisite cognitive skill for the use of a scanning board is the
. affirmation function of "yes". 1If the student does ngt1ﬁxhibit this function
of "yes" a scanning board will not work: '
Additional information about respons%ibfor severely physically handicapped ..
students may be found in the Barnes, Murphy, waldo and Sailor chapter listed
in the reference section of this appendix. Thi~ chapter provides saecifia
information on positioning and fine motor movements as well as movements -for
board responses, : : ’

t . ‘ . B L
Decision II: Board Display - v .
s ¢ ) .

e _ - ‘ )

There are as many possible board displays as there are students. These -
displays can be very simplé~br very complex depending on the response selected
for the student and his/her cognit¥ve skills. Figure 1 shqws a few displays. 4
that may be appropriate for a severely multiply handicapped student.' Usually
some tombination of one or two of these displays is used in order to meet g '
the skill levelﬁéf a particular physically handicapped student. |
Three examples of Direct Selection boards which ;%quire a pointing respons
* are shown. The student may point to the symbols on the board with whatevep .
response they use, i.e., pointing witth a hand, foot, or stylhs. The Sample 1 . J
board is an initial board used by a student in the Requesting Through Board
objective.  The Sampléx2 and 3 boards were used by two students who had
expanded vocabularies. There are no “"rules" about where on & direct seleétion
* ~ board the symbol Qg:ds are placéd. J . - 'HN*

’
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Student points in
to,the symbols.

DIRECT SELECTION (Pointing)

<

.

= Eﬁ..

wsory ~

a0

DEE
DEX
R
g8 &

" Sample 1 oot Séﬁple 2

.

SEREaEg
< ‘@"

» ',)Samp1e.3

0 1

[

Student looks at the desired symbol
which is placed on ‘a 'donut! of
plexiglass, standing or attached
vertically to a lap tray.

-

. €,
DIRECT SELECTION (Eye gaze)

&

> g '

A

-t -.S:‘Q‘ ’

N g

2y U

Sample 4 Sample '5°

- .
i

Y »

. N

Student points to or looks at colors’
and/or numbers on a* response panel to
. tell the observer which symbol to
attend to on the board, 1f the
student pointed to "blue" and then
2" on the response panel, he is
trying to communicate that he wants
the swing.. .

r——

ROW COLUMN -

gSad;Ié 6

__Refponse Panel _

' X
Student ppints twice to areas On the
response panel te indicate which of '
the 16 symbols is desited. The first
point to the, panel tells which of the
4 main qudrapts has the symbol., The
second point_tel?EZNhich symbol with-
in that quadrant i% needed. If the
student pointed to the upper right
and then the lower left of the panel,
he want's dessert,
e -

7R

X3

SUCCESSIVE QUARTERING,

N L

-1

-

- [y

Samplé 7

- -

Response Panel

L 3

gl
Ll T

,Figﬁrg 1: Sampie Board bisplhys-
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Two examplé Direct Selection eye gaze boards are shown ., ~Notice that’ e
the Sample 5 board has a total of eight symbols displayed._ This number and
their placement are'the maximum rébommended for this type of board. With up
-to eight,symbols on the plex1glass, t looking, or eye gaze response carmwbe,

very rvliable, i : Sungl

> - © - *
‘e

] Beqause the Row/Column and 5uccess1ve Quarterlng boards” are so c0mpllcated .
to explain only oné example of each is prov1dea. However, the particular o -

~ coding system used with either of these boards may be individualized and ~ @
therefore 4if ferent for each student. Generally, however, both of theséd.%ypes..,

" of coded boards require memory, sequencing,” and matching, skllls beyond those

. ~ required for a’ Direct’ Selection Boarﬁ . . .
For a more detailed discussion of board displays read the Vanderhelden . .
o and Grilly refierence cited . . ) ) - . o &..‘
\\\_\ g , . -0 . .' ) R N ) ‘ . . . ' .
: . . v - . . e -
* . » ' . . - ¢ L
) - . - +J “ . . S .
/ " . Deecision III: SBymbol Selegiion’ . T, 4

é o .

Figure 2 gives ?,comparatlve example of the abstractness “of the dlfferent
symbol systems whlch may be used on a board. . e .

t
-

To determine which may be most appropriate for'your student, assess
ratching skills. Probe to .see how well the student can matthwldentlcal .
drawings. Probe also to.see if the student can match the object itself to -
the symbol (i.e., photograph,- draw1ng, Rebus, etc. ) If the student is unable
to match in any of these tasks, use the sTmplest symbols possﬁble to begln R
training, usually line drawings. ) :‘ ¢ - Y

The following gu1dellnes are presented to aid in the symbbl selectlon
¢ decision once the probes are completed., . ) ) . &
. ) 1 ’B 5. a
Peabody Rebus or offggnal line drawings are suggested-as) the most
' appropriate symbols for most sgverely handicapped students. These »
systems are very easy to|\ repraduce and can be standardlzeg from .
_~Student to student. Additiomally, as the stgdent s vocabulary R
increases, these may be easily reduced &n sitze to accommédate new .
symbols on ‘the \poard. - .

-

a

~*
e «
a LR

o NOTE: Phase II'of the CommunLcatlon Board Objectlve can be used
&3,1n1t1ally traln a student to'use the small line draw1ngs. ' .

Comb¥ning more than one symbol system is- encouraged. Do whatever Y,
- ) .can be done to facllltate the most functional and largest . .
vocabulary posslble. ] ) A N

.

. @

Avoid color in the photographed or drawn symbols. First, this ., # .
added cye may interfere with generalization, For example, if )
the symbol for coat is colored to exactly match t e, student's 3 ) .
T coat, the response may not generalize to a new coat. 'Alsd, '
coloring the symbols is Quite time consuming ‘and may inhibit .
replacing damaged or lost boards or sending boards home. ?

. . .

' - .

s R . .
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» L4 s Al b
/ -
* Model (doll house Photograph- Line Dr?inng
) furnitore) ’ ~
S
" i? ; 'c ' E)
- 4
g Lo, Printed Word . Alphabet (student .
‘ ~spelis word)
s * - e '
./_ k“ ~ -
. | .
C/\ \
v Tactile '
b - L . {(take fur) :
- > 0 '
. N ¢ 1 i e
} -
Figure 2: ¥"Chair" symbolized with several systems available for
) communicatidn boards. J o ) ,
v ) h R 2 >
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7.°".

Akways type
on the card,

Sources Whi
Symbols are .list

Deﬁlion I1V:
' 4

.

«

or write the written.word for the symbol plalnly -
This allowssa "listenex" unfamiliar with the

symbols an opportunlty to understand the message.

.
ch, provide glossaries of Peabody Rebus and lessymbollc
ed in the Reference section.

Vocabqlnry‘ﬂgl.ct}oﬂ

.

* Select a core vocabulary,of the most motivating (reinforcing) words
which have already been used in "MORE" or "CHOICE" objectives of the

1

- curriculum or which may likely be used in future .training.: Select those )
. —
L symbols which are motlvat&ng and which will actually be used in functional, .
- communication. Once a core vocabulary of reinforcing words have been

selected, a few "need" words may also be-selected for training.

These may

include such words as, toilet or coat.

. However, these "meed" words should

be taught only after the student can functionally use the "want" words.
Refer to the plannlng sheet for further assistance with this dec1sion

.
.

- - e {

& L : o

- . , g

Decision ¥ Vocabulawy Display iy | ) A

¢

1

This decisjon.im the planning process coordinates all of the. planning
pomnleted to° thls p01nt "In view of ehe student's selection response, board
dlsplay and vocabulary, the décision is now made about,whére to specifically

_attach '‘each symbbl to the board The planning eet prov1des space to make a
record of"these decistons. ‘It 1s recommended tigt thig sheet be.kept on’ Lo

f' '.,>

<

record 1n the etvent the board is "lost or rulned
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Decision VI. Board Construction ) ' B

[y

In plannlng the construction of the board, the two primary goals are

portability and durability.
" kept with“the student throughout the day. A
. abuse tHat. often accompanigs be1ng~transporte
boards portable‘fbllow-

Use the llghtest welght materials possible.

. Sugge

A portable board can be carried or otherw1se
urable "board can withstand the
1ons -for making the,

I

That is, use
¢ - " posterboard not cardboard or plywood:

»
Pl . -

S

=




. \

"Use the smallest symbol cards that the student's visual,
~ motor, and cognitive  skills will allow. This_will enable
- s the entire board to be compact.

If the student has a wheelchair, attach the board to the ~
. lap tray i

v .
”»n If the student is ambulatory, put shoulder strAps on the ’
" Board so it may be eaélly carrlea ’

. . ¢
.

> If the.board is carried, have, it fold in the mlddle to makKe

Ol . N

1t qmallern

A lamanated file folder i works well for

R Make the most simply constructed board possible gor

reasons.
to carry.

The simpler the board, the easier it will

this.

two
be

Probably more importantly,«the.easier it is

. to make the board, the-easier it will be to quickly replace
- ) it with an identical board. '
ofTen lost or damaged.
T important. .

Boards carried routinely aré
Quick replacement is extremely

o

.
v
»

ot g e s,
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116 . - Table 2 8 ‘
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/ T ' ol o o7
. .COMMUNICATION BOARD PLANNING SHEET B

' Iz (Syst,’em Selection . v ®

i

DécisionsI: Response . . -

- . v e . 5
Check how this student wil® select the afements of the message. _ \

\\‘\ Hand or fing‘er pointing i ’ . o
N B . - v
N Dnght hdnd . -, ' 4
: B [ ]Left hand T <
- ) . - ‘ \ e - - -,__
Pointing with hand stylus — . : —
[ JRight hafd * : ,
[Jteft hand . L I
r-—; -~ ¢ i , -
! Head turn : T . A
I, . )
s I | Pointing with head' stylus ~ : . - = 7
l Eye gaze = 7 . . ] _ . * o
_’- Foot pointing ' o R ~
I J2¢ ‘
[ JRight foot - ' )
- DLeﬁt‘foot -] - ~
Ty . — e S
Combination (specify) . . ® : -
Other (specify) ( i ‘ . ~ op R
. ! . N ‘ T e ) .‘Z‘-u_ . N —

Decision 11: “Board»Display . . ] " — .
’ h 7 , ' - s

- [C}Direct' Selection . - . . - R
. » - .
. ’e : I

- DRow/Column

. " [)Color Code . Color /Number Code =~ .
. [ Number Code- .- ~ LJOther Code (specify) - -

= Sdc&ssive Quarter;.n . )
] rtering A
o ‘Qombipa_tion (Zpecify) | e : f .
[] Other (specify) __ __ - . 136 . . - .
4 Boo Wi oTTel g N e N . . o R
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Decision IT11: Symbol System .
The student will use thg following system(s) for the symbols on the board ~
) (Check. all that apply)
. v -
: Ca [:] Actqgl items or models of actual items.
- D Photographs ' L. ) . o \i\
l ’(Line Drawings . v
. . v/
" ‘' 3 ® b . = ,/
’ I l Peabody Rebus * . . 7
| |Blissymboli'cs ' : - /i ’
. [:] Tactiie/Texturaiw§t1mul1 ; T e
i ™ ! ‘ ' ks
T ' [:] Printed words ~ ' ) ) ) T
L] ATphabet : .7 -
4 -y ) . A M . I'4 . . .
Wt \ ’ ! . A\ . . . ’ *
oo Decision IV: Yocabulary Selection T o ’ ..
A ~ - 7
- ~ ‘ - hY ] o
‘ ,What.reinforceéé were most motivating during "More" and 'Choice" trainihg?
That is, what is most important tﬁ’fﬂgrstudekt to communicate?
- N . 1 -
’ 1 .
. What is’ most important to the parents for the student to communicate? .
° p) \ . ) " - . |
¢« 0 ¢ - N ‘ ] "
- % 1 L. H
N . 4 . B Y ] . = - T L f
% ' Whdt is most important at school for the studeht. to communi cate?
%:3-.“ . ’ ! > ? ,
N . . B N
. ‘ . v , e . .
- ' Select from, the above a core vocabulary of the most motivating and/or* needed
. vocabulary with which to begin training. Select only as many as you feel
. " your; student can learn in-the next year. The h1gﬁest prior items are
those which the student canjuse to communicate his immediate wants and needs. .
. “; - ' - % N R e
, . ‘ A .o ’ B 0 ’ ’ :
- - x - ” . = :
L ’\/ _ fust - 2 . . o
TR R - :
. - . i - L . Y ‘ 95T .
(« e 'i A . - L‘ . v oy
i”a%[lQC L win Lot - - L >
%ﬂﬂm@ﬂﬁ c . ) - S L C ) ' " - iy
IR e Y S * 5 3 T - - g R
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Decision V:

"e

Vocabulary Display

. What size will the board Ee?

If the boar

In the sample beard below, draw in thow you would like the student's

board display to-be after one year's tralﬁing (use additional pages if
Write in the word for each‘symbol card.
panel is used, draw a sample panel beside the board d1splay sample,

necessary).

- P - .
If a flip-up display is useﬂ;iéfaw sample displayé’in§ngitional space.

Decision VI:

is a direct select1on d1splay, what is the smallest size
vocabulary card this student can indicate and see?

1nch

\

inches by

s

——

“

/-

inches

&

If a response

K

-

.
V4

Board Construction

inches

o~

Q

< Py o
*List the materials needed ‘to make the board:

1. . 5.

2. e .
3. - ‘ R s
bl SN 8. :

P . -t /

+FILE THIS FORM IN A CENTRAL: LOCATION.

IF THE BOARD IS LOST OR DAMAGED
USE THIS PAGE TO HELP RECONSTRUCT AN IDENTICAL BOARD ”

\

A
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Example "Commmization Board System ’

- Decision I: Response -.Right Hand Pointing Combined
. with Eye Gaze » . . .

Decision® Rationale: . . -~

. L. exhibited severe mixed quadriplegia. Head
- and foot movement were restricted because of -
' positioning padding and straps on the wheelchair.
Eye gaze was under directional control. Within a - \
< ' certain range, gross control of the right hand was
. ' . fairly consistent, and stable. L. could imitate
gross hand placements. Speed was variable. Hand ) e
e pointing took a fair degree of concentratiom. A '
- R eombination response was seZected to allow for a
) Zarger vocabulary. \
'“"J?, ,
Decision II: Board Display - Combingtion Direct
. . , Selection and Number Code.

Figure 3 shows two views of L.'s board display.
‘There is a board divided into 4 colors, (red, que,

yellow, and green) laminated onto the lap tray.
plexiglass eye Fase board with the numbers for S:ze

code ‘s attached vertically near the front of t

lap tray. .

e To make a, choice response, L. placed hzs. hand-
on the quarter 'Of the lap tray board which contained
the desired symbol and.at the same time stared

’ . - direetly at the number on the plexiglass eye gaze )
- o board which corresponds to the symbol. The listener
A _ then acknowledged the message "You want a drink", - ’
v and gave L. a drink. The student was taught to use .
* this Board over a period of a year. Each part of the
response and each symbol were taught separately. )

« . During ear-Zy training theye was only one symbol in

- each quarter of “the board and the student was taught .
the color coded quartering system. Then a second
symbol was added to each quarter and training began

. on the mymber code. During this -initial training

* . the student would pause after each part of the

ot selection response for affirmation such as "You . -
. want, the- blue quarter!, or "You want blue number . . o

T, two . . . Dbook!" Now, however, the entire . N :

s v

seZection .response is simultaneous., Py
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" Décigion III: Symlsol System - Combination’ Peabody

Rebus and Line Drawings .

Decision RaticmaZe : ' .

! Diring probes before tra<ning began L. was able
to consistently match objects. to _simple drawings of
those objects by looking at thé correct symbol out of

.3 pZaeed on his lap tray. He was wnable to match in

any other task. Peabody Rebus were selected as an
appropriate initial system because they are very
stundard, simple representauwns. Whenever a

" symbol was needed which was not in the Rebus GZossary,

a hand drawing representation was created. Both
types of symbols were black outlines on white.
Figure 4 shows two of the symbols from L's board.

Decision IV: Vocabulary Selection - Twelve Reinforcer
symbols and four need symbols

Decision Rationale:

The sizteen items (Shown in Figuve 5) were
selected for various reasons but all were words L.
could use to commmicate an inmediate want or need.

‘The majority af the words symbolized highly

motivating objects or activities such ds milk shake,
eat, and record pZayer These were the first
symbon trdined. A few represented words which

L. was required to.use in a commmnicative needs
situation, such as toilet and sleep.

. /

. Decision V: Vocabulary Display - (See Figure 5).

Decision Rationale:

- Symbon'bere'genéi‘dZZy placed ‘in an arbitrary

.. ' position with action and obgect labels grouped

together when possible. The size of the qharters

‘of the board were determined by the area L. could

point- to with the most stable and consistent

eontrol. Symbol. card size within each quarter was

not a decision variable because the student used

the eye gaze for this :final vacabulary selection. J

- -

Decigdon VI: . Bom°d (, nstructwn - (See list below)

Materials™needed to make ‘the board were: wheelchair

Zap tray, pZemigZass, piano hinge, colored tape,
ols cut from typmg paper,” pressure 8ensitive
graphws :

4 . ¢ —_—
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Decision Rationale: ™

.
.
a - " ' *

- e board v%s attached to the lap tray of L..'s - oo
‘ positioning wheeldhairto insure it ‘was avgilable
; ~ as much as possible. The plexiglass ‘eye gaze
board. vas attached to the front of the lap tray with
the piano hinge so it could be lowered flat onto the . "
. lap tray during outdoor travel or, activities . / —

£

- . fy o 7 - -
requiring the entire tray. 18 minimized breakage |
. " of the plexiglass. The symbols on the colored
4 . - . . |
. ’ display board vere laminated directly an the lap 1
: « ¢ tray with additional plexiglass. . . . ;
( . L] - ‘ . ,{
. 4 .
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No board. system will be functional if it is not available to the
student to use. Boardsmght as well not be tgaught if, they spend most .
of the day in a closet, or 'on a book ‘shelf, or leaning against a table.
The classroom staff must be committed to keeping the boards with the users.
Admittedly, this s a difficult management problem. Below is a list of
. suggestions whichk may make this task easier. ’

]

Train functional content. Staff and parents will be more likely to
have the child use the board if its symbols pertain to routine daily
activities which the child wants to communicate about. For example, _
some boards may have symbols refer¥ing to colors, and numbers.
However, severely multiply handicapped children rarely want or eveﬂj
need to communicate about numbers or colors. When® more functional
symbols are taught (foods, comfort items, etc.) Tt becomes more
Jlogical to use the board throughout the day.”

Use the board routine_z This may seem like an obvious suggestion,

but it is an important one. If functional symbols have been taught

on the board using this curric¢ulum's board: objective, teachers and
§érents should routinely require board communication during their .
interactions with the ohild during other times also. Communication

and board availability go hand-in-hand for these students. Aas a
general rule, they can‘t have one without the other, o

Identlfy a standard storage area. _All board users hdve times when it
is not feasible for them to have %ﬁeir boards with them. When this
occurs, decide where the -board should be stored. The next step is to
then insure that it is placed there whenever it's not in use!

—

) ¢
Teach instruction following. If the‘child is ambulatory (with:or -
. without a prosthetic device)- it may be possible to teach him/her to
foliow the instructions-"Go get your board", or "Put your board away".
Obvtously, a standardﬁstoraga area is q‘}te important to this tagk..

>
)

Make multigie boards. If the stydent cannot be taught .to et & carry
the'beoard, and if the board cannot be attached “to a wheelchhr or
walker consider making several identical boards to be stored in
frequently used areas of the schéol and. home (e.q., gym, music room, etc. ).

Assign responsibilities to staff, The classroom staff-may share.on a
routine schedule’ (daily, weekly, etc.) the responsibility of making sure
the boards areﬁin good repair and available. Only one peyson needs to
attend to the student's having their boards at any .one time. However,
that one staff member is likely to Carry through the assignment,

first because it is a ¢gfined task and second because the other staffv
in the room know who to blame if the boards are not there. . .

N 4,
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Use an interval timer. Although this may seem di; ruptlve, it

may be a way to remind staff &£ the 1mportance of board availability
for a short time durmg initial training. Set a timer to ring
eVery 20 to 30 minutes. At the end of each interval, take a quick
glance around to make sufe all boards are available to their users.

.
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. . The REQUEQTING THROUGH COMMUNICATION BOARD objectlve’teaches the L
. : functional use of ‘communication boards.  As the student's vocabulary ’ ‘
_increascs through that objectlve, additional training may be necessary . ° )
to facilitate the student's discrimination and understanding of the . ) 1
- expanded symbols. If programming time is available for training beyoﬁd
" . the “Requestlng through Board" objective, thls-fac111tator program may
'be. helpful - ., ‘ .
< - : ‘. . L
\ ' Phase I: Matching Object to Symbol | i .
; ' . .
o ' . " /; .
o . GOAL: The sxudenu-will match- an object to a-symbol e
L ’ of that object. ¢
. RATIONALE: The purpose of Phase I is to expand the .
. < ' student's expressive labeling vocabplary. : . -
- }" ) ) ‘.
. 3 4 . - -
« I. Description. . . ‘ . .
': : \ . ) . »
) ' . Phase I ,teaches a cognitive and semantic skill fhat will as$ist in -
assuring that the Chlld is dlscrlmlnatlng the actual symbol used. N
. Procedures differ from those of the curriculum's objectives prlmarlly )
Coe in that the training setting for this facilitator program can be/isglated
* and u;glnlng may eccur with mass trials 1f desired. .
- s \ ‘ e » ,
II. [Procedures.’ : . - .
< r' ) R . ' . -'
, + M A. Before beginning traiping in this Phase, be sure the symbols to be .
. .. taught have 'previously been used in the "Requesting through .
o *Communication Board"” objective. , .
. » N - v ' L b
B. Select two‘ﬁoun symbols on the student's communication board. Have
both objects present durlng traiming. Pick up one of the objects ! u
. ’ and ask "What's, that’“‘"*The’student should point to the symbol for : ~§
oL _that object. .Randomly present the items during trglnlng and train. ’ :
\\‘Eo crlterlon. . , . ‘
/ ) - . . i}
lt . . ’ - . :
. The "symbol" may be any of the systems described garlier. Regardless of : E
' whether picfures or printed words are used, ‘the procedures for this_ o
oy facilitatox program reémdin the same. - . , ’ —a
A * o - : » -
S 145 .
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Select two additional nouné‘s'ytﬁbdl's on the studentis board. Train

s - these two ne# objects to criterion“using the same prégedure. )
- . N . . ¥, .

- D. After the student has met criterion on these two items, train all.

four i -ems together. All four items will be present during training.
Hold up one of the four items and ask T:What's that?". * Remember to "
-~ present the items in a random-order.- J \ . o~

-, -

-

\ N ] . . -
Nhen the student has met' criteridén of the four

, objects together, go '
< - Phase II. * ) . , ‘ S

~»
- -t
. ) -
» v

< :1 . ¢ \:‘ .
we "™ — s
» Phase II! Spoken Word™ tc Object .~ . ‘{

. = . ’
[ A . N P " - S
. : )
o
Y : ~ . ¢
- .
!

.

The student will match’ the spoken label for . R w
. an ‘object to the actual object. , : -

.. RATIONALE: The ;pur°p05e~_of Phase II is to expand the * : ] |
. stude.nt@' S- peceptive - 1abeling vocabulary.

»

B
! It

[ S
1
.-

) R . .- .
- SR .
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. A ”

’ ° .. L < 5 .

T o,

[
2

= I Dessr;ip'i:ion.

'-yf;“a‘

hat he

- This training is done very similarly to-Phase I, excép§

student points tp the acutal object-and does not ne%d the'gé
the response. ' - . bt

P

.
> ’

II.. Procedures.

e
< s 4

. +A. Place two of the four items which you used in Phisk I%n’ fro of , :
. ©_  the'student.. Tell:the student to "Show me (one of the itemgf". The - -
student should point to or pick-up the requested item. Randomly .
* o0 requgst the items in a random order. Train td& criterion. :
i - L] . 1 . ~

. . . s A
B. ‘Trafx the two other items used in Part I to criterion.

- . . ";,
A v . o rl? . . ". ., R
C. Place all four items in front of the student. Tell the _studet;t to

"Show me :(one of the items)".l Remember to request the items in a
random order. Train to criterion.

. .y
.

. . 2

N -’ « M . . Y ‘. > . < b N : ey . -‘-:‘
when the student has‘met criterion on Phase II, begin training on Phase II3. ~ .4
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- Y Phase III: Board Symbol to Object . ‘" . * .
. R \\\- ' . 2 P
- - . . T et an o T )
{ GOAL: The student will match the board symbol : . .
; * . AR for an object to the actual object. . e ’ .riﬁ>
RATIONALE: The purpose of Phase III is to expand the N ; ,,,,, RS
LT [ * student's -receptive labeling Vocabulary, ]
. A matching the symbol to the object.
S ¢ o o .
Io ~ - , i = ‘ »
3 . ‘ \ .
The teacher will need to ‘use the stundent's board fog Phase III *
‘ training., 4 The student does not use his board in thls training. .
- ‘t ~ > 3 N » E
’
II. Procedures.
& A . * ' [ . e
K A. Place two of the fgur itemstdsed earlier in front of “the student. , .
. * Point {to the’ symbol for one of the°1tems on the student s board.
Do not say the word. The student should point to gr p1ck up the
item which, corresponds to ‘the symbol. As earlier, present the
| *s'trials in a random order and train to criterion.
. ————— .
. ¢
B. Placejthe other two 1tems in front of the student. Use ‘the*same ’
proce&ure and train to crlterlon. . ! o
N c. 'Piace all four items in front of the student. Use the same :
. > procedure and train to criterion. S . ) [‘\
u‘ . R - v . "J
oL _When the student has met criterion in Phases I, II, and III you may begm ’
o “training on new symbols, following the same procedure. Be sure to Qnly
- expand uslng symbols which- have been taught first in the board objective. .
- . For an panded, ‘more - detalled presentatlon of this-facilitator T '2
prodrmn,arefer to the Waldo, et.al. reférence listed below., ) s A
! ) B ) ' 3 ' ¢ ’ :,’E
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Electronic Boards <. .

Y
{

Nonvoeal Communication Resource Book, edited by Gregg C. Vanderheiden .
(1978) . Available.from University Park Press, 233 East Redwood Street,
: ltimore, ‘Maxyland 21202. This is a reference book listing addresses, . ////

1ce,.and availability of communication aids.
RN Y .

“Assessing Nen- oral Clients for Assistive Communication Devises" by '
Colette Coleman,. Albert Cook, and Lawrence Meyers Published in Journal C.
of Spaech and Hearing Disorders, XLV, November, 1980, pages 515-526.

Article has an appendix "Matching the physical and language capablllties of
a disabled client to the corresponding character1st1cs of a communlcatlon
device" ‘

: C

Respoﬁ%e Identification for the Physically Handicapped Student

in

"Adaptlve Equlpment for ‘the Severely Mult%%ly Handicapped -Child" by
Karln Barnes, Nina Murphy, Lois waldo, and wWayne Sailor in Teaching the °
Séverely Handicapped, Volume IV (editors Robert York and Eugene Edgar).
This book is available®from Special Press, 724 South Roosevelt Avenue,
Columbus, Ohio_ 43209. - . . \ . ,

e

Overview.of Boards - . ) ,

Nonvocal'bommunication Teachniques and Aids for the Severely Physically
Handicapped, by Gregg C. Vanderhenden and Kate Griley. Avallable from
University Park Press, 233 East Redwood Street, Baltlmore, Maryland 21202.
This book is an excellent general introduction to boards and gives many
examples of actual boards used by phys1cally hand1capped students.

e . ‘e h
v . b

Symbol. Systems o - ' ' o

.“- 3 . T\, o . ~ ..

_ Standard Rebus Glossary by C."Clagk, C. Davies, and R. Woodcock.
Available, from American Guidance Service, Inc., Publlsher s Building, Circle
P1nes, Minnesota 55014. .

Hﬁﬁgﬁeok of Blissymbolids, by'B. Kates, S. McNdughton, and H. Silverman. -
Available from Bllssymbollcs Communication Institute, 862 Egllnton Avenue ) ,”ﬁmf

Facilitator Program for;yocabulary Expansion

LY
n.

Functional Communication Board Training. for the Severely Multiply

Avallable from Kansas Neurolog;cal Instltute, 3107 West 21st Street,
Topeka,.Kansas 66604r
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The purposée of this appendix is to provide general guidelines” for
. selecting-a primary communication mode for a.severely multlply handica ped
child. This decision is not relevant unless or until a child exhibits the
‘communicative skills described in the "Requesting Through Cholce" objective
of the curriculum. .~ . o v
Mode selection is not a science. The guidelines are not a rigid set 'of
decision rules. Each-must be weighted as it appl¥es,to the individual child

being assessedf ) B} - ‘

The mode selectlon process for thls currlculum is based on the follow1ng
assumptions: . . . _ .

1. Many severely multiply handicapped students do not possess the primary
. "communication" skills necessary_ to warrant teaching them symbolic- speech,
signing, or board use. _— v -

. -

2. Although Bpeech is the most normal of all communication modes, severely

multiply handicapped students commonly are not able to use understandablelwi;_

.

speech » - . * s \ __

1 -

3. ©Signiny is often not a fupctional communication mode for a nonspeech"
student either. because the mgtor skills required are too refined, or e
because the environment ne1ther uses‘Ur understands the signs. ’

4. A communication board is frequently the most preferred initial mode for
the severelytﬁnd profoundly delayed students, not only because it ’
requires a simple motor response but because itsallows a very concrebe
system of representatlon, i.e., plctures.' 5 e

v

.
' N “

/'—' _PROCEDURES '‘AND CONCERNS

The decision to concentrate ¢n ‘a partlcular mode will affect’ the
student's daily- living far into the future. Therefore, the selection of ..
a communication mode i$§ a €ritical decision which must gncludé careful-:
study of the student's skills and consultation with theimportant people
3n the student®s environment. Information and ‘feedback 'should be gleaned

from as many sources as posszble, ipcluding the parents or primary careglvers.

t

* Whenever possible the teacher, speech pathologist, psychologist, and-phys;cal

) or‘occupational theraplst should also assist An the process. b e
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) Table 1 lists an assessment strategy which should ultimately prov1de
*the team w1th the lnformatlon necessary to select a pr1mary communication

mode. Table 2 llsts the declslons which must be made dur1ng the assessment ’

procc«s ; .

- v

Mode selectlon 1s rarely a clearcut process. * The .procedures and
consaderatlons 11sted ip the tables are not intended to bé exhaustive. ,

1Specifically, the-decision rules in the far left column of Table 2 are

meant simply as guideline The tables are intended to convindé the

readers of the involved natufe cf the decision, and of the general direction

the decision’ processhshould ake. For an extended discussion on both of
these topics, xeferaﬁo the Total Communlcatlon Checklist and Assessment
(TQ’A) by<L. Waldg, K. Barnes, and G~‘Berry (avallable from Kansas
Neurologlcal Instltute, 3107 west 21st Topeka, Kansas 66604) . {The TCCA
provyides very snec1f1c assessment technlques and detalled discusssions

of the decision process. v ’

’ - Y v K

5

L} z ¢

PARENTAL INVOLVEMENT: A FINAL NOTE

..
.

. - to - . «
~

’ . \ \ . L3
. Thn parent's Qreference must carry much of ‘the weight for the mode
selection decisien. If the parents are *not invested and supportlve of “the

system chosen, the communication programming will fail. . Parents will’ be

more supportlve and 1nvested ‘when given the opportunlty, encouragement and:

‘1nformatlon to be involved in the eagllest stages possible of -the decision ’

process. o . . ‘ ‘ T’

.« .

[

/

. some parents have difficulty accepting the decision to use an alternate

comminication mode. T ey’ may view nonspeech communication as too artificial. -
Or they may be concerned because they think that because a nonspeech system
is being considered,s$heir child has failed in some way. Other parents wmay
mot see the .difference between talking and communlcatlng.. The CCC Parent S

ide discusses this 1ssue specifically. The comments similar. to those *
elow may be benef1c1al for the parents to hear. R

- . "~ ) =,
/ .

"I know it may seem-to you as if your child has failed. This is s1mply

not so. what we are saying.is that your child has a good ‘potential to

communicate. With this tgaining your child. can become successful in h1s/her

attemots to express hlm/herself" . ‘

’ A\
’

'

"Communlcatlon is' a necessary skill " for 1ndependence Teaching speech

may take years. By providing your, child with-a nonspeech communication

system, he/she.will have a chan¢e at some of ﬁhat\lndependence much earlier".

- -

+ "It s1mply isn't true that you have to talk to communicate. All of us:

use nonspcech dommun;catlon daily when we wr1te applaud a performance,
point out an artlcle in the paper for our husband to ‘read, or simply firown

when our chlld mlqbehaves. The point to remember is that cemmunication is -

-mote‘&mportant than talking". = s - ¢

.




TABLE 1

A;éeésment Strategy fbr Mode Selection

) I

*

<

Task ' ’ (Purpose

”Engerview'parents during a parent Identify current sRills; explain mode
conference or preferably during a alternatives. Determine parental

‘home visit. ° . p;eggFenqgs.

< .
-Observe child in spontaneous Identify child's?%urrent'communicagign
functional communication setting. $trategies. Determine spontaneous
. ) vocal and motor skills. T
‘ oy L
Directly tesTrselected skills, Clarify discrepancies between obéérve?
‘ _and/or reported skills. Probe skills
Ghich did not occur during observation
or which require further definition.

.

..

Review educational and' training Determine past trainin succeéses and

records. ) failures. Idengify previous training
im any of the mddes. )
- \\/ Y . .
Cohauct-diagnostié‘training over Clarify any remaining quesiions of skill.
a short period of time. . Resolve any differences of opinion aqdng
# - . \
i team members about skill level'.

. - .

@

] -

Conduct a group meetiﬁg with : Summarize and-interpret assessment data.
‘'parents and‘involvéd professional ~ Obtain group concensus to.select most’
staff, . . 'l\lpreferred communication mode.

.

JERIC .
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TABLE 2’

- .
-

'Variables Involvéd in Mode Selection

. PRIMARY CONSIDERATION

-
-

0
.0

'DECISION RULES

DECISION

-

-

I. Is the student

ready for symbolic =

communication
training? .

\ .
A. Have Several higﬁ-p eference

(reinforcing) objects, foods,
or activities been i&xtified
for this student? :

-
d4 ¢

Does the student currently
have some type of "choice"
response which is used to !
request his/her basic wants .
and needs?‘ ‘ ) -

|
!

Does the student show any
generalized and/or spontaneous
use of the ‘communicative
responses he/she currengly
possesses? ;

. -
3 <

The student is ready for
symbolic trdining only
if the answer to all
three of these
considexations is "yes".

=

&

II. 1Is speech theé
preferred
communicatié‘

\ mode?

°

Has the student made good

" progress in previbus
speech train%ng?

Does the student express..
basic wants and needs:-
effectively by talking?

]

Does the student have normal
hearing either with or

* without.a hearing aid?
Doé€s the student closely
imitate spoken words?

Are the student's receptive
skills equal.to his/her
expréssive skills?

The student is a likely
speech candidate if
most of these questions
were answered "yes".

" This student is not a

good candidape for
speech if A, D, or E
were answered "no".




»

ZT%BLE 2

Variables-Involved in Mode Selection:

P

Iv.
‘ board the preferred
’ ‘ nonspeech mode?

N B.

2

.

"Does'the student exhibit

environment readily Support
and use a board.

‘Does the:student exhibit
only very .low level

cognitive -skills in matching,
memory, visual scanning., and
object ‘use? . S
Is the student unable to
imitate mo%t fine motor
movements?

2

Y

restricted motor skills
generally? . .

A
"Is the student motorically
and communicatively passive?

]
-

- (Cantinued)
! e ¢
DECISION" . RRIMARY CONSIDERATION DECISION RULES
~ 4
‘ . : - B ' .
. III. Is signing the’ - A. Would the student's The student is a liKely _
) . » . . . .
C preferred . environment readily support signing candidate if
. nonspeech mode? 7 and use signing?. most of these gquestions
Jere answered "yes".
, ‘ L
, . - * 3
- B. 1Is the,student able~to use This student is not a .
. . both hands freely? good candidate for
: v signing if B, D, or E
. . s ‘were answered "no".
’ ’ ) ‘ C. Does the student spontaneously
) ' use hand gestures to .
) . cemmunicate? >
*» - - 2 Py
. , : ) D. Will the student allow someone )
_ ’ . to manlpulate H¥ hands into -
, - : M . ‘sign conf1gurat10ns°, N
{
t ’ E. Does the student closely .
. imitate simple manual signs? .
. . - , “ '. )
. < >
,is a EommunicaEion A. .Would the student's The student is a likely’

board candidate if most
of the questions were °
answered "yes™.

.

o i
O L o

.)u;,,m-‘,,

<
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RARIA v ext Provided by R

s s

"Léarning to say words and sentences clearly may take your child years.
Some students have received, daily training over a very long period and are
still th able to talk so that a stranger could understand. Your child has

the potentlal to be a good communlcator if we don't hold him/her back
waltlng for better speech“ T ——

m /
©
-

-

,SUMMARY.

A child's prognosis for speech, or placemént in either signing or
board training, is not established once and for all at any time. Contlnued

attention to the child's speech and to training data will indicate whether
tng,dec1slons made were valid for that student.

.
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S 4

ESPONSE DEVELOPMENT
AND DATA COLLICTION

g

This appendlx briefly- reviews two topics: response development,
and data collection and analy51s Teachers should understand that this
curriculum, assumes basic knowledge of principles of behavior modification,
- +« and makes no attempt to train those skills here. If teachers do not haye
these skills, they are referred to the llst of references at the end of .
this appendix. : . v

v 4

The suggestions and comments included in this appendix are based,
in part, upon the authors experiences and preferences. It will be up to
gach teacher, ultimately, to determine the best proctdures and data

‘collection technlqnes for his or her own classroom.

P

Lo

—~

L
1

DEVELOPIN

~ , 2

A RESPONSE .

>
. - -

~Aé§%ie beginning of communication\training, a student’'s ability to
perform a given. target behavior may rande anywhere along a continuum.
For example, the student may be able to make only a limited approximation .,
of the desired response, or he may be able only to imitate the response.
Some may on occasion produce the correct response, but not in response to
the approprlate stimulus. At any point along this "accuracy continuwn”
there are technlques which the teacher can use to build upon thée student's
ex1st1ng skills in order to deve&9p the de51red communicative behaviors!
Generally, thesq'technlques involve promptlng and shaping.

-

" Prom

There are several types of prﬁﬁ;ts which can be used to
response.,

ing

.

These are discussed below.

~ . . ) \
develop a

T ’

Verbal Cue. A verbal cue is'a prompt which gives a\cue to the student
that he'is supposed to respond in some way, but doés not directly tell the
student how to respond. W¥erbal cues are ' often in the form of gquestions,
such as "What do you ‘want?", or "Do you wapt more?, tell me". ‘The
successful use of a verbal cue depends upoX the student's recept;ve language
skzlls, i.e., the student must be able to un erstand_the cue.

’

Verbal Prompt.

A verbal prohpt actually te

s the student the response

he is to make.

Use of a verbal prompt also requires that the student have

suff1c1ent language comprehension to understand the instructigns, e.q., "Make

.

the 51gn for drink™",

"Point to the cookle", etc. ’ Ty . .

”

°

&

.o : ." ‘ _157 - | .




—~. Physical Promﬁt A . physical prompt requires the teacher to interact

physlcally in some way with the student. Physical §§ompts may range from

~a slight touch (e. 9., the teacher may touch a chlld'%aﬁlbow as a prompt

f pointing), to a complete physical "put-through" of the des1red response
-g., the teacher may mctually position the student s hand and fingers into

the proper sign for "drink"). Physical grompts (as with all prompts) must

be "faded" 30 that the teacher's physical, assistance is gradually reduced,

and the student is regu1red to perform the target behavior with greater

and greater%lndependence. , )Y

4

L.

Modeling. Modellng is a prohpt in which the teacher shows the student
what to do by demonstratlng the target behavior,.e.g., the teacher p01nts
to the cookle, or makes the sign for drink, etc. The success of modellng
as a response development technlque depends upon the student's imitative
skills. The imitative model'is frequently paired- with™3 verbal prompt when
a motor response is. being taught, e.g., the teacher may -say "Polnt to~

cookle" as she models pointing to the cookie,
N

. ’\
Shapina :
. ' > . N
Shamlnq is a teachlng procedure which systematlcally reinforces closér
and closer approx1mat}en§ to the desired response. This may be done with
o0r without the use of prompts. For example, a child who: is unable to
imitate a vocal model may be sthed into produc1ng a particular sound'By
re1nforc1ng those vocallzatlons which are %closer and closer to the desired
sound. -There 2are some cases where no prompts are available to h€lp shape
the response; however, shaping without the use of prompts is generally much
more t1me consum;ng. -,
LS
NOTE: Regardless of which technigue is used (prompting or shaping), the
student must ultimately fespond independently. 1In order to facilitate this,
the teacher must contlnually fade any prompt as quickly as the student S
skills allow.
- [

The example below demonstrates a shaping procedure Whlch employs the use of .
gradually faded physical prompts. ¢

. * L
. . v .

, -~ .. Example -

.

. s

When a high-preference food item is yresented to
John'he reaches to grab it. The teacher wants to .
tean»John to mgke the szgn for food: o s

1. As John réc’zchés for“t‘he food, the teacher “takes
his hand and-moves -it. into the sign confzgunatwn
' for food, and directs the hand .to John's mouth.

-

As John beiomes familiar with the .8ign, and . 4
does not resist the prompt, the teacher probes
to determine John's réadiness for step 2i *
- . ~n
) . \ .

p,
Wy
W




-

- or cu¢g/. Providing repea%ed cues and prompts, thenfrecording as though a

As John reaches for the food, the teacher shapes
his hand into the food sign, as in step 1, then
. gently pushes his arm as a cue for John to lift
his hand*to his mouth to finish the sign. Thys,
) in this step, John must independently complete
. ' the sign by bringing his hand up to his mouth.
.When John .does this eonsistently, the teacher
moves to the third training step.

TN

3. As John moves his arm toward the food, his teacher * .
touches John's fingers as a cue for him to form the -

. eorrect hand configuration, or John shapes his hand
correctly, then brings his hand to his mouth ds
trained in step 2. -When John respoénds correctly

‘ and consistently, the teacher can eliminate the '

touching prompt completely (step 4) and John will .

have been trained to makeethe sign independently. -

-

.

It is imporéént to note tﬁ§€“¥§r a different séudent, the abéﬁe’four
steps may have been collapsed into fewer or expanded into mofe steps,-
depending on that student's learning pattern and abilities. Shaping steps
must be individually determined for each student. , C

. ) ‘ ‘ é’J o .
' " 'DISCRETE TRIALS

)

.

P4 .y
.Before starting to take data on a particular response it is necessary

to make a number of decisions. The following decisions should be made;
1) when the data will be recorded, 2) what a "trial" will.consist of,
3) what the consequences will be for each type of response the student

make's, and 4)  what type of scoring system will be used. H

when these decisions have feen made the program may be started. It
is important to keep in mind that data must be recorded in a consistent °
manner, and prompts and cues should be recorded accuratély. A trial should
consist, of only one opportunity to respond and may include a single prompt ,
single trial has occurred, does not accurately reflect the student's
performance and is of relatively little use. Also, data-should be recprded
as quickly as possible during-the actual training. -Teachers should no
rely on memor¥ to record data after a training session.

" . v -~
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"DATA COLLECTION
. - : <

- -
~ .

7 I ~ . M
In some instances a student's progress in a particular program may .
be obvious. In most cases, however, it: is necessary to. have a "plcture - ,
i.e., a graph-- répresenting the student's learning curve in order to make

optlmal programmlng dec181ons. C - v -
) - = . —,

There are several issues relevant to data collectlon which cannot . T
b dlscussed in detail here. Several decisions regardlng data collection .

. owill be determined by the characteristics of each program. It is 1mportant‘ ) .
- that teachers not be locked into a particular data system. All too often

" teachers _Gesign ‘only programs which can easily fit into existing data’

system. "The data collection should be determined by and appropriate to.

each ‘program. ) ) , -
. N T L v
Frequency of ﬁata Collection ‘

., .

o

Generally, . the more frequently data“is collected, the, more information
there is available on the student's performance. , "Continuous"” data
coldection is a direct measure of a particular behavior every time it oecirs,
Howdver, there.are both advantages and disadvantages to the use of continuous
data collection. . Continuous data collection, allows a fairly exact measure
of the behavior. The disadvantages of continuous data collection are the i -
amount ofgtime invélved, and the - 1pcompat1b111ty of recordlng data and

~1nteract1ng with students at the same time. .

.

<o "Probe" data collection measures only some of the occurrences of a ,
behavior, Probe data can be taken in' a variety of ways. If a particular . 3
program, such as teaching a pointing response, is run in.massed trials of

ten each day, then data could be takem on all ten tr1als every other day,

or five of those ten trials three times a week, etc. If a situation for a
particular response training is set up four times each day, data may vary
among all situations so the data will be representative. A L

Probe data collectlon frees the teacher to spend more ‘time ‘interacting
with the student. The main dlsadvantage is that less information is -
available on the student's" performance. The follow1ng are suggested . .
guidelines for use of“contlnuous versus probe data collectlon. )

~
. L ‘ . .
v Use contlnuous data collection when. . )
1. Teaching & new student ot . .
2.~ Teaching a new skill ~ - . .
. 3. Student is having+difficulty dcquiring sklll - .
) ~4, Student's performance is varlable - L
5. Student has frequent seizures, or is changr.g medlcatlon. - e
> Ly
Use probe data col lection when: . PRI
' . L4 . . . |
@ . . . . . - to. -
, 1. Continuous’data -are nét necessary . g K . ¢
) © 2. Conductlng assessments . . )
.. 3.. Testing for generalization of a skill ) ) . ;
, 4. - Probing ahead of the Sklll level preSently belng v i
- taught. - - . o E

P .

‘ : " . an . . 5 . ~
. . . R f}(} ‘ )
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e
. 1t is 1mportant to have a data based program, not a data bound

program. The collectlon of data should not 1nterfere with the frequency
or quallty of teachlng, nor should the teacher- collect more data than is
' necessary for program evaluation: As”stated above,. the proqxam itself
should‘come first, with the data collectioh system des1gned for, that : e
specific program. "It may be" posslblegthat one data system can be used
with” more ‘than one program, but thé teacher must not be commltted to

using oply one type of system.’ . ¢ ‘ - . .
‘('g \ . . Q’ , i
»\3,\' xns'rnncnpns(;(iﬁ GRAPHING - ) .- ‘
- .. . ~ N ( -
Wy OnCe data have been recorded from tfalnlng programs, it can be

_displayed” visually using a graph. A graph makes it much easier to spot .
problems in the programs, and to sé€e 1mprovemént over time. Almost any
type” of data, whether it is, rate, frequency, or percentage d\bq canr be
graphed. There are a few generaL_rules to- follow when graphing any type
of data: - . o . -

i . '
- v

"l. Information 1dent1fy1ng the perlod covered by the graph, the
* student's name, trainer, and objectlve, should be 1ncluded on’

- , each graph. -
2. The(graph should be drawn in penc11 so it can be ea51ly corrected.
3. TheLSymbols used must be” easily. read. .
- 4.  There should be a key providing the meaning of the symbols used ’
5. The graph should have room to display at ledst one month's data. - N
6. Each program should be pliced on a separate graph. e . Lon
- 7. Data should bé graphed- regularly ) ~
v 8, The vertical 'axis .should indicate the rate of level of the behavior _
and the horizontal axis 'should indicate time. (See Figure 1 below).
* ' This axis may contain days, sessions, etc. . »
i »
01 ’ N .
= . ‘ .
E . (E’y ¥ -
3 - ‘ @
) -
“% » . N )
T om = - ' > .
N * R ' '
) ] ‘
g : i
2 . . )
[ | ! < 2

Pl

‘Figure 1: Vertichl and horizontal axis of a graph.
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N ’ i 7.
’9.2 Both axig\éhguld be labeled (see Fiﬁure 2).

-3

Figure 2:’' Labeled Axis of a Graph.
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3 ’ N a .
. - . . )
10. Each point-w#thin a condition should be connected with a line.
.- When a change is made in thg program, the data should be separhteé :
_with a dotted line. ' ' )

»
- - . -

\If no da}a afé taken for one or more days, no points should be plotted
and no lihe should completely connect the points. The number of days no
2 data were ,taken should be recorded in the broken line. 1Include only those
days where data is mormally taken. . Do not include weekends for programs

conducted only on school days. Figure 3 shows a.sample graph indicating

most of these points: ~
[ : 7
. . . ) Figure 3: Sample Graph
o Name: Robert <; - N . KEY

- - 2 ! .| * Reliability =
Dates: 5/15/80 - 6/1/80 - . Taken ) ’
Trainer: Chris, %ylV1a ’ * Correct Response
Program: , Request for "More" {unprompted)
©bjective: Robert will turn'his head for more juice '

Prompt: 'Lightly touch side of his-head.
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INSTRUCTION'S FOR GRAPH/DATA ANALYSIS

K] . B °
bl

-

Onceé the data.have' been- graphed they can be used to evaluate the c
student's progress. ' It 'is more helpful to look at trends in the data
than to look at inddividual points. If a student is being trdained to
make a partichlar’ response, (as opposed to eliminating a particular . .
behavior as in a behavior management program) data which are increasing ..
suggest that the: student' is learning tge response and no change is
necessary unless the student has met criterion. If the data are decreaSLng
fluctuating (variable), or steble (showrng no change), and below the sety,
acquisition criterion, then some modlflcatlon may be necessary tb °
facilitate improvement. Figure 4 shows an example bf how these trends
would actually look on a graph.

. . ) ) ' i ' .
/\ * ' -

'/
Figure 4:/ Data Trends -

4l
N
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nting Responées

Percent ;Correct Poi

Sessions Trend’ i
3,A,5,637'— fluctuating data ) !
8,9,10,11,12 - Stable data, .
11,42,13,14,15 - decreasing data A -
lS,lG,l?,;ﬁ{I@,ZO = . increasing data .
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Identffying Problems and*Making Program*changes

AN

4 As stated eafiler, *the purpose of data collection is to monitor the
"child's progress: Ih order to effectively monitor thHis progress, program
data must.be kept up-to-date.'.Only when the data are graphed will it be
possible to determine‘if progress is being made. If a student is not

making.brdgress in a particular program, a change should be made.

Poss1ble reasons for poor progress are presented in this section,
along with" sample graphs. Obwiously, there is no one-to-one correspondence
betwcen a pafticular graph configuration and the "reality" which it
reflects. yever, ‘data trends or configurations are often suggestive of,
particular programming problems. Several examples are presented below.

o N

3

Example #l: The "No Progress'. Graph

It is obv1ous that the student represented by the data above is not
learnlng the “task. There are several possible,reasons why a student may
not be learning a éiven behav1or. The most common of those will be briefly
discussed below: * . - o .

» -
- L

- -

Inadequate Reinfercer. 1In the CCC Program, the first question the
teacher must ask when a child is progressing poorly is "Is the reinforcer
truly a* high-preference item or 'activity?" (See IDENTIFICATION OF WANTS
AND NEEDS section of Communication Guide.) The graph shown above would
indicate tgat the reinforcer being used actually*has no reinforcing
strength at all._This is,a programming error which is Very unlikely using
the .ccc Program because of the 'program's strong emphasis upon identification
of hlgh-preferenceurelnforcers.

~

P e
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.

Task leflculty The above graph conflguratnon may also suggest
that -the partlcular behavior selected.for tra1n1ng as a commupicative
behav1or i5 much tod diFflcult for the student The "Response Selection"
discussion in the REQUEST -TRAINING sectlon of.the many buld provide
guidelines which help avdid attemptlng to train a bg high is
extremely dlfflcult for the child-to learn.

- . . '
i

Poor Shaping Techniques.' 111 be mdny cases where the student
is™ low-functioning and has a ve lidited response repertoire: The teacher
may have followed the "Response sel®ction" guidelines to the extent possible,
but still the student may be unable to demonstrate significant progress.
In- these cases, learning may depend greatly upon the shaping skills of the
teacher. The response to be trained must be carefully analyzed and brcken
down into small shapiny steps. In such cases’, the g%aph above may suggest
that steps may have been inappropriately large, fading of prompts may have
been done improperly, etc. et et

N L)
d \

. Infrequent Training. If the student is frequently absent, or if the ~

* " .training is conducted inconsistently, or if the student has only a few

opportunities te learn the skill each day, it may be necessary to rearrange
the classroom schedule to increase training time. Most severely handicapped
students require a great deal of practice before a skill is mastered. It
may be necessary to increase “the number of days per week the program is run,
or the numbef of trials presented in eagh training session, etc.

100 4
90 4

80 - Example #2: The
70 5 "Almost Criterion
60 . : Graph. -

50 . et
40
30 4
20 A
10'_ K
. 04

Teachers must keep in mind that there is no magic criterion that best
_ defines the’ éoint at which a behavior has been learned. Criteria are set
,merely as a performance "ideal" ‘to which the child's actual performance
can be compared. Acquisition criteria may vary dependlng upon the’ student,
- the behav1op being trained, the training 51tuatlon, ete. The graph above
suggests that the 95% two days in row’ criterion which was set for this s
student was simply too high. It is .obvious that the student was able to
. learn the behavior, and consistently ma1nta1n it at a f%lrly h1gh level.
It has been frequently observed in developlng the CCC Program that when
a criterion is too hggh, eventually the student s performance will begin °
to deteriorate. While it is very important to determine that the student

-
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has’ actually;(earned a response by setting an acqu1s1tlon criterion, it
is equally important that programs be' changed qu1ckly once the studerit
has learned the behav1or. ™ -

4

v

Example #3:

The Fluctuating Graph

100 §
90 |
80
70 -

The graph above reflects very inconsistent performance. Because
the student S pegformance is sometimes ,at a very high level, 1t can bé
assumed that the task is well within the student's capablllty here are,
hoWever, other poss1bl§>explanatlons fér this student's inconsistency:

’

’ . }
Inconsistent R orcer Stfength Some high-preference items or
activ1t1es are only eﬂfectlve reinforcers at certain times or under certain
conditions. For exampie, juice may only be an effective reinforcer for a
particular child when he is- very thirsty. The data fluctuations may s1mply
represent whether or not the student had.recelved liquids just before

L

-

»

Il}ness or Medicatidn Effects. - Pata fLuétugtions‘may also reflect

_ internal states of the student which influence the student's ability to

.when there are fewer distractions, etc.:

’

perform Seizures, 1llness, and medications can have a great effect on
performance. When data fluctuations are gbserved, 1€‘;s important to
chart such variables on the graph along with the child's performance.
Eventually a correlational pattern mayJémerge which will explain the
inconsistent performance. ‘ !

Extefnal Variables.: Any 1nterm1ttently occurrlng event may affect
a‘Student's performance. For example, some * students perform well for one
trainer, but® not for another. Others are able to attend to the task better
s ain, recording these condition3N
on the performaese graph may provi?i'impo tant information. 2

. -
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| Example #4: Th& "Worn-out Reinforcer" Graph.’

100 ] - R >

“90 ] . .

_ , 804 - '

. S 70 J '
" 60
g ) > 50
40 |
30 .
. - 20 4
, - [} '-ﬁ‘\\ 10,
0 4

" »

In the graph above, the student showed steady progress early in
tralnlng, then gradually his performance begins to deteriorate. Often ]
this data configuration is associated with a reinforcer whith, while ‘
effective initially, has lost its 'strength over tlme. JWhen reinforcers
are not variéd, students are easily satiated. Teachers often forget '
the fundamental trq}h in training the severely handlcapped As the .
strength of t réinforcer wanes, so does the student's performance. '
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