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) INTRODUCTION and PURFOSE

Every human communicates from before birth until death. How often we forget this when
speech is delayed due to accident, developmental disability, -etardation, old age, muscle
probleims or sensory impairments.

The origin for the communicative intent curriculum was two fold: an attempt to demonstrate
exprassive communication skill acquisition training in classrooms dedicated to students
labeled severely /profound’y mentallv impaired and to outline an expressive
communication sequence for those people who have a “no understandable spsech”
prognosis.

Many disciplines (language acquisition, linguistics, psychology with an emphasis on body
language, specialists in mother-infant bonding and others) have done an enormous amount
of work focusing on the period before understandable speech. In addition'to the formal
research, of course, are parents who have demonstrated clearly again-and again that they
do understand the communicative intent behind cries, laughs, sounds, changes in muscle
tension atc. their children exhibit. (This is not oven mentioning the people who can clearly
understand their PET'S communication!).

This skill training sequenca is a blend and mixture of this research.

It is my contention this comn.unicat.on acquisition sequence follows the conventional
developing language sequenca but, with different milestones and different skills that have
to be high-lighted. An example is the very important role of the listener and the additional
responsibility oy being an “active” listener for a much longer period of time.

Although housed in cenventional classrooms and school buildings, the techniques that
seem often the most effective, are not conventional. A lot of touching, sustained proximal
positioning by staff, prolonged eye contact and the emphasis on nurturing and acceptance
smnake the activities in the classroom unique to these students.

Using these goals, techniquaes and strategies, we are going to:

a) ectablish a base for eventual sophisticated communication interchange.

b) establis’s a communication pattern individual to-each student. We will answer the
question “how does the student communicate?”

c) train others to “listen” to, respond to, AND respect the communication system of
that student. The vocalizations and cries can be audio-taped and/or video taped
o demonstrate technique and environment.

d) share the information, through reports, Communicative Intent Logs and tapes
with ca.egivers, other staff agencies and institutions who service the student and
his caregivers.

e) begin skill *-aining to bring e student’s means of communication further along
the communication continuum.

The techniques most frequently used o achicve the goals are nurturing, play, positioning

9
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and massage None of these activities are unfar'nhar to classrooms Woe are simgly

We are going to look for consistency in sound-and/or behavior on the part of the student
and at our responses. The consistency is needed so all concerned c..n have a basis for
labeling those sounds and behaviors as that student's means of expressive
communication.

Three givens run through all of this work:

1) acceptance of the student,
2) acknowledgirg the student's current functioning level,
3) believe the students are communicating.

The students need the communication inte.action model just as much as infants. They
need that close (less than 15") face to face, body to body interaction to assist their
orientation from internal to external stimulus. At this level, the priority is developing
relationships with each student such that the relationship inspires within each student the
desire to continue “contacting” adults and internally incorporating the communication
interaction mode.

Remembering always at this level, that everything we do is interconnected. The cognitive,
emotional and communicative growth are especially intertwined. The student’s integration
of this werld is not sophisticated ax this stage.

The instructional objectives are in developmental sequence, the first being the most basic.
This curriculum deliberately ends at the 8-10 month stages. At that point, the interactive
skills are well enough established to allow traditional cornmunication skill training
techniques to be used successfully: Van Dijk’s work, Jerry Mahoney's turn taking work,
traditional language acquisition training etc.

On the title page and at the bottom of several pages, | have placed quotes, poems and
small articles. These are all for a reason - to help set the tone, the atmosphare, the special
environment that these students require.

10 10
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Developmental Sequence of Speech

Ages Are Approximate : ’
0 | 2 3 4 S 6 7 8 9 10 11 12 (Months)
Reflexive Cry Vocalizes for Attention
? rableh (MacDonald, 197R) > Word Approximations.
stingu e hunger cry,
% vocal pitch changes, marking object Child distinguishes between
manipulation vs. social Interaction (Bruner, 1973)  sentence spoken as a statement or
e IR vencespk a5 2 cuestion
(Keplan 1969)
Smiles responsively imitation (Childs rep) 3
(Denver) . :
Laughing-squealing Syllable vocalizations
(Denver) P’ (Lenpehurg, 1957)
i (Childs rep) Imitates parents Intonation
g > patterns but not segmental
ocal contagion Babbling repetitive-langely ~ SPECtS
(Piaget, 1951) ng repeditive- :
J > for play (Nakazima, 1970), (hakazima, 1970)
Differentiation between angy/friendly,
familiar/wfamiliar, male/female Differences innon-cry Imitates new
(Kaplan & Kaplan, 1970) utterances (Menyuk, 1974) sounds/words
> Plays Peek-A-Boo (Denver)
Sustained eye contact > Non word language
between mother & child Differentation of Speech and Non-Speech  used to call and respond
(Bruner', 1975) > (Kagan &1 ewis, 1965) >
Amount of Infant vocalization correlated to amount of
parental vocalization (Bruner, 1975) > Reciprocal interchangable
Reaching, orienting motor and vocal tum taking
gresping (Bates, 1976) Child uses grasping gesture for requests (Bruner, 1975) (Garvey, 1974) >
Beainning of role-taki Child expresses motor/vocal demand for hunger, pain, soclal
begavl:r?(eruner a:!;_r]\g) interaction, frustration (Bruner, 1975)
. —> &>
Child follows adult line
of regard (Brurer, 1975) Demonstrative function with pointing
Smiling or looking to elicit > evidenced (Leopold, 1939, Bloorg, 1973) 13

vocalization (Lewis & Freedle, 19725
Some vocal play with no communicative intent (no referrent evident) (Bruner, 1975) .

Childrelates sound to existance of sound meking coject
(Freedman et al 1969) &




EXPRESSIVE COMMUNICATION CONTINUUM

INTENTS AND WHOLE AnEmphasis on Communication Interaction Development

BODY GESTURES
_ tcats INTENTS AND .
| Assumed Communicative EXTREMITY GESTURES GESTURES AND wmcollpy  SOPHISTICATEDMEANS
7 Intent by caregiver. =g AND —  ocALZATIONS AD OF COMMUNIC-.TION

Caregivers mocel VOCALIZATIONS ALTERNATIVE/AUGMENTATIVE AIDS BY ANY MEANS

interactive behavior. ) ]

l 0-4Months e __4-10Months 10-17 Months 17 Months

1. Differentiated cries

2. Sustained eye contact with
primary caregiver.

3. Smile

4 Different states of tension
in body/extremities in
response to people and
environments.

S. whole body positioning.

6. Head tuming

7. Eye gaze at people

8, "Lift Me” gesture

1. Largerrepertoire nf vocalization
vocabulary.

2. Larger repertoire of “cry”
vocabulary.

3. Sustained eye gaze

4 Sustained touching

5. More quickly relaxes wiith known
caregiver.

6. A lot of vocal play before cry

7. Intonations

8. Visible chenges in tension and

1. Sustained interest in objects

2. Frequently have favorite people

3. Exploring environment

4 Vocalization Intents are Clear

S. Gestures more scphisticated AND
often accompained by pulling adult
to wanted thing AND eye gaze.

6. Beginning to build vocabulary with
augmentative/alternative aids.

7. Demonstrates muitipie schemes
to achieve goals. 12Mos.

1. Vocabulary growing

2. Sponteneous use'of
vocabulary.,

3. Canuse more then one
picture/ebject at a time

4 Vocsbulary growingat a
predictible rate.

€. Perforinabstract
tasks end complex imitation
skliils. 18 Mos.

" 9. Sounds just before cry positioning with Just zuditory 8 U;sesl u;%(;(;mputer 252 functional
had ‘ cues. ool. 0S.
:(') DLI;&;’\:.:\tlated vocalizations 9. Extremity gestures more
’ consistent.
12 ‘Zig'"rfs?t:f:\]‘:tze In 10. Eye gaze extended to objects
voc;axl)lz tion *action around them".
(D2 ) 1. Trust Secur2 that |1, Onsct of awareness of adultsas | 1. Object permanence 1. Stabllization of own
§; 12 Bondlng> life will be providers 2. Cause-and effect power to control
¥ sustained. 2. Onset of object permanence 3. Beginning of curlousity environment.
JECg] 3. Onset of separationof self from |4 Estebiishing patternsof relating | 2. Attempts to
A A space. to others. enlarge universe.
%'y * VOCA should be 4 Onset of imitation. S. Imitation skiils. 3. Awareness of different
2781 considered at this time. ks of people.
g (less helpful, more
LE 8 helpful, peers)
;f; ’; ’/;,
',,'}’f
l ’ff Heler - 3/86
- o7 "Everyone Communicates!”
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A message understood from one person to another.

Communication is the act of sharing ‘nformation, desires and ideas. Humars communicate
in many ways: body movement, facial expressions, touching, gesturing, vocalizing,
speaking, writing, and by use of alternative and augmentative means (Signing,
communication boards, voice output communication-equipment).

* Behind all of the efforts to design a means cf communication or to identify a particular

. student's way of communicating, is iiie one thought: PEOPLE WITH THE POWER OF
EXPRESSIVE COMMUNICATION HAVE THE POWER TO COMMAND AND DEMAND
BECAUSE THE FUNCTION OF COMMUNICATION IS CONTROL.

«“Communicationisthe mostefficient and organized method
we have for transmitting information about ourselves, our
world, and others. Relaying this information is necessary
for all people to achieve a level of independence and to
function effectively in the environment. Communication is
essential to growth, enabling people to develop a degree of
control and autonomy in their daily lives.

This goal of independance must be considered in all levels
of communication and langrage intervention. Those
individuals possessing a non symbolic repertoire must be
allowed to experience effective control in their interactions
in the environment. The quality of thelr non symbolic
repertoire needs to Incorporate a variety ofunderstandabile,
functional messages. The intendad receivers must be
sensitive and respansive to these uncorventional signals
so that effective exchanges can occur.” *

Ellin Siagel-Causey
Barbara Ernst

Enhancing Interactions Between Servic: Vi Indivi
Multiply Disabled: Strateqies for Developing Non- ymbolic Communication. 1988.
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RATIONALE FOR EXPRESSIVE COMMUNICATION OBJECTIVES FUR STUDENTS
FUNCTIONING IN THE NEONATE TO 10 MONTH RANGE

1. Readily understood expressive communicaticn is power and control.

2. Research indicates that communication is present-at neonate ievel. All humans cre
trying to learn how to communicate more efficiently. Language and skilled
interactive communication techniques are acquired in the process of humans
learning to bacome more effective communicators.

3. Expressive communication goals, written into the “official” programming olans
ircrease parent and staff awareness of the studsnts as HUMANS who CAN and DO
communicate. ’

4. Aplanned program of expressive communication helps school staff and parsnts
change their perception of “communication”. it helps break away from the traditional
use of the word communication meaning understandable speech, and it opens up
the possibilities of exploring communication (as-oppesed.to speech) medes including
body gestures, VOCASs, consistent cries, vocailzations, etc. It begins to-train every
one to “look for communication”.

5. There is a tendency to regard these students as “things” to be cared for, but not as
humans who are constantly learning, as we all are, but, at a-much reduced rate.
Benign neglect, thoughtlessness and verbal abuse are prevalent becausa of this
perception. Deliberately searching for communicative intent AND “listening” for AND
acting upon the communicative intents leads fo respecting & suaont’s irteractive
attempts absolutely changes this negative “thing” perception.

6. Understanding a studunt’s communication system wlows parents to truly feel their
children CAN indicate that they do “know”, do “rust” and can express love.

7. It establishes expressive communication as one of the educational goals for these
students and by that establishment, a priority for ali students above this cognitively
young level.

8. As educators, we believe there is potential within every student. One of our tasks is
to help make that intelligence visible and viable.

15 17 |
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The goals are divided into 4 areas: being acied upon, acting
upon, sensory awareness and vocalizatioris/augmantative voice
output aids.

The goals are in rough develobmental order per series.

Goals from Series A, C and D can be selected simultaneously.
The goals from Series B should follow Series A.

TO THOSE USING THE
WASHTENAW SMI/SXI CURRICULUM

These goals can be incorporated

on the IEP by using Communication, Annual
Goal #1- Acquires Functional Pragmatic
Language Skills, 10-A-Develops early
communication/interaction skills.

19
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JEC
Basic expressive communication (also called pre-linguistic communication) becins with the
student being comfortable with other humans.

Releasing the daiensive body postures and tentatively reachingout by body pressure,,
.gesture and fadlal erpression to express realization of sométhing warm and comforting are
some of the very first signs of desire and attempts by the student to communicate.

This communication is also the first visible atteny.is to express love, security, trust and want.

Without establishing a sense of security and trust, humans will make no further attempt to
“contact” other humans. They become afraid to make themselves anymore vulnerable by any

other attempt to “reach out and touch someone”.

These goals represent the essential “bonding” between humans: This MUST occur. Untii the
student internally accepts that his being is in a non-threatening environment, he will NOT

progress interactively.

CIFIC TO THIS SERIES

1.
David L.ewis
Berkluy Books, New York, 1978

Amelia Auckett
Newmarket Press, New York, 1981

- ment o and Child
Greenspan, Stanley
Viking, New York, 1985

4. “Mothers Speach To Children Leaming Language”
Snow, C.E.
Child Development, 1572, Vol. 43

5. “AnOQccupational T ing Infants and Toddlers Who Fail to Thrive™
Rick Denton .

The American Journal of Occupational Therapy, May 1986, Vol. 40 #5

See Bibliography for additional resources.

1 )

The greatest sense i:«our body is the sense of touch. Itis probably the chief senseinthe process
of steeping and wakir. y; it gives us our knowledge of depth orthickness andform; we feel,we love
and hata, are touchy «nd are touched, through the touch corpuscles of our skin.

J. Lional Tayler, The Stages of Human Life

\ 1921, p157 )
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QVER-ALL GOAL: The student will demonstrate early communication or interaction skills.

SERIES A OBJECTIVES

ANNUAL GOAL:  Tte student wul indicate awareness of presence.of nurturing aduits.

accepting environment.

1. The student-will ‘olerate an-adult in close-proximity: adult near him, walking-around

him when he is in an enclosed space (ciily or playpen), or “urprotscted” {(wheelchair,
mat, etc.) .

obsarvation

The student will olerate a variety of materials next to his skin (cotton, polyester,
knot, terry cloth, disposable diapers, etc.).

observation

The student will tolerate a variaty of bindings (hat ties, elastic, corractly fitted diaper,
etc.s.

observation

The student will toierate being handled/iifted.
observation

The student will guiet when spoken to in a familiar/friendly tone.
observation

The student will smile in response to aduit attention.
observation

The student will relax extremities when held.
observaiion

withir, 3 minutes of onset of activity
1C consecutive times

21 21
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.10,

11.

12.

13.

14,

15.

16.

The student will'relax and ¢nange facial expression when held.
use #7 criteria
The student will foliow moving person with their eyes.
. obsarvation
The student will initiate a smile when an aduit is near.
observation

The student will look at staff's face/hands during communication interaction
modeling.

use #7 critetia
The student will attempt to reach: up to explore caregiver's face.
use # 7 criteria
The student will open fists wher held.
use # 7 criteria
The siudent will relax whole body when held and/or quiets when held.
use # 7 criteria

The student will indicate awareness of being away from the body of an adult when
held or when aduit changes position.

student moves body and/or facial expression changes;
student looks or turns his face toward ac'ult's face
and use # 7 criteria

The student will use the universal “up” or “lift me" gesture when approached.
both arms/upper body attempt to reach up to ... Adult

WHILE looking at the adult
and use # 7 criteria

The procedure for evaluation of the |0s is documenited staff observation of student
performance. This evaluation of student performance occurs on a regular, ongoing basis
throughout the schooi year.

22
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Series A and B need a special setting at first. Because these goale represent that intense
one to one bonding, the classroom or at least a portion of the classroom should try ©
replicate a “private place”. The place where the teacher and student (s) are alone and just
concernod with one another. The whole rest of the world for that special time is
unimportant.

A classroom would attempt to duplicate that nurturing atmosphere and time
by:

1. - having the classroom be as QUIET as possible. Radios, TVs, address
systems are off. If there are other groups in other parts ofithe
classroom, they are now doing tasks or activities that are low key. Use
screens to further separate the groups.

2. -the area should be PLEASANT SMELLING. Using the same, pleasant
incense helps set the mood for a relaxed, calm period. As the incense
permeates the air, after a number of sessions, it is not urcommon to see
the students begin to relax before any positioning or touching has
occurred (ths phenomenon of anticipation). Spiced:Apple and Jasmine.are
favorite smells. Don't use pine. Téo many students associate the smell
with disinfectant and cleansers used in nursing homes and
institutions.

3. -the room should be WARM, at least 70 degrees. No one can relax when
they are cold.

4. - use clean, warm, sweat-smelling cotton old soft SHEETS or thermal
weave blankets to wrap and cuddle the students, or place on the
furniture. Many people have reactions to wool, don't use it. Wasn the
sheets and blankets many times to insure that the material he... lost any of
the “new" stiffness or resistance.

5. - having COMFORTABLE PLACES for staff to sit while sitting next o or
holding the students. With the larger students, staff may have to siton
mats or in bean bags and just have the students lean agains*them. The
key is to have staff be as comfortable and ralaxed as possible. The
students.-should fes! the relaxation of the staff member. (See illustrations
on pages 26-28).

6. - not allowing any INTERRUPTIONS at this time. A 20 minute time period

daily for this work is often <ncugh. Putting a notice on the classroom door
keeps interruptions to a minimum.

23 23




7. - having soft, non-intrusive MUSIC in-the background helps keep the
environment calm. Many people use meditation music that has soothing
and melodic tones and scunds. Research has shown that sounds can
induce relaxation and lowar heart rate and blood.pressure because the
bedy does not have to attempt to match it's rhythm with competing rhythm.

8. - everything is done SLOWLY and in a rélaxed manner. Present stimuli
-slowly. Take time for the student's reactions to present themselves.

9. - AGE APFROPRIATE everythingl Those who are 18 ysars old do NCT
need to be subjected to “Care Bears".

10. -~ use NOTHING ESOTERIC. One of our goals is to encourage parents

and caregivers to duplicate our techniques. Use equipment that can ba
bought in the community.

Let's Talk Age Appropriate!

24
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STUDENT - STAFF

- student and staff sit next to one.another as close as age appropriate. ifthereis
more than one student (never more than-three, pleass), have the students sit,
lounge, lay so that each is touching ona another. The issus is the warmth of
another human body. SEE illusttations on following pages.

- if there is more than one student, don't split up the.20 minutes. Rotate the
“spacial student spot” daily. It is enough for the other two students justtobain
that quiet, nurturing-spot and enjoy the spill off of the calm atmasphere.

- with the student who is receiving the 20 minute session, have staff and
student faces not more than 15" away from one another. Research has shown
that facial awareness of primary caregivers is one of the first “contacts” that ths
cognitively young initiate.

- gently stroke and massage the student. (Age appropriate touches obviously).
SEE the massage section, pages 34-37, Generally, the most important thing to
remember is to stroke and do the action slowly. Consult tha Physical Therapist
ar Myomassologist if you have any questions.

- speak softly and siow your rate of speech employing “motherese”. Motherese is
mother/child language. .is a'specific register in which mothers instinctivety talk
{o their young. I is that language and interchange in the communication/hetwork
that a mother adopts when the baby is not yet at a stage where he can answer
her by gesture or vocalizations. The actions of the baby is treated as [ntenyignal
and communicative acts. The mother is the conversation initiator and the
responder. She pauses appropriately between both parts of the conversation.
She remarks on the “answers” of the child. She uses a defined intonation and
thythm. This s different from that used with responding huraans. This IS the first

ole modeling (conversational turn-taking) that a child encounters. it
is developmental. It begins at the most fundamental lsvel and grows more
complex as chilidren advance in ability to understand.

By incorporating this into our interaction with these students, we are pulling
intentionality out of the previcusly be 3ved to be pre-intentional student, thereby
deliberateiy blurring the distinction beween the communicative-intent and the

~ “raditional” communicative student.

This communication interaction component is very, very important. Research
has indicated that without this interchange, children are janguage dslayed even
thougt: they have the muscle centro! for speech and obvious cognitive ability.

. 25 ‘?5
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Group On A Mat
k4
Touching One Another
=
Sitting Side By Side On A Mat
Against A Wall
In A Classroom
: Designed by Jan Jamell, ADAMLAB using the Boardmaker from Mayer-Johnson
Q
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3
4
Have Student S8it Jacing Staff ,:

. : x. . SN . ; -

Use Bolsters, ~ Rolls; Anything -
“For - Comnfort, .

« :
3

Legs Intwined, Chest To Back, -
Adult Arms Around Student

Designed by Jan Jarrell, ADAMLAB using the Boardmaker from Mayer-Johnson
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mggi‘ng.. The perfect cure for whatever ails you\

No movable parts
No batteries to wear out
No.periodic.check-ups
Low energy consumption
High energy yisld
Infiation proof
No.monthly payments
No insurance requirements
Thett proof
Non-taxable
Non-poliuting
And, of course, fully returnable.
HUGGING IS HEALTHY!
It relieves tension
Combats depression
Reduces stress
improves blood.circulation
It's invigoraticig
it's rejuvenating
it elevates self esteem
it generates good will
it has no unpleaseant side effects

K& It is nothing less than a miracle dn'g! )}

FOR BETTER OR FOR WORSE By Lynn Johnston 12-/9- 94 DFP
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Bay rSeries B i

This second series begins to require the student's active participation, as opposed to the
first series which was really acclimating the student to the-presence and touch of others.

The positions, nurturing, touching and staff awareness of the student's communicative
intent is the same as in the first serigs. In fact when the students are in this phase of
reaching out toward an aduit in any way, | hope that staff has already acclimated itself to
respecting and responding to the student's communicative attempts throughout the whole

" day.

Loving touch and gentle stroke massage is used in this section. The one on one interattion

and the opportunity to concentrate on the student for a period of time makes massage a
“natural” tool to illicit attempts to communicate. It also allows staff to realize (because they
see and hear the students during and after massage) that our students do have memory of
things past and that the student.can, indeed, communicate these memories and emotions.
It is easy to see the students act out and cry out anger, sadness, sorrow, peace, étc. SEE
massage section and the bibliography for additional information and resources.

I have also incorporated the first component of the Van Dijk cornmunication program. it
was developad especially for people with dual sensory handicaps. The Van Dijk program

emphasizes the development of a cooperative relationship between the student’s behavior
and that of the instructor. A relationship which is based on the utilization of those motaric
behaviors which are already part of the student’s repertoire. It proceeds from gross o fine
body movements, from cyclic to punctuated movements, from physical to symbolic
guidance. The objective is to producs a cooperative motor repertoire between the student
and the instructor. See pages 34-35 for additional information on this very specific
technique.

a A\

“l will not play at tug-a-war.
I'd rather play at hug-a-war.
Where everyone hugs

; Instead of tugs,
And rolls on the rug,
Where everyone kisses
And everyone grins,
And everyone cuddles,
And everyone wins”, *

(Shel Silverstein,

Where the Si I
* reprinted with permission
\ y
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1. The First Three Years of Life
White, Burton
Prentice-Hall, New York, 1975.

jcating Severely ang Pic lly Ha
arnberg, Les and Adams, Gary L.
Aspen, Maryland, 1988, 2nd ed.

3. “Prelanguage Communication Programming for the Severely and Profoundly
Sternberg, L, Battls, C., Hill, J.
Journal for the Association of the Severely Handicapped
5 (3) Z: 224-233. Fall, 1980

4. “The First Steps of the Deaf/Blind Child Towards Language®,
J. Van Dijk
Proceedings of the conference on the deaf/blind.
Refness, Danmark. Boston: Perkins School for the Blind, 1965

5. “Motor Development In The Education of Deaf/Blind Children”,
J. Van Dijk.
Proceeings of the conference on the deaf/blind.
Refness, Danmark. Boston: Perkins School for the Blind, 1965

Jan Graetz, et al.
Wayne County Intermediate School District, 1983

Special Needs.
Cautela and Gorden
Research Press, 1978

]

See bibliography for additional resources
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These foilow the Series A objectives.

OVERAL} GOAL: The student will demonstrate early communication/interaction
skills.

ANNUAL GOAL:  Tre student will exhibit awareness of activity upon himself.

14

S BJE

1. The student will tolerats close and prolonged physical contact (being held, rocked,
massaged, etc.).

observation

2. The student will relax and change facial expression when wrappsd* and held, and
rocked.

within 3 minutes
observation

3. The student will relax extremities while being massaged or rocked.
use #2 criteria

4. The student will relax whole body while being massaged or rocked.
use #2 criteria

5. The student will relax AND change facial expression while being massaged or
rocked.

use # 2 criteria

6. The student will tolerate touch of own body by SELF (assist student to touch his
chest, other arm, face, head, etc.).

use # 2 criteria
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7. The studernt will indicate he is awarc of caregiver strpping a rhythmic movement.
face turns toward aduilt
body moves closer tc adult
body begins to replicate movement made by staff member
any of the above within 3 minutes of staff- movement.
Van bijk's movement based communication acquisition work. See Resources for more
information.
8. The student will indicate awareness of caregiver imitating his movements. o

Student stops movement, looks toward adult
AND then resumes movement.

Van Dijk's work. See Resources.
9. Tne student will attempt to initiate movement as caregiver appicaches.

observation
Van Dijk's work. See Resources.

10. The student will take turns with an adult not involving an object.

observation
Van Dijk's work. See Resources.

11. The student will attempt to act upon/have an effect upon his environment using an
object.

observation
and # 7 criteria

* | oosely wrapped in a room temperature warmed cotton sheet or blanket.

The procedure for evaluation of the 10s is documented staff observation of student
performance. This evaluation of student performance cccurs on a regular, ongoing basis
throughout the school year. |

_Mf_ﬁ.u_..
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" This approach to their training is based on Van Dijk philosophy for the training of severely
. sensory.impaired multihandicapped individuals.

The program moves through various critical stages and at each stage careful attention is
given to the sensory demands, intellectual deficits, and behavioral propensities of the
population in question.

Objective: To produce a cooperative motor repertoire between student and instructor.

Procedure: The program emphasizes the development of a cooperative relationship
between the child's behavior and that of the instructor. A relationshipwhich is based on the
utilization of those m<toric behaviors which are part of the student's repertoire. it proceeds
from gross o fine body movements, from cyclic to punctuated movements, from physical to
symbolic guidance. Those behavicis gradually become more complex and less likely to be
a pre-existing feature of the child's available repertoire.

The program goes through the following stages:

I.  Besonance Phenomencn (entry into child’s worid)
a. toleration
b. participation
¢. indication ®

2. | Co-active Stage (parallel movements)

1. gross motor paraliel movements with physical contact
2. parallel movements without physical contact

Il Co-Active
- Simultanecus imitation
- Symmetric fimb movements
- Asymmgtric imb movements
- Symmetric hand movements
- Asymmetric hand movements
- Symmetric limb positions
- Asymmetric imb positions
- Asymmetric hand positions
- Asymmetric finger positions
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. . I
Imitation which proceeds from 3 dimensional.objects to drawing.

Iv.
From 0 seoond delays to 5 second detays involving the 8 or more movenianis,

C_QL}Qiu&i.Qn:

Data as tn the effect of such a pregram has been gathsred and evaluatea over.a 6 year
petiod. As a result of thiz:approach severely impaired students have developed behaviors
which have enabled them to communicate, cooperate, and participate in activities without
guidance and continuous prompts from the staff involved in their training.

(Handout from Kevin Magin's presentation 4/84)

Ludo Willems
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‘In working with people with severe handicaps we need to reaiize that we have to
support in a way that provides strength, nurturance and vision:when Society
does not yet even include them as truly valid and valued psople. Through
massage we can communicate a sense of caring, trust and love ‘beyond what
suciety seams to say. This is sc'important when relating to people whose
strengths are in physical and spiritual qualities.

This proposes a great responsibility on us as educators. It raises the questions
of deperdence vs independence, and control vs listening to the needs of psople
with severe handicaps. The responsibility becomes the dilemma of our lives.and
the future of theirs.

Massage can act as a tool to enhance relaxation, self respact, self identification,
reduce self abuse and aggression, healthful-enhance conditions of the body and
establish a sense of trust in interaction. Massage is a preventative health.
technique that embraces the emotional, physical, spiritual and chemical well
being and balance of an individual.

I. Where to start - What to look for.
A. Always ask permission to do the work.
This process can be done on a verbal level but sometimes you need to go
beyond that leve! and take the risk of touching that student so they can begin to
understand what kind of exchange we are asking them to be involved in.

B. Be aware and sensitive enough to accept the student'’s answer and provire
other options along with massage when so needed.

Tell them everything you are going to do.

Be as gentle as possible.

m o O

Soften your hands.
F. Let them know and demonstrate that you can be trusted.
G. Itis best to introduce massage in a quiet atmosphere. Once you are

comfortable with the holding, positioning and massage, you may want to try a
variation of the massage by doing it in rhythm with music.

36
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Il. Strategies And Techniques

The following list is designed‘ior the massage mentioned in the Series B goals. in
no way does this qualify anyone to be more than a person who wants to show
nurturing, kindness and acceptance to.our students wio are stili struggling with the
decision to come out of theirshell, and out.of that internal world.

The following are items to think about and to help you as you begin the nurturing portion of
the curriculum:

1.

10.

Re centered and comfortable with massage yourself. Put out all the warmth, love
and care through your hands. The experience of massage can be enjoyable and
beneficial to you and the atmosphere of the class.

Your hands should be warm and the student should be warm. Room
temperature should be at least 70 degrees. No one relaxes when thay are cold.

Keep your nails short to avoid scratching.
Staff should be in comfortable clothes that allow freedom of movement.

Keep your hands relaxed as you massage. This may-sound strange, but think
about it.

The students should be in a comfortable position be breathing fresly. Imitation of
breathing rhythm along with the students works great!

Never massage just after a meal. The student's body is busy digesting and
cannot fully relax. Wait at least 20 minutes. .

The staff must wash hands before and after the session.

Oils tend to be greasy. Wear washable clothing. Try sunflower, clear sesame’or
almond oii. You might want to gxperiment by-putting in some of the more
fragrant oils. 2 or 3 drops of pappermint (clears the sinus and stimulates
breathing), 3 tsp. of comfrey (good for the skin). Experiment with various oils to
find spacific student preference. Always pour oil first into your own hands bsing
careful not to spill any oil on the student by holding your hands-away from their
body while pouring. Waim oll by rubbing your oiled hands briskly together.

Feet and hands are the most effective placss for & brief massage. Neck, face,
arms and legs, in that order if you have more time. PLEASE NOTE: DO NOT
DO ANY OTHER MASSAGE EXCEPT HANDS AND FEET IF EITHER
ANEURYSMS AND/OR PHLEBITIS ARE NOTED IN THE STUDENTS FILE.

7
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11.

12,
" 13,

14.

15.

16.

17.

18.
19.

20.

Do a series of strokes in both directions. The point of massage Is to stimulate or
relax areas so that the body can use its natural healing abilities. Put move
pressure on the up stroke and glide on the downward stroke. For students.that
are hypontonic use more upward strokus, hypertonic use more down strokes.

All movements should be done rhythmically, this will take practice. THINK
RHYTHM AND SMOOTH STROKES. Remember, you're massaging muscles
not just skin.

Once you have made contact with the - udent's body, try always to maintain
contact. Always have one hand or foraarm (if yoware using both hands for
something) touching the student until massag. - is completed.

Avoid using heavy pressure, rapid movements, or jarring contact. This only
conveys fear of potential injury to the student.

Massage should always be applied according to the tolerance of that individual
tiuman being. if needed just hold the extremity awhile before beginning.
Intro:ce massage with application of pressure gauged to e individual.
Gradually adr pressure or diminish pressure (to light touch) as appropriate to the
individual. Be sensitive to the individual student’s responses. Give the studient
time to bacome accustomed to your touch. Start slowly, perhaps by just holding
your hands on the student for a minute or so beforebeginni~q massage. Keep
up a steady rhythm as you massage, but don't hesitate to slow or even stop and
just touch if the student’s response warrants it.

Care should be taken to support the extremities and joints comfortably. DO NOT
FORCE! Start slowly.

Try not to force massage if the student pulls away. Give them a shorl respite

period, then try to redirect back to massage activity. Let them make the decision.

Use touch relaxation which is a slow rocking back and forth.

Except in cases of constrictures of muscles around curvatures in the spine, all
muscles should be relaxed when you are working with them. You-are going to
have to work a* relaxing muscles that are already tense or contracted. Tips:

Read number 1 again, and consult a Physical Therapist or Myomassologist.

DO NOT push directly down on gastro or nasal tubes, shunts or trachs. You can
massage in the muscles around the trach. The same.applies to stomach
muscles and gastro tubes. Consult a Physical Therapist or Myomassologist for
specific technique.

Do not put pressure directly on the bone. Stay in the muscular parts of the body.

38 28




21. Feal for knotty tissus or swollen areas. Be-sensitive arid concenirate in those
aress by:
holding first - 2 sessloris
light strokes - combination, 2 sessions
heavier strokes - 7th or 8th session

During all of this, talk to the student regarding the massage. Is it too hard, dces
something hurt, we can work through this, do you want me to continue?, etc.

22. Allow the student to just rest quietly for a few minutes after completion of
«vassage. Note behaviors and facial expressions. Offer a drink of fruit lulce or
water after the massage.

* Ann and Katy have both worked with students labsled severely haridicapped who have
needed assistance in attempting to communicate clearly. 1thank them forsharing their
work with me.

* This section was written by Ann Perrault, Myomassologist, (1987) and Katy Paimer
(1983) WEISD. Ann revised both documents in 1988. Reorinted with psrmission.

7/

Being {ouched and caressed,
Being.massages,

is food for the infam.

Food as necessary

as minerals, vitamins, and
proteins.

Deprived of this food,

the name of which is love,
babies would rather ilie.
And they often do.

Loving Hands, by Frederick Leboyer
1976, (Alfred A. Knopf, New York) p. 14.

\ s/
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BIBLICGRAPHY AND SUGGESTED READING - MASSAGE

1. The Science and Practice of Mvomassology”
irane Gauthier
Published by Anthony Joseph Romano
Southficld Mi. (1989)

2. »
Devin and Barbara Kunz
Prentice Hall, Inc.,
Englewocd Cliffs, N.J. (1982)
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Chris McEvoy, Jan Gra, Anf Darrautt
Wayne County Intermediate School District
Wayne, Mi. (1987)

4. ZBaby Massage”

Chiistine Sutherland

WACS Production

Toronto, Ontario, Canada (1987)
5. Healing Massage Techniques®

F. M. Tappan

Reston Publishing Co., Inc.

Reston, Va. (1980)

6. Touch for Health”
J. F. Thie
Devores and Co.
Marina Del Rey, Ca. (1973)

7. “Cranial-Sacral Therapy”
J.E. Upledger and John D. Vredevoogd, M.S. A.
Eastland Press. -~
Seatile WA. (1983)

8. The Many Facets of Touch”
Bernard Brown, Brazelton
Johnson and Johnson Publishing Co.
Skillman, N.J. (1984)

9. Music:

a. “Ancient Echos”, Steven Halpern
“Comfort Zones”,Steven Halpemn
“December”, “Spring”,George Winston
“Pachelbel”, Karen and Gisiel Musici
“Echos of a Waterfall”, Susan Drake
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This purpose of these goals is to establish that the students do kave preferences and use
their senses. Documentation, on the Communicative Intent Logs, sheuld be kept on spe-
cific likes or dislikes.

These goals need only be done until documentation indicates that the student
‘communicates likes, dislikes and awarenesses.

" The vary jact that staff can agree on a student's likes and dislikes is a c’ear example of the
. studarit's effective communication. The student is sending out a signal AND staff are
receiving the signal AND understanding what that signal means AND respecting the
student’s decision.

The olfactory nerves evolved BEFORE the brain. They are the only neurons and pathways
NOT protected by a sheath. Consequently, these nerves have a DIRECT pathway to the
brain.

Aromas for relaxation, alertness and cessation of pain are:
lavender - reduced headaches
eucalyptus - alertness
mint - alertness
epiced apple - lowers blood pressure

A fragrance is pleasant and relaxing to the student if you notice deeper and slower breaths
and the student seems less distractible.

RESQURCES - SPECIFIC TO THIS SERIES
1. “Scentimental Joumeys”
Pamela Weintraub

Omni Magazine April, 1986, Vol. 8 #7

2. ‘“Aroma Therapy”
Eric Mishara
Omni Magazine Sept., 1986, Vol. 8 #12

3. “he Intimate Sense of Smell”
National Geographic, Sept., 1986 and follow up article, Sept., 1987

4, ‘“The Power of Holistic Aromatherapy”
Christine Stead

5 Scie "
Robert Brody
American Health May, 1986 pgs. 55-59

See Bitliography for additional resources.




Series C Objectives
OVER ALL GOAL: The student will demonstrate early communication / interaction skills.

ANNUAL GOAL:  The student will demonstrate responses to sensory stimulaticn by
consistent gesture and/or vocalization.

INSTRUCTIONAL GOALS:

1. The student will startle to loud/sudden noises, sudden bright light (flash bulbs,
opening of drapes or shades, etc.) any touch.

observation
2. The student will exhibit olfactory awareness of different smells (coffee, lemon,

colognes, peppermint, cregano, garlic, perfume, pepper, vanilla, ammonia,
incenses, etc.)

head turns

changes in facial expression

whole body movement

extremity movement

any or all of these reactions should occur within 10 seconds of cue

3. The student will exhibit awareness of different tactile sensations (velour, sandpaper,
cotton, wool, “fur”, massage on extremities, dripping water, terry cloth, etc.).

Use #2 criteria

4. The student will exhibit touch preference (hugs, gentle massage, being held in staff's
lap, sitting next to staff, etc.).

observation

5. The student will exhibit awareness of different tastes (lemon, salt, sugar, “kool-aid”,
orange, herse-radish, taco sauce, mustard, vanilla, etc.).

Use #2 criteria
6. The student will exhibit awareness of environmental change (inside-outside,
classroom-hall, car-bus, wheeled about-carried, classroom-crowded lunch
room, etc.).
Use #2 criteria

44
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10.

The student will exhibit auditory awareness (male-female voices, soft-loud tones,
bell, radio (change volume), chimes, hand clapping, table pounding etc.).

Use #2 criteria

The student will localize to source of' sound (up, down, right, left).

observation
The student will exhibit awareness of changes in his visual field (lights of differing
intensity, pen flashlight, candle, iight bulb, Christmas colored lights, blinking small
white lights, classroom darkened or lit OR people OR colors OR movement by
people or objects).

observation
The student will iocate brightly colored object (right, left, above, at waist level).

observation

The procedure for evaluation of the I0s is documented staff observation of student
performance. This evaluation of student performance occurs on a regular, ongoing basis
throughout the school year.

“They communicate quite well..that
moans he wants‘a drink cfb v;__a‘t:of."

45
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Exarpios of Body Language Communication
Dr. Edward Trionick lists some facial, body and vocal signals that make up
non-verbal messages. Here are some examples:
Eyes, dull - Needs {0 1ake a break. Could be tired or overstimulated.
Eyes, bright and glazing - tuned in and alert
Lips, tense and pulled back - fearful

Back, arching - Distressed. It may be something inside him like a cramp or it
may be too much stimulation.

Feet, kicking - Alert and aroused, though he may be happy or angty.

Hands, clenching - Feeling tense. When combined with pounding his hand
or an object against a surface, a clenched fist could show baby is really
excited.

Hahds, palms up - Asking for something
Tongue, in and out - Could mean baby’s not happy and feeling some stress.
Coo - Happy and comfortabie
Whimper - Sad
Read this and think about your students. How do they convey these messages?

Babies are born with at least five basic messages about their needs, wants
and feelings. They tell us what they want, when they're having trouble doing
something, when they need “time out”, wheiithey're giving up or when
they're succeeding tirough combinations of sounds, facial expressions and
body movements.

If babies are not fed right away, they may suck on their hand to control their
breathing and calm themselves down untii they are fed.

55 6
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COMMUNICATIVE INTENT LOG

Student: PERSONAL DICTIONARY

Birthdate:

%‘EE COMMUNICATIVE INTENT INTENT

INTENT BEHAVIORS EXHIBITED MEANS

IDENTIFIERS “This is what | do." “This {s what \I am trying to tell you"
Lee

5S/87 1. right hand touches/sweeps thigh 1. Diaper is dirty

Lee 2 turns head away 2. does NOT like catsup, carrots, cooked tomatoes

5/87 facfal expression of dislike lots of body movement

Lee 3. relaxes and calms when feet are gently massaged. 3. enjoys the touch by famtitar aduits

4 vocalizes ~ higher pitch eye gazes at adult whenadult
stands near (within 3 feet) but does not interact with | 4 wants interaction
student

5. smiles and eye gazes at adult when his arm activates th?] 5. wants ahug
VOCA and it says "Come here, | need a hug”

Collecting Information For The Log

1. Items listed have been 2greed upon by classroom staff as consistent.
2. Support staff and parenits review and add items.
3. Shculd be up-dated twlce a year.

CoplesOf TheLog

1. Should be kept with the current IEP. This helps to insure carry-over to the next classroom.

2. Should be given to the parents. They, In turn, can give coples to the student’s various theraplists, doctors, baby sitters, <iblings, etc. These
other people can then more readily understand and communicate more comfortably with the student.

3. video taping of the behaviors Is strongly recommended. Parents love watching thelr children. Hopefully, the log will record the development
of communication by more and more sophisticated means,

4 The log 1s no longer kept once the ctudent "graduates” to a traditioral augmentative communication System (sfgning, VOCA, communication
board, etc.)

5. Should be prominently displayed in the classroom. We want everyone to understand the communication Systems.

“Everyone Communicates!” (1987) Heler - WCISD
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COMMUNlCATIVE. INTENT LOG
PERSONAL DICTIONARY
Student:
Birthdate: __
RQEE COMMUNICATIVE INTENT R?EESST
EXHIBITED
INTENT BEHAVIORS E T
IDENTIFIERS "This is what | do." "This is what | amrying to tell you.”
&
EQ o1
@  |"Everyone Communicates!” (1987) Heler - WCISD




RATIONALE FOR SERIES D OBJECTIVES

These vocal behaviors have gotten the most attention by language acquisition researchers.
This is the series that is traditionally thought of when discussing a capacity for
communication.

Although there is so much in current research on vocalization, | am concermned that
educators will forget to remember that the trust/bonding/security issues and communicative
intents by body gestures are also a part of the stuusnt's repertoire of communication
attempts.

HOWARD HUGE®

“HOW ABOUT ONE GROAN FOR “vis®
AND TWO FOR S0P

BESOURCES - SPECIFIC TO THIS SERIES

1. “The Acauisition of Performatives Prior to Speech”
Elizabeth Bates, Luigia Camainoni, Virginia Volterra
Merrill-Palmer Quarterly, 1975. Vol. 21, #3, 205-226

2. he Piagetia
Pr Pres
Elizabeth and Andrew Johnston
Aspen Publishing Co., MD. 1984
3. ‘BabyTalk

Bruce Lansky
Meadowbraok, 1983 - $4.95

See Bibliography for further resources.
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Series D Objectives

OVER ALL GOAL: The student wi" demonstrate early communication / interaction skills.

ANNUAL GOAL: The student will use vocalization/augmentative communication in

attempts to communicate.

INSTRUCTIDNAL GOALS:

1.

The student will employ differantiated (varied tone, pitch, intensity) cries for different
wants and needs (hunger, wex, dirty diaper, pleasure, pain, discomfon,
happiness, etc.).

observation

audio tapes
5 consecutive times

The student will “coo” (vocalization in lower tones, often in santence rhythm.
Student appears relaxed).

Use #1 criteria
The student will initiate social approach vocaily.

observation

The student will laugh appropriately (staff interacti..3 in & playful way, tickling, joining
in on sta’f laughter, etc.).

observation

The student will act upon an object to move/make noise/comfort by random
movement.

observation
5 consecutive times

The stucient will act upon & Voice Output Communication Aid (VOCA) by random
movement.

See rationale for VOCAs, pgs. 52-53
See techniques for VOCA use, p. 54.
Use #5 criteria

N
b
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7. The student will act upon an object to move/maks noise/comfort deliberately.
repeats action

observation
5 consecutive times

8. The student will act upon a VOCA deliberately.

Use #5 criteria

9. The student will combine gestures and vor 3lizations for attention.
observation

10. The student will change pitch and tone of vocalizations to clearly indicate specific
wants or needs.

Use #5 criteria
11. The student will increase frequency of vocalizations

observation
audio tape

12. The student will babble {sounds easily labeled, sentence, length, often appears to be
practicing a sound).

Use #5 criteria
The procedure for evaluation of the 10s is documented staff observation of student

performance. This evaluation of student performance occurs on a regular, ongoing basis
throughout the school year.
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Rationale For Emploving Voice Qutput Communication Aids
(VOCAs) At This L evel Of Functioning

Most of these students are not going to develop understandable speech.
Consequently, they are going to be dependent upon an augmentative/aliemative
form of communication. Introducing a VOCA early in their education program begins
to habituate the caregivers anc staff to an aiternative form of “voiced
communication” for that student.

Assuming communicative intent is essential in developing expressive
communication skills, and in fact, any skills in these students. This is just another
way to act upon assumed intent. (Gravity or the accidental touch activating the
device is assumed to have meaning).

Communicative intent and interaction modeling is recognized as a valid part of
expressive communication training. By instituting the VOCA training, using a device
and keeping data on the numker of activations by the student, the classroom is
emphasizing the expressive communication portion of that student’s program. The
device and it's use is one more strategy to emphasize the importance of this
programming area.

Voice output helps guarantee a quickness of response by the caregiver. The aevice
gives a voice to our students. People with understandable speech respond to an
other voice more quickly than to any other attention getting act.

The over-lays or menus pages are a good monitor of the changes in the student. As
the student becomes more definite in his likes and dislikes, develops preferences for
interchange, etc. so the over-lays change to refiect the newest “like”. This then
serves as one more piece of evidence, one more indication that learning is
happening.

The additional piece of equipment need no: ve expensive. {ADAMLAB products
are all between $300.00 and $400.00) Given the intense importance of this area of
programming, the cost is negligible.

The device can be called language prostheses, meaning it's use facilitates the
student’s immediate participation in oral language interaction.

The devices allows the studenis to participate in dialogues, in communication
interactions. This is absolutely essential because this is the way peopls “a:nto

to them and the conversation building from there.




9. The degrue of physical handicap often makes voice output and the adaptive aids the

10.

it.

i2.

13.

14.

15.

only way a student can communicate more than the very basic needs and wants.
Body movement, facial gesture, etc. are helpful at that very basic level but in order
to ever get beyond that, these devices and their handicap adaptations are often the
only way out.

VOCAs elimirate some of the one on one work. Although, undeniably, the
physically impaired need one on one for any number of things, the-YOCAs eliminate
it in some areas (academic programming, announcing a rieed or want, participating
in routine daily interchanges). They allow small group and class participation.

The students are safer with a VOCA they can use at all times. They now have a
means to yell “help” or “no” or call for assistance.

The VOCAs a'low some level of privacy because the student can be left alone (in
another room) and the caretaker knows that if something were to happen, the
student nias a way to request help.

One of the most important reasons for a VOCA is because people with
understandabie speech only like to talk to other people with understandable speech.
They don't wait patiently or _» out of their way to talk to someone who uses any
other alternative. Our studen have a right to this technology.

For education, for leisure time programming, for functional “in family” use, the VOCA
cannot be bsat. Some devices have memory functions, environmentat controls, and
print out capabilities that their use becomes much more than a voice. Given that
there is only so much that people can carry around, in addition to the student,
VOCAs become that priority.

The students also look more intelligent. When people see a computer or a piece of
“high tech” accompanying a student, they begin o think differently about that
student. Often this first impression eliminates ihe need for our student to “prove”
himself. People assume his intelligence.

In all cases, staff comes to regard the student much more positively. | make this
judgement call based on the language usad around the student before and after instituting
VOCA use. Staff's questions about the device and the student and the potential use of the
device is heard more often than the endless talk about the number of things that the
students cannot do. In the case of the students who are dependent for all care, this alone
to me justifies the use of a device. The better the attitude of the care-giver, the better caie
the student receives.
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TO USE A VOCA

Place the touch sensitive or single switch VOCA in a position where it can be
activated by gravity, random or accidental touch.

The request on the VOCA will be pre-determined by staff who have found items of
pleasure enjoyed by the particular studert. For.instance, the overlay would say
“give me a hug” because staft had found previously that this student really enjoyed
this close interaction. For another student this might not be his “nurture preference”
and so his overlay would say something else. See WOLF menus pages 79-85.

When the VOCA is activated, staff responds IMMEDIATELY. Communicative
interaction and expressive communication power and control are sophisticated
concepts. Immediate response helps the student to establish the connection
between the VOCA and himself, to recognize that this combination has the power to
cause adults to actin the way he has requested.

I recommend that this part of the expressive communication program be instituted
for specific time periods initially. The “quickness of response” habit and positioning
the student and the VOCA into ideal positions takes some time to integrate
gracefully into a classroom routine.

All of these over lays are or separate levels. When using the VOCA in this fashion,
the skill training is entirely focused on internalizing the relationship between device
activation and control.

CONTACT ADAMLAB: Jan Jarrell, (313) 467-1610, for information concerning the

"Everyone Communicates!” vocabulary and overiays.
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PARENT'S COMMENTS AN[LOBSE_B)/ANS_QN_IHE_LLSE

=D NIiTH THEIR OWN CHILL)

1. . Having the device lowered frustration level of their child. Made the child easier tn
deal with.

2. Brought their child closer to age level.
3. Opened up the child's interests to the rest of the family.

4. Change in attitude by peers and siblings. As gotten older, peers, etc. have longer
attention span in her and in her device.

5. Older son demonstrated sister’s device at school.
6. Felt the communication device brought out respect.
7. Could sit down and talk and chat with the family.
8. Write to friends, sell Girl Scout cookies, etc.

Cons:

1. People don't take the time to wait for responses. Makes the user feel what they had
to say is not important.

These statements came from an informal gathering of parents at a TASH Convention.
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“{ can tell something's wrong, Harold. You know you can't hide
vour feelings from me." -

NEW YORKER
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GENERAL
STRATEGIES
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Get into the habit of approaching the students slowly. We want our students to want
us in their world and this low approach gives them time to prepare themselves for
us.

. Don't ever rush anything with the students. Go through their skill training slowly,
daily care slowly.

In group activities, position the students 3o that staff and students are close enough
to have the opportunity to touch oi.e another.

Any time you talk to the student, always attempt to engage the studentin a
conversational turn taking situation. That is, eye contact, acknowledging the
student's participation no matter how minimai.

Always touch the students with WARM hands.

Explain all care and tasks no matter what the functional leve! of the student is
thought to be. You never know for sure what is understood because the student’s
means of expressive communication is still so tentative and still so apt to be
misunderstood. A running commentary is often very effective if you don't know what
else to say.

Always cover the plastic and vinyl equipment. This is so cold or so sticky and is just
uncomfortable to sit or lay on. Sheets are fine.

At this level of functioning, do NOT use any negative remarks, phrases, etc. The
student is still very tentative about other humans and may not yet even function
outside of internal cues. Keep all remarks positive, welcoming and accepting.
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KEEP A ROCKIN' AND A ROLLIN' *
E OCi

Rocking is first experienced in the womb as the fetus is rocked in his amnionic
environment. As the mother waiks, turns, sits and bends, so does movement occur with
the unborn child. Once the child enters the world rocking remains an " nportant means of
providing movement and a sense of rhythm for the child.

' Rocking is known to increase cardiac output and is helpful to the circulation (Montagu,
p. 128). It promotes respiration, discourages lung congestion, and stimulates muscle tone.

If a peison is too warm, rocking has a ccoling effect as air passes over the body; when a
child is too cold, rocking warms him by the physical contact involved. it provides a gentle
stimulation of almost every skin area.

Years ago, rocking was performed as a matter of routine. An infant was placed in a cradle
instead of today’s stationary cribs. At the turn of the century child rearing practices
changed. The cradle was thought to “indulge” and “spoil” the child. Parents were told to
take a more stern approach with infants and treat them like adults. The fixed crib was
introduced and much rocking of the infant ceased. (Holt, The Care and Feeding of
Children, 1894).

Children and aduits, handicapped and non handicapped, “rock” their bodies for several
reasons:

1. transient rocking as a normal reaction to frustration,

2. rocking as an auto erotic activity in children who have suffered some degree
of maternal behavior,

3. rocking as a withdrawal of attention and extreme preoccupation in children
suffering from infantile psychoses,

4, rocking which serves the purpose of discharging of self-stimulation.
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ROCKING ACTIVITIES FOR THE SMI/SXI CHILD

Rocking can take place in a variety of ways:

1.

Ideas compiled by Jan Graetz,

If the child is small enough to hold, take the child in your arms and rock in a
traditional rocking chair. The child can be-hetd (a) up at your shoulder (b) across

. yourarms (c) chest down, across.yourlap (d) back down, across the top of your

legs, facing you.

If your child is too big to hold in your lap, sit with hii.. on the floor with his back {0
you. Embrace the child and begin rocking your body side to side, or front to back.
Later, add an instiuctor and child next to you, forming & human, rocking chain.

Swaddling rerers to tightly wrapping the child in a blanket or shest and
incorporating rockirig. Comfo:tably wrapping a child offers a further sense of
security if the child is resistant.

Any child can be placed on a vestibular mat and rocked in either direction.
Unfortunately this type of rocking does not offer close physical contact.

Because of this to compensate, while the child is being rocked, gently stroke the
body. For some children a developmental ball may be used.

Do not pick up and rock a child only when he is crying or fussing. Try to reach him
before he cries. Rocking frequently forestalls crying if supplied in time.

If possible, rock two children at the same time thus allowing them to experience yet
another person.

Rock to the rhythm of quiet, relaxing music. Tapes of melodic tories have a
soothing effect on children and adults.

Children with eating and/or drinking problems, respond wall to being rocked slowly
just before meal times. The relaxation results in .ess gagging and coughing.

Relaxation/Nurturing Program WCISD, 1985
Reprinted with permission.
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AN AUDIO CASSETTE OF MUSICAL SELECTIONS

This cassette tape was prepared for use in classrooms that are in various stages of
implementing the cognitive-linguistic program titled: “Everyone Communicates!” by Ann
Heler. There are many ways in which individuals convey thoughts and attitudes to one
another, and all of us would agree that music, in this case specific lyrical selections, can
create g spscific mood or tone in our affective being. The songs on this cassette have
been selected for two purposes. The first selection of sonys was put together to help staff
ook at their students with acceptance as a viable communicative partner, and provide a
stimulus for some physical interactions through touch and co active movement. The
second side of the tape puts together a selection of = .gs form the past twenty years that
describes the vatue of relationsh:ps between two people, and hopefully encc.irages staff to
again accept the students they work with and inspire them to creatively communicate with
this very diverse group of individuals.

This brief handout will give you an overview of the selections on the tape, a rationale for
each song's inclusion, and a few ideas of how you may use it in your classroom or home.
Ideally, this cassette will serve as a springboard for your own creativity on how you can use

the music that is important to you in your life to build communication bridges with your
students.

Side One : Acceptance/interaction

The first sequence of songs are designed to promote a touching response between the
caregiver and client/student. The sequence lasts about 15 minutes and focuses on touch-
ing hands.
(1.) Reach Out and Touch Somebody’s Hand: Diana Ross
Hold out your hand or massage student’s hand while singing the song to him.
(2.) Touch a Hand, Make a Friend: Oakridge Boys
This song is along the same context as the first, but with a country flair. The song
stresses the importance of tauching and friendship. Again, staff should touch
student's hands while singing the song.
(38.) Iwantto Hold Your Hand: Beatles

Hold the student’s hand for prolonged contact during this selection.
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(4.) Everyday: Oakridge Boys

This song was selected as a bridge between the touch sequence to the parallel
interaction sequence. The song describes smiling and “shaking hands®. The staff
should sit across from the student and trace an outline of a smile on his face, and
shake hands when cued on the song.

The last sequence of songs on this side are called “parallell interaction” selections and last
about eighteen minutes. The songs were. selected to provide an opportunity for staff to
engage in some physical contact with the students in a nonthreatening way to both student
and staff.

(5.)

(6.)

(7)

(8)

Smile Please: Stevie Wonder

This song should be sung to the student whi'e both staff and student are looking in a
mirror. It builds on the previous song on the importarice of smiling. The staff and
student should be sitting next to each other. The staff member can place his arm
around the student and rock him gently while singing the chorus.

Lookin’ Like Love to Me: Peabo Bryston and Roberta Flack

This is another song that should be sung to the student while both individuals are
looking into @ mirror. It is a wonderful sorg about taking risks and exploring new
relationships, and in many ways can dec~ribe a teacher/student relationship as they
both get to know each other's abilities una expectations. This is a great song for a
slide stiow. The beauty of a slide show is that it is often a means to communicate
perceptions of the students you work with to staff and otrer community people.
Showing picture stides of the individuals in your classroom set to this song can
create a new perspective for many people who come into contact with them, and
may result in people seeing the individuals in a fresh and more caring way.

It Takes Two: Marvin Gaye and Kim Weston

Communic.ion is two-way, and this song is an upbeat approach to that idea. Tre
student should be placed directly across from the staff. The staff person (face to
face with student) holds onto hands/arms and rocks back and forth while singing “it
takes two, me and you"!

Rock With You: Michael Jackson

Sit spread eagled on the iicor and have the student’s back against your chest. Wrap
your arms around him and rock to the beat, music and we-ds of this song.
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(8.)

Friend onthe Floor: Hap Palmer

Have the student lie on the floor and gently touch and move the parts of his body as
they are indicated in the song.

Side Two : Acceptance/inspiration

_ These songs have been selectad deliberately from the past twenty years to generate good
feelings from the staff membar's own past.

(1.)

(2.)

(3.)

(4.)

(5.)

(6.)

(7.)

Briage Over Troubled Water: Simon And Garfunkel

This song is a beautiful reminder of how special a relationship can be.

You've Got A Friend: James Taylor

While listening to this song, why not get the WOLF V()CA ouit that when pressed
responds "Teacher, please come here". When the sang says, “Call out my
name..and soon | will be there", have the student ; ess the WOLF and come running
over.

Beautiful: Carole King

The song reminds us of the attitude we should carry into our classrooms, and the
pay-off that we will recieve.

Annie’s Song: Juhn Denver

Although written as a tribute to his wife, the words to this song remmd us of the
value that each person can bring to a relationship.

Just The Way You Are: Blily Jo¢l

A song about unconditional acceptance of each other, a major prerequisite for the
succssful implementation of augmentative and alternative comrnunication
stratagies.

Happy Together: The Turtles

As a result of friendship and acceptunce, we really can be “Happy Togetiier”.
When I'm 64: The Beatles

This is a light hearted song that hopefully will remind staff of our own vulnarabilities

and increasing dependence on other people. It was included to generate feelings of
empathy for the students we work with.
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(8.) That's What Friends Are For: Dionne and Friends

We are increasingly becoming a more interdependent educational system, and this
song reminds us poigrantly of the value of friends in our professional and personal
life, and helps us focus on what we do in our profession in a “helping/service” field.

It is alsn another great selection for a slide show.
Preﬁared by: Mary-Dean Barringer, WCISD, 1987.

* This tape cannot be di‘plicated due to copyright restrictions. You cuan certainly pt
together a tape similar to this for use in your own classroom.
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STAFF TRAINING

The training of staff is so important. What has to be gotten across is two things:

One: They need to look at the students in a new way. They have to bagin watching
EVERYTHING the students do. Staff has tolearn to ask themselves “what is the
. student trying to tell me by doing this behavior"?

Eventually everyone’s observations are going to be shared. The items that are
agreed upon will then be added to the Communicative Interit Log (see pgs. 43-44).

Two: that it is OK and indeed necessary, . be within 12" of the students and to touch the
students at times other than changing diapers or assisting with skill training tasks.
The adults need to put themselves into the positions that will allow the student to
sreach out and touch” and then will receive attention in retum. Ona of the critical
parts of a program at this level is the ability of the adult to inspire trust and security.

The following list of things have helped s!aff to urderstand what the program is trying to
accomplish.

1. Explain the objectives of the program.

Most agree that everyone communicates in some way. The taskis to make staff
understand that it is the STAFF that has to open up to comr..unicative intent.
Two examples: If the student does not like carrots, DO NOT FEED that student
carrots. If the student responds to rocking by initiating the motion, find time to
do this on a DAILY, consistent basis.

The goal is to help the student realize that his actions and vocalizations CAN
cause adults to act as she wishes. This response of course, encourages more
attempts. By these actions on the adult’s part and the student’s part, we are
duplicating the early communication interaction model. We are developing a
“communicative intensive environment”, an environment that encourages each
student to “talk” with us.

a. DEVELOP A LIST of actions, vocalizations, tension states, etc. that are
agreed upon as meaning certain things: certain cry means hunger,
cerain facial grimace means a food dislike, etc. Obviously, the
“certain” items will be spelled out on the Communicative Intent Log.
if at all possible, document on videotage.

b. EXPLAIN and DESCRIBE these communicative intents to everyone
who works with the student. If staff is primed to encourage the
attempts, the communication interaction desire is strengthened in the
student. We then set up a “Catch-22" of attempts by the student being
rewarded and encouraged by the staff which makes the student
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attempt more and more sophisticated interchange which then encourages
and inspires staff to be more open and willing to continue “talking and
listening” to the students which encourages the students....etc., etc., etc.

¢. DOCUMENT by video tape the communicative intent attempts.
EXPLAIN RATIONALE for the intimate positioning.

The positions are adapted from the mother-infant bonding work. We have to break
the traditional “teacher-across-the-desk” syndrome. We need tc Le physically close
to our students. Traditional classroom activities do not work with these students, it is
time to “try another way".

DEMONSTRATE all techniques just as you would for any other skill training
protocol.

ASK PERMISSION before photographing staff.

ROTATE the students on a weekly basis. It is not realistic to allow the student to
build an exclusive one on one relationship. There are too many staff changes ina
school setting. These students also have to get used to a number of ancillary staff
both at school and at their various clinics. It is a very sad truth that these students
are often our modern day gypsies. They are moved often and rarely have the
stable, life-long intimate “family” that a general education student has.

DO NOT RECORD data during the 20 minute srssions. This time is between the
student and that staff member.

FILL IN the Communicative Intent Log together.

Have ADDITIONAL INFORMATION about this work available. Examples of body
language are often requested. See the Bibliography.

DISCUSS COMFORT LEVEL for staff. Obviously, when staff is getting ready to
position the students, they should have enough paper t.weling to wipe drool,
bolsters for positioning, etc. This is supposed to be a comfortable, relaxing period
for both, not an endurance contest.
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The Speechless Communicator * Macomb County ISD, Michigan
Spring, 1988, Reprinted With Permission

Ausmentative Communication Quiz

Take'a minute {o test your augmentative
communication skills Then check your answers.

1. If a child will eventually be able to use
ez8ech to communicate, the youngster
should not be started on augmentative
communication system. ()True () False

2. Providing a child with an augmentative
system will cause the youngster to become lax
in efforts o produce speech resultingin a
regression in speech/language development. ()True ()False

3. Fora child who will be an augmentative system
user, it is best to adopt one augmentative
system and stick to it. ()True ()Faise

4. The best place for communication training is the ()True ()False
speech therapy room.

5. 1t isimponant to make a child use an

au ive communication s o
ﬁmgér-nentatwe mmunication system all of the ()Trie () False

6. Behavior problems must be resolved first before
we can begin communication intervention. ()True { )False

7. The speech therapist has no business being
involved in behavior management programs. ()True ()False

8. A child must be able to match a picture to its
¢ovesponding object before he can understand
its use on a communication board. ()True ()False

9. Language development is much more important
than communication skill intervention. ()True ()Faise

10. A child must understand a word-picture
assogiation (receptive vocabulary) before the
youngster can use the picture on a
communication board. ( YTrue ( )False

11. Speaking adults should never use the child’s
augmentative communication system because
that we.ld slow down the development of the
child’s receptive language skills. ( )True ()False

Quiz Answers are on page 124
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PARENT TRAINING

In addition to the STAFF TRAINING suggestions:

1.

- invite the parents to school to review the vidso tapes and the Communicative intent Logs. There
are few parents who can resist seeing their child on tapa. As soon as parents undarstand what you
are looking for, thay will mention other things: cries that mean one thing, which voices or people can
always bring a smile, techniques and holding positions that seem to bring out the child’s “cuddies”
etc. The recognition of these behaviors as communication by professionals always reassures the
parents. The parents know their children and, to have their observations be looked upon as
absolutely crucial and impor ant always helps relations between the classroom and home. Thisis an
ideal time to show them add.tionai teviniques (the voice outpul communication davice or the Van
Dijk work, for example). 1 am so convinced that the parents have to be part of this process that
oftering ¢ provide transportation to and from the school is 1ot out of line- At this Isvel of functioning,
what happens at home is crucial. The school and parents have to work together.

- explain the Communicative Intent Log and ask for their input. This is often easier to explain after
they have seen the video tapes.

-offer to demonstrate the techniques used for the relaxation portion of the goals or the position
needed that seems to elicit activation of the VOCA.

But be careful. Watch the parents carefully. If they really szem to want to watch, go ahead. if they
are hesitant, don't push the issue and offer the video tape first.

Volunteer to teach them the techniques that the classroom has found successful. Once again, don't
push if the parents appear hesitant.

The reason for backing off and having the video tape ready is that many of the parents have not
accepted their child’s functioning level OR have experienced the “crushed dream™ O™ are not anxious
to have themselves set up to go through failure. Many parents may also be embarrassed to attempt
techniques or positioning in front of the school staif. ;

keep the training penod or sharing information session as comfortabie s possible. All of the rules
leamed to make parent-teacher conferences comfortable also apply here. Parents and the classroom
are a team. This is no place for competition, one-up-man-ship or professional efitism.

- invite the parents in, one set at a tme. This will give you another opportunity to develop the
relationship between that family and classroom staff.

- use this opportunity also to help parents become more comfortable in their role as advocates for

their chuld. The following list of questions car: help insure that expressive communication and their
child will be taken seriously.
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MY CHILD'S EXPRESSIVE COMMUNICATION PROGRAM

These questions are directed to classroom staff and therapists.

1.

10.

1.

12.

13.

Explain what you will be doing over this year to increase my child’s expressive
commurication vocabulary (vocalizations, signs, communication boards, monitoring

_ likes/dislikes, fack. \body gestures, experimenting with VOCAs and switches, etc.).

Who will do what? (What is the role of the Speech and Language Pathologist,
teacher, classroom staft?)

What can WE do to help our child develop.-his/her expressive communication
system?

When can we get together for specific training and discussion?
Explain exactly how you want us to use the system at home and in the community
What do you need to know about our home routine?

Where is the communication system my child uses, explainéd and described in
school reports?

What do you need to know about our child’s daily routine?

Is my child encouraged to use his means of communication throughout the whole
school day?

What do you see as my child’s current functioning system?

Wher can we talk about my child's present system, the “ideal” system for my child or

the system 1 prefer?

Do you video tape my child's responses if the responses are not by a traditional
system (board, accepted sign, VOCA, speech) so others can become acquainted
with the system my child uses?

Where can | get mere information on communication by means other than spsech?

Remember!! “Everyone Communicates!’
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“Everyone Communicates!”: Sugaested WOLF Vocabulary Overlays

The purpose for the prepared pages is convenience.. We have tried to put together a
packet of "most frequent” communication initatioris. Remember that the user portion of the
Wolf is still available for student specific and classroom specific use.

This.overlay coliection and lesson plan illustrate-how the request to use natural gesture and
vocalizations and/or any alternative communication system at least 15 times a day per
student is easily done.

The pages are in three sets:

1st Set: Overlays 1-13.

These are examples of pages that follow “Everyone Communicates!” objectives. These are
probably going to be activated by random touch initially.

ond Set: Overlays 1-6, 14-21, 30-33.

The se pages should be available in every classroom. These pages can be used for indi-
vidual affirmations and room routine.

3rd Set; Overlays 14-30.
These pages can be used in group actvities and for specific event programming.
Naturally, these pages are only examples. Of course there will be pages that you design

specific to your students and your classroom. Every student has his own style and
personality. That should be reflected in your WOLF programming.
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Model "routine" lesson plan for "Everyone Communicates!"?

Time Planned Activity Staff Communication {nitation Wolf Overlays?
8:45-9:00 Grestings *Hil Glad you came to schoo!l todayl” Cverlay 31
9:00-9:20 Toileting *Do you need to be changed?" Overlay 30

*Do you need to go to the toilet?®
9:20-10:00 Therapy Positioning *I'm going to put you into a position. 1 will leave Put one of the pages
Wolf here. You call if you need something.* indicating specific likes.
10:00-10:30 Ski!} Training *Ready for work?* Overlay 30
10:30-10:45 Snack Time *We need a breakll Want to eat? Overlay 30, 12, 13
Want something to drink?"
10:45-11:15 Salf awareness *Let's take a minute and talk about you.* Overlays 1-7
Relaxation
11:15-12:30 Lunch “Are you hungry? Are you thirsty? Overlays 12, 13, 30, 33
Do you want more?*

12:30-1:00 Toileting See above. Overlay 30

1:00-1:45 Skill Training See Above. Overlay 30

1:45-2:30 Small group games "Lets play a game! Do you want to win a prize? Overlays 22-27

Peer Interaction Is it your turn?"
2:30-2:50 Preparation for *Do you want to go hame? Do you need toileting? GOverlays 30, 32
Departure Did you wear a coat today?
Goodbyel®

1. No special activities 0t visitors, just a plain day. Anydung special of course, gives just so many mors opportunities for
communication interaction.

2. {1 the vocalizalion of natural gesture s clea, use i rather than an augmeniaive sysiem. Be sure to have each student's consistant
gostures and vocalizations described on a Communicative Intent Log.

3. Sets one and two are used here for ali of the intetaction required dunng group activities. You would alsw use se. Jiree for specific
gamas, holidays, etc.




"Everyone Communicates!" Overlays and Vocabulary
Avallable through ADAMLAB. Call (313) 467-1610

Page 1
a ™)
1 AM!
AN
\. J
Page 3
a )

...l Learn Every Day
..Lock Out World!

1 am Smart!
I am In Schor !

tam Alive and  all!
\ Look Out World!

Page 2

N

1 fm Smart!
{ Can Learn!

Page 4
4 )

.1 Am Love....

\ J
" lamWhole! *

. fam Loved!

| Look Inside Myself

and Like What | Seo!
1AM

Although the overlays are printed as shown, the Wolf is programmed with this whole caption.
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"Everyone communicatesi’ Overlays and Vocabulary
Available through ADAMLAB. Call (313) 467-1610

Page 5
~ Y D

| Feel .
Happy Yoday! I Hurt

\. . y,
Page 7
4 A

| Want A Hug

\. J

Page 9

( | Want You To Read )
Me Al Story

80

Page 6
r Y ™)

1AM
VERY Madlil!

i Feel Sad...

1 Want A Toste Of
That Good ﬂ yefee

Page 10

N
Chocolate!!

Chocolate!l!
Chocolate!!
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"Everyone Communicates!" Overlays and Vocabulary
Available through ADAMLAB. Call (313) 467-1610

Page 11

r 1 Want To Listen
To MY Favorite Musicl!

\

J
Page 15

r—
Happy Thanksgiving!

Let's Act Like Turlsegs!

81

Page 12
—
1 Want Yo W
Eat
\ _/
Page 14
& It's Halloweent! )
.50y ROO!
\. ,
Page 16
(" Merry Christmas! )
L J

79




"Everyone Communicates!"” Overlays and Vacabulary
Avallable through ADAMLAB. Call (313) 467-1610

Page 17

(

tt's Hannukah

Y )
Let's Light
The Candles

A
. AN _/
Page 19
r ‘ '
- Happy Ualent’nes Bay
Hug Me Quickit
.

82

Page 18

HOLIDAY BLESSINGS!

EID MUBARRK!

Page 20

j

Happy Easteri!
Do the 5unny Hop
For Mel

80




"Everyone Communicates!" Overlays and Vocabulary
Available through ADAMLAB. Call (313) 467-1610

A r Page 21 Page 22
4 j?' r\ , If You're Happy \
A find You Know it...
A A -{RR\._
, v MY » V.
-fRAY.
Happy v
Birthday! . *
e ¥ )
X A J \ /
*
B Heappy Birthdsy To You.. f you're happy snd you know it...
Heppy Birthday To You... Cisp your hands!
Happy Birthday Dear Frlend... If you're happy and you know 1.
Happy Birthday To Youl Clap-your handsl )

1t you're happy snd you know it...
Then your heart will raally show itl

if you're happy and you know tt...

Clap your hanidsl!
Page 23 Page 24
Y

\.

%\

o~Ls

| Heard It Through
The Grapevine
j gooco Babyt!!

t heard it through tho grapevine..
Not mursh leager would you be mine.,
00000000 Baby!

1 hrard It through the grapevine...
And I'm Just about to lose my mind

You Deserve

fl Break Todayt

You desetve a break today...
Bo 7,4t oux and (16 away...
To MacDonalds,
Qo all beaf patties, speclal sauce,

latisce, cheess, pickies, ontons..
on a gasame seed bun,

* Although the overays are printed as shown, the Vvoli is programmed with this who'a caption.

83

81

Ly



"Everyone Comirunicates!” Overlays and Vecabulary
Available through ADAMLAB. Call (313) 4567-1610

Paga 25
~ Y ™)
1t's MY Turn! 1t's YOUR Turn!

(
A LET'S 5Ot}
< BIG TEAM!
LET'S GO LM
k I\ _J \. /

82
84




"Everyone Communicates!"” Overlays and Vocabulary
Avallable through ADAMLAL. Call (313) 467-1610

Paga 29

a8 Pour

Bater On Your

Y Funng facet! )

\,
Gng Me 8 Song!?

(

*

1 s3y... Teacher, Meke 2 funny facs!
} say... Teacher, Danca for ma!

1 say...Teacher, pour waler on your head!
| 35y... Teacher, Sing me a Songl

Page 30

YES

Y

\

NO

* Although the overlays are printed as shewn, the Wolf is programmed with this whole caption.
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by Bod Williams

Anne McDooald was bom in Victoria,
Australia in 1961, By age three, she was
found 1o have severe cerebral palsy and
assumed 0 have profound meatal reterda-
tichas well, Shortly after herdiagnosisshe
was placed in St Nicholas Hospital in
Melourne, After languishing on & back
ward there for the next 15 years, Anne
summed vp the brytal reality of her life and
thatof far too many other o€ her contempo-
raries in this way:

“T> be imprisoned in one's own body is
dreadful. To be confined to an inc.. ution
Jfor the profoundly reiarded does not crush
you in the same way. It just removes all
kope.” (Crossiey and McDonald, 1980.)

In the words and deeds of Anne
McDonald and otiers with severe disabili-
tizsworldwide, we can hearthe makings of
a clarion call if we choose to lisien. Itisa
clarica call to action similar to one issued
nearly adecadeago. In 1979, the Ceatron
Human Policy helped stir many of us to
action by calling for a pniversal commu-
nilyimperative. Ten years later, the typical
lifeexperiencesof people labelled severely
or profoundly dissbled demand that we
tqkeyctmhassepcbwmmcdmmn-
nity.

One way we can do this is by issuing a
communication imperative which afftrms
and essents that: Every person regandless
of the severity of their disabilities, has the
right and the sbility to-communicate with
othirs, express every day preferences and
exercise at least some coatrol over his or

her daily life. Each individual, thereicre,,

shodd be given the chance, training, tech-
nology, respect and encouragement o 4o

20,
Working toward the widespread scdep-
terce and application of this imperative is
essential, It can help to focus vitally
needed attention aad resources on what we
can do to enahie individinals with even the
most severc disabilities tobegin to conguer
and replace:
bopeksmm with hope;
boredea with curiousity;
leamed helplessness with leamed
initiative;
superimposed passivity with tum- end
rigk-1aking;
speechlessness with meaningful
expression;
confusion, anger and resentment with
choice;
end, darkness at the end of the tunnel
with light.

e

- avma v )odu-

Cﬂmmumcatwn C@mmi and Chm

We owe a tremendous debt (o, among
others, Ed Roberts, Doug Guess, Anne
Donnellan, Annz McDonald, M-ver
Shevin, Luanna Meyer, John O'Brma
and Judith Scow. Forthanks to theirbold
efforts, we have leamned thatone of the best
ways 10 empower people with severe dis-
abilities in the community is to encourage
them to make choices and communicats
more throughout their daily lives.

But we can never be satisfied with what
we already know sbout the powers of the
Four Cs—Choise, Communicatiyn, Com-
munity end Control—in the lives of people
with severe disabilities. Rather, we must
constantly be pushing ack the cutermost
boundaries of our knowledge .. 252 four
vital eress. In order to do this effectively,
we must at least take the following steps:

1. We must recognize that people with
severe dissbilities, like all others, have
personal preferences, likes and dislikes
vhich they can leam o expeess through a
variety of effective means (Shevin and
Ktein, 1984).

2. We must realize too, however, that the
everyday preferences of individuals with
severe dissbilities are often ignared be-
cause these ions are viewed by
oihers as “zberrant,” “offtask,” “noacom-
plaint,” "mappmﬁnste, “excessive,”
“challenging,” “sggressive,” “self-injuri-
oaz” or “nonsensical” and rarely es at-
tempts to communicate valid wants, needs,
fears, wishes or desires to othars.

Houghton and her collecgues he—
found that typically “classroom staff re-
spond at extremely low rates to smdws
expressions of choice or
(Houghton, Bronicki and Guess, 1987.)
The study showed that staff responded to
students’ ions of preferencs or
choice only 15 percent of the time during
structured ectivitiesand, ebout 7 percent of
the time doring nstrectured activities, On
the positive side, however, wixn sindeats
were gsked ©0 express & preference of
choice, thay did so 99 percent of the time

ghion, Bronicki and Guess, 1987).

3. The Houghton study peoints up the
need to readily identify and begin to te-
dress the bamicrs faced-by persoas with
severe multiple disstilities to- increasing
their everyday communication and cholce-
making, These barriersinclude being eren
as: too “low functicaing™ to communicate
likes oz dislikes; unsure what a “choice”is
gince no importance was ever placed on
liks or dislikes; improperly positicaed;
only ebls (0 say five wosds o7 dess; unahle

_tively redressing these. berrirs, ns
|
1

wmdmmw.mmnmgbnymmmu- |
nicste since no one listeas sayhow and §i
dependent on wipredictable tody move-
meats to coavey your evesy nwd.wm

fear or desire, ’
4, hﬁtmmwmmmds‘

cqually ezsential to recognize that choiscs #
end preferences can be expressed ina vasi- §)
etyof ways, including: pointing; smiling oz §|
using other facial expressicns; gestuning: §
signing; using & pictare bossd; eye gazing: §
selecting one kind of food over enother; 3|
wddmgmshahngmswbm |
yes o no; tuning in a favorite radio o0 TV §
siation; wearing faverits clothes; siseping 8|
inas late as oae can ot Going 028"s besi M B
what one enjoys. 3-
Infact,oftenaperson'sability so expressi
& preference or choice is most liwited} %
others’ mmmmmmaﬂnyww
up on what the individual is saying and !
how he is saying it. A
S. Encouraging each individual mex j
press as many every day preferences
possible truly is imperative. Thiscan &
Gons by eacouraging the parsin 10 ek
when (0 get up ca weekends end bolids
when to go to  bed; whether to showe
before bed or in thy moming; who will hel;
wear; whattoest; whattodowithfree i
and whoto doitwithandwheaitistimefs
2 coffee bresk, ':
6. Allow yourself to b2 guided by these
xpressions of preferences as much 5
possible. mwpzhspemmbe
connection between having likes and Gigg]
likes 2nd making sctual choices in lifeg
Frequent practice in tum-taking has showsx
promisc as an effective elixir in allow
some individuals to compensate for ¢
sevese intellectuz] impairmenis and
whelming sense of leamned helplessnesd
and “superimposed” passivity (McDex *
and Gillztte, 1986). If necessary, struciurgl
a!sombcagiedby'
Limitin 's chioicesto one off
mmunémm
» Presenting & set of real choices 9o th

TR

atle and age-appropriate for hi
mat - /"tavin and Klein, 1984);
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7. Demand that enimivg tredaciogy b

liberating for people wih sevese diateli

tizs. Nevermake soch indnridands elsves to

devices which are ill-sakad 0 et theer

uniqus noeds and abilises. Avord dopend-

mw“ﬁmMWu& .
m i E

v

% make for astura] commu.

8. Concertuaie on Kens(ying, swength-
ening and bedding upon 21 individual’s
existing communication 1o choice-mak-
ing sidits, The time for expanding cavice,
communicaticn gnd contol is e lives of
all people with severe disabilities is aow .
As Anne McDons!d bas pointed oot

*“Unless someonemakeia jumpbygoing
cutside g..person’s previous stage of come
munization, there is ro woy the zpecchless
pevson cen do so. Failure is »o erime.
Failirs 1o give someone the besefitof the
doubtis.”
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methods and strategies that the adult uses in

Many intervention programs currently being u.ed with
prelanguage children provide direct and systematic in-
struction to increase the child’~ use of discrete communi-
cation skills selected according to a normal sequence of
development. The speech-language pathologist (SLP)
identifies a specific cdmmunicative behavior and pro-
vides activi :s designed to elicit and reinforce the tar-
geted skill Thus, interaction is largely adult-initiated and
controlled (Schafer & Moersch, 1981, Shearer & Shearer,
1976). In contrast, proponents of whole language theory
or naturalistic language intervention approachss advacate
a wmore socially oriented, child-initisted and ¢b  20n-
trolled interaction style of treatment (Bricke , 1985,
Goodman, 1985; Newman, 1986; Wamen & Rogers-
Warren, 1985). Although this approach primarily has been
discussed in relation to children who are developing
spoken and-written language skills, it also is relevant to
children functioning within the prelanguage phase of
development.

The adult-initiated and child-initiated approaches to
wreatment differ in both their philosophical bases and
practical implementations (Bricker, 1386, Fey, 1986).
Within adult-initiated treatment approaches the acquisi-
tion of inereasingly more complex communication skills,
in accord with the normal developmental sequence, is
viewed as the manner in which language is learned.
Specific phonological, semantic, syntactic, pragmatic, or
preverbal communication skills are identified, taught and
Zeneralized to various communication settings (Gray &
Ryan, 1973, Horsstincier & MacDonald, 1978, Neisworth,
Willanghby-Herb, Bagnato, Cartwrigh?, & Laub, 1880,
Nelson, 1979, Roberts & Schaefor, 1984, Shearer &
Shearer, 1976). Language products, such as the use of-a
class of speech sounds, ) ntuctic structures ar pragratic
behaviors such as juint fucus are of primary importusice.

In contrast, whole Tainguage proponents view the de-
velopmental sequence as the accumplishments of lan-
grage b s, and ot the learning prucess itself (Gownl:
man, P86, Nowman, 1986, Winitz, 1983). The provess
lic within the zealin ol sucial interaction i which chal
dren discover that bohavias serve communiaave fanc

© 1990, Amentan Socech-Langnages-1learing Association

Q

results of this study compuring adult-initiated vs. child-initiated
a greater frequency and higher developmental level of commumi

COMPARISON OF ADULT-INITIATED VS. CHILD-INITIATED
INTERACTION STYLES W(I:TH HANDICAPPED PRELANGUAGE
HILDREN

Speech-language pathologists are increasingly providing interventian to younger and more severely handicapped children. The
interacting with thi> population are important considerations 1n treatment. The
interaction styles indicate that prelanguage children engage 1n
cative hchaviers when the interaction 1s child-initiated.

KEY WORDS: early inter-zation, infants, Isnguege, whole language
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PAUL R. HOFFMAN
Divisian of Communication Disorders, Louisiana State University, Baton Rouge, LA

—

tions, and that different behaviors communicate different
meanings {Bates, Benigni, Bretherton, Camerom, & Vol-
terra, 1977, 1979; Bloom, 1975; Buicker & Bricker, 1974;
Bricker & Carlson, 1981; Cromer, 1976; Miller, Chapman,
Branston, & Reichle, 1880; Snow, 1984; Stemn, 1977;
Tronick, 1981, 1882; Tronick, Als, Adamson, Wise, &
Brazelton, 1978). Development is seen as the emergence
of new communication skills as the child’s knowledge of
the physical and social world expands, creating both the
ability and the need for greater language refinement. The
process of interacting in crder to share meaning and
express control over others is of primary importance. _

The adult-initiated style of interaction operates with
the assumption that language is divisible into parts.
Cognition and social development are viewed as aspects
of development that are closely related to but separable
from language. Language itself can be thought of as
having interrelated components that develop, and there-
fore can be taught, as discrete behaviors (Bishop, Ce,ley.
& Porter, 1986, Cameron, 1985, Shearer & Shearer, 1972,
1976; Weiss, 1981).

The child-initiated style of interuction assumes that
language is wnlivisible f.om a contex. of shared meaning
and sucial use, and that children discover the propemes
of langnage threugh immersion in the communicative
prucess. As adults attribute meaning and communicstive
significance: to behaviors produced by 1e child, indlud-
ing burps, limb movements, body post nng, and vocal-
izations, the child becomes an active pasticipant in the
vunununication process. These unintenticas] movements
and vucalizations cue the adult to respoud 1o the child, a
process that gradually enables the cluld to discover that it
1 his/her own behavior that creates the effects apon the
sweial caviconmeat, and allows imteutionality m these
buhavioes to emerge (Bates, Camaiin, & Volterra, 1875,
Muahlc e, 1475, Snow, 1984, Tromck, 1981, 18832),

The philasop! al differences between adult-nnaaied
appraaches oad the aure whole langnage duldmtiated
spprusches resalt i differences in practical miplenenta-
tou within treatinent  These diferences inchide the
ty pes of goals that arc targesed, the desigu and implemen.
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tation of the activity, the types of communicstion acts that
the child engeges in, the characteristics of the responses
expected from the child, the manner in which preater
complexity in the child’s communications is facilitated,
and the type of feedback and reinforcement thst is pro-
vided (see Table 1). These differences refer to the behav-
jors that are exhibited by the adult within adult-initiated
and child-initiated-interactions.

The present study was designed to determine if these
two interaction siyles also resulted in different behaviors
exhibited by the child. That is, whether prelangusge

bandicapped children communicate differently under
conditions of sdult-initiated versus child-initiated inter-
setions. It was hypothesized that children would exhibita
higher frequency of communicative vocalization-, limb
movements and body postures when their spontansously
occurring behaviors were treated as initiations than when
attempts were made to elicit communicative behaviors. It

was further hypothesized that the developmentsl level ~

the communicative behaviors produced by the childrm.,
would be higher when their spontenecusly cccurring
behaviors were treated as initistions than when attempts
were made to elicit communi=ative behaviors.

METHOD

Subjects

Subjects were five multiply handicapped children be-
tween the ages of 2:6 and 2:10 yeers. The subjects weye
referred by «n area easly interventic zroject. A multidis-
ciplinury sisessment baitery indicated that communica-
tive sbilities were at a prelangusge level. Results J{ the
Battelle Developmental Inventory (Newborg, Stack,

Whek, Guidubaldi, & Svinicki, 1984) placed twé subjects
at the 8-month normative level for communication devel-
opment, and three subjects between 12 to 17 months.
Naone of the children were producing meaningful words,
and all had limited repertaites of voca! behavigrs. Four of
the subjects demonstrated cognitive skills at a tevel
greater than 1 year below their chronological age (sce
Teble 2). Behaviors such as self-st‘mulation and persever-
ation occurred frequently in the actions of three of the
subjects. Seif-stimulatory behaviors were definred as
highly repetitive motor behaviors and included spinning,
banging or flioping objects, eye rubbing, or rocking.
Perseverations involved the continuation of a response
long after it was appropriste.

All of the subjects exhibited complex medical histories,
including cereb.al palsy, febrile seizures, microcephaly,
snd in four of the subjects a reportad history of recurrent
ear infections and otitis media. Neonata! complicstions
weie noted in the cass histories of 2!l of the subjects hat
included respiratory distress syndrome, epres, intraven:
tricular hemorrhage, and feeding swoblems. Two of the
subjects were prematurs, with a gestational age of 24-25
weeks.

Procedures

An adult female speech-language patholdgist with 13
years of experience in early interventica interected wits
each child under conditions of adult-initisted interaction
and child-initiated interaction, as ocutlined in Table 1.
The SLP had not interacted with any of the subjects pricr
to the videoteped session. The early intervention project
stoff identified toys thet each child was familisr with and
respensive to. The toys included stacking rings, woeden
puzzles, large-sized peg boards, ectivity boards with

TARLE 1. Diferences between sdult-initisted vs child-initisted intersctionf.

h

Adultinttisted

" Childnittatsd

SMW&W&MM«W%
e
Adﬂtd«l@zmwﬁﬁhwmmmmw&

Spi?;ic&gwm teughy receptively (péaﬁnghwp&m)
and expressively (shs; uctions
The aduli G;m ulyusad ga&sww&iwf;eamm&e

Ammmmwu&wwamamm
13 referent.
Imitation and shaping aro used to elicit closer epprozimations

TESDONLR.
Secondary reinforcers (claps, pvalse, tokens) reward the
occurrence of target behavior.

A lovel of communicaticn {s targeted - contest, form, and use are

indivizible.

Activity is desigoed to allow foz 8 variety of communicative
tehaviors to accur; adult interprets.

Adu!timpuhwnmsmcwd‘sbehambymweﬁnsuu
a seguest, comnent, protest, and o on.

Adult sdds complexity %o spontanzoutly cecusring behavios.

€ _mmunications are interpreted vasisbly to czeate novel exects
with limitsd communicstive behaviors. '

mxw;ma;mmwmmmmmm
child produces is responded o each moment.

Any bahavicr intsmeetabls a3 communication; adult imparts
oopmﬂywb&wnm

Munmmwmmwwm@mm
to indicats whet child had communicated.

Behaviors are reinforced through their efects—controliing the
ections of the adult end toys.

Sources: (Arwood, 1833; Bailey & Wolery, 1834; Bricker, 1888; Fey,

1836; Ingrem, 1877; Leonard, 1884; McConkey, 1984, Mahler, 1975;

Mahoney & Weller, 1080; Piaget & Inheldes, 1869; Roberts & Scheefer, 1884; Snow, 1884; Tronick, Als, Adamson, Wise, & Brazelton,

1978; Warren & Rogers-Warren, 1685).
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TaBLE 2. Characteristics of subjects.

Subject
A B C D E
Chronologicalage 2:6 2.6 2.8 2:10 2.10
Sex F M M M F
Battelle Developmentsl
Inventory Age:
Communicetion 0:9 09 14 1.5 1:2
Cognition 1:2 01! 1:2 110 1.8
Social - 1:8 18 2:10 1:8
Motor 1:0 01 08 23 19
Hearing
‘Normal acuity?  yes yes yes -»¢ yes
Otitis Media? yes  yes  yes yes
Medical
Gestation *
weeks 25 38 25 35 Kt}
Seizures yes yes no no yes
Cerebral Palsy yes no yes no . no
Other microcephaly
Behavior
Selfstimulation no  yes yes yes no
Perseveration RO yes yes yes no

dials, buttons and levers, stuffed animals, puppets, and
functional items such as hair brushes and dishes. The
level of communication goals that were targeted for inter-
vention also were provided by the project «'aff,

Each child was videoupud during a single 50-minute
session of interaction, for a to.al of 23 minutes under each
condition (see Table 3 and 4;. The same adult interacted
with all five subjects over a period of two consecutive
mernings. Three of the subjects (e.g., Subjects A, B, and
E, selected randomly) were placed Srst in the adult-
initiated interaction condition, and ewo were placed first
i the child-initiated interaction condition (e.g., Subjects
C and D). All sessions teok place during the moming
hours at the child’s preschool building. The room was

TaBLE 3. Example interchange betweer «dult and child within
the adult-initiated treatment strategy,

Adult:"(Presents a red ring).
“Lets put this one on.”
{points)
“Tell me ‘on’.”
Child: {Loaks at udult and reaches for ring).
Adult: “Tell me ‘on’”
Child: (Produces vocalization and taps toy).
Adult: “OK, you put it on”
{assists child in putting ring on peg.)
*Yeu, you put it un”
{clups)
Adult: (presents a green ring)
“Lets put this one on, Tell me ‘en”.”
Child: (Produces a vocalization and Inoks et adult).
Adult: Attempts to shupe 2 closer approximation by modeling
the target wond,
Child: Produces an approximution of the target vowe),
dult: “On! Gond gitl, you put it on” and assists ehuld in
stackiag the ring. Claps at child's success.

21 28-36 January 1980

quiet, with only the adult and the chiid present. Only
those toys presented by the gdult were accessible to the
child to >:inimize distracticns and maximize opportuni-
ties for interaction. The children were sedted either on
the flooror in a pommeled chair, depending on the child’s
ability to sit unassisted. Under both conditions the SLP
actively attempted to maintain thefinteraction through
snimated expression, changes in vocal inflection, and eye
contact.

In the adult-initiated condition, the gdult presented a
stiraulus to the child, such as a stacking ring, adoll, ora
large wooden puzzle (sce Table 3). The adult targeted a
response to the toy and a communicative hehavior, based
on the child’s level of functioning. For example, the
targeted response for subject E toa ring-stacking toy was
to stack the rings from large to small on the peg, and the
targeted communicative behavier was to request the ring.
by imitating an approximation of the word “on.” The
following exchange is an example of such an interaction.

In the child-initisted condition, each interaction began
when the child produced a behavior that the adult chose
to respoad to as being communicative. Generally, it was
the highest level behavior that the child produced at that
mament iu time. For example, if the child vacalized and
pointed while moving a foot, the vocalization and point
were interpreted by the adult. The behavior produced by
the child could occur fortuitously and without spparent
communicative irteat. As a result of the child’s behavior,
the adult provided a consequence in the form of 50130
action with toys-at the child’s developmental Jevel and
contextually appropriate comments. The following ex-
change is an example of such an isteraction (see Table 4).

Tl.e adult’s role was to provide & response that im-
parted mzaning to the child’s behavior, o that, for exam-
ple, a child’s touch to the hair resulted in brushing the

TaBLE 4. Example interchange between adult and child within
the child-initiated treatment stretegy.

Child. (Repasitions body away from some stacking rirgs that
are placed on the foor.)

Adult: (Interprets the body tura as if it were meaningful and
cgmn)wntcatiuc by making a toy bird tumn onz of e
nngs
“Ch, you want the birdie to tumn it.”

CThild: Looks 2t the adult, then 2t the rings, and touches the
tings,

Adult; (:(:gmwu the touch as a reyucst to repeat the action,
(s 2gain makes the bird turmn the rinls)

“0h, you wan% hiu!nw to ;uxg“tge dil:z)lwn
m—turn"” (s n in vaice)

Child: 'S‘gles. la:!:s atpt::rd and turns the rings henelf

Adult: (Interprets the child’s action as 2 request for a tumn)
“You want to tumn snother npg?‘. ‘

(makes the bird assist the child in adding and tneming

Child: ?I:;wmﬂb?c)k and touches her hair fortitounly while
" vocalizing, and looks at the adult.)

Adult: Interprets the new behavior &3 if it were meaningfu)
and communicative by saying “Oh, you want the bird
to kiss you,” and makes the bird kiss the child at the
point of the tauch,
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child’s hair, & child's foot movement resultzd in a puppet
chewing on the child's toes; and a hand movement
resulted in ohtaining a puzzle picce or peg. Any apparent
attempt on the child’s part to cause that adult respouse to
recur was vonsequented by repeating that behavior, but if
no intentional behavior was observed then any fortu-
itously occurring behavior was interpreted and re-
sponded to.

Scon’ng

The middle 15-minute segment of each video recorded
interaction session was sampled by analyzing the fnal 2
“minutes of each S-minute interval, resulting in 6 minutes
of analyzed behavior for each subject per condition. This
yielded approximately 500-700 behaviors per subject for
each condition. Written transcriptions were made de-
scribing the behaviors of beth the adult and the child
(e.g., Adult: *’You want to pick it up?” flooks at child, then
bear—makes bear pick up toy/. Child: /giggles~—smiles—
vocalizes (vowel)}—looks from bear to sdult to bear—
covers mouth/). The behaviors exhibited by the child
were then scored using the scale detailed in Appendix A,
called the Infant S~ale of Nonverbel Interaction (ISNI).
This scale was developed in order to provide an instru-
ment for describing interactions comprehensively, rather
than to sample representative elicited communicative
behaviors (e.g., Brigance In' -ntory of Early Develop-
ment (Brigance, 1978), or Portage Project Checklist
{Shearer & Shea, _., 1976).

The ISNI incorporates sufficient behaviors at varieus
levels of development to allow for a complete categoriza-
tion of the numerous types of behaviors spoataneously
exhibited by the children. It provides for the categoriza-
tion of a child's communicative behaviors into the cate-
gories of communicative vocalizations, limb actions, and
facial/lbody postures. The cosununicetive behaviors
within each type are further categorized into six develop-
mental age levels from 1 to 18 months. These levels
comrespond to the substages of sensorimotor development
identified by Piaget (Morehead & Morcherd, 1074; vi-
sget, 1862; Piaget & Inhelder, 1859),

Validity

Items on the Infant Scale of Nonverbal Interaction

were derived from a variety of normstive scurces (Bates,

Camoioni, & Volterra, 1075; Bluma, Shearer, Frozhem, &
Hilliard, 19786; Brigance, 1978; Dore, 1866; Eimas, Sigue-
land, Jusczyk, & Vigorito, 1971; LeMay, Griffin, & San-

. ford, 1878; Prutting, 1679; Roeder, 1877; Schafer & Mo-
ersch, 1981; Shearer & Shearer, 1978; Trevasthen, 1977),
In order to be included on the geale, a communicative
« havior had to be referenced .. wcurring at a specified
developmental level on two sources of normative data,
such as a research aticle, a developmental table, or o
criterion-referenced test.

Reliability

Reliability of observations was established by produc-
ing 2 written record of the commuricative behaviors
exhibited by the child. The counter on the VHS equip-
ment was used fo idemtify tape scgments. All initial
abservations and written records were made by the SLP
who originally interucted with the children. Tape seg-
ments consisted of recording the sequence of behaviors
that occurred within a communicative turn, generally
3-10 seconds of behavior. The segment was viewed
repeatedly, with each repetition fucusing on a specific
behavior. {e.g., hand movements, then leg movements,
then faciel movements, and so forth). This procedure
resulted in a_comprehensive transcript of the child’s
behavior.

Five of the 2-minute segments, randomly selected from
across all subjects were observed and recorded by a
serond cbserver, who was uninformed zhout the nature
or purpose of the study. This observer had early child-
heed experience, but not with handicapped childrea. A
one-half hour instructional session ws provided in which
the observer was trained to describe a behavior (e.g., “the
child smiled and moved her hands” rather than “the child
was excited”). The second cbserver then viewed the
taped segmeats in accordance with the procedures fol-
lowed in the initial scoring. Thé obsesvations of the
aninformed observer were compared to the orig'nal writ-
ten transcript. Points of agreement were degigna 2d with
a checkmark, while differences were wri' o abova the
criginal transcript in paventheses. The _ercentage of
agreement was caltuleted. Percent agreement between
the first and second observer was 94. Only three differ-
ences were oblained between the second cbserver and
the transcript for behaviors that were scored as commus
nicative, and all of these were «n the category of gazing at
the adult during the interaction. Differences generlly
focysed on details in body mevements, such as “moved
fingers and touched hair” versus “touched hais.”

Reliability of scoring was established by having the
SLP and a graduate student in speech-language pathol-
ogy indepéndently score the transcripis from five ran-
domly selected 2-minute segments. Each behavior re-
ported on the transcript was assigned to a developmentsl
level and category of behavior from the ISNI. Inter-rater
reliability (i.e., perceatage of agreement) between the
first and second scorer was .85,

RESULTS

Results ere based upon the frequency of communica-
tive behaviors occurring in the child-initisted and edult-
initiated conditions. Differences between the two condi-
tions sre reported for esch child at three lovels—total
frequency of communicative behaviors, frequencies of
the three categories of Communication Types, and fre-
qQuencies of five ¢ *_gories of Communication Levels., For
each categorization, a difference between the two condi-
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trenns oy gadied to have vccurred o adl Ave of the suljects
produced o kigher frequeney of a conmnunicative behav
wor e onte condition, either the child-mitisted or aduljt-
natiated. This decision results ina 031 sigmficance level
for cach comparnon according to the Sign Test (Huber &
Runyon, 1974, pp. 300-302).

Table 5 displays the frequency of accurrence of com-
municative beh viors classified by communication type—
vocal, limb, and facial/body. The right-most column dis-
plays the total number of hehaviors clicited in the adult-
imtiated and child-initisted conditions for cach child. All
children produced more total conununicative hehaviors
in the child-initisted than in the adult-initiated coundi-
tions, -

The eategorization hy Communication Type shows that
the frequency of facial/hody movements wan higher for all
subjeets in the child-initiated than adult-initiated inter-
actions. Differences m vocahzations and himb moveme.is
did rot consistently differ across the-twor interacuion
conditions.

Tuble 6 shows the frequency of communicative behav-
wrs for each child 1in each condition categonzed by
Communication Levet. All children showed more Level
[} and Level V bhehaviors 1in the child-imtiated than the
adultantiated conditions.

DISCUSSION

The results of the study indicated that the manner 1in
whach an adult interacted with prelanguage handicapped
cluldren did produce o change i the behaviors exhibited
by preschodl, handicapped children. Use of the child-
intisted approach resulted in overall higher frequencies
of conmumcative behiaviurs, o highar number of hnib
muvanents, and o hagher nuinber of Level 1 and Lovel
V behaviors.

In general the type o comunicative behaviors exhib
sted by i dividaal sulyects was consistent aeross interae-
tivee conditions. That is, childien who produced more
lind, muvemests than vocalizations aud so forth did so
within hotl iateraction approaches. Oue notable excep-
tion was Subyect C who suffers » erehral palsy and who
exhibited limited he I, hody and YHinb control under the

TanLe 5. Sunnuary of subject respomses by canununication type

Type

tntatuwen Vocal  Limb  FacioliBody  Total
Subpet A Adalt 5 24 17 A

Cluld 5 K 3l 54
Sulyect B8 Addult i 41 KE) 88

Clold 22 4 15 e
Subject <0 Adalt 32 13 3 53

Clulkd 35 4+ 47 126
Suljet D Adalt 3 25 26 54

Cluld ] 43 29 8
Subject £ Adalt 15 56 63 135
: Cluld 43 44 Hb 173

ERIC

Aruitoxt provided by Eic:

e
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Lastt b, Sununay o solyedt responses by desclapnie ntal level.

Level

lutintion { i tl I v
Subject A Adult 5 H 3 +4 0
Child 1] 23 11 Y 16
Subject B Adult 5 61 12 2 8
Child 1 39 27 13 26
Subject C Adult 2 3Y 4 1] 8
Child 6 56 3y 2 23
Subject D Adult 1 26 9 2 16
Child 0 i 23 8 a8
Subject E Adudt 1 G4 e 15 20
Chiid 1 88 4 9 29

adult-initiated condition. When snuall and fortuitously
ocenrring movements were interpreted as communicative
both the rute and the level of these behaviors incereased.
The child worked to keep bus head raised to watch the
toys, frequently producing smiles and grasping motions
that were juterpreted as requests for recurrence or change
in the action. ’

For all of the subjects the level of vocalizing either was
the smue between conditions or was higher in the child-
initinted condition. Direct attempts to elicitand reinforee
vocalizations within the adult-izitiated condition did net
increase their oceurrence relative to spontancons produc-
tions in the child-initiated interaction. The greatest dif-
ference in vocalizations between the two conditions was
observed in Subject E. When attempts were made to
elicit vocalizations under adult-initiated conditions she
exhibited many behaviors that rejected and tenninated
interaction Her level of vocalizations was greater within
child-initiated interactions, purticularly when the adult
perturmed avariety of changing actions in sespunz«¢ to her
ntterances.

When the commumcaative lesel of the behaviors was
esamnned some interesting trends weie noted. Stage |
behavions did not ditfer hetween the gronps, ovenrring
with low frequency under both couditions. These behas-
1o are normatively appropriate hetween the ages of 1 to
3 months and generally are reactive and nonspecific toa
particular stmmlus, AR o1 the subjects generally pro-
duced belaviors that were at a higher developmental
level than the squeals, randon.s body movements, and
reflenive smiles characteristic of this period.

In genesl Stage H hehaviors ocenrred with ingl fre-
(ueney thromehont the juteractions under bath condi-
tivus. These belaviors inclnded vocalizitions that were
nowspecific bt direeted towards o toy or the adult,
resches fur objects that were placed within close range,
juint fiens to something presented by the adult, and
smiles andd frawns direeted at the adult, A higher ocenr-
rence of this level of bhehavior was observed nnder the
adit-untiated comdition for four of the subjects, indieat-
e that the children were respousive to the adnlt and to
the stinmli that were presented, However, for Subjects B
and 1) nany of these behaviors were selbstimnliatory or
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perseveralive in witnre consisting of thppnge or hanging
ohjeets that were pliced within weach.

Stage 11 behaviars nehiced attempts to nnitate speceh
sunnds, vocahzustions with an intent to elicit sction o
assestance, imitations of gestures, goestures with s intent
to ehiet action or assistance, sand suiles 1 esponse to
teases o cutertnment. For all subjects this Jesvel of
mtewction wis ngher under chubd-antiated condians,
Oue aspeet of the interaction that appearcd o hine

“cantributed to the higher frequeney of belavions at this
dev clopmental Tevel was the duld’s gereeption of cone
tral. At variows pumts within the child-mitiated play. the
children appeared to make the discovery that ther ac-
tons controlled the behaviors of the adult. This discovery
resulted in observably more mtentionality aid mainte-
winee of the interction. Behaviors such as repeating an
witially fortuitously ocenrring behavior, coordinating be-
hias sors suchs o ltmkmg and rc.u:inng. \\‘dldlmu ul)jccts LY
they moved, gl and vocahzng began to ocenr with
high fregueney at dentifiable pomts within the interae-
tious.

Level IV behavion occurred wath Lo freguency under
both conditions. Vocahzations at this level are charaeter-
ized by it variety of consonants and are highly imitative,
behaviors that were generally above those praduced by
any of the ehildren. Most of the level IV behaviors that
were exhibited included imitating functional actions. A
higher frequency of the communicative actions produced
by the children were rated at Level V. Most of these
behaviors consisted of points, reaches and grahis at objects
or toys to indicate requests for reactivation or possession.
For all subjects they occumed with greater frequency
under child-initinted conditiors.

In many instances the manner in which the adult
responded ¢ the child contributed to the greater occur-
rence of Level 111 and V bebaviors within child-initisted
interactions. At points where the children engaged in
self-stimulation or aattentive behaviors such ge looking
aw ay, these behaviors were consequented with action as
if they were intentional and meaningful. A re:poasive
action performed with <he toys by the adult generally
resulted in the production of a higher level hehavior by
the child, such as an intentional look or reach toward the
objects. Within the adult-initiated interaction, these be-
haviors were viewed as inappropriate and therefore were
not reinforced. Attempts made to eliminate them by
interrupting the self-stimulatory behavior and directing
the child's aftention to the target stimuli resulted in a
higher frequency of Level 11 looking and reacting.

In summary, many of the propesties inherent in the
child-initiated style of interaction appear to be conducive
to the production of communicative behaviors in handi-
capped prolanguage children. Howcver, this study
looked only at the immediate effects of adult interaction
stvle an the communicative behaviors of prelanguage
children. Fuither studies explaring the longerterm cf-
feets need to be conducted in order to deteanine if
child-mitiated interactions are cfeetive in facilitating the
development of speech and language.
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APPENDIX A

Infant Scale of Nouverbal Luteraction

PROCEDURES

. Recording Interctions

. Videataped recordings are nude of equal segments of inter-
whion wender both adult soatiated and Chald initiated cends-
tions,

. The inte ractiviad lichaviors of bath the clald and the adult are
observed in order to provide the context for meking judg.
ments cobventog the gpe aml level of interactive behaviurs
exhibited by the childd.

. Swnplingg Intensctians

1. Reprewentitive samples of the behavior are ohtuined by
seleetig i segent of the tape and then recording all of the
beluviaes that ocenrered durtog specified mtervals, Far exame.
ple, 6 munstes of cantinuons data were obitaired by sampling
theee 2enanute segments, (e, the final 2sminutes of each
S-minute ikterval).

. Intenaly are mesnred aamg the counter on the VHS equipiment.
This proceadure alluws for @ sement of the tape to be viewsl
repeatially . which s pasticularly important hetavse of the mulh-
ple behavion sunultacunsly asenved and revondad.

A An event recording procedure is ised, where the presence of

ta —

tw

euch critetion behavior is recorded every time that it occurs
during each 2-minute interval.

111. Coding Inteructive Behaviors

1. Scuning 1s conducted by recording each behaviar n the
sequence that it cccurs within the interaction. First a Dovel-
opmental Level 1s noted, followed by the appropiiate Cater
wory and Type.

2. Tie developmental level of the iniemative behavior are
reconded accordding to the following:

LEVELS OF INTERACTIVE BEHAVIORS

a. Level 1 (1-3 Meuth Rating). These behaviors ocenr in
response to genend stimulation, and Are usually in ~caction
to the wlults actions or the general environment.

h. Level 1 {4-6 Month Rating). These behaviors ocenr in
response to pliy between people, genenally reflecting turn
taking but not specific control over other.

¢. Lovel HE (T to 9 Month Rating). These behaviars occur
when the infant initiates control in the uveractiun, by
wmtating achons and reacting 45 participants share interac
tion with objects.
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A Level IV (1010 12 Manth Ratng). These behaviors inednde
smtations of wctind functonal actuwan and conventional
gestires or vocalizations, thew meamme i wsually clear in
context.
e, Lovel V(13 o 18 Manths Ratane). These hehavions are
direetird at getting the adult o share alyects, on to contol
the game sa the adult heeps play g,
3. The Categary of behavaos s recorded gecordimg to the follows
mye.
& Vaealizations, meludigg nonspeech sounds, specel sounds,
and words,
b Lamh Actions, meluduge movements and gestures of the
Lamls, arms, legs, and feet.
. Factal and Body Postures, including movements of the eyes
annd wmonth and hody positiommg that wie socal,
. The spevific Type of beltavior i recarding acearding to the
fllowmg types, Iisted by Developuiental Level and Cates
Rrury:

<

I. 1-3 Maunth Ratmg

Vocalizations

. Uncifferentiate] Vocalizations done to general environ-
went, rather then ospecific stimuluy

. Generalized squeals or eliickies af pleasure or fenstration

. Coos and othetr vowe? vocalizations produced to general
stimuli

. Respomds ta others® vocalization with a vocalization m vocal
play, not play with ohjects

Limb Actions

1. Random body inoveinents showing excitenent

2. Startle response

3. Attract attention with hody niovements

4. Auticipatory activity (excitement when ohject seen)

Kacial und Budy Postures

1. Maintains eye contact when fnteracted with

2, Smiles or widens eyes when talked to

3. Luaks at people, not in responsc to play. with objects

4. Visually follows people and abjects

11. 4-6 Month Rating

—

& (A1

Vocalization ‘

1. Social vocalizations, induding vocalizing when action dene
to infant, squeals when talked to, cries if disrupted, laughs
to interaction.

2. Vocalizations characterized by intonstion changes in coo-
ing, Bilahinl consonants /Y Y /ny produced, repetition of
CV syllable, consonants, Inv A I 1d/ 1/ A kel N fpl W

3. Imitates pitch and loudness changes

4. Vocaliges directly to ancther person

S. Vocalizes while playing with toy

6. Turn taking in vocalizations

Limb Actions

1. Socal refusals, including pulling away, sheking head

2. Hexets to social negatives with cries and frowns

3. Wiggles limbs when adult initiates a familiar gesture

4. Child reaches toward another penvon or close object

Factal and Budy Posturcs

1. Shows anticipation, including raising arms to be picked up,
moving close to another, clinging when held

2. Sumiles o frovns at other pecple, but not because of play
with objects

3. Moves to see what is being shown or looked ut

4. Joirt focus to something presented by adult

111. 7-9 Month Rating

Vaocalizations

5. Attemipts to imitate speech so. 1ds (nay not be same
sounds) and CV sequences

. Vocalizations show chunges in pitch, quality, inteusity, rate,
amd duration

9

Q

RIC

Aruitoxt provided by Eic:

O

. Vocalizes to have toy reactivated or wdalt da setien

. Vocalizey at objeet, then looks to kdult and mdienss the
newd for help by & pull, grab, cte.

. Luitutes nonsspeech soands (cough, s king, auimal, ve-
hicles)

 Imitates words without attaching wceaning

. Babliles phirues with 4 o more dillerent syllubles, mclud-
vzt sowndds snclus o 1 Ied Il i1 vl U

Limb Actionx

1. bumtites movements like wiving went, patting hand an tray

2. Pushes away anwanted fead, abject, person

3. Moves limbs to indiczte reactivation ar reenrrence

4. Grabs adults fingers, pulls hand cte. i indicate recurrence

5. Doos uction for tamiliar game like pat-a-cake

Facial und Body Pustures

1. Smiles und Laughs when teased or entertained

2. Pully back or noves to reject something

3. Uses eye contant to indicate recurrence ar help

4. Moves by leaning over or moving forward ete. to fallow thye

artions of adults and abjects

& 0o

-3

1V, 10-12 Month Ratings

Vaoralizatinns

. Repeats vocalization if it is tespanded to

2, Finaes, cric, tantrums when desire? object removed

. Eapresses negative reaction through vacalization

. Uscs single word ta Jabel

. hinitates a series of sounds said by adait

. Uses jargon to toys and people as if talking

Limb Actions

. Puints tu noticed objects

Points to parts of ahjects upon imitation

. Imitates actions that are functional (eating, washing. . .) or

teprats modeled sction b make the event recur

. Imitates novel gesture

. Extends toy to give, but doesn’t relesse

. Gestures to represent an action (wiggles hand to Zet some-

thing to meve)

. Uses social gestures like waving bye-bye ar shaking ‘no’

Facial and Body Pastures

1. Wiggles body to continue a movement like bouncing

2. Maves hody to represent an action (rocks to represent &
racking toy)

[« X4 K

5 oOtrd Lide

V. 13-18 Months Rating

Vocclizations

1. Uses five words

2. Uses one, word for many meanings

3. Imitates variety of words

4. Uses jargon mixed with real words

Limb Actions

1. Gives nbiects to adult to get toy to (re)activate .
2. Foints, reaches, grabs cbjects or toys to indicate wanting

them
3. Repest sctions that preduce laughter or attention
4. Uses gestures in combination to indicate wants
Facial ard Body Postures
1. Imitates movement or expression
2. Leads sdult by hadd to desired object

V1. 18-24 Months Rating

Vocalizations

1. Vocahulary of 10-50 words

2. Imitates 2-3 word combinations

3. Attempts to describe experiences using jarkon mixed with
resl words )

4. Uses a varicty of word classes (sctions, ugents, sttributes
ete.)

3
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Lunb Activns

L HHands bouk ur object ta be read or shared

3. Does & series of relational actions

Fucial and Budy Postures

1. Daes uwn sction if uther person will nut respond

IV, Heliahility

1. Scurers ure trained until they reach a level of 80% accuracy
in coding the behaviors.

2] 28-35 January 1890

9, A coefiicients of agreements method s used to estimate
reliability of scorer judgments. An index of both the raty of
agreement hetween abservers, end instances of agreement
are obtained.

IV. Analysis

1. Behaviors are tubulated to obtain frequency counts.

2. The obtained data is cubjected to statistical snalytes spe-
cific to purposes of the study.

y
f,
\




programming for the seversly and
profoundly handicapped

i Les Stemberg
Cluisty Battle
Janet Hill

prizie comauaicaiien levels and scivites.

cu2s narfowly on the asea of communicalionflanguage.

eommunication as a separats enlily from language.

[ 4

Prelanguage communication

. The Vin Digk program Ass beca deveiopsd, ka parl, nmammwmm
L pregramming nesds of doxl/blsd individsls. This gaser reprasanis a3 lelerprsizica sl ths
Vammmcmhmummamwmmu
Wm.mmuuwwmsemm.u
thmkabﬁaﬁmkw;m

Althsugh much has been written about languags davelopment theory
(Chomsky, 1839; McNeill, 197G}, ssssssment of fanguage (Horsimsler &
MacDonzld, 1675; Kirk & McCarihy, 1868; Les, 1971), and language Intervan.
tion programs and techniques (Cuess, Ssllor, & Baer, 1974, 1878; Giay &
Ryzn, 1873), thare Is litile theoretical, sssessment, and Intsrvention infor-
matlion pertalning to prelanguags communication skills. The Hteraluss fo-

Caion 13
pasiclly & FOCEIs W Sxchangu BT, Whdtea sTanguage I3 a sirve
{is7¢ whichi one uses 10 communicate. The cumrenl trend seams to make
communication synonymous with {ormal language structures (l.e., oral pio-
< duclion, signs, symbols, codes, eic.). This is sppropriate only if tha human
subiects under invesiigation are capabls ol dealing witha formatizad sirue-
tured fanguaga. For many severely and profoundly handicapped individy.
als. this synonymity Is not warranted. Rather, one must begin dealing with

E TC :co.iing to Hollis, Carrier, nd Spradiin (1970), bl Ls2chers of-the
m Spp¥y must determiria the diseblad{ndividus?’s funaiional receplive
and expressive communicalion channeis. For those individuals who 216 52-

acqu
comy
ehot
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moremants, the chiid uess kilosyncratic represantations o think and to
communicaie. Evantually, theee mm!c‘mmmm g replecec
by conveniions) repressatations of {snguage.

The major mission of the Van Dilk communication progiam ia {o heip
the prelanguage, nonrcommunicaiive Individua! develop communication
snd eventuelly Isnguage, This is accemplichad By using s slegefo-slege
procedura which mmamzwmemaqmmem;@ma
communication awsrenssa.

THE VAN SUK FROGRAM .

The first majof procedural stage of the Ven Dijk seammunicatln pro-
gram Is termed ssecrenezs At this stage tho ehkeiasmeaiRetraomiy
orersrSe e TR ST IO uisntamatherious . Here ons pssponds to

the child’s movaments 23 If they were communicative theredy helaing the
chitd learn that iis movamanis can effsct change. Emphar's Is placed en
the daveinpment of & primary relztionship belwaen theteachor andchlidto
provide the chiid with & connecilon to the cutzide weorld, Here tha teachar’s
bshavior is contingent upon the child's bahavics. inftlally, ons sleris wilh
paslc movemant paiterns of tho calid {e.0., rocking). Hf tha child showa no
consisient movament patterns, the teacher must help the chlid develop
movemanis which can be used In a movement program. Such movementis
coa uoustly ba promoted through the use of shaping tschnlquasend thasp.
plication of ciher behaviorel principlas es apart of thochilid's tegular physl-
cz! education or ghysicel therapy tralning. Sleniing with these nonthreaten.
ing.movamant paitams will he!p meke ths neceasaly fater tranasition to
sitered body movements easier.

In tho resonsncs siaga It s mandatory that the teachsr ba inthe samae
physical plane with the chiid (bedy-to-bogy). Fos exampla, if thochild hes
been observed to rock, ihateachar would reck whih the child with tha child’s
back syainst the teachor's chasl. Letsr, after the chiid dsmonstrated suc.
cess In the body-to-body plane, cne may procasd to the oppositicn plane
(ihe teacher facing the Shild), but soma physical contact I3 sti}: necessany.
in rescnance, thera s no eeparaiion in tims or epats. Receplive réscnance
i3 evidant when tho chlld shows awaransas of the mutual movemeni 3.g,
activa participailion, smiling, cocing). When tha tsacher and ehlid movato-
gelher, the tezcher ehouid slop and wudito 223l the childprovicsg acuato
tho teacher to Inftiale tha movement cnca egain. Thass expressive resen.

.cue3 (2.0. 2n Intentional push backwards agalnst the teacher's chest,

vetgzenatiogmabanistelguly

Q
ERIC ng 1o 1sacher's teg) can bo dereioped Inttially by phyalcsl guldanco
IS by toliowing the cuo with the doalred movement,

aRilmb o ¢4

o fmmmen. mm
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triinsic reinforcement s neceassary, for movement liself I lr
forcing. Again, /he purpose of $his procedural stagsis not
manis bit rathAr to uss movementfo communicate.

The second sizge of the Vas Dijk communicailon pro
ESectUINRSTRNS At this levsl, tha testhar and the child &
soaca but not in time. For exampie, the teacher may sit bas!
malning In closs proximily. The tekcher may Initiats a farr
(with of without a comsspording cts) to detesming the chike
aciive movament (l.e., &n awerensss of the mutuay moveme
may use & signal io inltiate & mutuai move (1.4, expressive
meni). The movement dizlogue continues, but because of ti
spacs, 1na child mual obsarys the teacher as thai2acher pic
moveme:) to anoiher. Again, saquencs and anticipation &
gradually building up ssquences the child can parform w
Typicsily, groas-nolor movemaiits 818 pursued bafore fi
mante. Symmetrical moverm.nla (8.9., bothb limEsmovingin
tions! plane at-the same-time) appesr o' essier {0 dy
aeymmairical wovemenis. Once the child can movs throL
moveshent sequences with the adult, objacis can be Infr

‘movemant sequances. For exempla, teachar end chijd migh

blacks from a box, carry them to the table, and placs th
tasle. Through this type of activity, the constructive use oi
teractive play are stimulated. The child learns about objsc
his of her body.and movemants, thus helping him use the bx
expiciing the worid.

When the chiid can follow a-seriss of co-activa symm
melric movements, nonrepresentations! rafsrence sctivitl
Tha purpozes of these aclivities are to build body Image
chlid that tha body can be reprassntad. Inliiatiy, the tedcher
of kis or her cwn body'end indlcates to the child to duplic
that le being modsisd, Onca the child dizplays consistent
tional releréncn movemsnts with the teacher as & model,
Introduce & $oj 23 @ modsl, Tha doll-as-teacher motel ther
figure-23-oll model and {inally to & paperipencli of chaixbx
raprazentaiion cf the body. Again, each modal end the chl
In space, but the mode! remuins for ths child to dupiicate.
thesa activitias Is to daveicp body Image, (o teach pointing
chiid cecome awsrs that the body can be ropsesanied,

The third slags of Van Dijk's communicailon program|
Hev® Hare thers Ia esparalion in Solh time end space. Try
play a centalns movament paiisrn, alop the movsment, andv
to duplicais the pattemn (i.e., receptive deferred imitation) «
Iriltiats tha aams sotivity, provlding (he exnseasiva cua {lo.
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¢chalkboard stick figures as representation, tha taacher would drew the
siick figurs moda!, ask tho child to look 2t tie modsl, arasa tha rodel, and
ask the child to duplicate what he or she asw. In this sliuation, then, the
child must dafer movemant unlll after tize model Is no longer avaliabla.

A communication device usad throughout the - ictive movement and
deferred Imitation stages is enticipation shelves. Typically, thess ase 58
quences of connected cublcies, each cublicle raprasenting e diftersnt activ-
ity during the school day. Within each cublcie will ba placed an objsct ihe
child will assoclate with the spscilis aciivily (2., & cup reprasenting
lunch). Just price.taesch activity, the child Is requestou to get the approprl.
ate object (inltially this will be done through physical guidancc), and then
{te chiid proceads fo the related activity, Once tha chiid is finished with
this activity, he is directed toward putling the object back onto tke apprepsi-
ate sheif of into a “finiched box.” During co-active movemant, the major
purpose of the shell is to have the child associate the cbjact with the physi-
cal movement toward the comresponding activity; in defsrred imitation, the
purpose is to have ths child associate the object wilh tha actual sctivity.
The anticipalion shetves procedurs i3 consistently repeated, angd the proce-
dure helps the child structure the day, teaches ths funciion of cblects, and
helps the child mske transitions from one activity to enother. The progres-
sion of diiferent nonre}, esentaticnal rafevénce modsis in the co-zciive
movement and daferred imitation stagas fiom concrals to absiract is aiso
evident in the anticipation shelves. Ona Initiatly starts with objects, then
proceeds to predrawn piciures of photographs of the objacts, and {inally to
graphic of line diawings of the objecls, Again, befors the chlid can use an
abstract sepresentational system {language), he or she must bacoms aware
that things can be represented.

Resonance, co-2ctise movement, and deterred imitation should not be
iooked upon as procedures to be used in anisolated actlvily approach; thay
mu3t be infused into a child’s totcs program. For exampls, itthe childisin
the co-aclive communicailon lsvel, everything that happens duzlng the day
should be dons co-actively (6.9, washing hands, moving charis to a tabls,
elc). Given the supracrdinate nature of communication, its ralationship to
other ecological events must be sirsesed.

As @ resut of a child's progression through ¢3lerred imitatics, natural
gesture construciion will bacomo evidanl. This phasa serves as ths tranal-
tion from reference (o represantation, Here the child leams that refined
body movements can be used to communicate. This realization I8 nsces-
sary In order for the child to move fsom the cuncrete to the absiract, and to
understand the future uge of symbols and languags. Nalural gestures gre,
by definition, tse thit are goli-devaicped. As such, they are not really

QO iable to procedural development. Initially, the gastures will reprasent
R C: thie child can do with the objsct (performaiive function—e.g., tearing
== on for paper, throwling motion for bali, etc) to what the object locks like

7o), Agein, it Is
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@ mcior behavior that the chiid has consistently exhihited. In tha beginning
of the nalural gastiirs phase, the gastures sre truly unique to the chiid ana

do not actuaily have meaning to anyona glss. Therefors, the purpose of the .

inttial naturel gesturas may be ssli-ccmmunication (i.e., receptive and ex:
presalve communication within tha individual). Lates, these gestures will be
used upon ragusui and then {or the purposa of expressive {lo othei) commu-
nicstion.

AN ASSESSMENT PROCEDURE

Qur descriplion of the stage-to-stage Van Dijk communication proce
dure repressnls tha presymbelic lave!s of a systematic training approachic
use with prelanguags Individuals, As in all sequentiat training programs, il
is nscsseary to dstermins where an individual falls within the sequence
prior {0 any {Grma) instruction. Miller {1974) supports an assessment proce
dure that includes measures of cognitive, receptive language, and expres
give language behaviors as a necassary siep prior to the implementation of
any communication program. Givaen the ralatienshin-between cognition

communicetion, and language (Furth, 1970, 1071; Moorehead & Ingram. -

1973; Cromer, 1974), determining in which Van Dijk stage an individual be
longs will require an in-depth developmenta! asssssment. Ailthough Van
Dijk's commmunication program represenis procedures to be followed ano

a3 such should be ussd as a fiexibie tool for facilitating communicationde -

volopmant In prelinguistic-children; the obvious veirelation between the
discrete stages and thsoretica! tevels of cognition (e.g., Piagat's sensori-
molor stagas) cannol and should not be avoided. :
The Calller-Azuaa eca!a (Stiliman, 1978) i3 an examp!le of an appropsi
&la develonmental assessment too! which can be used in dstermining com
munication levals-and comesponding Instructional procedures for the se
vareiy/profoundly handicappsd. Sactions of the Scale measure cognitivade
velenment, recaptive communication, and expressive communication, Fig
ure 1 displays & list of seiecled bahaviers from these three targeted areas
Glven Van Biji's procedural slages, the ssiected bohaviors have been col
tapsad per lsvel, By obsarving an individual's performance across the tar
goted areas; one can datarmine the communlication lsvel that basically fits
the cbsenvad bensvioral profile. A word of caution I8 necessary at this junc-
ture, howevar, Tre displayed relationship between Van Dijk's lsvels and
araa behaviors io attil hypothetical, Only through a er:0re dafinitive dexiction
of cognitive and communication behaviors and researched interactions be-
twasn those asseased bshaviors and communication levels can a true a3
gasgment-to-programming modei be for nufated.

CONCLUSION
Althoygh the Ven Clik program has besn used extensively In the Ne-

S
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Figure 1 Cognitive and communication indices of Van Dijk’s iavels

van Dijk isvsis
Prerysonance

Resonance

Co-active
movement

Cojnitiva hehaviorsl indices

Random body movaments

Behavior changes when stimu-
lated orally, visually, tactuaily

Repstitive movemeants; focus on
own body

Participates in another's modifi-
cation of his or her environ.
ment

Reects tofrecognizes familiar
activity

Purposeful activity with objects

Duplicates another's movement
vhits in physical contact with
another

Briefly remembers where object
is located after intsrruption
imitates familier movemsnts as
tong &s mode! present

Explores naw objects

Familier toy leads to familiar
action on {oy

Actively searches for hidden
object

Combinas sepearate behaviors to
roech desired end

Anticipates routing event from
cuss

Figwe 1 Continusd

Van Dijk isvels

Deferred
imnration

Natural
gestures

Cognitiv behsvioral indlces

Looks for object in place where
last sGw object

Imitates new behavior whils
behavior is being modeled

Knowledgs of abjectfiunction
raiationships

Duplicates sequence of move-
ments after ssquencs is
modalad

Usas gesiuras for objects as
long as cbjsct is present

traitates activity ssquence after
considerebla time leps2

Goalgirccted activity

Uses gesturas for objects in
sbsance of objects

Rcoeptive communication
indicas

Movements not in response to
stimulation

Changes bshavior when stimu-
lated

Repeats movements; focus on
own body

Responds to another's cuus by
participating.in movament
modification

Repetitive behaviors on objects;
focus on what i.a2ppens to the
object

Comprehends tactite signals for
- movement
Anticipates next movemsnt in
sequsnce

R.ceptive communication
indices

linderstends simple gestural

co nmands; no physical cuas
f.ecea3ary

Anticipates routine cvant from
cuss

Understands gesture for objact
providied gesture focuses on
uso of cbjact and object is
present

Understanys gestures for
oblects provided gestuie
focuses on :1e; objsct nesd

.. not be present

101

Exprassive communication
indices.

Undifterentiated cry
Different movements/ivocatiza.
tions for specific discomiorts

Gives indication of recognition
of famillar personfobject

Participates in famillar motion
after tedcher initiation; physi.
cal contact necessary

Signals teacher to continue
activity

imitates movements . 3r taach.
ar stops movemsit as fong s
teachsr provides cue by her
position

Usas muitiple signals to con-
tinue activities

Duplicates different mevements
while teacher is moving; no
physical contact neceasary

Exprassive communlcation
indices

imitates movements after
tasacher finishes movement;
nO cuss necegsary

Has gostures that are specific
to certein situations; no
genaoralization

imitates new movemants after
teacher finishes modaling
movamente

Uses gesturas for cbjects/activ-
ities across varicus Situa-
tions; genaralization

Uses gestures instead of

pointing

st in
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use here. Given the priority focus of special education services for the se- :

verely and profoundly handicapped and the need for effective and efficacl.
ous communication programming for this population, the Van Dijk program
represents at best a panacea, and at least a definitive approach to deating
with the prelanguage individual.
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From Reflex to Symbol: Describing, Expiaining, and
' Fostering Communicative Competence

Canl J. Dunst and Linda Wortman Lowe
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.
mmhmmmowmmmﬁmmmdmh
describad particulsr on how ) interactions and both the ciarity and

sreadability” of infant behavior A §
level model of commun ‘ation Is cascribad which permits ditferant forms and modes of commu-
nication (e.g., voice synthesized wingusge) to be token as indicators of certain levels of compe-
tence. The impiication of the model for both assessment and purposes is discussed.
WW(WW-MMMWM)M
can be used for fostering communicative competence are reviewed,

A communicative exchange occurs each and every ofmnmugnforfostmmaoquismonmwn-

time two or more people are together and the behavior municative competence among communicationdm-

Sivor o ancther porson. 1 'tt:sm:whrfg:n' ' ‘

am w. m& ¢ b

(nonverbal, verbal, sign language, augmentative device, Readabiiity of infant Behavior

etc.) the communicative behavior takes, but that the The extant to which an infant produces distinctive,

behavior affects the behavier of another person, is resdable behavior detarmines to a large cegree the

understood by hat person, and is rs-ponded to in a msmhwhbhh!sﬁwpmtsm&dytompmd

manner that leads to a desired outcoms. to tha bahaviors as “intants® to communicate. Goldberg

For the communication leaning chid, progress to-  (1977) de’ined readabiity 8s: *

ward mastery of social-communicativo competence be- the exient to'which an infaits’ behaviors are clearty

gins at birth ?‘dwﬂmmmmﬁwd definad &nd produce distinclive eignals and cues

the use of some type of sywiol system as the principle for adults. In practical terms, readabiity refers to

mdeofmmxﬁ@ﬁm.m.symbolsy‘stwwym MMWMMMmmm‘sW.

elther verbal or nonverbal, conventional or nonconven- looking at me"® etc. An infant who IS easlly “read”

tional, &s long as it provides the child vith a means to snhancos adult feetings of efficacy. (p. 171)

communicate w h others au effectively as possibie. Ameoewug(wm.:q\emﬁsmmdm—
pstencies occurs

Voo

(i

how Jnfant inforactions and both the clarity  make decisions about interventions is a joint func- -
end “readiabiity” of infant behavior contributes to the tion of parent of -2ifectiveness and
. The pradictabiiity and .readablity. When infants are

mmmwmm.(biawmmm to emmive at docisions quickly, make docisions eas-
of communicative development, end (c) a g2scription of W.WMameyde
mmmmamwmnypomwm priate decisions. Note

This is & revissd version of & peper precented at tho annusl provides & high level of contingency experience for
contarsice of the North Caroina Association for the “ducstion of the infant. (0. 173, italics added)

Young Chidean, Wiriston-Sslem, October 1885, Goldberg goes dascribd the circumstances which
Appreciation s extended tn Pam Lowmsn f.¢ essistance in prep- aﬂm&w%hwﬁﬁggﬁ‘

s e -shouls bo sent 1o Carl J. Dunet, Ph.D., When the infant is unpredictable and-difficuit to
Westemn Cevoina Canter, 300 Enota Road, Morganton, NC 286S5. read, deciclons require a longer time, ara difficult

1"
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12 ] Dunst and Lowe

to make, and are less kkely to be appropriate.
Hence, the adult is ikely to behave in a tashion
that results in & low lave! of contingency experience
for the irdant. (pp. 173-174)
Thus.hhsmmme;hfantrespondstoadmt
interventions in an expected mariner, the caregiver's
senseofefﬁcaoyiseﬂmncedand(sﬁismaﬁke%y
) tosustahongomhwncﬂonsandmteoﬁmhw-

m.
mm,mgmmm'founorm.matmﬂ-
maies conventionalized behavior in the culture in which
the child is a member (e.g., using a symbci board as a
basis for * needs).

A Devsicpmental Modei of Commaunicative
Compsisnce

The foliowing is a description of a model of earty
communicative competerce that integrates, synile-
sizes, ind elaborates upon available descriptions of the
geneslfso?nonvubalandverbalmmﬁvebehav-
ior (Bates, 1976; Bates, Benigul, Bretherton, Camaionl,
& Volterra, 1977; Bates, Camaloni, & Voitema, 1975;
Bruner, 1874-1975, 1977; Dore, 1975; Sugarman-Bel,
1978).mnnde!desabessevanseqtmﬂdbvanof
comimunicative competance. The specific behaviors
that characterize sach level define progressively mose
compiex behavior that reflect increasad

ability of the infant's behavior.

Six critoria are usad-$0 assign behaviors to the dif-
ferent levels of The six classificatory di-
mmm:(a)mmmmmmms
aware of environmental events, (h) the infsnt's abiiity
toan&hagoalagoﬂstatattmughmwm«-

actions with the environment, (c) tha degree to which
the behavior is culturally defined and thus has social
and conventional reacability, (d) the extent to which the
child intentionally uses objects to operate on adult
attention or uses adults as means to obtain desked

objects, (e)theextehttowhiehthemmmm-

behavior Is finguistic In naturs, and (f) the extent to
whicti communicative behaviors are used as.sipnifiers

fasmw\gamlfiedhﬁ\eabsmofm .

g%vhgwes.‘ﬂnmodelofamuimﬁm
the classification criteria are shown in Tabie 1.

with

Dafinition of Communication

The ierm communicetion is definud as any overt
conventional or nonconventional behavior, whether
used intentionally or not, that has the effect of
arousing in ah onlooker & beliat that the signal
producing orcanism is attempting 1o conveoy a mes-
sage, make & demand, request, etc. to an on-

speech- and
gcribed later in the paper
Levals of Communicative Competence
Tha levels of communicativa the

TM1:AWM¢WGWM

Classificstory Dimengicns®
v O Typeol =
(Months)  Comr>ncstion”  Awarensss poioy mm"’ kcontionsl  Linguistc  Symbolc

[ 0-3 Bshavior state - - - - - -
] 1-8 Recognitory + - - - - -
% 8-10 Contingency + + - - - -
v 8-12 fnstrumentsl + + + - - -
v 10-16 Triadic + + + + - -
Vi 12-18 Verbal (CY + + % + + -
Vit 18-30 Vel + + + + + +




Communicative Competence

TABLEZ:AWMoICmmMWm

Age
Lavel Ranoe Type of Communication Dafinition Examples
{Months)
| 0-3 Behavior state Raters t0 0ONGIONS WHErs 0om. Quisted when consoid
municative neent is imputed Aerts 10 wics
beheviot during (s) states of Roots to I nipple

(i 1-8 Recognitory mmw&-\m Smiling

4] 3-1n Contingency mmm»w Lap games
™, ‘or maiein the Vocelizes stitude
attantion of another -erson. Uses procecures
v 8-i2 Instruments! Socislly recognized aid defined Extends arm ok
tionally 10 achieve & Preee- Waves hiorbye
fecied Qoal state or sttain 8
Goaired offect.
' 10-16 Triadic Use of cbjects 0 giin snother's Points
#wmon or the use of & per- Requests object
00 10 obtain an cbiect o Chters hand
event.
vi ) 12-28 Verbal C (I): Single wmmm Labeis objocts
word utterances defined words evakad by situ- Requests action
- athel cuse, Narnes porsons
vi () 16-24 Verbal C () Two Ladsls action
word tterances Notioss person
Agent-action
vt (0 18-30 Verbal OC (1) Two Socielly recugnizert and cutturslly Raquests cbject
word dsfined words Usad 88 signk- Uses negation

Tmzmmmm}wmmﬁcsdeam (Sroufe & Waters, 1976), vocaizations, Brown, 1873),
lsvel of development. or
WW@CMM!W.WWW Wpcmm(PWW&).wmdﬁwm
mmmmmmmmw wmiorhmmtommdﬁd'smu
mmmmmwmmmfsmwww- mmhmmmﬁmw.imm
brsdur&nsta:esc’arwsa!(%(omer.ﬁﬂ;h@my. mymﬁmm.mmm
1079), between stste changes {Komer & Thoman, predictebia responsd
1970.1972).&’\"&33@#0“::@6::!&@@!»&@#& dws&mbam&ﬁoﬂﬁmmﬁwkﬁmw
withfnstatss(&&w&.ﬁssaﬂgaya.wm.ww, Waam(m)&&aaf%d kisfher
Ksye(ismm'm’atm\gm.mﬁmm- mmmmwmmﬁam
MMM'smeswwemmmm&as intaractive partners.
signals of flagging and “jiggle® then to reinstats the Contingency Communication. Contingency commu-
m«mmm.wgwmum.m n&aﬁveactsm&cfmdasopemnmm:ssadro
extent to which statéz of asousal; chans, snd modu- mm.mmwmmwmqm
lation e interpretad s intents to communicats do- pefsmmm’dﬁmdwnmwymwm‘m

“iap gan
tions. Green, & West, 1979; Rogers, Crawiay, lacsbbo, Cri
Recognitory Communication. Recognitory communi-  ticos, Richardson, Thompson, 8 Friedman, 1976; Fss,
cative acts are defined as behaviors that signal to &n 1880). For exampo, Gustafson £t &l. (1979 found that
onlooker the infant's recognition of objects, persons, or the idlosyncratie behaviors of 6-month-cid infants &re
wsm.mmayes&wm.mumméu.ma; oiten used to have en adult repeat gamss ks ‘I'm
Watson, Hayes, Vietze, & Becker, 1979), iaughter  gonnaget you.® The &fent’s use of vocslizations, smil-
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ing, generalized excitemant, and “precadures for mak-
ing interesting sights last” (Piaget, 1952; Uzgiris & Hunt,
1975) to initiate a *game"” of having an aduit-fake a
mmyfamorsoundarsseveralo&mexmp!esof
Instrumantal Communication. instrumental commu-
nicative acts are dafined as intantionally used (Bruner,
1073; Piaget, 1852), socially racognized and culiurally
datined (Mayo & LaFrance, 1978) nonverbal behavior
wnerethanonve!belwmmunfcaﬂvesctsmqsedasa
_mastoechbveorartalnapmsemwgonwrgca!
state. Extermmemmntobepickww{aaws
et al., 1975); hugging and cther signals of affection
(Lewis & Rosenblum, 1978); pointing (Murphy, 1978;
wahy&messu.‘tgm;wavéng;am ing the head
yes Of NO are examples oi communicative
acts.

f
accompanying the behavior {Carter, 1875;
Dore, 1074; Dunst, 1979, 1980; Harding & Golinkoff,
1976; Murphy, 1978).

Varbal Communication (Contextualized). Contextual-
izext varbal communicative acts are defined as socially
izad and culturaliy defined words thet are inten-

porsons, object,.or- event
whucﬂ:ewd;mwedtnavdmag&orgwma
mmmm'swedmmmm'
or “where dadgy” in the ghsance of referencs oiving
mmavﬂ._1963)mcuekarmm evant,

decontextuaized com-

izad ianguage ebiitiss

mewm
of the senscximotor period (Piaget, 1

851, 1352, 1954).

mmm&smmwmam
wsmwmsmmm

1884). At this levs), gestures 87
concemitantly with the emitiancs OF the ges-

g poiniting A
mmatmwm«mmmwwmm

O »adult and object (Bates et &l, 1975, Durnst, 1979,
ERIC :




Communicative Competsnca 15

abilities. Thus, for the communication-impaired child,
anycommunmnveactmybetakenasanindsaWof
communicative competance, and permit an assessment
of his or. her leveys) of functioning. The abifity to estab-
lish the child's communicative competencs in tumn pro-
vidas a basis for deciding upen tha strategies that can
be used to foster the acquisition of other communica-
tive behaviors.

Fostering Communicative Compstence

Goldberg (1977) suggests that we can wo primarily
two things to enhanca social-communication interac-
tions among dyads in which the of the
mfamapamrt.orbom.areles..m&-lapm'nal Trafirst

competence
by increasing the readsbiity of the infant’s behavior.
The sscond is to teach parants skits that wi heip them
read infant behavior as intents to communicate and
respond %0 socisl-communicative competencies in 2
contingent manner.

Conditional Strategies. Enhancement of the infant’s
soaﬁ-ecmneeﬁv& compstencies can be accom~

pished nrimarily in etther of two ways. The first is t0
mmmmmmmmm
forcement contingent upor production of social-com-
mmtvebemmr(om 19381; Miar, 197€). n in-
stances where readabiiity is low, the @fant can be
reiriforced for successive ¢t the tar-
cated behavior. Vietze and Andersen (1981) duscrive
enhencing optimally effective styles of

278).
wméewwwsmmmmmm
with ingnimate objecis

phase. Much more interasting, however, were the incl-
dsntalomervaﬁmsmadeduﬁngmemsaofmetwo
investigations. in one study (Ramey et al., 1972), it was
reported that the quality of vocal behavior changad
during the course of conditioning. For one subject, a
guderalsomdwasreptacadbyabaw&mapem
for ancther subjec?, vocal behavior changed from a .
smg!e-to-mﬁhp&swfdm Besides quasiy of

vecal behavior, other concomitant behavioral changes

also warg notad. Oﬂesub;ect'sﬁs‘desswapamﬁc
appearance became iore positive and *nonmal.” Eim-
ination of gaza 2versinn and a face-covering
behavior were for arother subject. in ths other
study (Ramey et al., 1975), infants assessed over an
extsnadsd period of time were found to acquire a fuller

repartoire of sozial and emotionsl responsiveness.

would therefore seem that the opportunity {0 engage

in vocal t behavior has the effect of

not only fostering vocs! ‘behaviors as operants, but

of the child's sccial repertoire of behavier, Dunst (1981)

gescribas numerous. kke that used by Ra-

mey and his colleagues for enhancing the infant’s ac- -
iton of s0cia ot

Interective-Coaching. Fisld (1578a, 1978b, 197%8,
1978b) describes a number of strateges which she-
fabeis ¢ &skzaraafvacoechmg These tech-

engsage IoUs, Synclvonous

their infants. They inciuds aitempts to teach parents to
read the bahavior of their infants as intants to commu-
nicats and to respond to the behavior in & contingant
manner. One tachniqus invoives the caregiver initisting
an ineraction; walting uniil the chiid amits an engaging
behiavics; and thon responding i a contiingent manner.
Another is imitation of thie infant’s behavior 83 A means

girong
mmwmmmsmmm
memhammmmba
easily aitsined.
inciganial Teeching. Beyond the estabishment of
gificacious interections using condilicnal (response-
contingant) interveation strategiss end interactive
coaching, wmm&aw
Mmmwmmmwwnkm
mantal, trisdic, and verbal communicative 26Tt
cies. We usz the term incidental tasthing
WWaaﬁdmwwwm
mmmmm%%ﬁmw
through efiorded opportunites; re-
to the envirorumant provides a basis for
both sustzining end elaborating on.the chéild's topog-
raphy of behavior (Dunst & McWiiem, in press). The
mﬂmwmgmsmﬁym&asmﬁtm
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to fostar progressively more compiex forms of sociak
adaptive competencies ! ¢ is not the

mmhwmm&a&gm.w
with a brief dascrigtion of the mejor objsctive of esch

of the steps, are s folows!
child

1. Ensure

mhmmaoppmm
Wnc)mmammmecnnu

tion-hoiding).
chid in atie

This can gerwerally bo
mant of the environment
stmulus events

the chixd. .

2. Focus aftention on ihose
mmatmainm]nauenﬁmm

to the

environrent

tunities that secure (ait
's attention (etten-

“The purpose of this step is to engage tha
environment.

jonal intsractions with the

swmmawmmm\mﬁoﬂm
nenevior. I the chid is paying ettention to cerizn

stimudus features,

; anenge-
mmammt&ﬁm
evoke and sustain attentiveness from

¢f the enviren-
Wq’ﬁﬁsfm

the stimui must be fusctioning 83

m..mmmmhwwmm
mmwmam

25 the teacher focuses on

inasmuch

the chid rathar thsn having

ma&mwmmmdmmm.

the ciid’s interaciions with the

of this step is to engage the
conditional) interactions

3. Esict and sustain

cifferantiated
ing, modsiing

incroasss the

, rearranging the en
Wfﬂh@dﬁdw

demonstrate

meparﬁwlartypeandfmofbehaviormatisbeing

LE]]Te" 41 8

5. Work for and sustain conventionalization as part of
mmma\elmm.mpmwmmgism
emkgmvmﬁamedmaspma@sme
e!gboraﬁchwheremecomenﬁma&adactsmused
8% equiv: yet&!irmaﬁmmysfm'obmrgaaa-
sired goal or gosl staie.(e.0-. voice synthesized lan-
guage as &n to verbal production). Conven-
ﬁmaﬁzsmnhwbrwmdﬂd‘mmbe-
eonms\adspﬁva,meralmsormm
wﬁ;sre@so@go@.mmmmm&-
cative competsnce par exceience.
Tmammmmmmm
mmmwammmmm
mmmammw@m
mmmmﬁmmwmem.
Tomemmmwmaxmvem
mmmmumwmm
mmwmwmzmm.

mmmmamrmwm
episddeﬁmmtesmewmhwr@ﬁpw:-
mymmmmwmmmm.

T&S@WWMMMW‘M

nicative competencies of young chiidren.
Judy is 8 27-month-0id child. Hsr
intal age is about 12 months, The tar-
gemmwmwmmamm

Wmmwdmm.m
verpel gestures tp pdtiate interactions with acults

Verbal (Cecontentusized) Suzigine
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Cammunicziive Compatence

the truck which was next to the child. This had the
effect of getting Judy to do tha.same 'which she
seemingly enjoyed (response-contingent intersc-
tion). The teacher and child engaged in this “paralial
play” for about 20 seconds until Judy scoidently
dropped the block into the back of the truck which
elicted her visua! attention to the effact she pro-
duced. The taacher also dropped his block into the
truck and immediately gave -Judy another block
vhich she droppad into the truck (response elab-
eration). The teacher handed four blocks in & row
10 Judy, each time. the ¢hid droppad the blocks
into the truck. The tezcher then caased handing
the biocks to Judy &8s a means to evoke further
response elaboration. Judy looked up to the
teammﬁmhemherhammtomquesta
act)‘l’tsedﬁdﬂ* usedﬂwsomaﬁyraeogmzedm
en
nonverbs! gesture 3 or 4 more times to have the
teacher give har a biock. On the next request, the
teacher faiied to respond to slicit fusther requests
from Judy. This had the effect of evoking yeot
ancther triadic nonverbal gesture-—pointing to-
mmm{;sﬁammwm
teacher agsin respond untdl an attempt at
elaboration cccurred. This time the child pointed
at the biocks, looked st the adult. and emitted a
M(‘ai’}mmedmmﬁm&
wmmoéusmgawdtom&eamt.
in this particulsr incidental episode, the
e actous ho Si'slad (tationess o
and succassively
evoked Gifsrent response elaborations from the chid
mﬁshemmdam%ﬁvab&a%ﬁmw
proximated a conventionaized word. This entire teach-
ing eplcode lastad less than two minutas, yet the child's
mmmmmmwmm
was manifested in amercus ways.

) Conclusion

Communicetive compatants i3 within the
context of interaciions bstwean ths infant
and hisfher careg. sers. Caregiver-chid interections pro-
vida the nm for enhancing communicativo eblities
that can be used to-initiate and ~usiain interactions.
Thus, caregiver responsiensss to ute infant's behavior
mmmmmmmm@mm
mmymmmmW

mm%mmwmmm
was designed to daeoribe esven lovels
mmm ofmsm&e#!s

maﬁmm:dmmmﬁmmdmm
conventanatized igriguags, can be used to mad a
child's vy of communicative abdities. Thus,
&WMWMWWG@%%W%WM

for judging tha extent to which different types of com-,

municative abiiities have been mastered.

Conditicnal interactions, interactive coaching, and .
incidental teaching are several technicuss that can be .
usedtom!mcommécaﬁvewmmtema I den.
te! teaching seems espacially useful since it can aimost
always be used as a vehicle t0 elahorate and work for .
conventionalization of communicative bahaviors. Taken
togather, mwmedmmeWM;

fostering communication pro-
vido-the type of framéwork for assisting the chid i
Lecoming a more social-adaptive member of his or har’
culture vis-g-vis commuricative competance.
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praferense: choies dctwn-making:. autenamy.

Thic paper drécuseee issues related 1o concepts of
preferences whu aveniiing Jiidig jrviny with
severe o -abilities. Includled are suggestions for
ackmenhdeing preferences; teahing choice @s a
docisivi-making process. and the hrlee implications
of clinic e-susking amng perions with were handiceps
us un expressivat of personcl automemy ond digaisy.
Directinas for future reseusch are discussed.

. For munt persons the abiliy and opportunity to make
chuices and decivions is a8 1mpurent and cherished
component of their lives. The opportuaity to make
choices reflects faverably ca one’s perceived in-
Jdependence. dignity, aad selfowonh. Exgpressions of
trse choice are not only highly valued by ous socizty.
but aze also protected and encouraged. According 0
the published literyure, housser. opportunities 0
make chuices, decisions, 2ad epriys prefercnces are
comnspicucusty abeens from edusatienal programs {or
persons who are kandicspped dHulvot et al.. 1983,
panticularly for those whoexpericnce severe handicaps.
Desgite this fact. choice-making among learmens with
severe Jisabilisies continics 10 be an ares that raceives
relatively linle sttentica from practitions?s and ce.
searchers in the field of special edusation (Guess &
Siegel-Causey. 1985; Guess & Helmatener, ia peess).

nupﬁfpmoreﬁsaﬁ;ckiswfmdixw.w~
Iy. some peasons why choiseemsking has secgived
relatively linle aneation in the education and treatmeas
of persons with severs handicaps and. second, 10 pro-
vide 8 conseprusl approech that will direct atisation

to this.anea a5 an imporant component of fuure

Practice. The vuncepiual epptuach will asiude soms
‘practicel suggestions for seachers of learners with

severe handicaps. and will identify areas of analysis
for researchers who may be interested in eaching
choice-making skills.

Turrbull and Turabull (in press) point et that in.
dependent functioning ame=g:nersons with handicap.
ping coaditions requires access o npportunities in life
as well'as the capasity 1o pantict_ 312 in those oppor-
waities. They suggest that the act of choosing how 0
live oBe’s wfe is the “caulyiic trigger” of .

The position of Turabull an Tucnbull is shared by
others (Shevin & Kicin. 1984: Zeph. 1984) wio
sckroalodge the importance of choice-making smong
persons with severe dissbilities. N rertheless. there ex-
isis among. many practitioners-and professionals the
balisf that parsons with ssvers disabilities ars ao
memmm&mowa least the
Kinds of chuices that atiending cdults would perceive
to be in the best imerens of the person with 2 handicap-
ping. conditicn. indeed, the edusationns and.imstruce
tional technclogy used with leamers who have severe
handicaps his hissorically - been predicats( on a devian-
cy imodR] whersia educators aad Gihsr Service pro-

with lezrmers who have severs handicaps s the “let'e.
fin-i" modsd, which is primasily ovicated toward iden-

112




80 Geess, Benson, and SicgelCausey

tifying and teaching deficit skills or remediating
perceived deviant behavior.

In the “Let’s-fix-it™ model instructional objectives
are selecied for Uy leamner by caregivers, educators,
and other service groviders. The instructional format
is highly structured, carefully contrelled, snd
systematically impletnenied. Allowing the leamer some
exercise of choiwce over lesson content or instructional
methedology is not consistent with the model. As
pointed out by Guess and Siegel-Causey (1985), “Our
perceptions of severely handicapped studems. panly
as a result of the controlling technology we use in their
education and treatment, have diminished our. ability
to ses theém as individuals-czpable of even making a
choice, let alone the right choice™ (p. 236).

Another issue that mitigates ageinst teaching or
allowing. choice- and decision-making is the use by
some persons of **worst scenario™ examples. Follow-
ing a recent presentation on the topic of choice, one
of the authors was confronted by a highly respected
professional person in the field of special education
who argued thet choice-making among persons with
severe handicaps is not 8 viable option. His position
ceniered 20 an aggressive-client who, given the
portunity, would **choose to hit him (the professional
Person) in the face.** It is, of course, essy 1o identify,
on2 or more persons with severe landicaps who, given
the opportunity, would make poor choices that might
well jeopardize the safety and well-being of themselves
orothers. It is equally easy, however; 1o similarly iden-
tify members of oug szsiety whe have
chosen to behave in less than desirs/se ways. Choice-
argd decision-making involve respoasible actions and
the capacity to evaluate one’s decisions, as pointed out
by Turnbull and Turmbuli (in press). Necessarily, the
actof choosing, and allowing persons with handicaps
to make choices-and to express preferences, cafries
with it 2 cenain element of risk. Yet, this is what per-
sonal autonomy is sll about, and persons with ban.
dicegping conditions have the same right as others 0
&cquire autonomy. They nsed o lears, 2% do persens
who are not haay that wiong choices can
somatimnes havs Unplsatant CoRteqUEncEs.

Importamly, persons with sev--2 handicaps mustalso
lear 1o take individual ility when their ac-
tions place others at risk, They need tn experience the
consequences imposed by saciety when one’s behavior
jeopardizes t‘;\e well-being ofgw members-of the
community. To deny persons with tntally handicap-
pirg conditions the egportunity to ma)ze choices besed
upon the possibility of future inappropriate sctions is
inconsistent with their rights to be fully panicipsiing
members of our sociesy. This laner iszue is comolicated
further by the possibilizy that denial of the opportuni-
ty %o choose mighs, iusell, precipimme insppropriste
behavior townrds cehers. (This will be discussed more
fully in a later section.)

Definitions and Attributes

For-persons with severe handicaps, veriations in
developmental achievements and chronological ages is-
dicaie 2 continuum of abilities 10 understand-and ex-
d-the dacision-making pn
oF0iTre i ing, For purposes of p ~
application. it is' useful to categonize levels of
preference and choicé that may be identified as educa-
tional objectives'and which are amenable to intarven-
tioneflons. 1t is récogmized thut anempis 10 categorize
varigus levels of choice are somewhat-arbitrary and
reflect, to.a great extent, an effon to combine sugges.
tions for instruction with some broader philosophical
issues that:pentain to personal autonoimy, The-three
categories presenied include: 2) preferences: b) choice
as a decision-making process: a% ¢) choice.2s an ex-
Pression B 210n0myand digniiy. .

Prefereaces .
Webster's New Collegiate Dictionary (1981) defines
preference a5 including the **power of-oppontunity of
choosirg.” Displaying a preferénce includes three im-
porant variables: one's propensity (liking) towards
something: one’s say. (choice). about:that-item o5 oc-
currence; and/or a recognition that options exist, For
example, one-exhibits preference by turning. off the
morning alarm and slecping 5 minutes more (choive);
by having toast with peanut bussr rather than jelly (lik-
ing); of choosing to have bieakfast at hone rather than
sioppiag.a1 the local fast food restaurant (options).
Preferences-are exerted by most persons within the
oition of one's culture, fainily background,
educztien, and lifestyle. Displaying preferences is an
important aseect of Leing human, -and should be
acknowizdged among persons with severe handicaps.
As dizsussed by Bogdan and Taylor (1982), however,
the use of labels tends 10 focus ciiention on the disabili-
ty rather than recognizing that the person with g
disabilisy is simply another person with the same emo-
tions, aceds. and interests as otser persons. *°It tlabel-
ing) prevents us from seeing and treating the people
s¢ defined as human beings with feelings, undersiand.
ings, &3 akods. . .we lose the sbility. . .0 see the

worsld from thelr point of view** (p. 222).

Respeasiveness to Preferences.

Many children with severe handicaps may be nonver-
tal and display sbnormal reflex paniems and muscle
tone thae frecuently interferes with their ability to com-
runicats ¢l: ~jv with others. Two imponant aspecy .
of their comenunication: are the opportunity for utiliz
ing.noaverbal signals to display preferences and
responsivencss of others so the potential commmicative.
aature of noaverbs! behaviors. These conditions ape
gimilar o the norma! development of communication

ily reflerive motor behaviors. A brief descrip.
tion of carly infent interaction may aid the discussion,
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What are the vaiables that contribute to the recognis
tion of nonverbal behaviors as communicative in
nature? How might nonverbal behaviors be.incor-
porated into preference (and choice) responses?
During exchanges with caregivers, infants can ig-
jtiste, maintain, terminsts,. and avoid {ateractions
(Stern, 1977; Trevarthen, 1977). These carly interac-
tions are essentially based < infant’s eve
movements, facial e io; vocal sounds, and bod
maveenis. These nonverbal be \

cepied By the caregiver & mﬁmﬁw
preferences and form m”?sg' ;Eﬂ of communica-
uon ggmcm ow' -

ocs this Interaction patcra
velop 1o communication?

When interacting with infanss. caregivers *°. . .make
the assumption that the infant is axempting some formr
of meaningful dialogue. and out of this assumption the
communication of shared meanings begins to ke
place"* (Newson. 1979. p. 208). From birth, caregivers
interpret the behavior of infants as containing wishes,
intentions, and feclings. Through constant monite.ing,
the caregiver interprets the infant’s noaverbal signals
as communicative in nanure. In normal infant interac.
son, “"over and over again, events which are quite ac-
cidental and beyond the control of cither mother or
child. are endowed with significance because of either
the way the mother reacts towards the child in light
of the event o7 its effest upon him'* (Newsoa, 1979,
p. 21

Those working with children displaying severe hane
dicaps may need to encourage the use of early pre-
linguistic behaviors. The communication mode that the
child with severe handicaps displays must be recog:
nized. expanded. and integrated into ions.. Ser-
vice providers interacting with children havi
hardicaps must be sensitive 10 the signals expressed
in the samé manner that caregivers recognize and e~
spond 10 Similar signals displayed by Infants during
interactions.

How thight nonverbal signals of the child with severe
hendicaps develop into a mode for communicating
prefarence? The child with severe handicaps may exe
hibit preferences from the first days of life. He or she
aay be very active ina dimiy lis room and ver) passive
when the same room is very bright. When put in a
seated position. the child’s asms may pull back sowards
the chesvand a grimace sppear on his of her face. This

may be an indication of tight muscle wae and a special
need to be positioned differently —sll building into 8
prelerence fos ons type of position over ancther, Other
roaverba) behaviors may indicate preferences for kinds
of foed, speed of being fed, temperature of foods. aad
£0 forh, It is commen (o caregivers and servics pro-
viders to be sensitive (0 the basic needs of food, com-
fore, shelter, a5d the like, and 10 respand 1o noaverbal
displays es indicstions of the child’s prefcrence

behavior within these basic contéxts of daily living. ©

I3
- ®

However, it i3 incomanon that sech besic prefereaces
% coasidenid in the context of ather communicative
exchanges.

As stated previcusly, the communication mode
displayed by the child with sevére disabilities must be
incorporated into interactions. The mode ‘may be
speech, but often is sign language, a communication
device, gesturing, eye gazing, and 5o forth. In the in-
itial stiges of assisting a child in‘building 2 commuaica-
tion mode, one should s2ek to incorporate personal
preferences. For example, this might involve allow-
ing the child to sélect what bitz of food to réceive next,
whethet to wear jeans or cords, and whether to look
at.1 book or play-outside. laitially the child may not
fudy compreend that his or her nonverbal signals r.a.
control -the responses of caregivers and can <om-
municate preferences. This is similar-to the way that
accidental movement patterns of infants.can bevinter-
preted with-significance by the caregiver and later
recognized and iniéntionally repeated by the infamt. By
providing consistent responses to the child's nonver-
bal behaviers and opportunities for utilizing these
behaviods in many imeractions and environments, a
systemalic mode for communication of preferences
may become meaningful for the child. At some point
in time the child may reelize *when § look at'the item
presented, that is the one Mom keeps giving me" or
*when { close my mouth Sara takesthat scratchy toy
away from me but when Lsmile she brings it back 3
again.”

From an educational perspective, it is impunant chat
caregivers and service providers are sensitive 10, and
recognize, the exhibition of preferenses through modes
of communication that may or may not-include taik-
ing. The ability toexhibit preferences begins a1 the eas-
ly- noaverbal levels of development as carsgivers
recognize -the communication modes of body
movements, facial expression, gestures. and the like.
Theie prefereaces can be biilt into panerms of interas-
tion that incorporate-choice across 3 variety of daily
Chelce ss & Decision-Msking Process

The previous cactions dise ssed the importance of
identifying aad uging prefere.ces in the cducational
programming of irdividuals with severe disabilities.
This process is espocially useful with individuals who
have limited response ires and. or who have.not
yet developed the.sbility w0 make choices.

Cholce, -2 decision-making process, involves the
expression of prefereaces. It also, however. implies
G shilly 5 Ty ielact Lmong two of more alter-’

anisiions, &l 8! ,'A;v" ast, 1N
S TIEETT, 5 ah indication of the ability to make
a dicision bazed upon prior experisaces, present neods,
sad futre gous. -

'Ressarch on cheisamaking among nonhandicapped
persass hes shown thit grade school students learned
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sight vocabulary words bener when allowed ta choose
berween graup 67 individual instruction (Besk, 1976);
and higher-rates of working ahd.equivalent learning
rates were-obtained amory elemontary age students
when they were allowed to choose reinforcers
(Hockstra. 1979), or decide how many problems would
have to be completed correcty before being reinforced
(Felixbrod & O’Leary, 1973)..

A series of invéstigations were conducted at Virginia
Polytechnical Institute (Monty & Perlmuter, 1975;
Monty, Rosenbarger. & Perimuter, 1973; Perimuter
1 Monty, 1973, 1977) to measure the effects of choice
on the lsarning of adu'ts. Among the results’ it was
found that choosing either sumulus or response items.
enhanced leaming, and allowing even limited choices
was as effective in enhancing learning as was allow-
ing the individual to choose all the stimuli or responses,
if choice was provided carly in the session.

Studies-that have investigated c_hoice-makiug?unong .
persons with handicapping conditions are limited in
number. A study by Lovitt and Curtis'{1969) showed
that a 12-vear-old chid with severe emotional problems
improred performance on academic tusks when
allowed to determine his own criterion level, However,
Alexander (1973) found that allowing adolescents with
moderate mental retardation to choose their rein-
forcers. eithes for the entire session or for each trig),
did not lead to higner levels of performance on
discrimination or parseverance tasks,

Aninvestigation by Holvoet et-al. (1983) indicated
a slight facilitative effect on the rats of learning and
on correct performance when adolescents with severe
disabiliues were allowed limited choices of educational
activities. It was also fourd tha: variation in tazk choice
sometimes did not occur until fater scssions. This late
ter observation supports reséazch (Newhsid, 1984) tha
even some adolescent age students with severe
handicaps do not comprehend the concept of choice- _
making, and that this skill misht need to be taughs (cf.
Wuerch & Voe™:z. 1982).

From a practical perspective, choice-making oppos-
tunities for persons with severe disabilities have typisel-
ly involved the selection of reinforcers by students,
which are then used by anending adults 1o further cos-
110l the instructional environment and the performance
of the leamnear. This limited cheice opportusity thus
serves gs the means for furthering the Sevelopmans of
other educational goals (ends). T is, of cb. rse, is come
patible with the controlling tochad gy that i3 <Gen used

extensively with learners who have sevare hadizans
and is consistenmt With older “effisicncy™ arguimedii
to promote higher.evels of wsk performance. Then:
are, however, oter opportuaities in education:! pro-
gramming that wauld allow leamers to make decitioes
that lead to a more personal level of choice-making
skills and, hopefully, more independent functioning in
the environtment. This would include, for example, op-

——

porminities for learmers 10 choose matenals to work (or
play) with, semungs where learmung 15 to take place, per-
sons to be with, activities 10 engage 1n. and 0 08,
These types of opportinities would allow the learner
to become a more active pameipant in the educauonal
process. while at the same ume decloping personal
autenomy &nd dignity as separate educanonal goals (to
be discussed: in the next section).

In the absence of extensive.data and research. one
¢an only speculate on the deveiopment of decision-
making skills among learnees with severe Jisabilines.
It seems likely, however. dut teaching tearners with
severe disabilities 10 make decisions and choices will
require extensive pragrammung that should start-at the
preschool level,-and extend throughout (and possibly
beyond) the public.school years.

The actual procecures for teaching choice- and
decision-making skills offer a uniigue challenge to both
cusricuium designers and researchers. Considerations
for teaching these skills include selection of response
modss W express choices. the idemtification of age-
appropriate areas where choices and devisiuns should
be made, and the- instructional procedures that could
most eiectively teach this concept. Wuerch and Voeitz
(1982), for example, have included instruction on
choice-making as an important component of their
leisure skills training program for persons with severe
disabilities. More recently. Gy ss and Helmsic.ter (in
press) have included the teaching of choice as a basic
imatructional component of the Individualized Cur-
riculum Sequencing modei for students with severely
handicapping conditions. In this model, choice-making
is taught within the context of other naturally occur-
ring activities Juring classroom educational progeams
and is perceived as an important IEP objective for
studzats in the development of persunal autonomy.

Zeph (1984) has presented a model that allows
teachers of swdents with handicaps to incorporate
shoice-making ds a process fordrriving at curriculum
decisions. Shevin (1983) has provided guidélines and
suggestions for teaching choice-making in the
classroom 1o students with severe handicaps. He also
discusses the role of spplied behavior analysis in foster-
ing choice-making skills.

Choice 85 an Expression of Autonomy and Dignity

{n the course of & day. moat of us mahe hundreds,
if ot thousaads, of choices. Some may be as insignifi-
cant as whether we will have yogurt or cereal for
breakfast, while others may have ofusdct .&.pucations
such as whether or 002 10 quit our job, buy 2 new car,
e seesionof ou peson mcny oo Tecdo

3 our SU00mYy=cur
define who we are aad whst we valus. The opporass.
7y to make choices provides us with powar 10 dezer.
mine, t0-3 gress extent, what hippens to us on g
mosment-by-moment basis as well as over the span of
our lives. To have the power to make choices taken

115

LY S




Chowve-Makisg oad Auemr 83

oway would, for many of us, be devastating if ot
unbearabie,
The importince of experiencing a sense’of control

over onc's environment is psrticularly emphasized;

the literature desting with the phenomenon of fearned

helplessness. Learmed helpleszness is thought i gesuit

from a beljef that nothing that one does make:-a dif-

ference (Seligman, 1975). Persons who experience

helplessness characteristically see no relationship be-
. tween actions and outcomes; their pasception of theiv

ability to change life circumstances is sevexcly
. uistorted; and they ‘frequendy metifest passivity.
negative expéctations, and teadsacies to self-
deprecation (Hooker, 1976}, Accoiding to Seligman
(1975), persons who are pasticuistly susceptible to
learned helplessness are thoss wha are mogt prone to-
denial. ot loss, of control. Included in Seligman’s list
of suscepuble populations are: the eldsrly. the insti-
tionajized (medical hospitals, mewial hospitals. pgm
concentration camps)., minorities such as Native
Americans. blacks. and Mexicar-Americans. and per-
sons who suffer from extreme pevemy. abuse. and
overcrowding. Among other sympioms. prsons who
suffer from learnad helplessness may experiencs a
vanety of debilitating effects including: ia%s of self-
esteem, decreased ambition, emotional disturbance,
chronic feactive depression. and even psychegenic
Jeath (Frankl, 2045 Hooker, 1976: Seligmaa, 1973).

What has all this to do with persons w0 expetience
severe handicaps? Persons with severe handicaps are
probably one of the most vulnerable groups of persans
at nsk for having their choices limited by ishers and
for experiencing leamed helplessaess. Persons who are
unable to mobilize. bathe. toilet, dress themselves, and
communicate their needs are dependent upow: others
for assistance and, in some cases. wrvival, Unfos-
tunately, &8 is not uncommos for caregivers (e.g..
parents, teachers, guardians, sitiings, persoral care
anendants) who are attending to 8 person’s physical
needs to overicok some less obvicas. but vesy impor-
inchude: to leam to perform a tack indepeadently or
semi-independently, © experience a semse of ac-
complishment, 1o foe! in coatrol of the situalion by pro-
viding input and fecdback, and to try (despies the risk
of failure), 2nd lastly to fall, Some caregivers might
fee] that w0 complete tasks fov parsons with disabilitise
is eagier and faster than gllowing them to do it 1o
themselves; while cthers gy have the aftinde that the
person already has caough problents coping with his
o her disability. Regardless of what 6 vadeslying
intzntion is, the sesult can be to ovespratect. 1o en-
courage learped helplessnets, and 10 deprive the ine
dividusa) of potentiatly valuable life expericaces. The
opporanity t0 experience ‘the feelinzs of pride,
pleasure, aad sell-estoem that accompasy sucsessiul
anempts & performing tasks is xtremely imponsnt 6

the growth and development of all individuals. Pérske
(1931) comments on the effect that overprotection of
persons with handicaps may have:

Overprotection may appear on the surface to be
kind, but it can really be evil. An oversupply can
rezlly smothsr pecple emotionally and sirip them
of their dignity. Gverprotection cen keep péople
from becoming all. tiia-ihey can become. Many
of our best acliievements-cime the hard way: we
took risks, fell fiat, suffered. picked ourseives up
and tried again.” Sometimes we rizde it and
sometimes we did not. Even so, we were given
the chance to try. Persons with handicaps need
thse chances, 00.-(p. 1) )

The goal of treatment for-learned helplessness, ac-
cocding to Seligman-(1975). should be to expose the
person 1o multiple experiences of control cver, and
predictability of, envirohmental events. For instance.
Seligman believes that the helplass person should be
given meximum control over all aspects of his.or her
daily life including: **. . .choice of omelets or scram-
bled eges for breakfast, blue or red cuntains. going 1o
the movies on Wednesdays or Thursdays, whether to
wake up early or slegp late** (p. 183). According to
Seligman, this levél of control raay result in longer life
speas ond greater” happiness. Another suggested
therapeutic intervention strategy:for treating persons
with learned helplessness entails assisung the penon
to realistical-y ssscss-ww-posameters of 2-situation.
generate altimatives for action. and dotesinine protable
autcomes of these actions (Aguitera & Messick. 1973,

‘Hooker. 1976). »Jompare the above mentioned sp-

proaches with the appraaches that are.commonly taken
wi: persons with severe handicaps who manifest very
similar )ymproms.

When persons with severe disabilities become

sonfesponsive, the assumption is generally made that

the reinfoscer is no longer salient. At that poin teschers

or.other peofessionals begin the search for different.
effective rewards that will consistenitly bring and main-
tsin the individual's behavior under control. Seldom.
if evar, is the person with the handicapping condition
involved in O process of-Uetermining how their

‘behavios, of the behsvior of those eround them. will

be miodified. The ¢ad result is more control for the

ivers and less comrol for the person being cared
gfiw; poreans with kandicaps are being treated
with the very seme smedicine’’ that made them ~ill**
in the first place--lack of control over their lives and

As uch as possible, persons with severe handicaps
pseq o have the events ia their day arranged to max-
imizs contiogent experiences. Contingent expe 1ences
refer oo eavireament! events, both positive and
segacive, that ase Girectly affecied and controlled. by
the individual, Awmumber of siudies in the carly 19703
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examined the effccts of contingent experiences upon
learning in icfants (Finkels'ein & Ramey, 1976; Wat.
son, 1971; Watsoa & Ramey, 1972), It was conclud-
ed in cach of these studies that contingent experiences
produce a **learning-to-learn” phenomenon and that
infants who are exposed 0 contingent experiences may
become more efficient and competent learners than in-
fants who are not (Snell, 1978). Persons with severe
handicaps necd exposure to contingent experiences 59
as to enhance their learning potential as well as to pee-
vent, of in some cases overcome, depression and
helplessness. This means building independence,
choice, and centrol into daily activities and routines
that are l2rgels characterized by dependence on others.
Every available opportunity to express preference,
choice, and domirance aeeds to be identified and
capitalized on. Elizabeth Boggs (1978), a mother of
a son with severe handicaps. recognizes how impor-
tant this is:
. . .rather thas trying to create a normss environ.
ment for gy son. I try to think o' how the world
must look from his point of view, and what kind
of envircament would not only minimize his
boredom and loneliness but enhance his sease of
dominance. . . ip. 62)

Outcome Measures and
Research Directions

As noted carlier in this article, the issues of
preferences. choices. and pérsonal autonomy have
received litle attention in the field of special educa-
tion, 2nd especially in the area of severe handicaps.
Ideclogically. attention to these issues represeats a
departure from existing practices and is likely to be
perceived by some persons as threatening to current
suzte-of-the-ant technology. Our positioa is that the
ability and opporeunity t¢.express preferences, make
decisions. and exercise choices are, in themselves, in.
valuable contributions to adaptive behavior and should
be an integral component of the education of persoas
with severe handicaps. Mogeover, it is our Josition that
consistent opposmunities t0 choose znd express
preforences might well have a positive impact ¢ the
leaming process (23 & means) as well as on the mors
long term personal development of permons with severe
handicaps (ss &n erd result).

As pant of the educational process with learners who
have severe dissbilities, the options to expx 3s choice
need to0 be rescarchod a3 a possible catalyst to
classroom (and home) instructional endesvors, Withia
this context, cholce in iastructional enviroaments is
perceived as an independemt virisble with diverse
manifestations: e.g., choice of instructional mezerials,
pisce of instruction, tosks 80 be leamed, and so forth.
Dependent or outcome measures are identifiad as con-
sistont with existing practices such as rate of acquisi-
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tion, :cnmlmuon and maintenance of the learned
s_hll over time. The laner two measures (gencraliza-
tion 20d mainterance) would appesr to be especially
deserving of investigation given their limited occur-
rences in existing instructional endeavors. The central
question is whether t¢ not providing leamers with
severs handicaps the opportunity to_panticipate more
fully {n their educational program (via choice-making)
will increase the acquisition and long term use of func.
tional skills in multiple environments.

A second. znd certainly more difficult, outcome
measure for rescarchers pertains to the impact of
choice- and decision-making on the personal growth
and development of persons with severe handicaps.
The previous secticn on personal autonomy and dignity
has pointed to some devastating outcomes when ogp-
portunities for individuals to choose are severely
restricted. For persons with severe handicaps, the op-
portuaities 10 choose and make decisions are ofica.
limited due-to perceptions by others of their in-
competence, assumpeions of the technology used in
their educational programming, and the.environments
in which many of them reside. Thus. ¢ ¢ appropriate
research questions center 0 what happens to a special
population of individuals (persons “aith severe han-
dicaps) when their opportunities to express prefeiences
and choices are first acknowledged. and then provided
(o taught). )

variables for this type of research would
include a number of complex and interrelated factots
such as: assessments of the extent to which choies and
ish ing opportunities are provided across and
within enviroaments (and seniings in those enm-
vironments); the nature «.id conceptual bases of train-
ing progeams and curricula used with persons who are
severely handicapped; and the personal attitudes
towards choice-mzking (and autonomy) by those
caregivers and instructors who provids the teaining.
Preliminary findings from 2n ongoing project at the
University of Kansas, -for example, haveshown that
fow parents of adolescent students labeled s werely or
moderately handicapped have even considerid cholce-
and decision-making as visble opions for their
children. Does this finding reflect the Jisability level
of their childrea? Or, is this also an outcoma of pro-
fessionz! anitudes &2 practices that, over.the yours,
have f%xd to ackmwledge choice- and decisioa-
meking as important educational outcemes for persoas
who have severe dissbilities?

t OF outceime measures of e impact of
allowing choice- sad dezision-makiag on the personal
growi end development of persons with severe haa-

provides an even greater chzlienge to re-
sexschers. This is due to the more qualitative types of
variablzs that migit be measured, such as indices of
telf-satisfaction, perceived competence by others, self-
initiated behavior, and success in community living.




Choice-Making aad Autonomy 8S.

All of these indices relate directly, or indirectly, to con-
cepts of self-esteem, autonomy, and other quality of
lite factors. The use of qualitative analytic techniques
would be useful {or investigations of this nature. As
discussed by Switzky and Haywood (1985).
*qualitative analytic techniques focus on the perceived
world views of the retarded persons themselves in the
context of their past and present siruations™* (p. 270).

Qualitative rssearch technigues have been used to
study the perception of persons with meotal retariia.
tion in the areas of sexuality (Heshusius, 1982) and
comunity adjustment (Taylor & Bogdan, 1981). The
use of these research techniques to investigate choice-
and decision-making opportunities would appear to be
a viable extension of the methodology.
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Communication Catalogs

These companies seem to-have the mest up to date, state of the-art equipmant, assessments, activity

packets, etc. | strongly recommend that you send each a posteard requssting to be put an their maliing list.

CLOSING THE GAP
POB €S

Henderson, NM. 56044
(612) 248-5204
Subscription

COMMUNICATION OUTLOOK
c¢/o Arlifcial Language Laboratory
Computer Science Dept. MSU

E. Lansing, M. 48824
Subscription

DON JOHNSTON DEVELOPMENTAL
EQUIPMENT, INC.
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FREE

ZYGO INDUSTRIES, INC.
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Portland, OR. 94207-1008
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FREE
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POB 1002 Heyl Rd.
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1-800-642-8255

FREE

COMMUNICATION SKILL BUILDERS
3830 E. Bellevue

POB 42050 - AR

Tucson, AZ. 85733

(602) 323-7500

FREE

STEVEN KANOR

385 Worburton Ave.
Hastings-On-Hudson, NY. 10706
(914) 747-0960

$3.00 For Catalog

ATTAINMENT CO., INC.
504 Commerce Parkway
Verona, W1..53533
1-:800-327-4269

FREE

CRESTWGOD CO.

POB 04606 -

Milwaukee, WI. 63204-0606
(414) 461-9876

ADAPTIVE COMMUNICATION SYSTEMS, INC.
POB 12440

Pittsburg, PA. 15231

(412) 264-2288

FREE

MAYER-JOHNSON CO.

POB 1579

Soloan Beach, CA. 92075-1579
{619) 481-2489

FREE

EARLY CHILDHOOD INSTITUTE
Document Reprint Service

130 Haworth Hall

University of Kansas

Lawrence, KS. 66045

(913) 864-4840

FREE

ABLENET ACCESSABILITY, INC.
360 Hoover St-N.E.

Minneapols, MN. 55412

(612) 331-5958

LITTLE LEAGUE LANGUAGE, INC.
POB 44

Grand Blanc, Ml. 48438

FREE

AUGMENTATIVE COMMUNICATION NEWS
One Surt Way

Suite #215

Monterey, CA. 93940

$37.00 a year - 12 Issues
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Quiz Answers

Myths sometimes cloud reasoning and prompt reactions that should be the opposite.
Such is the case of the quiz.
Contrary to what we may believe to be true, all of the statements in the quiz are faise.

Questions regarding any of the statements should be directed to Augmentative Communication Team
members.

ISeo Augmentative Communication Quiz, Page 71. I
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