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PREFACE

Perhaps no handicapping condition is as debiiltating ac the dual sensory
impairment ot deaf-blindness. All too often, young children with this type of
condition have ditficulty developing even rudimentary communication skills. This
situation is turther exacerbated by a relative absence of systematic research,
assessment tools, and curricula expressly designed for persons with deaf-
blindness. Fortunately, in recent years. the professional community has directed
more attention to this population, and various research endeavors have been
initiated to develop appropriate and useful materials.

One such eftort is the Communication Skills Center tor Young Children with
Deat-Blindness (CSC). This project was funded through a 5-year contract that
was awarded in 1983 to the Teaching Research Division of the Oregon State
System of Higher Education by the United States Office of Special Education
and Rehabilitation. The overall goals of CSC were to develop, implement,
evaluate, and disseminate communicatior interventions to increase the early
communication and language competencies of young children (0 to 5 years)
with deaf-blindness. Toward this end a multisite, consortium model was
adopted. The CSC was administered through the Teaching Research Division
and included as members the Portland, Oregon, Public Schools; University of
Wisconsin-Madison, Waisman Center; St. Luke's Hospital, New York; and Utah
State University, Exceptional Child Center. At each of these siles specific topics
related to communication development in children with deaf-blindness were
investigated.

This manuscript is only one of the products generated from the project.
it is our hope that the document will be both interesting and helptul to the
reader; and that, in some way, it will aid children with deat-blindness.

Michael Bullis, Ph.D.

Project Director

Communication Skills Center for
Young Children with Deatf-Blindness

This product was developed under contract #300-83-0237, Office of Special
Education and Rehabilitative Services, U.S. Department of Education. The
statements and materials contained herein do not necessarily refiect the position
or policy of that office.
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Communication is the most efficient
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 independence must be
considered in all levels of communication
and language intervention. Those
individuals possessing a nonsymbolic
repertoire must be allowed to experience
effective coritrol in their interactions in
the environment. The quality of their
nonsymbolic repertoire needs to
incorporate a variety of understandable,
functional messages. The intended
receivers must be sensitive and
responsive to these unconventional
signals so that effective exchanges can
occur.
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SECTIONI |
INTRODUCTION TO NONSYMBOLIC COMMUNICATION i

Ellin Siegel-Causey
Statement of thie Problem

Effective communicative exchanges between individuals with severe, multiple
disabilities and service providers are essential for mutual understanding and quality
interactions. Communication® between these individuals may take a nonsymbolic**® form
which service providers must be aware of in order 1o effectively communicate with
individuals with severe, multiple disabilities.

Instructional strategies have been developed to provide service providers (educalors,
paraprofessionals, therapists) with procedures for leaching numerous skills to individuals
with severe disabilities. Communication skills lraining with these persons, however,
continuas 1o be a problemalic area lor research and intervention (Bulis, 1985, 1986,

1987, in press; Donnellan, Mirenda, Mesaros, & Fassbender, 1984, Hammer, 1982,
Musslewhite & St. Louis, 1982; Peck & Schuler, in press; Reichle & Keogh, 1986; Stillman
& Baltle, 1986). The majorily of literalure on the development of communication/language
focuses on the acquisition of verbal skills; however, nonsymbolic communication

development is also critical for acquiring commiunicative skills.

*Words in Halics are delinad in the Glossary

**Authors note The authors have chosen to use the term nonsymbolic  The usage of presymbolic
or prohnguistic was avoided bocause these terms present a connotation of the inevilable transition
and davelopment of symbolic communication The authors of the manual recognize that some
ndividuals with savere, multiple disabilities will not use symbols but will communicate In a
nonsymbohc mannear



Many individuals with severe, multiple disabilities do not use conventional symbolic
systems (e.g. speaking, writing) to convey thair messages. These individuals may
communicate using altemative nonsymbolic modes such as gestures, vocal sounds, eye
contact, body movements, and facial expressions. Some of these individuals are deliberate
and purposeful (intentional) as they express themselves nonsymbolically and others are
nonintentional, not understanding that their nonsymbolic expressions can communicate
spacific purposes and have deliberate effects. it is, therefore, essential that intervention
efforts with these individuals focus on facilitating intentional communication at the
nonsymbolic level.

it is not our intent to diminish the imponance of symbolic communication. Excessive
emphasis on symbol acquisition, however, might prevent service providers from
recognizing and responding to the existing, nonsymbolic communicative abllities of an
individual. Most service providers expect (0 observe and promots nori:at ;anguage
acquisition in their clients. Service providers typically use spoken language (symbolic
system) to communicate. It might be problemalic therefore to adjust their expressive
messages with individuals who have severe sensory, mental, and/or physical disabilities.

Nonsymbolic communication behaviors are common ir: all our lives. The infant cries
when she needs 1o be fed. The teacher's glare quiets the classroom noise. The businessman
extends his empty cup towards the person pouring coffee. Thaese nonsymbolic behaviors are
common, natural, and explicit means of communicating that may occur alone or in
conjunction with symbolic communication. Effective communication incorporales a variety

of modes. It is essential to provide individuals displaying severe disabilities with a range of

12
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interchangeable, compatible communication modes, both to facilitate understanding and to
provide a model for expressions.

This manual presents an intervention approach that is a philosophical orientation to
the reciprocal nalure of communication exchanges. This orientation emphasizes
intervention at two levels:

1) the service providers' perceptions and understandinig of individual nonsyimbolic

repertoires,

2) the use of nonsymbolic expressions by the individual with severe multiple
disabilities.
Thus, this intervention approach recognizes that communication interactions are
experienced mulually by the service provider and the learner and both individuals are
reciprocally affected by tho expressions of each other during each interaction.

Five instructional guidelines along with the theoretical orientation and research
suppon for thase guidelines are prosented in Section 2. The guidelines are for service
providers to use to accommodate the unconventional or limiled auditory, visual, motor, and
vocal displays of the individual who is nonsymbolic. Throughout Section 2, exaimples of the
instructional guidelines are given. These examples include communicative inlents and
functions with corresponding delinitions displayed in table format. In Section 3, the
instructional guidelinas are incorporated into descriptions of reciprocal dialogues of adult -
learner interactions. The purposae for the manual and the instructional guidelines is that the
service provider and the learner will learn to utilize nonsymbolic behaviors in an expanded,

facilitory manner thal leads to more consistent and predictable cormmunication functioning.



Theoretical Qrientation
it is Important to distinguish betwean communication and language. Communication

can be viewed as the transmission and reception of a massage from one person to another.

The message may be accomplished with symbols (spoken words, sign language, picture
symbols, Biissymbols) or without symbols (facial expression, body movement, geslure).
Language Is viewed as a form of communication that uses a learned, rule based, abstract
symbol system. The focus of this manual is on the development and refinement of
nonsymbolic receptive and expressive skills for both: service providers (educators,
paraprofessionals, therapists) and individuals with severe disabllities to help them both to
improve thelr communicative interactions. This focus on improving the use of nonsymbolic
communication by both the service providers and the learner with severe disabilities is
intended lo facilitate the dynamic, interaclive nature of communication. This emphasis is
based partially on the assumption that effective communicalors use a variety of modes to
transmit messages. Restricting communication intervention to only nonsymbolic or only
symbolic modes may not benefit acquisition of effective communication skills.

It Is suggested in this manual, therefore, that service providers expand their
personal use of nonsymbolic expressions combined with their symbolic expressions. The
instructional guidelines provide examples of how service providers can combine their
symbolic and nonsymbolic expressions. |n addition, the manual guides service providers 10
help learners with severe disabililies 10 enhance their communicalive understanding
(reception) of the nonsymbolic behaviors that others use and to expand their own use
(expression) of nonsymbolic behaviors. An overview of this dual, reciprocal nalure of

oxpression and reception of communication is displayed in Figure 1.

4
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bigure L. Dual, reciprocal nature of communication interactions that involves nonsymbolic expressions trom the learner and both
nonsymbolic with symbolic expressions from the service provider.




The mode! of intervention presented In this manual, as previously stated, assumes
that service providers will combine their use of symbolic communication with nonsymbalic
communication. The instructional guidelines presented, however, focus on the use of
nonsymbolic receptive and expressive messages by the service provider and the learner.
The symbolic systems used by sarvice providers such as speech, sign language, and
representational objects provide information (receptive input) to learners through their
auditory, visual, visualtactile modes. The nonsymbolic systems used by service providers
such as laughter, facial expression, and physical prompts provide information (recep ‘ve
input) to the learners through their auditory, visual, tactile, and kinesthetic modes. In
addition, learners will provide information (expressive output) nonsymbolically to the
service provider using similar auditory, visual, tactile, and kinesthetic modes. Table 1
depicts these receptive and expressive components of the nonsymbolic and symbolic usage of
the leamer and service provider. Examples and definitions of these behaviors are also
provided. Recognition of these modes of communication may assist service providers 10
recognize and better utilize these natural communicative abillities of all individuals that are

present regardless of impairments or lack of symbolic (expression) skills.
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Table 1

Receptive and Exprassive Communication Modes of Nonsymbolic and Symbolic Systems

———

SYMBOLIC SYSTEMS* NONSYMBOLIC SYSTEMS**
Receptive input from Service Provider || Expressive and Receptive Communication of Leamer
Moade Form of Input Mode “orm of Input | Examples "
and Qutput
Auditory Verbal Auditory Vocal crying, grunting,
laughing,
pleasurc/displeasureﬁ
sounds
Visual Sign language, Visual Affect gaze, facial
photographs, expression "
pictures, graphic Gestural outstretched arms,
systems head nod
il
Physiological alertness i
Visual/Tactual | Representational Tactual Tactual affection, physical
objects contact
Kinesthetic Body movement | sway, jump. l:an T
|
| e _
| ——— — L S e ——— |

*SYMBOLIC

Varbal - Using words

Siyniangiage - Using syslem of hand and arm geslures

Photographs and pictures - Using visual representation or image

Ropresentational objacts - Using miniature objects to depict real objects or activity; using
portons of a real objact 1o depict A raal object or activity.

Graphic system - Using a method of symbals such as Blissymbolics, Rhabus pictures, or
PicSyms.

CHONSYMBOLIC

Vocal eng soundsS and u'lerances producad by voice
Affact Thsplaying atwaling or ormrotion
Tactual Using touch {(stimulabon of passive shkin receplors and active mampulalion .ind

oxploraton)

Body movamut Gaeneral motion of body such as lsaning, pulling away, or swaying
Gustura: Using movemant of tha kmbs or pans of body
Prysiologu 1t Displaying tunctiors of body such as alertnass or muscla tone
Visua: lJsing ~ense of sight

1T
J



Harding (1983) provided a description of the development of nonsymbolic
communication within the context of interactions between mothers and infants. The
sequance suggested is one that has been incorporated into the guiislines of this manual:

Child Behaviors Adult Behaviors

1. Child acts (cries,
moves a limb, smiles,
closes eyes, looks at something,

calms or quiets) \
2, Communicative effect

Adult reacts to child's
/ behaviors
3. Child's behaviors appear more

goal directed (leaning toward,
pushing away, smiling, crying)
T 4. Communicative infererce
Adult infers that child's
behaviors are communicative
or just decides to assign a
meaning to the behaviors and
aids the child in achieving
what he/she wants (the adult
interprets what the child
"means”)
5. Intentional communicalion
Child begins to recognize
causal events and agents
and combines behaviors
(reaching, leaning) with
directed attention (eye gaze,
head turn) toward the adult,
or child persists in emitting
a particular behavior or uses

alternalive eye gaze. N
6. Adult responds to intentional

communication and may
require more behaviors and
betler qualily of behaviors
before responding

(note adapled from Harding (1983) pg. 95]
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The guidelines presented in this manual (Section 2 & 3) are intended to encourage
service providers lo respond to the child's nonsymbolic behaviors by noticing and reacting
(communicative effect) and by later inferring what the nonsymbolic message is (assigning
intent) and responding to it (communicative inference). The goal is for children to learn
that their unique repertoire of nonsymbolic behaviors can serve a variety of functions or
purposes (pragmatics) and elicit specific behaviors from other people. The service
providers may need 1o learn to display (a) awareness of the learner's nonsymbolic
behaviors, (b) to learn 1o respond contingently and in a meaningful manner within the
context of each interaction. These behaviors should be viewed as the service provider's
initial steps in eliciting the learner's attention and engagement in interactions. This initial
amphasis is intended 1o help learners to discover that human partners are positive,
rewarding people 10 interact with and to learn that social interactions and exchanging
information can occur between themselves and others in varied social contexts. This manual
provides a theoretical orientation and philosophy through the use of five instructional
guidelines rather than a sequential, hierarchical step-by-step approach for delivering
instruction.,

The communication functions described in this manual were derived from a synthesis
of relevant literature in infant-caregiver development interactions (Bates, Camaioni, &
Volterra, 1975; Harding, 1983) and interactions between adults and children with severe
disabilities (Donnellan et al., 1984; Musslewhite, 1986, Stillman & Balttle, 1986,
Stremel-Campbell, Clark-Guida, & Johnson-Dorn, 1984). These functions are natural
components in the development of symbolic exchanges (Carter, 1975, Dore, 1974,
Halliday, 1975 Mcerk, 1977) but require direct intervention to be utilized effectively and

in a broad manner during nonsymbolic exchanges with learners who are disabled. All

o
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maessages can serve a specific purpose (communicative function) within the particular
context of the interaction. The effectiveness of a communication or language system Is based
upon our abiliy to relay the purposes or functions that our messages are intended to convey.
Nonsymbolic behaviors expressed in consistent contexts and interpreted in a consistent
manner during early acquisition may influence later language development (Golinkof,

1983; Moark, 1977; Yoder & Reichle, 1977). It is imperative, therefore, to teach an

array of communicative behaviors that can likely serve a variety of functions for a person
who ulilizes nonsymbolic expressions. In addition, service providers should make every
effort to determine the intended meani‘ngs of the nonsymbolic behaviors that are expressed
by the leamer.

The communicative functions that language (symbolic) users can convey include the

broad categories of requesting, providing information, regulating, and responding (Stillman

& Battle, 1986). The communicative functions of the nonsymbolic user who may be
nonintentional or may have limited intentional communicatlon are represented by the
calegories of displaying interest, continuing, repeating, terminating, responding to cues,

and initiating (Stillman & Batlle, 19/ : As one aspec! of their research, Stillman and

Ballle (1986a, 1986b. 1925d), have developed procedures 10 assist teachers 1o examine
their communicalive k«heviors during interactions with students who are severely
handicapped. In recent research, Stillman and Batlle, (1986b), videotaped interactions
between teachers and students and reviewed jointly the interactions by using the Categories
of communicative inlentions (Stiiman & Baltle, 1986a, 1986b) with the teacher. The
outcomes of thase coding procedures was 10 help the leachers better understand the
communicative acts their students are exposed 10 and 10 provide a basis for the teacher to

consider the effectiveness of their personal inleractive approach.
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The coding syslem for intentions of comimunicative expressions (Stiliman & Batle,
1986a, 1986d) were used as a basis lo organize the communicalive functions used in this
manual in Table 2 and in the examples in Section 2, The reader should consult the work of
Stillman and Battle (1986a, 1986b, 1986d) for a thorough description of these systems.
The codes were selected for use in this manual for several reasons:

1. To help service providers recognize the large scope of communicative functions
that their behaviors can convey.

2. To help service providers to recognize the need to be explicit in their interactions

in order 1o provide receptive input 10 the learner that relays information that is intended.

11
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Table2

Comm ' ' ' ic Users

Nonsymbolic Users

(Symbolic) Users

Interest:A

REQUESTS:

- Request action - Notice
- Request attention - Show interest
- Request for interaction - Explore
- Request imitation
- Request for communication : L
(specific expression) [requests made primarily during routines and
- Request information (choice, more) well-practiced sequences while object, activity,
Or person is present]
PROVIDE INFORM :

- Request action, person

Describe - Request object, food

- Request attention, affection
- Describe leamer's/other’s actions

- Describe leamer's/other's attributes

- Describe leamer's/other's feelings/perceptions

- Describe object actions [requests made to repeat previous action or
- Describe object property/function/location activity not included in well-practiced
sequences]
Inform:
- More object, food
- Inform of termination - More action, person
- More attention, affection
Instruct:
- Instruct in communicating Terminate:
- Instruct in performing action
- Correct - Protest/reject
- Refuse
Social Procedures:
- Communicative conventions Respond to cue:
- Comfort
- Entertain - Affirmation, negation
- Commeni - Greet
- Requests of any kind
RESPONSE TQ COMMUNICATIONS:
- Response affirm/comply Initjate:
- Response, describe leamer's communication
- Response, r.:juest clarification - Comment
- Response negate/refuse - Offer
- Attention
E T

- Encourage behaviors
- Discourage behaviors directly/indirectly

Note: ADowney (1986), all other categories taken from Stillman & Batte (1986 a, b, d).
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The importance of effective social skills that incorporates providing the learner with a
means of conveying communicative functions and the attention to the learners nonsymbolic,
prelanguage behaviors is documented by Gaylord-Ross, Stremel-Campbell, & Storey
(1986):

in order for more effective social skills to occur, the individual must

have the means to communicate different social functions (greeting,

requesting, calling, requesting answer, commenting); the partner

must attend to the prelanguage behaviors that the individual may need

to use 1o engage in different social functions, and the partner may need

1o use additional nonverbal cues that serve as discriminative stimuli

for different social behaviors. (p. 166)
Two exarnples of ulilizing communicative functions with attention to nonsymbolic behaviors
are provided in Figure 2 and 3. These communicative functions are exemplified in the
instructional quidelines using a dialogue tormat prasented in the third section of this

manual.
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Setvice Provider - Symbolic User Learner - Nonsymbolic User
Erovide information:
Adult pours juice and extends cup
toward leamer, "Here is your
juice.” \
Interast (notice):
/ Ceases moving his legs.
Bequest:
"Want juice?*
\ Interes (notice):
Remains still.
Response: %
“I se6 you are quiel. Here is your
Juice.” As he places cup at mouth
and gives a few sips of juice.
\ Drinks.
e /
Takes cup from lips, "Want more?"
Bepeat:
Leans head forward.

\/

Besponse:
Gives more juice.

Eigure 2. |dentification of communictive functions as the symbolic user and nonsymbolic user
reciprocally exchange inlormation during snack time.
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Service Provider - Symbolic User Learner - Nonsymbolic User

Provide information:
Adult reminds learners that
when their individual work is
completed they may choose their

next activity.
\-} Bespondto cye:

Sam makes eye contact with adult
Reques} /

and then looks at areawhere
Do you want me o help you
\ Respond!tocue:

eloctronic equipment is stored.
get back into your wheelchair?"
Samsmiles at adult.

Response:
*Thanks for letting me know

you want heip.”

As she lifts Samfrom the tloor and
places himin his wheeichair.

Reques!:
“Please scool yoursell back ”
as she pauces with her hands

at his shouider and hip \
Respondto cue.

Sam moves himself back in the
wheelchair.

Hegponce.
She helps him move back
by pressing at his hips as
she feels him lean back.

“You're n.” N
niyate:

Samnods and then uses his
electronic wheelchair to move 1o the
leisure time aclivity of his choice.

figure 3 Identificaion of communicative functions as the symbolic user and nonsymbolic user
reciprocally exchange information dunng a transition to a new aclivity.

A
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Philosophical Orientation to Nonsymbollc Communication

Interactions with a partner who uses only nonsymbolic communication niodes require
the liztener o interpret or assign meaning to the message and then respond in a
communicative manner. Ineffective interaction (breakdown in commurication) occurs
fraquently when a nondisabled person falls to recognize and consistently respond to the
nonsymbolic expressions of a person with disabilities. When there is a breakdown of
communication, the proper focus of intervention efforts is enhancing the receptive and
expressive abililes of both participants within the interaclive procasses, rather than on
simply altering the limited repertoire of the individual with disabilities. The manual
incorporates an interactional model (Bloorn & Lahey, 1978; Schiesinger, 1977) thal
emphasizes the dual role of cognitive development and the learner's experiencas that
interact and facilitate communication and language acquisition (McCormick & Schiefelbusch,
1984). The three dimensional system of content, form, and use (Bloom & Lahey, 1978)
was ulilized as a frame of reference for extending intervention to nonsymbolic behaviors as
well as incorporating the pragmatic perspective (Bruner, 1975; Bales, 1976) that
emphasizes social development and early child caregiver interactions that facilitate
communication learning.

The instructional guidelines dascribed in this manual aim at increasing the
nonsymbolic behaviors of service providers in interactions with individuals with
disabilities. The assumption is that intervention should focus on the service providers 1o
have a positive effect on the dynamic nature of nonsymbolic communicalive exchanges and
anhance the nonsymbolic skills of the individual with cisabilities. All communicative

interventions suggested in this manual should.
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Utilize natural social interactions that are part of a daily
schedule for a specific individual;

Utilize materials that are age-appropriate, functional, and
meaningful for the individual,

Utilize functional settings with nondisabled peers,

Compensate for auditory and visual loss through alternative
sensory input (lactile, kinesthetic, olfactory, vibratory)

(Siegel-Causay & Downing, 1987)

onal Guidell

Social interactions play a significant role in communication development (Bales,

Benigni, Bretherton, Carnaioni, & Vollerra, 1979, Bruner, 1875; Halliday, 1975).

Intervention should occur frequently during dynamic and meaningful exchanges and may

require considerable offort on the part of the service provider. Inlervention must tocus on

developing the service provider's personal skills thal accommodale the unconventional or

limited auditory, visual, motor, and vocal displays of the nonsymbolic individual. Five

general instructional guidelines have been identified for service providers 1o use as they

interact with individuals who are nonsymbolic:

1)
2)
3)
4)
5)

Davelop a nurturant relationship.

Enhance sensitivily to all nonsymbolic communication attempts,
Increase opportunities for communication,

Sequence experiences in a predictable, ordered format,

Utilize movement as a part of natural interactions.

The next section provides an overview of these guidelines with a review of the

theoretical and research suppont for them,

KX



SECTION2
THEORETICAL ORIENTATION AND RESEARCH
IN NONSYMBOLIC DEVELOPMENT
Barbara Ernst & Ellin Siegel-Causey

Pan 1, implementation Considerations

This section proviies a review of relevant literature found in: a) infant
communication theory and research; and b) special education theory and research. These
two sources provided the foundation for determining the content and implementation of the
five instructional guidelines that are the basis of this curriculum. The support for the use
of the guidslines Is derived from literature that verifles the components of the guldelines
and are primarily based from exten-ive literature reviews conducted for four years
(Siegel-Causey & Guess, 1985; Siegel-Causey, Sims, Emst, & Guess, 1986;
Slegel-Causey, Ermst, & Guess, 1987; Siegel-Causey, Ernst, & Guess, in prass).

There are two components of this curriculum, natural context and functionality, that

should be addressed during all communication instruction.

Using Natural Context in Communication Intervention

The natural context of everyday life sets the stage for interaction, providing many
opportunilies and reasons lo communicate. Natural contexts occur in any daily
selling--leisure, domestic, or vocational--providing a continual lsarning environment for
the learner with severe disabllities. Additionally, the people Involved in the natural
environment (e.g., family, paraprofessionals, and teachers) are an integral part of the
individual's life and, therefore, are familiar and knowledgeable partners. This familiarity
enables them lo provide a comfortable, relaxed atmosphere for the learner that can

encourage communicalive interactions. Communication training can be incorporated by

20
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capitalizing on the spontaneot's interactions that occur within a natural context, Using the
naturally occurring opportunities of daily life provides a "comnion senst” framework o
address communicative behaviors that may be more meaningful and relevant to the
individual than traditional instructional contexts.

in many instructional settings, speech therapists, occupational therapists, and
physical therapists have their individual period of time to work on specific skills which
may not be used by the individual in any other environment. In fact, rarely do these skills,
mastered during systemalic, structured settings, appear appropriately in an individual's
spontaneous behavior in natural settings (Anderson & Spradlin, 1980; Liberty, Harding, &
Martin, 1981; Rogers-Warren, & Warren, 1985; Writer, 1987). A variety of skills can
be targetad within the learer’s day by taking advantage of existing activities and
interactions. Loarning may be enhanced when instruction occurs in the actual place where
the skill is needad and involves the use of real materials. For example, a physical therapist
can work in the classroom and accompany the child during daily routines, such as preparing
for recass--moving 1o the coat area, pulting on a coat, going oulside, and participaling with
the child at recess. The physical therapist can be incorporating therap -:5dl8 such as weight
shifting, balance, and bilateral hand use within the context ot these nalural events. An added
benefit is that the physical therapist can also incorporate spontaneous communication
opportunilies as the therapy session unfolds in a natural manner.

Intervention situations that are arranged preciscly for the purpose of teaching
specific communication skills may lose sorne ot the learner's natural interest and
spontanaity of the moment. Artificial teaching situations may result in a parroting of
comniumicative behaviors that may be inappropriate or rarely used in the individual's daily
lite. In addition, the adult may be overly concerned with a specitic iesponse in the
structured training session, inhibiting the individual's other spontaneous communicative

demonstiations. In facl, it has been found thal instructional statt generally respond at

ol
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axtremely low rates to behavlor initlated during a formal instruction period by children
with severe handicaps (Houghton, Bronicki, & Guess, 1987). Shifting Instruction away
from the Isolated and tightly controlled session towards the use of an environment with
naturally occurring cues removes the em‘phasls from a direct training mode and may

decrease adult directiveness a'id prompting.

Natural seftings in schools

Instructional personnel in school settings can encourage natural, spontaneous
communicative opportunities to occur in the structured classroom. Essentially school is a
natural environment where the student spends six hours a day. The use of spontansous
social interactions outside of the carefully programmed instructional schedule can be both
practical and immediately relavant to the learner with severe handicaps. Although the
school setting is restricted to the constrainte of a predetermined schedule and structured
environment, materials and activities can be arranged in a way to prompt occasions for
communicative interactions to occur in an "ordinary, everyday” manner.

The usefulness of everyday surroundings to facilitate communicalion may be
considered during recess, lunch, vocational, and recreational periods, while promoting
other skills. These aclivilies ma} occur in an integrated selling with nondisabled children,

thus providing more communicative possibilities.

. ( Natural C a0 ] s Seti

Johnny, who experiences severe multiple handicaps, is
going on a field trip w th his classroom and another classroom
of students without disabilities. The purpose of the field trip is
to collect leaves for a fall art project. During their browsing
through a neighboring ficld, Johnny approaches Anthony, a
boy without disabilities, reaching toward him vocalizing, and
displaying a large leaf he has just found (communicative

function = initiate: comment]. Anthony looks surprised and

31

)

[)

- . . . - - N
| : : - :
. . ! RN



’

' S l- l-_ i

21

says, "Wow, Johnny, where'd you get that one?”
[communicative function = respond: request clarification)
Johnny smiiles broadly and looks around toward a big tree,
nodding and moving his hody excitedly [communicative
functioa = respond to cue|. Anthony and johany walk to the
tree with the big leaves and together begin scouting around
for more leaves.

Spontaneous occurrences during any school activity may be used to incorporate the
teaching of a communicative skill, capturing the learner's atlention more readily than a
pre-determined, direclive sirateqy Additionally, the learner imay be more motivated and
interested since the instruction is directly related (o an ongoing, mearungful aclivity.

Ideally, communicative skills can ba practiced in all setlings during the day regardless of

the scheduled activity.

Lxample of Using Naturiy! Setung

The natural environment supplics a number of different
settings that may be used to encourage a chuld who is lcaming
anew commumcanive skifl. For example.if Billy is leaming 1o
express that ke wants more, he miay discover that by
reaching, vocalizime, and pointing at the obyect of desire, hie
may evoke a heipiol response tiom others, The wacher can
mdirectly prompt the nse ol this new skill in a number of
natural scttings.

Dunng snack e, the teacher may pour halt a glass ot
juice 10 give Billy an opportanity o axk for more. Billy may
vocalize or poing at the eoapty cup [communicetve
funciion = continue request action). Duning a play session,
the teachier may watch Billy plav wub g new wind-up toy and
not respond iminediately when the oy has stopped moving
[comznunicative function ~ request solicit action). She
tdy Wit for Brly 1 motion to her and cxpress his desire tor
the 10y 10 po again. At recess, when the weacher s pushing
Billy i i swing, she can began o push someone else and want
unil By s swing comu toastop or unnl be calls out 1o her
to start his swiny apan
communicelve funelnn - request sl action)

Opportunities 1o leam appropnate skills and commun:cation strategies can be

expanded to vocatonal, racreglicnal, and othor comintaity setings. it individuals with

(""\



severe disabilities enjoy these experiences they may have further incentive 1o interact and
1o leam new skills,
in summary, it is important to integrate natural, everyday events into

communication training programs for the individual with severe disabilities. Spontansous

communication exchanges can occur across a variety of settings and may greatly enhance the

learner's communication skills. By being aware of the importance of a noninstructional
aimosphere In the context of daily activities, more meaningful and appropriate interactions

may arise.

Incorporating Functionality into Communic:tion Intervention

It is important to remember that the goal of all intervention programs is 1o prepare
individuals to function more effectively and independently. Behaviors targeted should be
relevant to current living or school settings, incorporating a natural, common sense
approach. Individuals with severe disabilities who may have difficulty in generalizing
skills across different domains benelfit from learning functional skills in natural contexts.
Crealing a learning situation that is directly applicable to the individual's daily life may
promole communicative learning that is extremely practical for the individual with severe
disabilities (Halle, 1982; Mulligan, Gues: . \# ivoel, & Brown, 1980).

Relevant and practical skills -~ - .3 taught to the learner with severe handicaps by
taking advantage of existing activities 2 .. .ateractions in the individual's day. For example,
communicative opporiunities can be incorporated into the learning of functional skills such
as self care and other relevant activities. Using regularly recurring events of daily life
provides a familiar framework to address functional communicative behaviors. When skills

are programmed for daily use there may be a natural propensity for the child o retain the
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skills. "Forgetling is generally a sign of disuse or irrelevancy" (Touchette & Sciiwartz,
1975, p. 12). Appropriate communicalion stralegies will be relevant to the individual
repertoires of children and for the world in which they actually function.

Functionality, as applied to communication, is based on the individual's
communication expressions that can be immediately usabla. Selection of functional

~wymbolic skills must be based on the individual's needs and characteristics, and the

¢..sracleristics of the social and physical environments. The functionality of the targeted
nonsymbolic skill should be analyzed by the response of the persons in the interactions and
by the physical reactions in the environment. Kaiser, Alpert, & Warren (1987) suggest
three steps to increase functional communication training.

1) Select forms known to be functional in particular settings frequented by the child.
T* .. -equires "noting tha type of interactions they engage in and the communication required
10 | *nticipate in those interactions” (Kaiser et al., 1987, pn. 249),

2) Teach the child to use the forms selected in a functional manner by also training
specific intentions.  Thig requires considering opportunities for displaying intentions such
as greeting, making choices, or rectu@sting.

3) Respond to the child's forrns in a functional manner, Meaning is thus derived
tfrom the consequence of the attempted communication. This may require adults o be
"rasponsive lo a student’'s emerging communication skilis” (Kaiser, Alpert, & Warren,

1987, p. 249) and thus means that the child's expressions are gtiended and responded to.

Natural ;notivaliop for commupnicauon
A natural motivation exists for children lo increase communication altempts when

ihay observe thal their behaviors can have a direct effect on the immediate environment.

o
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For an Individual who is learning what communication can do, receiving an object

specifically desired and requested can be a very salisfying evenl. The every day setting Is
ideal for this exparienca since the environment (found at home, school, and outdoors) is full
of objects that may be ot interesl. Strategies that incorporate this response-specific aspect,
enabling individuals to observe direct cause and effect, will promote the learner's awareness
of the usefulness of communication. Communicative behaviors are more readily learned and
retained if this high motivational factor is present. Through the integration of

functionality, individuals with severe disabilities may learn that communication is a useful

tool that can help them in their daily life.

Example of Using the Nawural Appeal of the Envi

Isaac, a twelve month old child with retardation and mild
cerebral palsy, sees a bright colored ball roll under the sofa
after the dog drops it. He motions towards the sofa, and
auempits to crawl while he is grunting and struggling
{communicative function = continue. request objer?),
intent on geuting the ball. His father, sceing his interest says,
"Do you want this, Isaac?” [communicative function =
response: request clarification and request: solicit response)
and reaches under the sofa to pull out the ball. Isaac sits up,
wide-cyed and reaches for the ball [communicative
response = inferest]. "Are you sure you want it?" his father
teases [communicative function = request: solicit
response]. Isaac reaches and smiles as he awtempts to grab the
ball [communicative function = respond to cue:
affirmation], "Ok, ok, hereitis." His father smiles broadly
and places the ball in [saac's hands {communicative

function = response. comply|.
Pan 2: | onal Guidel

The next seclions provide a review of five insiruclional guidelines important to the

development of nonsymbolic communication:
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1) Developing nurturance *
2) Enhancing sensitivity *

3) Increasing opportunities *
4) Sequencing experiences *
5) Utilizing movement *

These guidelines are not sequential in nature but it is intended that the service
provider incorporate all relevant components of the five guidelines during any.
communicative interaction. Figure 4 displays visually the interrelated nature of the
guidelines that torm the overall philosophical orientation ot the curriculum,

The forthcoming review provides the reader with support from literature on infant
communication development and from literature in special education as the basis for
utilizing the instructional guidelines. Included are descriptions of each guideline, and

examples of interactions that incorporate the guidelines components are also presented. In

N BN B B B B RO

the examples of the intervention guidelines, the communicative functions are marked by the

use of brackets (refer to Table 2 in previous section).

* Refer 10 glossary for definitions
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Developing \
Nurturance:

Providing a supportive,
caring aimosphere

Enhancing Increasing
Sensitivity: Opportunities:
Being aware and CONTEXT: Providing a situation for
receptive tothe Funsilensl Tasks communicative
subtle cues of others &@@ W@Dﬂ ale Metheds participation
Natursl! Interaciions

Sequencing

Expenences. Utilizing

Organizing a related series of Movement:

activities into a sequential, Engaging in reciprocal
prediciable format dialogues with
social pariners

Exqure 4. Adisplay of five instructional guidelines in relation to the context inwhich
nonsymbolic communication can be facilitated for learners with severe disabillities.
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Raveloping Nurturance

Nurturance:
Providing a supportive atmosphere through the development of a warm and trusting
relationship.

Role in communication:
Nurturance helps to create a positive relationship that promotes interest in communicative
interactions and ensures a willingness (o participate in social exchanges.

Role in caregiver-infant literature:

The nurturance that caregivers provide infants establishes a positive communicative rapport,
promoting the development of communication.
Role n nonsymbolic communication of individual with severe disabilities:
The service provider who creates a nurturant atmosphere for the individual with severe
disabilities helps to establish the individual's interest in other people and in communicative
exchanges,

The basic concept of nurturance suggests a relalionship between two persons founded
on security, warmth, and mutual trust. Several authors have suggested that the nurturant
relationship between infants and their primary caregivers supports and promotes early
preverbal, nonsymbolic communication (Bruner, 1977; Newson, 1977; Odom, 1983;
Schielelbusch, 1984). The nurturant caregive; establishes a sensitive relationship with
the child thal mighl aid the development of communication at a nonsymbolic level. When
caregivers provide an atmosphere of warmth and security, and respond positively to the
child's communicative behaviors, a relationship built on trust and contidence develops
between them (Stillman & Baltle, 1984; Writer, 1987).

The nurturance that caregivers provide the child is essential in building a foundation
for future communicative exchanges. Developing a nurturant relationship with children

who have severe handicaps is also important for their future development. Children who
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receive warmth and attention from their service provider may naturally feel more trusting
and comfortable within their environment. This, in turn, fosters a positive feeling in

children that may promote interest In further exchanges with those around them. The
following section will examine how the caregiver of the infant without disabilities exhibits
nurturant behaviors, thereby developing a trusting, wann bond. It will also consider how
this fealure may be relevant o the development of a nurturant atmosphere within the
classroom for individuals with severe handicaps.

careqivers’ Nurdurant Behavi

In the caregiver-infant relationship, the primary caregiver fosters nurturance by

providing the infan! with a secure environment and by developing a warm, atlectionate bond.
Caregivers will use many different gestural, vocal, and tactual behaviors to demonstrate
their care and concern when interacting with infants. For example, the caregiver's eye gaze
often follows the direction of the infants’ eye gaze, so that, when the infant looks at the
caregiver, eye conlact is established. This reciprocal eye contact is seen as an important
pan of emotional bonding (Stern, 1977). Caregivers also use very animated facial
expressions, such as big smiles and wide eyes 10 display their enjoyment and satisfaction
with the infant. These expressions serve lo capture the infant’s attention and also instill
positive feelings in both members of the dyad. In addition, caregivers use a special form of
speech known as "motherese” or “"baby talk™. This unique speech pattarn is the adult's way
of adjusting speech to facilitate the infant's comprehension in an atfeclionate and nurturant
manner, This style is characterized by an emotional warmth of inlonation, combined with a
simplitication of speech forms for communicative clarity and the use of affectionate words
(Bakeman & Brown, 1977, Levin, Snow & Lee, 1984; Walker, Levine & Grasse, 1982).
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Example of Nunturance

Jimmy's mother is swinging him in a hammock, playfully
cooing, "ooh, weee” in time with the motion of the hammock.
As he swings near her, she leans over and kisses him quickly
(communicative function = provide information| before
the hammock swings back the other way. In a sing-song
manner, she talks to him saying, "Swinging, you arc
swinging, sweethcart” and caresses his head from time to time
[communicative function = provide information]. Jimmy
giggles and coos in delight [communicative function =
show interest], appreciating all the warmth and affection,

careqiver N 0 Daily Actiil

There are continual opportunities for affectionate interchanges to occur during the
first year of life as the bond between caregivers and infant develops. To a large extent these
exchanges occur as an indirect consequence of the physical care needed to keep an infant dlive
and well (Newson, 1977). The daily activities of diapering, teeding, and bathing provide
many natural opportunities for warm social interaction to occur between infant and
caregiver. While attending to the infant's physical needs, the caregiver has an exceilent
opportunity to express nurturant, caring behaviors.

Example of Caregiver Nurturance in Daily Activities

While changing Amy's diapers, Carol focuses on Amy s
gaze and remains attentive 10 any noise or gesture that Amy
makes. When Amy leans towards the bathroom shelf and

vocalizes |comumunicative fuaction = show intesest). Carol
is quick to respond |communicetive fuaction =

response affirm), bringing down a small stufled animal that
Amy enjoys.

The caregiver creales a supportive environment by responding sensitively and
dependably to both the infant's social and physical needs. These repealed evenls thal are
necessary to daily lite provide a familiar, reliable framework for tr e infant. During these
limes, infants become 'amiliar with the caregiver's unique way of speaking, playing, and
responding to them. The regularity experienced within these recurring daily activilies

A4
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promiotes the infants’ trust in the prediclability of people in the environment. The infant is
assured that the caregiver will be there and will provide whatever is needed.

Children with severe handicaps also need a stable, nurturant reiationship that
encourages trust and a feeling of security in the service provider. For the child with severe
handicaps, this feeling of nurturance and support from a reliable service provider
contributes 1o the child's interest in people and in future soclal inleractions. When warm
relationships are established, the child with severe disabilities is more likely to observe
and interact with others. A nurturant atmosphere in the educational environment provides a

child with increased interest and motivation to participate in social exchanges.

' ¢ Displayed in the Class

When it is time (o go out 10 recess, the paraprofessionals
need 10 make sure everyone is dressed properly in coats,
gloves, and hats. Sarah, one paraprofessional using an
affectionate tone of voice, directs one student, Ken, toward the
coat rack. She holds his hand and as they walk they swing
their amms back and forth slightly [communicative
function = provide information: inform). While smiling at
Ken, Sarah's tone of voice is wamm as she says to him, "It's
almost time for recess now, what do you need to do?”
[communicative function = request: solicit communicative
response). Ken retums the smile and looks delighted as he
reaches for his coat [communicative function = respond to
cue). He obviously enjoys the attention Sarah pays him and
uses his nonsymbolic behaviors (reaching, smiling) to
communicate with Sarah.

Nugurance in g Chjld-centerad Educational Environment

Service providers may incorporate a nurturant atimosphere in the classroom by
considaring activitias that bring the child and adult into pleasurable interactions (Affleck et
al., 1982). Children who exparience enjoyabla activities with a service provider tend to be

mote relaxed, happy, and receplive than children who {eel tense and nervous due 10 an
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overdirective or controlling adult interaction. The service provider can be more sensitive

to the ongoing procass of the child's developing communicative skills and interests. Focusing
on the achievement of specific goals in the curriculum may only cause frustration for both.
When intaractions with an adult are not overly structured, or concarned only with

instruction. the communicaltive rapport may be spontaneous and enjoyable. When the child
has positive feelings associated with the adult and their time together, their bond can become
stronger and the child may feel more comforiable and willing to interact.

One way lo make the environment more enjoyable is to provide activities and
materials thal the individual has shown an interest in. When considering zctivities 10
promote communicalion, selecting items that the individual seems to prefer may be met with
more aleriness and receplivily. Interactions can be initiated by fecusing on the child's
immediate activity or intercst, If the adult initiation is direr.tly related to the child's focus
of attention, the child may view the adult as a weicome participant, rather than as one who
interrupts the activity. Expressing interest in an activity thal the child is absorbed in
omits the neoed 1o redirect attention and ensuras interest.

The adult may also make maximurn use of the individual's existing communicalive
skills rather than concentrating soiely on the acquisition of new skills. Building on learned
communicative behaviors while iargeting a new skill may help incorporate more complex
variatinns of the child's exisiing repertoire. It is especially helptul lo use the child's newly
learned skill repeatadly until it is performed without struggle or hesitation. Then building

on this act can more easily involve other new situations.

Exanple of Building on the Individuals Exisung
4 cative Skill

Mrs. Hall, Mimi's babysitter, is absorbed in a television
show and is not playing with Mimi. Mimi stans to fuss quictly.
but when Mrs. Hall does not respond she reaches out and
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grabs at Mrs, Hall's shoulder and vocalizes loudly
{communicative function = initiate: attention). Nirs. Hall
then: responds saying, "What do you want?" {communicative
fanction = response. requesti clarification] Mimi
immediately grins and makes a funny face and sticks out her
tongue [communicative function = repeat: more
action/person) . Mrs, Hall imitates her, taking tums as in
their previous game, but this time Mimi is the one to initiate
the faces and sounds [communicative function = provide
inforiation: demonstrate persons action]. Mrs. Hall is
responsive to Mimi's signals but is aware that it is important to
build on these signals so that Mimi's communication
repertoire expands. During their games, Mimi occasionally
adds gestures and noises that Mrs. Hall has not seen before.
Mimi kicks her legs up and claps her hands while she makes
her funny sounds. Mrs. Hall responds to the new movements
by imitating them and adding variations of her own
[communicative function = provide information.
demonstrate persons actions and request: solicit action).

Tan, an 8-year old boy with severe disabilities is lcaming
how to signal the teacher that he would like more of an item
ot to continue an activity. During snack time he signals that
he wants more to drink by touching his hand to his mouth,
looking at the juice pitcher, and sometimes vocalizing. The
adults in the classroom have all learned to respond to this
gesture and want to encourage him to use this behavior to
initiate a request for his first drink at snack time. When it is
time to pour the drinks, they purposefully wait close to him
(communicative function = request: solicit action). lan
smiles and reaches for the pitcher {communicative

function = request food). The teacher gets down to lan's eyc
level and guides him to push the juice pitcher toward her and
waits for eye contact [communicative function = request:
solicit communicative response). She does this to teach lan to
use his nonsymbolic behaviors to communicate with a social
partner. She then helps him pour the juice.
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Sensitivity:
Being aware of, and receptive to, the subtle cues of others,
Role in communication:
Interactions are facilitated when sensitivity is used to perceive and interpret the behaviors of others.
Role in caregiver-infant literature: Caregivers use sensitivity when responding to their infants’ nonsymbolic
communication, which greatly enhances their interactions.
Role in nonsymbolic communication of individuals with severe disabilities:
Through sensitivity, service providers may recognize the unique communicative cues of the individual

with severe disabilities and respond appropriately.

The role sensitivity p!ays in communication is essential in facilitating a smooth and
pleasant interchange. People use sensilivity in their daily interactions in order 10 perceive
and interpret the behaviors of others accuralely. A sensitive person is acutely aware of the
altitudes and feelings ot athers, responding to the subtle cues of individuals and sympathetic
toward their needs and emotions. This section will focus on the role sensitivity plays in the
development of communication in the caregiver-infant dyad. The way carc givers display
sensitivity in their nonsymbolic communication with infants may be related to the
sensitivity needed in exchanges with children with severe disabilities. If service providers
incorporate this degree of sensitivity in the classroom, communicative exchanges may be
improved substantially.

Sensitivity in nonsymbolic interactions

The literature on the caregiver-infant relationship views the sensitivity of the
caregiver as vital lo the infant's communicative ability and progress (Bakeman & Adamson,
1984; Odom, 1983, Snow, 1984). Caregivers typically are sensitive to their infant's

unique signals of readiness to communicate (the infant's direct gaze or leaning forward),
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allowing 1~ Infant a tum during interactions, and carefully waiting until the infant is

through responding (Clark & Siefer, 1983). The caregiver's sensitivity to the Infany's
nonsymbolic modas of communication helps to encourage posilive, satisfying interchanges.
in many respects, caregivers provide a kind of scaffold for the infant, responding to the
infant's communicative behaviors as if they were part of a meaningful conversation

(Bruner, 1977; MacDonald, 1985).

The sensilivity that caregivers exhibil facilitates comprehension of the infant's
nonsymbolic behaviors, demonstrating that nonsymbolic communication is a common and
viable mode for relaying messages. Service providers of children with severe handicaps can
also successfully communicate with these childrar. without language or symbols by becoming
increasingly aware and receptive to their needs and feelings. Children with severe
disabilities functioning at a nonsymbolic level may communicate in a similar manner as the
nondisabled infant. They may move unintentionally in ways that can be communicative such
as opening thair mouth, tuming their head, or blinking. It is important for service
providers to observe these nonstandard behaviors and to recognize other subtle behaviors
that could become attempts at communication.

Unfortunately, mos! classroom personnel demonstrate extremely low sensitivity 1o
the communicative behaviors of the individual with severe handicaps, generally ignoring
student initiated behaviors (Houghton et al., 1987). Service providers who are able to read
and anlicipate the child's cues, have the mos! success when they appear to "sense"” the child's
receplivity, needs and interests of the moment (Affleck, McGrade, McQueeney & Allen,
1982; Newson, 1977). Becoming familiar with the child's nonsymbolic cues and
responding sensitively lo these cues may greally enrich the child's understanding of the

world.
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Examole of Carcgiver Sensilivi

Tim, a toddler with severe rctardation, is fascinated by the
bubbles his older brother is blowing. He excitedly vocalizes,
gurgling and pointing {communicative function =
interest) at the bubbles as they float up in the air and then
land on the ground and pop. His mother is ncarby and
responds to his gestures during his pauses, saying " Yes, Tom,
those arc bubbles [communicative function =
response :affirm}. Can you touch onc?" [communicative
function = request: solicit action], Tom becomes excited
again, reaching and pointing {communicative function =
continue: request action) at the bubbles and looking at his
mother in delight. His mother encourages him to continue
expressing himsclf by responding appropriately to his
nonverbal gestures and noises.

Responding to nonsyinbolic communication

Sensilive caregivers are responsive 1o their infants. This is parily due to the fact
that they have a considerable history of involvement with their infant that enables them to
interpret the infant's behaviors accurately. Before infants communicate intentionally,
caregivers attempt to interact with them by searching for behaviors in the infants' facial
movemaents, vocalizations, and body gestures that could be interpreted as communicative
responses. Bonds are strengthened by the caregiver's responswvity to the infant's
nonsymbolic behaviors.

Caregivers play an essential role in interpreting and conventionalizing gestures of
their intants. Their ability to discern the infants signals, and assign meaning to their wide
range of exprassions promoles each communicative exchange. Some researchers have
observed that infants whose mothers were mos! responsive in the first few months of life
demonstrated increased communicativs behavior toward the end of the first year, as
compared 1o infants with less responsive mothers (Bell & Ainsworth, 1972; Odom, 1983).

Sensilive caregivers exhibit a seemingly unconscious ability to perceive the infait's

intent and respond approprialely. They transtorm what may appear to be random
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vocallzations and gestures into effeclive social signals. Service providers of children with
severe handicaps can benefit by incorporating these natural characteristics of the caregiver
into thelr interactions with children in the classroom. Warm, soclally responsive behavior

is important, facllitating both attachment and cognitive development. Just as the
responsiveness of the caregiver can be related directly to the infant's success or failure in
learning to communicate (Carison & Bricker, 1982), the rasponsiveness of the service
provider may directly influence the success of the child with severe handicaps. When
service providers have become sensitive 1o the jndividual child's signals, they may be better
equipped !0 capitalize on opportunities that have been initiated subtly by the child. By
recognizing each child's unique communicative cues, service providers can facilitate more

enjoyable, meaningful interchanges for these children.

Example of Caregiver Responsiveness to Individual's Unique
C "

Jan (a paraprofessional) has been working with Sam (a 10
year old boy who has cerebral palsy and a hearing
impairment) at the school long enough to know that when
Sam hangs his head back [communicative fanction =
initiate), he is bored with the present activity and wants to do
something else. She is also aware that when he is interested
in something, he remains quiet, but his eyes are intensely
focused on the object of attention. She uses this knowledge to
initiate new activilies at an appropriate time. For example
when he hangs his head back and sighs [communicative
function = (nitiate}, she initiates his favorite game
(hide-and-seck) [communicative function = response :
comply] which helps to regain his attention (or eye focus)
and involves him more with the other children.
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Opportunitics:
Providing a favorable situation for participation, involvement, or advancement.
Role in communication:

Increased awareness of communicative opportunities increases the likelihood of more social interacuons.

Creating additional opportunities promotes the individual's nced and desire to communicate.
Role in carcgiver-infant literature:
Carcgivers use the naturally occurring cvents of the day as opportunilics Lo interact with their infants.
Role in nonsymbolic communication of individuals with severe disabilities:
Service providers can allow more communicative opportunities to arise for individuals with severe
disabilities in a varicty of ways: by allowing individuals t express their nceds or desires (hunger,
tiredness): by perceiving the individual's communicative iniliations: by crealing more opportunities
(time-delay, choice).

Opportunity is described as a suitable occasion, or a favorable set of circumstances for
a chanca 1o participate or to progress. For most of us, the opportunity to communicate
happens constantly throughout each day since communication is vital to our existence.
Engaging in social activilies, sharing intimacies with a companion, greeting others, or
discussing important issues all require the intricacies of a commonly understood
communicative system.

This section will look at the ways caregivers ulilize naturally occurring events to
incorporate communicative interactions with infants. It will also consider how service
providers may increase communicative opportunities in the classroom of individuals with
severe disabililies by integrating the kinds of opportunities that occur daily in the
caregiver-infant relationship. These daily occurrences generally arise oul of the infant's
need to communicate something 1o the caregiver (e.g. hunger, tiredness, or discomfort). For
the child with severe disabililies, these natural needs also credte opportunitias for

communication. In addition, this section will look at ways the service provider can create or

o
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expand on communicative opportunities in the classroom.
Qpportunities for nonsymbolic interaction

In order to leam to oommunlcate.' infants must have opportunities to interact with
other people. Immediately after birth, newborn infants communicate to their parents, crying
in discomfort when they need to eat, sleep, or receive a change of diapars. During the first
year, infants use a variety of nonsymbolic communicative behaviors to express their feelings,
interests, and deslires to thelr caregivers. Caregivers respond reliably to these initial
demonstrations, creating opportunities for further communicative exchanges. The daily
activities of feeding, diapering, and bathing create natural opporiunities for communicative
exchanges to arise between them. The time spent attending to the infant's physical needs
becomes a natural opportunity to interact with the infant, providing a large percentage of the
infant's daily communicative input. Caregivers cultivate the infant's communicative
development by using many opportunities that arise during the day to elicit interactions.

i caregivers did not respond to the infant's nonsymbolic communication, the infant
would not survive. In fact, without communication attempts made, caregivers and infants
would be virtually isolated from each other. People without communication or any
opportunities for communication are in a sense trapped within their own individual world of
private sensations. The world of the individual with severe disabilities may not be far
removed from this image of relative isolation. For many of these individuals, their limited
communication abilities are their most serious handicap (Mount & Shea, 1982). Researchers
are now reexamining the situation of these students in institutions and school training
programs where traditionally students have been expected o be passive and compliant.
Recently, prolessionals are focusing on strategies that promote communicative opportunities

in order to foster independence, self-reliance, and autonomy (Guess, Benson, &
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Siegel-Causey, 1985; Halle, 1985; Peck, 1985; Shevin & Klein, 1984).
Perceiving communicative needs .

MacDonald (1985) observed that for many students with severe handicaps, the need to
communicate seems 1o have been eliminated from their environment. In most institutions and
school settings, these individuals are dressed, fed, and cared for with minimal input expected
or required from them. In fact, service providers may be completely unaware of the amount
of care they provide the individual without any communicative interaction occurring between
them. Unconsciously routine tasks are taken care of quickly because itis so much easier and
efficient. Well meaning care providers often inadvertently preclude a possible communicative
interaction by performing daily tasks expediently (Halle, 1984). The individuals, then,
learn o rely completely on their service providers (teachers, parents and paraprofessionals)
and may exhibit a kind of learned helplessness (Seligman, 1975), because they perceive that
they have no control over people or their environment.

Similarly, adults may not expect students with severe disabilities to express
themselves or respond in any way during daily interactions. Adults may often talk in a
rhetorical manner 1o individuals who are limited in their communicalive abilities, answering
questions for them and not seriously expecting them 1o respond. Perhaps this rhetorical style
davelops over time because the service provider has not received consistent responses from
the individual. Due to the individual's recurring lack of response to the adult's input, the
adult might become accustomed to performing the individual's necessary daily aclivities
without attempting to incorporate any reciprocal communication (Halle, 1984).

There are several other factors that may contribute o service providers overlooking

communicative opportunities with these individuals and thereby reducing the need to
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communicate. One important consideration is that many adults might not (gecogniza the
individual's own ponsymbolic communicative signals. In this highly verbal world, most
peuple consider that communication occurs primarlly through speech. Speech is the most
commonly used communication form, and yet it is the most complex since it involves the
mastery of a learned, arbitrary symbol system. Individuais who function at a nonsymbolic
level might not understand the complexity of a symbol system. Due to cognitive and/or
neuromotor deficits, other individuals may never adequately develop speech to meet their
communication needs. Nonverbal, nonsymbolic communicative behavior, however, is highly
expressive and occurs in most infants long before verbal behavior (Bruner, 1975; Newson,
1977; Sachs, 1984; Yoder & Reichle, 1977). The nonsymbolic behavior of individuals who
may not use symbolic communication can be equally expressive and functional.

Another trait exhibited by service providers and caregivers that might inadvertently
affect the Individual's need and desire to communicate is the tendency to expect a respons:
from the individual gnly after a prompt, command, or question. Adults might only be aware of
individuals as communicators when they ask or prompt them to respond. Thus the individual
becomaes indirectly dependent on the adult's prompts as the signal for communication and is
compelled to be a responder, never an initiator. Unfortunately, the individual might have
little need or desire to express anything at these specified moments. |f the individual does not
fulfill the adult's expectation , however, the adult may coma to expect less and less
communication from the individual. In time thy adult might not believe that the inclividual has
any communicative needs.

Changing the views and expectations of parents, teachers and other service providers
toward the individual with severe disabilities may greally improve their interactions

(Affleck et al., 1982). Brown, Evans, Weed, and Owen (1986) found that various adult
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providers expressed a lack of confidence in the abilities of students with severe disabilities to
problem-solve and request assistance. Perhaps due 1o this lack of confidence, service
providers have developed the habit of doing everything for the individual with severe
disabilities. During all types of daily activities the individual's need or desire to communicate
has gradually been extinguished.

Not only Is there a limited need for the individual 1o communicate but also service
providers may demonstrate a tendency 1o disregard, ignore, or overlook possible child
initiations (Houghton et al., 1987). In the research done by Houghton et al. (1987), the
majornity of observed student interactions in the classrooms were ignored by attending staff
members. One explanation for this may be that the non-standard behaviors and vocalizations
of the individual with severe handicaps aie viewed as inappropriate or disruptive.
Researcliers have reported that caregivers of children experiencing severe language delays
actually provide fewer opportunities for the individual 1o initiate communicative exchanges
or participate in turn-taking aclivities than caregivers of nonhandicapped children (Affleck
et al,, 1982; Walker & Kershman, 1981, Yoder & Kraat, 1983). These children can be
given the opportunity, however, to see that their communicalive attempts do have a purpose
and that the environment can be affected by their displays.

As already noted, when service providers anlicipate the neods and desires of individuals
with severe disabilities and supply these needs, they may be inadvertently inhibiting
communicative attamplts on the part of the individual. individuals need to see the value in
their communicative behavior in order to feel they have a reason to communicate. To increase
the motivation of individuals with severe disabililies, the behavior of the service provider can

be changed !0 creale more opportunities for these individuals to want to communicate.
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It Is interesting to note that researchers who are not invoivad with individuals who are
sevarely handicapped ara focusing on the Importance of recognizing and ca;eating
communicative opportunities for individuals with disabillities (Alpert, 1984; Mittler &
Berry,1977). Halle (1982,1984,1985) focused on arranging the environment to improve
chiidrens’ need and motivation to communicate. One method that he described is the
structuring of an interactive situation so that the Individual must request something. For
example, a child may fully expect a teacher to provide a snack or toy, at a certain moment;
and when the teacher hesitates (time-delay), the chiid may become impatient and demand the
teacher to follow through. The child desires to have these expectations fulfilled and is
motivated to vocalize or gesture in some way about it. The idea of the teacher delaying
information, comments, or materials has been used commonly in the instruction of students
with no disabliities. For example, a common praclice seen in many school settings is for the
teacher to hesitate after a question, prompting students to provide an answer. This allows
students to relay what they know. Likewise, delaying assistance o a learner with severe
disabilities prompts learners to perform without help and thus display their competency and

understanding in that context.

jesto C
A student, Howie, with moderate
motor-impairment and hearing loss, is accustomed
to the help his teacher provides when he needs to
get on his coat for recess or at the end of the day.
Occasionally, the teacher stands nearby but docs
not atiempt to assist him [communicative

fanction = regulate: reinforce). With much

effort, Howie will get his coat off its hook and as he
vocalizes, he reaches toward the teacher with the
coat in his hands [communicative function =
initiate: offer). The teacher

responds quickly, "Howie, do you need help with
your coat?" [communicative function =

re.ponse: answer and request: Ssolicit
communicative response]. Howie vocalizes. "l will
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be happy to help you," his teacher responds
[communicative function = response. affirm).

Halle (1984) found that caregivers and teachers of children with severe language delay
need 1o recognize and create new language learning opportunities. Musselwhite (1986) asks
teachers and service providers, "Doas the child have a need to communicate in this situation?"
(p. 27). If individuals do not have a "need" to communicate, the objects, events, and the
aclions of people need 1o be altered o create a reason for communicaling. In essence, the
environment should be arranged to evoke communication opporiunties. When situations are
provided that creale a need for the individual to communicate. there is greater opportunily for

an increase in self-initiated interactions and communicative behaviors.

Providing opportunities to make choices and decisions, Within any given activity, the

adult can arrange the setting to increase the number of choices or decisions that the individual
has the opportunity to make. Like all people, individuals with severe disabilities need
opportunities throughout the day to express choice. Within the routines of the day,

individuals may have many occasions to choose among activities, desired objects, partners to

play with, or whether or not lo engage in an aclivity.

At snack time, the teacher comes by with a tray of
juice and milk. She asks cach student when she
comes to him, "Do you want juice or milk?" as she
points 10 the drinks [communicative function =
request solicit response]. One child, Tammy,
responds with @ soft vocalization and tutning her cye
focus toward ihe juice glass {communicetive
functior = respond to cuel. The teacher guides her
hand then towards the glass and helps her place it on
the table [communicetive funciica = response:
comply). Another child, Jack, does not respond, even
when the guestion is repeated [communicetive
function = request solicit response]. The icacher
says, "That's ok, Jack. If youdon't want a drink. 1l
check back with you later.” [communicetive

ot
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function = response: comply and provide
information: comment).

Service providers may overlook the needs of individuals to express choice because it Is
somelimes easier to choose for them. The individual's declsion may crealte situations that
were not expected. Sometimes in school and home setlings, child-initiated behavlors may be
viewed as disruptive to the schedule or planned event. It is important for service providers to
recognize the significance of decision making, choosing and initiating, and to determine the
times and situations in which they can be flexible and allow the learner mere of these
opportunities.

Sarvice providers can encourage other personnel to be accepting of the individual's
choice, decision, or lack of response. It is important to emphasize that there are no right or
wrong choices. |f a child chcoses not lo respond, the service provider can aiways return and
ask the child again, providing another opportunity for the learner. |f there are no
expectations for a individual's "appropriate” response, a more accepting aimosphere for
decisions and choices will be created.

When individuals with severe disabilities are overprotecled, they are being denied their
basic right to choose and lear!i the consequences of their ducisions. It is important that they
are allowed 1o experience a sense of accomplishment, to try to make decisions or perform

independently, even at the risk of failure (Guess et al., 1985).
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Sequencing Experiences

Sequence:
Organizing a related serics of activitics, into a sequemtial, predictable format,

Role in communication:
The use of ordered sequences increases the individual's familiarity with interactions, facilitating
communication by promoting more active participation in social exchanges.

Role in caregiver-infant litcrature:
Through the regularly recurring activitics of the day, carcgivers develop predictable patterns in their
interactions with infants, which help infants become more involved in their interchange.

Role in nonsymbolic communication of individuals with severe disabilities:
he arrangement of a definite sequence of activities helps promote communicative interactions with
individuals who are severely disabled, by increasing anticipation of events and specific roles in the

interaction.

Many experiences of daily lifte provide a useful framework to arrange aclivities in a
predictable sequence. Establishing a repetitive sequence is helpful for any person to acquire
naw skills or to complete a task efficiently. We all rely on recurring patterns or habits
within the structures of our daily lives, whether it is the pattern we use to wash dishes, do
exercises, or get ready for work. When a consistent steady process becomes established,
events progress more smoothly without the need for detailed planning and thinking about the
process.

This section will examine the literalure on early interactions between caregivers and
infants which focuses on the importance of establishing predictable routines during the day.
It will also consider how the integration of repelitive sequences within the classroom for
individuals with severe disabilities may increase their participation and enhance social
exchanges. In the caregiver-infant relationship, organizing daily activities into a

regulated, sequential format allows the infant to become more familiar with the slructure of
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the immediate environment. This famillarity encourages Infants to participate more

activaly in interactions with thelr caregivers. Communication development is facilitated
when Infants recognize the patterns of a daily routine and can act as proficlent members of a
dyad, assuming a definite role In the interchange. Investigators generally agree that during
infant nonsymbolic exchanges maternal utterances emitted in a specitic order (as seen in
games or repetitive sequences) help to establish a bred&ctabte. familiar world for the child.

In addition the Infant's signals, when emitted In a consistent context and Interpreted by the
caregiver Ir; a consistent manner, promote later acquisition of communicative skills

(Bruner, 1975; Rogow, 1984; Writer, 1987; Yoder & Reichle, 1977).

For individuals with severe handicaps, the arrangement of a definite sequence of
activities that Includes repetitive practice can help to promote anticipation and
involvement. There are a number of daily activities where successive routines arg possible:
self help activitles (dressing, bathing, preparing meals), leisure time activities (games and
freeplay), or at transition times (e.g. from school to home). A routine sequence of events
can occur each day that is functionally related to the task at hand, giving the .aquence added
meaning. These regularized formats provide a useful structure that contains a kind of
rule-bound framework. Over time a consistent set of routines allows an individual with
severe disabilities to become familiar with the routines of the day and 10 begin 1o feel more
comforiable and secure within each aclivily.

An educational approach incorporating the use of a sequence of skill clusters in the
curriculum, the Individualized Curriculum Sequencing (ICS) model, was first
conceplualized by Guess and collegues (Guess el al. 1978). The model is based on the
theoretical assumption that learning is best achieved through the teaching of skill clusters

that are meaningful and functional for the learner. Research on the effectiveness of the
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sequence model has been carried out for five years, proving its relevance for the population
of individuals with severe handicaps (Helmstetter & Guass, 1987). Readers may refer to
the following citations for further information on the implementation of this curriculum
model (Brown, Holvoet, Guess, & Mulligan, 1980; Holvoet, Guess, Mulligan, & Brown,
1980; Mulligan, Guess, Holvoet, & Brown, 1980; Sailor & Guess, 1983).

Arranging sequences. Ordered sequences can provide many opportunities for
communication if arranged properly within the selling of dally aclivities. For example, it
is important to use the same signals or cues to announce the end or beginning of an aclivity.
(e.g., putting chairs up to the table for snack time, an alarm ringing to end an activily). A
repetilive sequence of exchanges can be embedded into each activily. This “redundancy”
provides many opportunities for a child with severe disabililies o praclice aclions in a
predictable format. With the building of recurring events, a child with severe mulliple
handicaps comes to anticipate what may happen next (Holvoet, Mulligan, Schussler, Lacy, &
Guess, 1984; Writer, 1987). This eslablishment and inaintenance of consistent daily
experiences may increase the child's communicative role and promole further interaction

skills.

Example of Repetition in a Daily Activily

Dunng the school day there are many activities that can
incorporate the occurrence of a specific repetitive sequence.
For example, any structured onc-to-one activity can
incorporale a sequence similar to the following:

Beginning:

1) Waming that activity will occur;

Verbal cue combined with gestural cue -"John,
lunch” and guides John to make the gesture as il
holding his lunch sack|communicative

function = provide information: describe person’s
actions).

2) E,m'”.'m,"g m i"llhﬂ!i!]l’ E]'!II‘D"!I:‘Z

Adult gets ncar John but waits lor him 10 get adult’s

)
o
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attention. John leans forward {communicative
function = request action) to signal he is ready to

move forward. John is then helped to push his
wheelchair to the refrigerator and he gets out his
lunch sack.

3) Ready to do activity:
The adult pauses and waits [communicative
function = request: solicit action). John leans
forward toward the doorway {communicative
function = respond to cue] The adult and John go
to the cafeteria.
Ending:
4) Waming that activity is finished:
After lunch, the adult uses a verbal cue combincd
with gestural cue - "All done” and guides his hands
to feel the empty food container.
[communicative
function = provide information: describe object)
5) ipate i ials:
Adult waits close to John until he gets their
attention {communicative function = solicit
action). John leans forwaid {commuaicative
function = request action). "Oh, you are ready 10
go" {[communicative function = acknowledge)
John is guided to push his wheelchair and helped to
put his lunch sack on a shelf.

6) Completion:

The adult uses a verbal cue "all done” combined
with gestural cuc (communicative function =
provide information: demonstrate action).

This system of verbal and gestural cues at the beginning

and ending of activities, coupled with specific communicative

roles John must play, can be used at many different times

during the day such as going outside, doing fine motor tasks,

and having physical therapy.

Increased social awareness, Awareness of the other person is a critical component in

the development of communication. In communicative interactions, children learn the
importance of social partners who receive their messages and provide contingent feedback.

With the consistent structuring of daily events, individuals with severe disabilities may

demonstrate increased participation and awareness of people. Through these exchanges, the
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learner develops cognitively (sequencing events) and soclally (recognizing other people as
communicative agents).

in order 10 estab’ -h a particular communicative sequence, service providers should
initially regard any signal from the child associated with the sequence as a communicative
response, indicating the child's interest and involvement (Rogow, 1984). By parlicipating
in these interactions in a consistent framework, the child with severe disabilities learns to

recognize other people as valuable social partners. Their shared activilies lead to shared

undarstandings, incorporating a salient part of communicalive exchanges.

Every afternoon the preschool classroom of childien with
and without disabilities have a game and song time, The
beginning of their group time together always starts with a
familiar song that involves introducing cach child to the rest
of the group. To the tune of Arg you sleeping, they sing,
"Where is Emily, where is Emily..." taking tumns, substituting
cach child's name into the song. The service provider has a
photograph of cach child and as the song comes 10 its last line
(for cach child). the teacher gives the child their picture,
while the song ends with "There you are!” [cemmunicative
fuaction = provide information: describe person). Emily is
extremely happy 1o hear her name called over and over in the
song. She is clapping her hands together and looking around
the table at cveryonc [commuaicative furction =
continue: request attention]. When the teacher extends Emily
the photograph, she reaches for it excitedly and smiles
broadly at the group. Everyday the children can anticipate
beginning the session with the "name song." The more they
hear the song. the snore they participate in this fun activity
that involves communication with partners in a positive
fashion.

Palterns in games. The recurrent pallerns thal exist within inlant-caregiver games
are a good exampie of the helplul framework provided by sequencing events, Games typically

follow simple rules. exemplifying the struclure of a conversation. Games also provide a
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reliable setting for children with severe handicaps to learn that their behaviors co have
predictable outcomes. Repeated performance enables these children to discover that their
actions can bring consistent results from the service provider. The service provider can
imitate or elaborate on the child's behavior, thus holding the child's attention at the same
time that they are both focused on the same subjec!. In games, anticipation is shared within

a predictable sequence of events.

Example of Reciproci G

Mimi, 14 months old, watches her baby sitter, Mrs. Hall,
making funny faces. Mrs. Hall says, "Watch me make a funny
face," crinkles her nose, sticks out her tongue and rolls her
cyes [communicative function = provide information:
inform). Mimi watches closely and then tries to crinkle her
nose. She opens her mouth, and sticks out her tongue and
laughs [communicative function = continue. request
action/person). Then Mrs, Hall says, "I'm going to make
funny noises." She gurgles and makes nonsense sounds
(communicative function = response: comply). Mimi then
mimics Mrs. Hall, vocalizing an "aahh" and adding another
funny face [communicative function = continue: request
action/person). They alternate, back and forth, taking tums
making faces and funny sounds.

The pauses that occur naturally in games between infants and caregivers help to
establish the concept of turn-taking, an essential component of conversation. These pauses
clue infants to their turns and allow them to actively participate and expect the next turn.
Infants gradually develop an increased understanding of their roles in the interchanges and
miay assume more responsibility, eventually initiating game sequences. Through repeated
experiences al a game, early infant behaviors that at first might have been unintentional,
become intended responses 1o keep the game sequence going, or to achieve a particular goal.
This is due in large part to the caregiver's sensilive responding 1o the infant's first

behaviors as if they were intentional.
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The give-and-take structure of game playing provides a useful format o regulate the
behaviors of the child with severe disabilities. Service providers can also respond to the
reflexive or unintentional behaviors of the child with severe disabilities as if they were
intentional. Responding sensitively and appropriately to the child’s behaviors within a game
sequence can increase participation and awareness within interactions. The consistent
patterns of games helps to establish a firm foundation for more complex communicative

exchanges.
Ex reds icipation through Games
Holly, a child with severe multiple disabilitics, loves to
play the game 'pat-a-cake’ because her friend, Lisa, from the
first grade has taught her the hand movements and she likes
it when they clap their hands together. Holly feels that Lisa is
her ‘pat-a-cake’ partner and she often secks her out at recess

s0 that they can play the game together.

When she finds Lisa on the playground, she will smile and
bring her hands together fcommunicetive function =
initiate], which signals to Lisa that she wants to play their
special game. Before Lisa taught Holly the game, Holly had no
real interest in interaction with the other students.

Contingency in social routines, Social routines and games provide a setting for the
infant and caregiver to have many contingent experiences. The structure of routines
provides consistent opporiunities for the infant's behaviors to be responded to immediately,
appropriately, and reliably. The adull's responses are contingent on the infant's behaviors
in that they are conditioned Ly and dependent on the infant's cues. In addition, the clear,
repetitive structure of routines enables the infant to become immediately familiar with the
context and with the reliable responses of the adult.

A parinership is formed during routines, each participant relaying and requesting
meaningful feedback. The more apparent and predictable the child's signals, the more the

adult can respond contingently. For the learner with severe handicaps, the service provider
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may need to respond broadly at first o most forms of the child's behaviors. As the adull
becomes more familiar with the learner's communicative behaviors, the responses can
become more individualized, relevant, and more contingent. By receiving contingent,
positive reinforcers from the caregiver, individuals with severe handicaps begin to
recognize that their attempts at communication can be successful. They find that they do
have the capacily to influence people and their environment and that they are, in turn,
responded 10.

Routines and games clearly shape an understanding of reciprocal roles by providing a
setting for mutual exchange (Rogow, 1984). Through repeated experiences during games,
geslures made in response 1o the adult become Intentional. Gradually, these gestures are
parformed 10 achleve a specific goal. Infants and children with severe handicaps may
gradually become aware of their ability to change or manipulate the responses of the
caregiver. When the dally ritual of games and routines is well established, the child with

severe disabilities is able to demonstrate more control over a course of events.

X in in Soci inegs

The first time Jocy saw his older sister play peek-a-boo, he
just giggled [communicative function = inferest] when
she hid herself under a blanket and came out unexpectedly.
After a few repetitions, however, Joey appeared to want to
hide under the blanket and surprise his sister, too. He
reached for the blanket, fussing and grunting
(communicative function = continue: request action] in
his determination to be the one hidden under the blanket. His
sister cooperated by throwing the blanket over him
(communicative function = response: affirm, comply] and
then feigning surprise, she calls out "peck-a-boo” as he pops
out at her.

Once the learner is comfortable with a routine, some deviation from the structure

may be effective in encouraging further anticipation and interest. Any child with severe
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disabilities can benefit from the structuring and restructuring of specific games or

routines. A slight change within a clear, repetitive routine will further enhance

anticipation and involvement. In facl, altering a well-established routine slightly is an

ideal way 1o create a "need" for the child to communicate. As previously discussed, the
disruption of an anticipated action can prompt the child to communicate by questioning or
requesting information. It is important tha classroom routines do not become so consistent
that children are over-programmed and dependent on the exact routine v function

effectively.
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iement

Movement:
Referring to past of the Van Dijk theory of adult and child participating in reciprocal exchanges through
the mutual physical movements of their bodics.

Role in communication;
The use of movement encourages communication by developing the individual's: a) awarencss of self; b)
separation of self from the environment; and c) recognition of others as responsive, social partners.

Role in caregiver-infant literature:
Early infant movement forms a foundation for leaming since infants first explore their world through the
movements of their bodies.

Role in nonsymbolic communication of individuals with severe disabilitics:
Children with severe disabilitics may be more focused on themselves and may need encouragement to
cxplore their environment. Movement activities help to stimulate their awareness of the world and
might contribute to their responsiveness to social partners.

Infants make their first attempts at exploring the world around them through the
movements of their bodies. Through their first struggling motions they find out how to move
and what their bodies can do in the world in which they live. Ward (1981) suggested that the
infant’s early movement aclivities form a foundation for learning, including later
acquisition of language and cognitive skills. Infants use their bodies immediately to move
about and explore the world. They also respond posilively to physical stimulation from
others such as being tickled or tossed.

Children who are severely disabled or deaf-blind also exhibit an interest in physical
sensalions, yet their actions appear to be more inwardly directed and focused on themselves.
Similar to the nondisabled infant, their attention is naturally directed to their physical body
except they appear to be preoccupied more with internal bodily sensations. This may
manifest itself in physical behaviors such as self-stimulalory movements. The world of

children who are severely disabled or deaf-blind may encompass no more than their
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internal sensations and attempts by them to satisfy their basic physical needs. The world of
the nondisabled newborn is similar initially, except that more cognitive exploration is
incorporated into their physical movement.

Jan van Dijk observed the differences between the first stages of movement
exploration for infants without disabilities and the more isolated world of the child who is
deaf-blind. He theorized that children who are severely disabled and/or deaf-blind need
encouragement 1o explore their environment. They are more dependent on people 1o help
them develop an awareness of a world outside of themselves. Van Dijk (1965a, 1965b,

1966, 1986) developed an inlervention theory to encourage communication in children who
are deat-blind that ulilizes the concept of movement to stimulate awaraness and cognitive
growth. We are interested in the reasoning behind van Dijk’s theoretical concepts and how it
might apply to children who are multiply handicapped, molor impaired, and funclioning at a
lwer coghilive level than the children for whom he originally developed his communication
theory.

Van Dijk believed that movement activity develops childrens' awareness of
themselves, and their bodios as vehicles 10 explore the world. For young children who are
deat-blind, the world might extend no further than their own bodies. In addition, motor
dysfunctions may impair childrens' abilities 1o respond 1o the environment and they may be
raliant upon others 10 bring the environment to them. Children with severe disabilities who
are limited in their interaction with the environment often have difficully developing a
concept of themselves as physical and mental beings. They may have trouble differentiating
between themseives and other persons and things in the environment. Before the world can

be enlarged for these children, they must first have a clear sense of seif. Movement
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activities may enhance children's perception of their own bodies and encourage their
undarstanding of the separation of self from the environment.

As children develop a clear sense of their own bodies their knowledge exlends further
as they begin to develop concepts involving where their body is in space (spatial
relationship) and what physical movements they can control. When children realize the
separatenass of themselves from the world, they may be motivated 1o explore their
environment, Piaget (1964) observed how children naturally partake in movement
activities (including object manipulations) which encourage the development of cognitive
skills necessary for acquiring communication. When chiidren are actively involved in the
environment, they observe their bodies, their movements, and the relationship ot
themselves 1o other things in the environment (Robinson & Alien, 1975) .

Van Dijk's movement-based program is comprised of many levels. In this manual,
however, only the first three components: resonance movement, coactive movement, and
imitation will be discussed. The focus of the activitles in each van Dijk level are designed 1o
encourage the child's concept of distance between self and the environment. In addition to the
articles by van Dijk (1965a, 1965b, 1966, 1967, 1986) a primary source for this
seclion of the manual was based on Stillman and Battle's interpretation (1984).

It is important to recognize that the mov...nent-based approach (van Dijk, 1965a,
1965b, 1966, 1967, 1986) was designed for learners who had sensory impairments but
had no motor or physical impairments. Learners with severe mulliple disabilities often
have accompanying motor impairments and thus, the movement-based intervention requires
adaptations in instruction. Secondly, the movement-based approach is most appropriately
implemented with learners during preschool and early elementary school ages.

Implementing some of the specific resonance and coactive movement aclivities requires the
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instructor to lift, hold, or baar some of the learners' weight and therefore are appropriate

only for learners who are smaller in size and weight than the instructor and below a weight

of 40 to 50 pounds.

Besonance Movement

Resonance activities are designed to shift the child's focus of attention from self to the

‘-

external world of people and objects. Resonance activities are very similar to early

adult-infant interactions. The adult draws the child's attention through movements with the

child that are of particular interest. These might be actions that the child initiates
spontaneously or is familiar with and enjoys. In resonance activities the child and adult
maintain direct physical contact, because at this stage the child is most responsive 1o what
his/her body does. Resonance aclivities generally have a star-stop formal. The adull
moves with the child, pauses, and waits for the child to signal for the niovement to start
again. Then the adult reinitiales moving. The pauses allow the child to initiate a signal of
any kind (e.g., smile, gesture, vocalization, change in muscle lone) indicating the desire to
continue. During the movement dialogue the adult or child may modify the movement; for
example, rocking sideways instead of forward or backward. Whal is important is lo provide
the child with the direct effects of his’her own behavior, effectively producing a change in
the environment or activity. The adult must be particularly sensitive and respond to the
child as if his/her nuances of signals (e.g., facial cues, relaxation of the body) are
communication. Within resonance activities an elementary form o! dialogue is eslablished,
with both child and adult having the opportunity to respond to each other's movements as if

they were engaged in give-and-take conversation.
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Example of Resonance Movement

Sometimes when Lisa wakes up from a nap, she and her
mother play a "resonance” game together, Her mother will
lift her from her crib, and sit behind Lisa on the floor, so that
Lisa is leaning comfortably against her mother's chest and
sits cradled between her mother’s crossed legs
{communicative function = provide information:
inform). Lisa's muscle tonc is tight and she has limited
control over the movements of her asms. Her mother holds
onto Lisa's hands {communicative function = provide
information: inform) and together they make small
funny-shaped circles in the air. Lisa enjoys this and she
usually giggles (communicative function = interest]. Her
mother will pause from time-to-time in the movement and
wait [communicative function = request: solicit action)
until Lisa initiates her own slight motion with her hands
{communicative function = continue: request
action/person). Then her mother reinstates the movement.

Coactive Movement

Coactive aclivities are an extension of rescnance activities. The basic difference
between the two is one of physical distance. In resonance aclivities the adult and child are in
close physical contact. In coactive activities the movements of child and adult are gradually
separated. This requires children to maintain greater attention and lo associate their own
actions with what they observe. Coaclive movements can occur when the child has
participated in many resonance aclivities and begins to demonstrate an abilily to move with
the adult with less physical contact. The same start-stop format is maintained, and the adult
is @specially sensitive 10 the child's signals. i s important for the adult to be responsive to
every communizative effort of the child and to recognize each attempt as valuable and valid
(Writer, in press). Coaclive movements can become more complex by introducing
movement sequenices (e.g., crawl-walk-turn) that are within the child's repertoire. They
may be a variation or combination of familiar movemaents that, with consistent repatition,
the child can learn 1o anticipate the order and sequence of the movemenls, Coaclive

movements, using the same format as resonance movements, encourage the child to move
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from the world of the concrete and physical 1o a8 more abstract level, where the adult and

child maintain 2 movement dialogue without the direct physical contact of the body.

Exampie of Coactive Movement

As Lisa matures, the gamc with her mother becomes more
a "coactive” game. Her mother does not hold Lisa closely in
her lap. Instead, she creates more physical distance between
them so that their primary body contact is occasional
hand-holding [cemmunicative function = provide
information]. Lisa's mother lifts her hands and Lisa imitates
her (simublancous imitation) and wgether they take turns
guiding cach other's hand movements while they imitate cach
other's movements,

Lisa's mother eventuatly elaborates on this coactive
'mirroring activity and hegins to use her feet and head o
move in funny smiall ways [cenmunicetive fuzction =
provide information: inform} and Lisa giggles in delight
[communicative function = request action). She trics 10
copy her mother's funny motions [communicetive
function = respond to cue). They cach take turs moving
their hands, then feet. then head. Again Lisa's mom pauses
from time-to-time [commenicetive function = request.
solicit action] 10 wait tor Lisa's initiation,

The third level, inutation, focuses on the child's growing ability 1o depict and
demonstrate the actions of others. linitation activities are similar to coaclive movement,
except with the graduai introduction of lemporal distance. The adull may imitate a child's
familiar movement, while the child is walching. The child is encouraged 1o join in with the
adull's movement and to cemplate the action in a coactive manner  Gradually, the adult
demonslrales more of the movemunt while the child watches, untii both adult and child are
pertorming the sequence ol movements at different imes by imitating each other. Once a
repertoire of movements is established within the dyad, the motions can be varied by

introducing modifications and ditlerent components inlo a sequence thal requires more
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sophisticated communication, or more qualilty in the response. Imitation aclivities enhance
the childrens’ growing abiiity to observe the actions of another person and to perceive the

relationship belween those actions and their own.

Example of Imitation in M

In time, Lisa's mother secs that Lisa is capable of watching
and imitating the movements, to the best of her ability, even
if they do not move together. She encourages Lisa in their
imitation game by mimicking preciscly what Lisa does, just
after Lisa has completed the motion [communicative
function = provide information: comment). Lisa's mother
may elaborate on Lisa’s motion slightly [communicative

function = request: solicit action) so that Lisa, in tum,
expands her own original movements to first incorporate
what she saw her mother do and then add something by
herself {communicative function = respond to cue). In
this sense, Lisa is partially creating the sequence of
movements, in spite of her physical limitations.

Increased Awarenass and Parlicipation through Movement

in all of these stages, the child's awareness of other people is prometed. Beginring
with the rescnance stage, children enter into a communicative relationship with the adult
based on their unique exchanges during movement dialogues. Through their initial close
physical contact, the child becomes familiar, not only with the adult, but also with the
sequence of movements they might perform together. Children begin 1o expect a start and
stop in the routines and begin to formulate signals and responses of their own thal, in turn,
affect the movement aclivily. Gradually, children become aware of the effect of their own
behavior 1o iniliate or end a movement cycle with another person.

In the coactive and imitalive stages, the child's increasing involvement with another
person is promoted further. Additionally, the child begins to function withoul as much
suppon, first spatially, then temporally. This expanded awareness of people and sequences

occurs as children come 1o recognize the ways in which they can affect people and alter their

.
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environment. Once a consistent repetition of movements is established, the child begins to
recognize others within a famillar seguence. By performing these actions progressively in
the various van Dijk levels, children may become increasingly aware of the person they are
interacting with and the manner in which they control the movement interchange.

Some of the unique characteristics of the van Dijk approach are the manner in which
the intervention utilizes the spontaneous behaviors of the child. This technique lakes
advantage of childrens’ nalural desires to move in some way. It appeals to them and
increases their motivation to interact with someone when they see their own action
perlformed by someone else. The behaviors they once performed in isolation are now a part
of a communicative-movement dialogue.

van Dijk's first three levels (resonance movements, coactive movements, and
imitation) are not hierarchical in nature. A child may function at all three levels during the
same period of time, because one level is not a prerequisite for the next level. For example,
a child may need resonance movements for some interactions bul in other aclivities might
respond in an imilative tashion. The underlying saliant factlor in all levels is the idea thal
children become interested in the world by perceiving how they influence their
environmenl. When the adult initially follows the child and matches the child's movements,
the child becomes an active participant in a social, communicalive inleraction. In a direcl,
physical way the child becoines involved in the world, in people, and in imany opportunities
for communication that occur naturally within social interactions. These children are no
longer at the mercy of the environment, isolated and withdrawn inside themselves. Instead,
they are aclively involved, moving, responding and initiating exchar.ges with other people.

Briefly we have attempled to summarize van Dijk's movement based approach. It

would be impossible, however, 1o do juslice 1o the complexity ol his theory within the
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context of this manual. Our condensed version is a brief synopsis that we believe is relevant
to children who are severely retarded, motor impalred and sensory impaired. For a more
thorough description of the van Dijk approach, refer to articles in the uvikliography

(Stillman & Battle, 1984, Writer, 1987, and van Dijk, 1965a, 1965b, 1966, 1967 &

1986).
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SECTION3
PROCEDURES FOR ENHANC!IC NONSYMBOUC COMMUNICATION

Ellin Siegel-Causey & Barbara Ernst

The purpose of this sectlion is 10 demonstrate the way the five instructional guidelines
(developing nurturance, enhancing sensivily, sequencing experiences, increasing
opportunities, and utilizing movement) can be implemented by service providers. The

strategies are linked 1o specific purposes:

DEVELOPING NURTURANCE: To foster an atmosphere of wannth and security, by providing
sustemance and support,
Purpose:  Builds an individual's sense of trust in the service provider and secure fecling
within the environment,

ENHANCING SENSITIVITY: To perceive, interpret, and respond to nonsymbolic behaviors in a
sensitive fashion that is appropriate and satisfying to the recipicnt.
Purpose: Facilitates communicative behavior and awareness of another person as an important agent in
social interactions.

SEQUENCING EXPERIENCES ;. Toorganize experiences in a manncr that establishes routines
based on regularized formits.
Purpose: Increases the individuals' familiarity with interactions, w hich in turn, allows them to
anticipate the next occurrence and furthers their active participation in the give-and-take of social
exchinges.

INCREASING OPPORTUNITIES: To create and facilitate situations that allow communicative
interactions to arise naturally,
Purpose: Aids communication by promoting opportunitics for individuals 1o experience communicative
cxchanges.

UTILIZING MOVEMENT: To utihze the partnership of adult and child participating in reciprocal
exchanges through the mutual physical movements of their bodies (based
on the van Dijk theory).

Purpose:  Encourages communicative exchanges by developing the individual’s: a) awareness of sclt,

b) separation of scif from the environment, and ¢) recogution of others as responsive, social
panners,

It is important, however, that the exact usage of each guideline depend on a) the individual's

current communicative functioning: and b) the specific communication goals for that individual.
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The previous sections have presented the philosophical orientation and literature support for

the Instructional guldelines. It is Important that the philosophy of the instructional guldelines

be understood in order 10 avold a "step-by-step cookbook" approach to the communication
intervention. Therefore, this section uses examples of Interactions in a dialogue-like format.

The reader is encouraged 10 ‘act out’ the dialogues. In addition, space is provided within some of

the examples 1o allow the reader an opportunity to utilize the intervention techniques by

creating personal dialogue examples.

Descriptions of interactions between service providers and learners who are severely
disabled and who use nonsymbolic communication are presented in dialogue format in the
following pages. The interactions depict the use of the instructionai guidelines reviewed in
Section 2. The instructional guidelines used are listed in Table 3. ltalics and brackets are used

10 note the nonsymbolic behavior that corresponds to the specific instructional guidelines.

AR A0 .




Table 3
Intervention Guidelines that Occur in the Dialogues

. NURTURANCE
Provide suppori, comfort, affection
' Focus on individual's interest

SENSITIVITY
Recognize nonsymbolic behaviors
Respond lo nonsymbolic behaviors

SEQUENCING
- Increase social awareness
. Establish routines
Use patterns in games

- Provide turn-taking

Use time-delay
- Provide choices

' OPPORTUNITIES

MOVEMENT
. Develop resonance dialogues
Increase coactive exchanges
l Creala imitative inleraclions

In the following dialogues:
BOLD ITALICS in the adull script correspond to the actions of the adult that
demonstrates the interventicn guideline. Brackets indicate the name of the
' intervention guideline that the adult uses.

BOLD ITALICS in the child script designates the child's use of nonsymbolic behavior.
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AMY
Amy Is 3 years old. Her muscle tone is tight. She has a mild hearing loss (40 db). Amy directs

her gaze and follows visual stimuli. Assessment reveals her overall functioning around the 10
- 12 month level. She requires help to move around and adaptive equipment 1o sit up.

Purposes for Amy's communication intervention:

Devejoping Nururance

Develop a warm, affectionate relationship with the new paraprofessional, Carol.

Enhancing Sensltivi
Recognize Amy's nonsymbolic behaviors as effective signals.

Sequencing Experlences
Establish routines within daily events to teach Amy 10: a) anticipate whal is going to occur next;
and b) provide an opportunity for Amy to participate in turn-taking.

Increasing Opporunilies
Increase Amy's opportunities to communicate by: a) waiting for her to communicate the desire
for attention to her needs of hunger, thirst, pain, and affection; and b) provide consistent

time-delays (pauses) during interactions.

Utilizing Movement
Utilize resonance aclivities to: a) stimuiate Amy's body awareness; and b) provide give and
take interactions in which both Amy and the service provider respond to each other's

nonsymbolic communication.

Setting: Preschool classroom, 11:45 am. The leacher is getting lunch ready and the
paraprofessional is changing children’s diapers. Amy is lying on the floor playing with a switch
that turns on a vibrating heating pad she is on.
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AMY DIALOGUE #1: Transition to new activity

ADULY

Carol (paraprolessional) realizes thal

it is likely that Amy’s diaper needs to be
changed but is walting for Amy to
indicate this [Opportunities).

"Oh, I hear Amy - T am coming”
[Sensitivity].

Carol gets on the floor next
to Amy.

“I heard you call me.” She Imitates

Amy's whine [Sensilivity]. "Are you wey?"

She takes Amy's hand and hand-over-
hand they pat her diaper [Movement).

Alter a tow taps, Carol pausaes,
gazes al Amy, keepirqg their hands
close o the diaper: All tapping
ceases [Opportunities: ima-delay)]

LEARNER

Amy's eyes follow Carol as she
attends to another child ncarby,

After a few minutes pass, Amy

starts to whine.

Amy's whine dccreases in volume,

Amy pulls her hand slightly
wwards her diaper.



Carol says "Amy wel" as 6he
resumes the hand-over-hand

tapping [Movement).

“I hear you - let's go change your diapers,”
smiling at Amy and pauses again
[Sensitivity and Nurturance).

Carol carries Amy to the changing table,
lays her down, and begins to change
her diapers.

Carol responds by Imitating [Sensitivity)

the coo sound and pausing repeatedly to give
Amy a turn [Opportunities and

Sequencing).

"You're changed now" as she takes
Amy's hand and hand-over-hand
they stroke her fist across the

diaper at walist level [Movement and Sequencing).

Carol places one arm under both of
Amy's knees and the other arm
across her shoulders. She presses
inward slightly and asks "Want up?”

[Opportunities]

She pauses.

68

Amy vocalizes "aah" during the
tapping.

During the change of diapers Amy
€0os.

Amy coos intermittently during the
interchange,

Amy brings her head forward
slighdy.
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Carol says "l feel your head move, Ay ready?” as
she lifis her up away from the table
[Sensitivity: responding].

Carol initiates a movement game
by lifting Amy in a playful up

and down motion a few times
[Nurturance and Movement.

Carol feels the change in Amy's
muscle tone [Sensitivily: recognizing
nonsymbolic behavior).

Carol pauses "Want mare” and
directs her aftention to Amy's
face [Opportunities].

“I feel your legs move. You do

wani more” [Sensilivity: responding] as

Carol presses her hands on Amy's
shoulder and under her kriees Carol repeals
this movement game a few times
[Movement and Sequencing).

{
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Amy smiles as she is lifted.

During the movement Amy
occasionally vacalizes a soft sound.

Amy relaxes her legs slightly
towards Carol's body.

During the pauses in the game, Anly
moves a leg, vocalizes, or

smiles to resume the up/down
movement.



Carol continues the cycle of the game
& few times until Amy does not respond
during & 10 second pause. You don’
want more ® and brings Amy to lie down
on the fioor [Sensilivity)].

"Lunch time, roll to wheelchair.”

Carol places Amy on her side as she
says "Ready to roll?"

Leaving her hands at shoulder and
hip, she pauses [Opportunities: time delay).

Carol uses pauses prior to

helping Amy roll over to get all the

way to the lunch area that is a few feet away.
Carol says "go" while she rolls Amy to her side.
She holds her hands at Amy's shoulder and
hips and walts [Opportunities: lime-delay).

1 feel you move. Go" [Sensitivity] .
and rolls Amy three fourths of a
roll (stomach, side, back, side).

She pauses so that Amy is on her
side facing the diapering area again.
“Ready to roll?" leaving her hands
at Amy'’s shouider and hip.

Pauses. [Sequencing. routines and

Opportunities).
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Amy coos.

Amy leans forward slightly with
her torso.

Amy extends her lop arm forward
slightly.
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“] feel yous arm move! Go." [Sensitivity] and
rolls Amy again the 3/4 turn and

pauses to give Amy a turn
[Opportunities: time-delay].

"] feel you move. Go.” [Sensitivity]. Carol
rolls Amy three-quarter's of a roll and

pauses 1o give Amy an opporiunity

to indicate she is ready to roll again

[Sequencing and Opportunities).

This process of rolling, stopping,
rolling, continues unlil Amy is
next to her wheelchair in the lunch area.

Carol says "wheelchair” as she
leans Amy's orso against the
whealchair.

Carol helps Amy sit up by pressing
her hands at Amy's shoulder and hip.

"Want up?" [Opportunities and Sequencing:

routines]

"Oh you do want up” and hifts her up
into her wheslchair.

Carol says "Sit back” Just before
Amy's head is against the head rest.
She pauses [Opportunities. time-delay].

"Good work, Amy” and givas her a
kiss as she siraps her in the wheelchair
[Nurturance).

Amy leans her torso forward
slighuy.

After a few scconds Amy lifts her
head up toward the wheelchair.

Amy moves her head back
slightly.

71
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AMY DIALOGUE #2: Lunch

AQULT

it lstime for funch. Amy (s seated Inher
wheelchalr atthe classroom table. The
paraprolessional, Carol, has he:-‘edthe food and
placed a bowlof spaghetti and abowl of pearson
Amy's tray,

“Do you want 1o help me stir, Amy?" With her hand
over Amy's hand, they stir the food together
[Movement]. "Good, Amy.” Carol pauses in

thelr stirring and wake ior a response from

Amy [Opportunitios: lime-delay)

"Oh, you like to help, don't you, Amy?" [Sensitivity)
‘They continue stirring together. Carol stops
again and jooks &t Amy. “Ready to eat?”
[Opportunities: time-delay].

“Oh, more, Amy? OK" [Sensiivity: responding).
They continue a litle longer until Amy's
attention begins to drift.

Then Carol picks up the bow! of spaghetti and
movas it closa to Amy's nose. "Hmm, good.
Smell, Amy."

Carol trias to redirect Amy's atteniion by
moving closor 10 her and also looking up

toward tho kghts. "You like those lights, don't you?"

[Sensitivity]. She holds onto Amy's hand and
gently squeszes .

Amy leans forward in her chair,
obviously intercsted in the food and
reaches with her hand toward the
bowl.

Amy smiles and looks toward
Carol .

Amy moves her b==d in the sume
direction as the previous surring
motion.

Amy shifts her gaze from the food
and is attracted to the gleam of the
ceiling lights.

Amy smiles and coos and looks
at Carol again.
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Carol, siill holding Amy's hand

affectionately [Nurturance), "Would you like to have
a drink of juice, Amy?" she says, tapping the
pitcherof juice.  [Opportunities. choice)

Carol again redirects Amy's attention by
shaking her hand [Nurturance), saying, “It's
lunch time, Amy. Do you want spaghetti or juice?”

[Oppontunities: choice).

“(h, you want to help me stir again. OK," [Sensitivily).
They resume their hand-over-hand stirring

motlon [Sequencing: routines).

Carol pauses in their stirring.

"Want a hite of spaghetti, now, Amy?" Carol asks,
bringing a spoonful of food to Amy's
mouth [Sensilivily. choice].

Carol manages o get a few successiul mouthluls
in Amy. "Good job, Amy!" {Nurturance].

"Amy, aren’t you ready to eat more lunch? Carol asks,
withdrawing the spoon and again grabbing

Amy's hand 1o gain her attention

[Nurturiince).

"Oh, you'te not ready. OK. F'll come back i a nunute,”

[Sensitivity].
Shae sals the bowl down and starts 1o leave

514

Amy looks at the juice pitcher
bricfly, but looks away again,
scemingly uninterested.

This time Amy looks directly at
the spaghetti bowl and reaches for
the spoon.

Amy looks up al Carol,

Amy hesitates at first, and then
opens her mouth, Lking a big
bite.

Suddenly Amy resists, keeping her
mouth closed and turning away
or biting the spoon when shie docs
open her mouth,

Amy looks away, disuacted by
other things in the classroom.
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Amy vocalizes and moves her
hand toward her juice glass
"Oh, you would like a drink of juice” [Sonsiiviy.
responding).
Amy keeps her attention on Carol

with her arm slightly out-
stretched oward the juice glass.

Carol moves the plicher of juice closerto

Amy's hand [Opportunities)].
Amy grabs hold of the handle and
altempts to I{ft the plastic pitcher.

"OK. Let's pour the juice together” {Sensitivity]. Carol

pute her hand over Amy's hand end they

pick up the pltcher of juice and pour some

into Amy's cup [Sequencing. pattems].
Amy is delighted to be pouring her
own juice and she coos and smiles
intermittently.

“Is this fun, Amy?" Carol says [Nurturance.

"OK, your glass is full now,” and Carol putsthe pitcher
out of the way and walte for asign from Amy
[Opportunities. time-delay),

Amy looks at Carol, makes a
small sound, and reaches toward
her glass,

"Oh, you're ready for your juice!l” [Sensitivity: responding).

Carol helps her hold the cup as Amy drinks, Carol
puts the cup down when Amy stops swallowing
[Sensttivity]

Amy extends her hands ioward
the bow! of food.

“Ready (0 eat, now?" as she guides the
spoon to Amy's mouth.

Amy begins to cat, but spifs out a
lot in her bib.

Carol makes a game out 0! the feeding,
using a sing-song tune and holding
Amy's hand in a way that caplures
Amy's attention [Nurturance).

Amy is smiling and circling her
hand, holding onto Carol's hand. She
still spits out some of her food

and is less interested in eating and
morc interested in their hand

£ o movement.
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"Amy, sre you tired of your spagheiti? Would you like some
of these peass instead?” Carol brings the pears closeto
Amy [Opportunities: choice).

"Oh, | think you like these pears,” [Sensitivity)
Carol says as sha directs a spoonful of pears to
Amy’s mouth.

"Good Amy!" Carol says [Nurturance] and she
continues to feed Amy the rest of the pears.

"They're all gone now, Amy," and she lets Amy feelthe
bowlto see it is empty. "I'll get the trash can so we can
clean up.” Carol places the trash can close to Amy
and walts [Opportunities: lime-delay).

"Are you teady to clean up, Amy? Here is the wrash can” and
she heginsto direct Amy's hand toward her

paper cup and spoon, a motion Amy is familiar

with [Sequencing: routines].

“Now where do your two bowls go, Amy?" Carol asks,
holding her lunch sack close to Amy's reach

[Opportunitias).

“Good, Amy! Yes, Im very proud of you” Carol says

[Nurturance).
Carol brings out a small tub and washcloth.

"Ready 1o wash your face?” and she brinjs the
washcloth close 1o Amy's face and walis
[Opporntunities: time-delay|.

Then Carol brings out a hand towel to dry Amy’s
face.

86
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Amy reaches out 0 uch the pears.
She is obviously interested,

This time Amy grabs onto the spoon
and takes a big bite,

Amy looks up at Carol, but with no
readable intent.

Amy helps put her cup and spoon away.

Amy picks up her two bowls and puts
them in the sack with some help from
Carol. Then she smiles, knowing she
has done a good job.

Amy looks pleased.

Amy grabs the washcloth and tries
wipe her face almost on her own,



"Oh, you want to play owr gume! OK," Carol
says[Sequencing: patterns in games). They
imitate each other bach and forth [Movement),
agame they often play together siter mealtime.

"“That's your favorite pant of clean-up, isn't it, Amy?"as
she fondly klsses Amy [Nurturance] and

wheels her over to the kiichen counter
[Sequencing: routines].

*Good job, Amy. I'll see you during freetime,”
[Nunturance).

-
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Amy playfully indicates a game of peck-a-boo,
hiding behind the towel and smiling as
she peeks ot from behind it

Amy vocalizes excitedly during the game and
is quite animated.

Amy places the washcloth and towel on the
counter.
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Amy is In her whealchalr. it Is time for her to get her physical therapy on the mat in the
other end of the classroom. This page is provided so that you can write a short dialogue that
utilizes the intervention guidelines as Amy greets her physical therapist, is taken out of her
wheeichair, and then is rolied to the mat for her physical therapy.

Adult (Physical Therapist) Amy




hie com n intervantion

Al
Al is fifteen years old. He has a visual impairment and uses light vision. Al is severely

retarded. Al Is not motivated to complete tasks and needs coaxing to perform skills he is
capabie of.

Purposes for Al's communication intervention:

Deav
Enhance Al's self esteem and the positive relationship he has with the teacher and
paraprofessional In his classroom.

Recognize Al's nonsymbolic behaviors as effective communication.

Utilize routines within daily events and instruction to provide Al with clear expectations for
anticipating the next occurrence, thus increasing his involvement and motivation.

Increasing Opportunities

Facilitate Al's opportunities lo communicate by: a) delaying assistance or removing
materials or events in structured settings; and b) providing consistent lime-delays
(pauses) during interactions; and c) creating opporiunities for Al to make choices.

Utllizing Movement

Utilize coactive activities to a) provide structured, pleasurable interactions for Al and the
service provider; b) develop Al's concepts of spalial distance by decreasing direct physical
contact; and c) expand the quality and frequency of Al's use of nonsymbolic signals.

Setting: Classroom in a regular public Junlor High School. 1t is almost time for lunch.
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AL DIALOGUE #1

ADULT

A bell rings to indicate the end of an
activity period. The teacher
announces 1o the class. "Iis ime

to get ready for lunch.”

The teacher goes over to Al's desk and
directs his hands from the elbow to
feel the materials on his desk (a familiar
cue for him), as she says, "Is your

desk clean?”  [Sequencing experiences].
She helps him stan cleaning his desk by
initiating a familiar pattern of parallel
movement [Movemen).

As Al reaches slightly to pick up

an object, the teacher keeps her arm

parallel to his, malintalning contact

with it. She keaps this light contact

with his arm, mlrroring and encouraging

his movements as he cleans up his

desk [Movement). This parallel movement cue
continues for a few minutes. Then

she moves away.

The teacher is praising students as
they finish clean-up and get in line
with their bathroom partners.

“Good John, your desk is clean. What now?”

[Opportunities|

“Yes, go wait at the door for Michael”
[Sensitvity: responding).

She continues to verbally recognize
sludents who are done and gives them
permission to leave the room to wash
their hands.

79

: Getling ready for lunch

JU

LEARNER

No response.

Al's pace quickens during the
parallel movement cucs and he
smiles occasionally.

Al continuces to clean up his desk.

Al stands up.



The teacher returns to Al's desk,

directe hls hands from the elbow

to fee! across the desk surface.

"Oh this is clean here. Is there sny-

thing lefs?* [Opportunities)

{The teacher's use of a description of the
current task communicates positively
the process he is involved in, rather than
providing a direct command.)

“Good Al, you're cleaning. Righton!"
[Nurturance),

The teacher leaves, directing her
attention elsewhere,

Paul, a classmate, who is Al's lunch
pariner comes up 10 Al's desk. “Ready,
Al?"[ Sequencing. social awareness)

Al holds on to Paul's elbow as they
walk down the hall, enter the cafeteria
and stand in the lunch line.

Al proceeds through the lunch line. The
paraprofessional removes the spoons
from their container just before Al
reaches for one[Opportunities:

crealing need).

The paraprofessional, Joan, says
“What's wrong, Al?"[ Sensilivily:
recognizing nonsymbolic behavior].

80

Al has an object in his hand, smeliing
it.

Al vocalizes and picks up another
object.

Al smiles as he hears his favorite
expression. Slowly he continues to
clean his desk.

Al feels across the surface of his
desk, finds one item and places it in
his desk. Al stands up indicating he
is ready.

Al reaches oul to find a spoon, feels
the empty container and starts Lo
vocalize.
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Joan says, "Oh, you need some
spoons. Here they arc, Al”
[Sensitivity: Responding).

Joan knows he is waiting for help
to his table but walls near him
without asking him{Opportunities:
time delay).

Joan touches his arm, saying, "Do
you need something, Al?"

[Sensitivity: recognizing nonsymbolic
behavior).

"Oh, You're ready W go Lo the Junch
table [Sensitivity: responding

to nonsymbolic behaviors).

Take my arm.” Joan guides Al to the
lunch wble where his friends are.

After a few minules Joan comes over
tc Al's lable, and stands quletly nearby
[Opportunities).

“Oh, you'te ready to pul away your tray”
[Sensitivity: recognizing nonsymbolic
behavior].

81

Al moves his hand toward the
empty container.

Al vocalizes again.

Later, when Al gets his tray of food,
he stands silently.

Al turns around , reaching out,
searching for Joan and makes a soft
groan,

Al leans forward slightly in the
dircction of the noisy lunch tables.

Al eats his lunch with the other
students, but remains scated alter
others have left to clean up.

Al, hearing Joan anproach, turns
towards her and then picks up his
lray.

Al makes a soft sound and stands
up.



Together they walk side-by-side 0 the
carte that contaln used lunch trays and
utensils.

in & goactive manner Joan and

Al clean off thelr trays. When Joan sees
Al reach for an lem, she aiso reaches
for the same item on her tray, louching
the sfde of his arm lightly to parallel
his movement. They put away every
item into the appropriate container with
Joan aiways following Al's lead and
paralieling his motions

[Movement: coactive).

"Good job, Al," a8 Joan squeezes
his hand affectionately [Nurturance).
"Tl) guide you to the hall now.

J

Al smiles occasionally as they
participate in the movemend together.

Al smiles.
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AL DIALOGUE #2: Leisure Activity

Ann has been watching him and has wafted for
him to communicate his message.

"Cud, Al nice job!” [Nurturance.

“You chuse headphones™ [Sensilivity: recognizing
nonsymbolic behaviors).

“1 like music wo” [Sensftivity: responding to
nonsymbolic behaviors] Ann says as she puts
the headphones on and snaps her fingers as it
keeping ime o the beal.

LEARNER

Al has just finished an activity and has
cleaned up his things by putting them

away in a box that indicates he is finished
with them. He reaches into a series of
boxes that are aranged in a sequence that
corresponds to the order of activities that he
is involved in.  He locates the emply boxes
that indicate he has completed those
activitics and has already placed those
objects in the finished container’,

He tocates the next object that
indicates the activity that is 10

occur [Sequencing experiences] . He
discovers an object that indicates free time
(a book with special texture on the
outside).

He moves and locates his free time activity
box by matching the texture of the special
book object to the sume texture that is on
the outside of the activity box. He pulls
some headphones out of the many items in
his activity box, and reaches out w the
wacher, Ann, extending the

headphones toward her.

Al smiles and puts his hands over
his ears (as if wearing headphones).



"Yes, music now would be fine, Il help you to the music
area” [Senshivity : responding to nonsymbolic
behaviors).

Together they walk over to a counter where the

tape recorders are located. They are standing

by the counter where there are two different

kinds of headphones in separate boxes. Ann

guides his handsto both boxes. "Here's this kind

of headphone. Here are some soft headphones, Al. Which do

you want?" [Opportunities: choice),

Ann guides his hands again to the two boxas.

"Al, which headphones would you like to wear?" She
prorapts agakn, this time guiding his handto

one headphone and then the other, and

pauses [Oppontunities. lime-delay).

84

Al smiles and nods his head. He
reaches toward the headphones Ann is
wearing and gestures toward the tape
recorders.

Al excitedly waves his hands and
vocallzes, pleased at the idea of listening
o music. He reaches out to Ann and
places his hand on her amm,

Al does not reach for either headphone box
but turns toward some noise in the
classroom.

Al chooses the box with soft headphones,
carefully feels all of them, and pulls onc
toward him.

Al waves his hands excitedly holding the
headphone he has selected. In his
excitement he bumps into a student who has
approached near him at the counter. The
other student, Jamie, seems to be interested
in Al's activity with the teacher.
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Jamie is familiar with the idea of free time
and listening to music and excitedly
responds 10 Al, reaching for a headphons for
himself [Sequencing: increased social
awareness).

"Do you need a little help, Al? {Sensivity:
recognizing nonsymbolic behavior] 1 can help
you,"[Sensitivity: responding to nonsymbolic
behavior| She helps him withthe headphones,
adjusting them to f#t his head.

PEER

Jamia gels his headphones on. Together,
Jamie and Al sit down by the table with the
tape recorder. Jamie picks out a tape among
many that have holders that are covered with
matetial of different textures. He pulsthe
tape in Al's hand.

Jamie puls the rejected tape back inthe
storage box and hands Al another tapethat
has adifferent texture on the outside of the
lape holdar {Opportunities: choice] .
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Al grabs Jamie's arms and extends the
headphone he is holding toward Jamie,
indicating that he would likc Jamic to join
him.

Al attempts to put the headphones on, but is
struggling with them. He grabs the
teacher's hand, vocalizing to her.

LEARNER

Al knows the fecl of these wapes [Sequencing)
and at first rejects Jamic's choice by putting
the tape back into Jamic's hand and
vocalizing.



Theteacher stands nearby, keeping an eye on
them in case they need any help, butJamie is
able to direct Af's hand tothe tape recorder and
together, hand-over-hand, they put the tape into
the recorder.

Jamie sees that Al needs help and brings Al's
hand to the bution. He walte for Altopress the
button [Opportunity: time delay].

After they listen to musicfor 15 minutes, a

bell rings at the end of the lree time

activity which they both know signals the end of
the period [Sequencing]. They know R istiinato
clean up.

Jamie s1ops the recorderand taps Al.

Jamie helps him with the tape and puts tin its
textured holder. Hetakes off his headphones,
putting 1t into the correct container.

He taps Al's hand and brings it towards the
two ditferent containers [Sequencing).
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Al agrees with Jamic's choice, nodding his
head and pushing the tape back in Jamic's
hand and then pulling Jamie's hand
towards the tape recorder. This indicates he
wants to play that tape,

Al vocalizes 0 Jamic and then he reaches
Jor the button 10 tum on the recorder,

Al reaches for the tape and trics o get it out of
the recorder, but struggles with it and
vocalizes to Jamic.

Al takes off his hcadphones. He feels into
the two boxes o decide which one to put
his headphones into. He places his
headphones in the corresponding box.

Al holds onto Jamic's arm as they walk
back 1o the sequenced boxes o check on
what activily occurs next.

Al smiles and vocalizes.
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Description of Ed and the purposes of his commupication intervention

53]
Ed is ten years old and has a mild form of cerebral palsy and is severely retarded. Ed has

limited use of his left arm and uses his left leg minimally. Sometimes he exhibils
restricted coordination, especially while walking or running.

Developing Nururance
Build on the warm and affectionate relationship Ed has with his leacher and physical
therapist to encourage a positive almosphere in the classroom and facilitate interchanges.

Enhancing Sensitivi
Recognize Ed's nonsymbolic behaviors as meaningful communication and respond
appropriately.

Establish routines and games that are clear and consistent that will: a) involve Ed more
fully in the daily activities and b) provide him with familiar patterns that encourage his
participation with others, thus increasing social awareness.

| ing Opportunil

Increase Ed's opportunity to communicate by: a) providing appropriate time-delays or
pauses in their interactions; b) delaying assistance or removing malerials lo encourage an
initiation from E:, and ¢) providing opportunities for Ed to make choices.

Utilizing M
Utilize resonant, coactive, and imitative movement aclivities to: a) increase the quality
and quantity of Ed's nonsymbolic behaviors; b) encourage greater use of his left arm and leg

and c) encourage playful social interactions that Ed enjoys.

Setting: Classroom in a regular public grade school. It is time for the afternnon snack. ltis
Ed's turn to help get the table ready, placing paper plates and cups on the table. It is also his
responsibility to help other students get their popcorn and juice poured.

oJo




ED DIALOGUE #1: Serving Snack

ADULT LEARNER

The bell rings at the end of the last activity,
informing the students that the activity ls
finlshed and it is time to get ready for snack. All
the students know 10 go over (o the refrigerator
and see i their picture is posted on the door,
whichtellsthem if itis theirturn to help

[Sequencing).

e

Ed secs his picturc and vocalizes to the
ather students.

He then gocs over to Sue, the teacher, and
touches her arm to tell her that he is
ready to help.

"Good, Ed. You found your picture. You're right. It's your
tum. [Sensitivity. recognizing nonsymbolic
behavior).

"What next?" She pauses, giving Ed an opportunity
1o respond [Cpportunities: time delay].

Ed answers her by gesturing toward
the kitchen arca and pulling her hand
in that direciion.

Together they walk ovar to whare snack is
prepared.

Sue stands by the cabinet but does not say

anything, giving Ed an opportunity to initiate his

first task [Opporntunities. time-delay),
Ed opens the cabinet, reaches toward
the plates and looks up at the
teacher,

"Oh, you chose to put the plates out first. That's fine, Ed.”
She smiles and nods at him [Sensitivily.

responding to nonsymbolic behaviors and
Nurturance].

She helps him as he gets a hold on the plates and
brings them out of the cupboard.

Ed goes to the table and puts one plate at
eaxch student's place.

When Ed finishes putting all the plates
around the table, he goes back to the
cupboard to get the cups. But he can't find
them. He gets the eacher's altention by
vocalizing and looking up at her.
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The teacher has purposelully removed the cups $o0
that Ed v-ould have to ask for them

{Oppontunities).
“Ed, what do you wam? "

"Oh, the cups aren’s there” [Sonsiivity : 105p01hing to
nonsymbolic behaviors). “Whete are cups?* They
both look around at the counter, sink, and
dishdrainer.

"G, Ed, you found cups!” Shie pals his back
[Nurturance].

The other children start 1o st down at the table so
Ed knows it is time for him 1o help them get their
popeorn and juice.

"Choose who you ant going o serve first, Ed."
[Opportunities: choice).

Bear

Pat picks the tan pitcher.

Adult
Theteacher needs to help Ed and guldes himto

use both hands to handle pouring the juice. "Good
b, Ed [Nunturance]. Serve your [riends.”

Poor

Pat nods his head and reaches lor the bag.

7
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Ed extends his open hard to the
place in the cupboard where the cups are
normally kept.

After a few seconds, Ed smiles and
reaches toward the cups in the
dishdrainer.

Ed stands by one student, Pat, with two
pitchers of juice. One is apple juice in a
tan pitcher and one is grape juice in a
pumple pitcher. Ed asks Pat, by
pointing, which kind of juice he would
like [Opporiunities. choice].

Ed is ready 10 pour the juice into his cup.
He looks up at the teacher though
before he doces.

When Ed has finished serving all the
students' yuice he stands by Pat with the
hag of popeon.

Ed asks, ""Onn ap?" as he taps the
bag [Opnoriunities: choice].



Whaen snacktim.e is over each student must clean
uptheir own place withthe help of classréom
aldes.

Ed and another student, Jill, are responsible for
wiping off thetable. Theteacherinitiates a
coactive movement activity with the two
students by wiping off the tables in a side (0
skde motion. She indicates to tham to follow
hermotion. She moves away fromthe table and
walches asthey wipe thetable side to side in the
manner she did [Movement. imitative).

Beer
Jill, imitating Ed, stops her motion also and

smiles back at Ed.

Jillis familiar with this movement game.
[Sequencing: patterns in games]. She stans
wiping the table with an up and down mollon
following Ed's lead.

Jill vocalizesto Ed.

When the table is clean, Ed and Jill put the cloths
away and move on 10 their next activity.
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Ed finishes scrving popcomn to all the
students,

Ed and the other student move their
cloths side to side as the teacher did.
Ed smiles at Jill as they wipe the
tables in Uime with each other'’s
movements,

Suddenly, Ed siops his motion
{Opportunities and Sequencing: patterns
in games]

Ed stants wiping the w@able in an up
and down molion, watching 1o sce
if Jill will follow.
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ED DIALOGUE #2: Physical Therapy

ADULT

Ed and the physical therapist enter the gym
walking side by side. Thetherapistinitiates a
coactive movemaent activity by walking close
to him, swinging her arms in time with his. She
tries to make sure he is swinging both his arms
equally to encourage the use of his impaired arm
[Movement].

AL three {oot highballis located closeto a
trarnpoline in the gym.

"Would you like to play on the big ball or on the
trampoline, Ed" [Opportunities. choice).

The therapist smiles and nods, “OK, trampoline”
[Sensitivity.: responding to nonsymbolic
behaviors).

She walts to see if Ed will ask for halp getting
on tha trampoline [Opporunities: time delay].

“Oh, want help, E4?" [Sensitivity: responding to
nonsymbolic behaviors] She helps Ed onto the
trampoline and also gets on hersell.

They bounce softly together, while she
encourages himto use his left arm and leg
more, by having him imitate her arm movements
[Movement)].

When the therapist stops bouncing, Ed stops
his bouncing 100, since he is imitating her and
because the movement of tha trampoline naturally
slows down.

Then she walts for a signalfrom himthat he
would like to keap bouncing or o stop
[Opportunities time-delay|.
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Ed reaches toward the rampoline and
looks back at her,

He tries to get on the tunpoline
unsuccessiully and then looks at her,
vocalizes and gestures.

Ed vocalizes and waves his hands
idicating that he would like to conunue
bouncing.




"Bounce more, Ed?" [Sensitivily: responding to
nonsymbolic behaviors) and together they
start the imiiating gameagain, taking
tume inftiating the changesin their types
of bounces [Movemeni).

The therapist, following his lead, also sits
down and coples Ed's bounces [Sensitivity:
responding to nonsymbolic behavior).

"Good Ed, new bouncel” [Nurturance).

The therapist pats both handsonthe
trampoline.

“Can you pal both hands on the trampoline?” she says,
since heis favoring only using his left arm.

She places her hands on his and logether they
patthe trampoline [Movement).

"Something new, Ed?" [Senshivity. responding)

"Off trampoline, now? Let me help you."[Sens#ivity.
responding to nonsymbolic behaviors]. She

helps Ed use both of his hands appropriately in
getting off.

The therapist puts her arm around his
walst and walte for a signal from Ed thathe
would like to roll forward [Opportunities: time-
delay).

"Oh, you are ready o roll forward, Ea?" she
asks as Ed lays on the ball. She slowly
rolls the ball forward until his hands

can touch the floor [Sensivily:
responding to nonsymbolic behaviors|.

Shaerollsthe bali back and lorth a few imes.

LY
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Ed sits down on the trampoline and
bounces in a sitting position, smiling at
the therapist.

Ed begins to lose interest in the patting
game and does not respond when the
therapist iniliates changes in the patting
game.

Ed is now looking at the big ball that
is near the trampoline. He extends his
hand oward the ball showing some
excitement in his face.

Ed goes over to the big ball that is about 3
feet in diameter. He leans his stomach up
against it,

Ed is familiar with this routine and looks
up at the therapist (establishes eye contact),
and smiles [Sequencing: pauerns in
games].
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"Do you like w roli?" [Nurlurance)

Tiron the therarist allows the balte rul hac
g th Al siis feel are louching the liuar, 5he
slops this movement and she moves her
armup o his shoulder, giving hint an
opponunity to signalto her to continue or to
stop [Mpportunities: time-delay|

Paor 1m0 et [Senaitivity: ¢ sy0rding 10
nonsymbolic behaviors). She moves her arm
back down 1o his waist and helps him roll
forward on the ball until his hands are touching
the {loor again. They continue this sequence of
rollin~* ..ch and forth and she gives Ed many
vpportunities to signal for more by

stopping tha motion from time to time,
[Opportun: as: ime delay & Sequencing:
patterns in games].

The therapist slops the mation, walts and

St g e, T ID s rina s tira falay

& Sequencing: routines|

“Stop now, Ed4?" She prompls again and pauses,
with har hand at his shoulder [Opportunitios:
time-delay|.

“OK. that was & good sessionf Sensitvity: responding 1o
nonsymbolic behaviors]. Help roll the bali?”

“Goad, you're realy” (Nurturance].
“Ch!”

Togather they push the ball to the wall
[Movement & Sequencing).

L4 )
Bd knnwe he con nush o uw oy | 4
Dis Fands v woituiue "ot Wnk and forth
cn the ball. He dacs this while smiling
uing vocaligng.

Ed smiles broadly.

Ed turns around slightly, taps her
hand, and establishes eye contact.

After a while Ed no longer signals w
continue.

He makes no response.

This time he looks at ker and indicates
that he's ready o stand by moving his
body so that most of his weight is on his
feet,

Ed indicates he is ready to push by leaning
on the ball and looking back at the
thempist.



Thetherapist imfiaies this movement and
singe as shetimes her patting and pushing to
Ed's thythm [Nurturarce & Sequencing:
patltems ingames).

The therapist stops suddenly and looks at Ed,
giving him an opportunity to indicate if he
wants o continue o to stop [Opportunities.
time delay).

The therapist Imitates this quick, fast push
[Nunturance & Sensttivity]. They quickly push
the ball into the proper place.

Thetherapist claspe his handas she says
good-bye {Nurturance).

94

Ed infiiates a game of patting the ball,
pausing and then beginning to push the
ball again,

Ed is smiling and vocalizing
intermittently during their game

Ed pats the ball hard in response,
smiles; and initiates the game

again. Suddenly Ed gives the ball a fast
push,

Ed smiles and rcwums to his classroom.
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Write a8 meal-time dialogue for an individual that you know or work with who s severely

~ disabléd and nonsymbolic.

Communication purposes.

Developing Nurturance

Increasing Opporlunities

Adult Leatmer
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GLOSSARY

COMMUNICATION: A social interaction that exchanges information, ideas, desires, requests,
and questions. The transmission and reception of the message may use symbolic
behaviors (spoken word, written word, sign language, Blissymbolics) or nonsymbolic
behaviors (facial expression, body movement, touch, gesture).

EXPRESSIVE COMMUNICATION: Conveying, sending, or transmitting a message through
symbolic or nonsymbolic means.

FUNCTIONALITY: The integration of useful and relevant communication training that is
direclly applicable 1o the individual's daily life situation.

INTENTIONAL COMMUNICATION: An expression that is planned, deliberate, and purposeful.

LANGUAGE: Communication by the use of a learned, arbitrary symbolic syslem. There are
rules that govern the order and sequence of the symbols of any lariguage. [see
symbolic]

MOVEMENT: An intervention procedure referring to part of the Van Dilk theory of aduit and
child participating in reciprocal exchanges through the mutual physical movements of
their bodivs.  The use of movement encouragus conimanication by developing the
individual's: a) awareness of self, b) separation of self from the environment; and
¢) racognition of others as responsive, social partners.

NATURAL CONTEXT: The use of naturally arising events within an every day selting to
integrale comunication training that is appropriate and relevant to the needs of the
individual.

NONINTENTIONAL ACT: Any behavior performed without intention, plan, or purpose.

NONINTENTIONAL COMMUNICATION: Expressing a norintentional acl that is not planned,
deliberale, or purposeful but is interpreted as a communicative message.

NONSYMBOLIC: The use of gesture, facial expression, body mevament, eye gaze, vocal
sounds, and other expressions that are not part of symbolic systems.

In>

A



98

NURTURANCE: Emotional warmth and caring that fosters a supportive atmosphere.
Nurturance helps to create a positive relationship that promotes interest in
communicative interactions, and ensures a willingness to participate in social
exchange.

OPPORTUNITY: A favorable situation for communicative exchanges to occur that encourages
involvement, participation, and a reason to communicate.

RECEPTIVE COMMUNICATION: The process of receiving, getting, or acquiring a message.

RECIPROCAL INTERACTION: Communication which involves mutual exchanges between two
people as they alternate between giving and receiving communicative messages.

RESPONSIVENESS: The ability to percieve and interpret nonsymbolic behaviors in a
sensitive fashion that is appropriate and satisfying to the individual who uses
nonsymbolic communication. Responsiveness facilitates early communicative

behavior
by promoting an awareness of another person as an important agent in social
interactions.

SENSITIVITY: An acute awareness of the needs and emotions o1 -:tiers, involving high
responsivity to the subtle cues of others. Nonsymbolic communication is facilitated
when sensitivity is used to perceive and interpret these behaviors.

SEQUENCE: A related, continuous series of activities, using an organized framework that
establishes regularized formats. Ulilizing ordered sequencus increases the inclividual's
familiarity with interactions, which facilitates communication by promoting aclive
pariicipation in soclal exchanges.

SYMBOLIC: The use of abstract or conventional signs that represent elements, relations, or
qualities. Examples of symbols are written words, spoken words, sigh language,
Blissymbolics, and braille.
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