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. “PREFACE -

" The purpose of this study is to examine all ‘the @K}_

" components necessary for the débe}opment of educational

programs for blind multihandicagged‘étudents. Back- -
ground information on the evolution of service to the
blind multihandicapped in Atlantic Canada is provided and

* -

the salierit characteristids of the blind multihandicapped

>

popilation are -identified, including the etiology of

~multihandicapping conditions as well as the psychalogical

" and.environmental variable§ that contribute to the

intensity of the condition. 'The investigatbrs utilize

the case study format. ' Documentation on the subject‘s.

medical and educational history is prQVided;"‘The procedure'
'foi assessing the subject is described’ in detail and an
fIndividudi Edﬁcatiénal*Program is'dgéignatéd on fhe basis
of the data accummulated from three tgéts administered to
ithe subject. THe/same three tests are'administered follow—.
_ing a thréé month period‘of programming .to illustrate

' whether or not .the Individual Educational Plan extended

to the subject has been ‘successful in terms of expediting

- .

developmental gains in'varioﬁi skills areas. The investi-
nEEE S .

gators extrapolate from the case study ‘and explaiﬁ how this
L3

b



ij
gémple relates to overall programming criteria for Blind
multihéndicapéed children and yduth. The‘investigators'
offer.a cbmprehensive‘Model/of Intervention in the de}ivery'
of service to Blind multihandiéaﬁped children. Thisimodél
eutlines s%rategie; to be employed during eérly inter&en-
tion;and stipu}qtes'pléceﬁént optioﬁs th;Bughout the
education.df biind mu;ﬁihgndicapped students. Teaching
;trafégies and other important factors in the educational
placement are discussed.. The in&estigatoré'coqglude that
developmental interyention does indeed work Qithin the
edﬁcat;on paradigm for blind multihéndicapped children
and youth and that thevformat forAeducétiOnal'program'
planning‘and design illustrated.in this‘stu&yzis widely

applicable to all blind multihandicapped students.

- - HE

i
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- . INTRODUCTION

>

PROGRAM PLANNING FOR THE BLIND MULTIHANDICAPPED STUDENT:

A CASE STUDY -

?

1
‘The purposé of this study was twofold -~ fi;st, to
examine the various eésent;al components'necesséry in
Qevelopiﬁé an educational program for biihd multihandi-
acapped_students, and seégna,_to desigh and develop an
individual educational érogfam (IEP) for, one blind multi-._

t

héndicapped student.

Tﬁe type of educational program which the investigators
“have des?gned is‘E;iriy;repreéenﬁative of the needs of
blind multihandicapped students. In the evaIQ§£ion of a.
progfam for one student,'the'investigatorsAfeél<thap this

study can be used as a basic guideiine for approaching the

[

déyglopment of subséquent programs, since the theoretical -
-preéepts for program@ing are essentially the same for all
blind'multihandicapped stﬁdents.¢ This £be$is invéstiéateS‘
. each of the mqjor.component§ of the éducational’program in
its .interrelatedness to_ the whole debram;
4Th§ investigators intend this study‘to be'og reIevancé

to speciél;educators, government departments, private

planningyagnegies, and parents of blind multihandicapped

S .o
> e



students who do not have access to specialized educational

¥
programs. >

ol

Review of recent literature suggests that the goals
2 .‘ . - for education-in the pablic schools are as follows: (i);‘
to develop communication _skillg; (2) compﬁtatiengl skills;
(3) critical and dlsc1pllned thlnklng,§(4) civic, social
and moral respon51b111ty; (5) originality and 1mag1nat10n,
(6) the encduragement‘of curiosity and the development of

L. knowledge and understanding.about‘onese;f, one's fellows,

: h one's environment and the relationship among the three; and

(7} training for employmenﬁu,(Royal Commission, Vol. III, 1974) =

Ay E AP

VL Y e e e, ST FRATI

i . fgg . These deslgnatlons then become a model, a philosoph-

1cal and 1deologlcal basis for all education, 1nclud1ng,

-

the education of the severely impaired. . Obviously, the T

ki

~lmethodologies and exigencies involved in the delivery of

service to the seveiely impaired muét be stipulated These

4
MRias Mg

con51deratlons are often addressed in Very general. terms,
for example, children sufferlng from spe01al dlfflcultles
should be enabled to llve their lives as nearly as p0581b1e
llke those chlldren who do not have 'such dlfflcultles.

ﬁg ' o | ' (Royal qOmm1551on, vol. I, 1974)

T ; ' Provincial education legislation varies widely in

Canada, sometlmes allocatlng t e responSLblllty for
3

educatlon.of school—aged handicapped children to- d1v1510na1

-

‘4

. -
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boards, sometimes providing such education under govern-

"R

.“ment auspices (Vulp&, 1977) so that while there is
legislation regarding sevice deliveryttodspecial needs .
%tudents, often this legislétion-fails to specify
procedures for implementation of programs agd for satis-
factioh of over-all objectives;‘wﬁereas in the United
States Public Law 94-142 is a Federai“MandEte for aﬁprop—_
rlate education for all children from the age of two in
the-school system. (Vulpe, 1977). T,

'in the Atlantic‘ﬁfg:;noes of:Canada.the delivery ;f
services to the blind mulfihandicapped student is '

approached on an interprovincial basis. As a result of

the recommendations contained in the Kehdell.Commissionr,

- . .- 1
-

ﬁeport, Nova Scotia,y“‘75, to the Ministers of Education

- nterprovincial Board was
. .:;{)_«: .
set-up known as the Atlantic b%
I

Authorlty;_ Thls report. reCow--nded that the GOVernments

ks

«:) - in the Atlantio'Proyinge~

1nces Spec1al Educatlon

Aof the Atlantlc PrOV1nces r’

of'arlhandlcappeg persons 6 be educated to the maxlmum

- '_'1"” ofjthelr.potentlal, and 4 elo%)a comprehen51ve range of

v " services and prbgrams suff1c1ent to meet the educatlonal

needs of all handlcapped per o y It further recommended
_ that wherever p0531ble handlcap d persdhs should be
P .

educated in close’ Qrox1m1ty to the home and cultural mllleu o

»




~..to which they have been born.:

Obviously for the blind multihandicapped, an inter- /j
vention strategy that utilizes the public school system
will not be desirable, at least initially. These students -

often reside in geographically isolated communities which

R

' 1do not have access to a nexus of spec1allzed services.-

The multlhandlcapped which the Kendell Commission Report
N

designates as Category #i, are of low 1nc1dence. Thus 1t

would‘simpiy not be economioally viable to offer Service
to Category #1 persons on a.decentralized-basis; nor‘conld
the‘benefits of research, shared information, and public

Y . ' .
education be so conveniently engendered. Therefore a

’

Jcentralized.service system would be more desirable. The

“Kendell cOmmission Report recommended that services and

"

programs for Category #l children be planned and operated
on an 1nterprov1n01al basis in Atlantlc Canada The' . -

recommen&atlons of the Kendell Report 1nsp1red an analy51s

of Serv1ce Systems then 1n Qperatlon, and thlS analy51s

became the dr1v1ng 1mpetus in developlng-new program

objectlves for the serv1c1ng of the bllnd multrhandlcapped

v

. in Atlantlc Canada (Atlantlc Provinces Educat10nal Resource

Centre for VI Paper #l, May, 1274) The 1nterprov1nc1al

Board CAPSEA) decaded to establlsh and malntaln a fa0111ty

e e e

for tne treatment an& educatlon of multlhandlcappea"_

~

T - . : ) . NN



visually impaired persons. At the time, it was antici-
pated that these students would require the central- campus
{Centralized Servicing) fpr/theif entire schooling, since

their disabilities are so pervasive. However, this does
not absolutely preclude the p;ssibility of ever providing
service ih'the home communiﬁy. It recognlzes that the
need-s tructure of programming 1n1t1ally for these students
would reside ;n developing all of those.;kllls which

would make integrafion.possible and thereby maximize these
_students‘ potential for_participafion in the mainstream »

of the culture éWolfénsberger and Glenn, 1975).

.The first program for the blind multihandicapped

students in Atlantic Canada was instituted at Sir Frederick

Fraser.School‘for the Visually Impaired, Halifax, Nova
\Scotia, in the academic year 1976-1977. Subsequeﬁtly
there has been an expansion of services with two full

time developmental units in operation,. servicing fifteen

students diréctly. o o ' ‘ ~-

1. Statement of Problem

The investigation addresses itself both to. an

examination of the essential components of programming <

for blind multlhandlcapped students and to the develop—

- ment of an 1nd1v1dual educatlonal program for ‘one blind

multlhandlcapped‘student. However, this is not all. The



&

)

delivery of service to the blind multihandicapped in

Atlantic Canada is still in a developmental stage; hence,

the problem revolves around how the investigatoralmay,

_through their research, expedite the process of further

program dévelopment‘and expansion. While there are a

-
el

great number ofresearch questions to be answered and

" theories to be tested in further studies related to all

special needs children, there is little organization of

presently available information that\may be more bfoadly

-

applied.

Y

In the identification and isolatjon of components

°

-in'this Program Plan the investigators offer a rationale,

intervention strategies, methodologies, implementation

-~

strategies, evaluation, and:follow—up procedures which may

be utilized in broader appliéation:

i
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. CHAPTER 1

\

DEFINITION, CHARACTERISTfCS})ANU‘éngLOGY< :

.*

-

The investigators deem that it is necessary to
define what is meant by the terms "blirnd" and "multihandi- - ~
capped”, and further; to outline the salient characteristics

and etiology of blind multihandicapping conditions.

1. Blindness Defined

In the Atlantic Provinces a person is considered
"legally blind"'if thé Qisual acuity in both eyes with .
proper refracti&e ienéés is 20/200 (6/60) or less with
the Snellen Chart or equivaleht, or if the greater
diameter of the‘field%qf vision in both eyes is less
than twentyudeéress; (The;Ministry of Education, Ontario:
A Project, 1976; Jan, Freeman, Scbtt,~1977; Robinson,
:'Dr;'G; C;ﬁ’l§74). This is a legal definition, one which
Uiié useful in defining ériferia of describing a single

“aépéct‘of functioning. \\

2. Characteristics of Blind Multihandicapped
- Jhile the definition of "blindness" is a relati@y .
easy one to'g£asp, £he_notion of "multihandicapped” is |

4 ‘certainly a great deal more complex., “"Handicap” in .

N
1
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m
.itself is an elusive term and how one viewsfit‘
depends entirely on one's experiential range:
Obviously it connotes a different meaning for
professiOnals who deal with the hahdicapped-than
for the layman whe has been, perhaps, exposed to
a wide renge of separate occurrences of handicaps
(paraéélegia,-blindness, deafness), but who knows
little, ifrany: of the ramifications of the over-all
handicepping conditiens. ‘

| The terﬁ "blind multihandicapped” indicates there
are handieapping"conditions beyond or subsidiery to

the blindness. There are indeed many variables in the

situation of the blind person who has additional handi-

capping conditions, all of which need to be diagnosed

and considered on an individual basis when delivering

services to him (Salmon, 1965). The fact is that there

is no typical multihandieapped blind persoﬂ ‘(Thomas,
7/

.1972; Jan, Freeman, Scott, 4977). Just as all

normal persons develop diversely because of different

.economic, cultural, social, familial situations €E9:

mentien but a few of the concomitant variables), 5;e
would expect that the degree and extent of dlsablllty

' 1n the blind multlhandlcapped person would reflect a

"marked dlver31ty depending on a mult1p11c1ty of

‘varlables, i.e., his age at onset of the handlcapping



. - -~

condltlons, the etlology of the handlcapplng condltlons,

[
el

the avallablllty of sensorlmotor and language stimulation
in the person's early‘environment, the psychological

impact of a physical loss (Jacobs, i974; Warren, 1977;

‘Freedman, 1967). However, if one keeps in mind that there

is no stereotype, the following general features of
blind multihandicapped persons can be noted (Warren, 1977;
Jan, Freeman,(Scott, 1977; Thomas, 1972; WilSon,‘1974}

Carolan, 1973; Sattler, 1974): > T
1. They have limited;capacity to learn and

they display insignificant academlc skllls.
They often dlsplay the same hard and
soft signs of neurological disorders as
exhibited by children with organic
bra;n_damage, namely: difficulty in
abétracting, organizing, analyzing,
.synthesizing, inability to iearn
quickly, inability to shift thought
{(inflexible behavior), inability to-
1ntegrate and to see relatlonshlps
between two or more things, 1nab111ty
to anticipate or plan ahead, memory
defect, faulty perCeptiqn, perséveration;
lack of goal direction, need for tactile
models. “ ‘

»

2. Postural and gait problems are common;

the child walks "out-toeing" fashion, |
. . : L

_has a wide-based.stance with very .

<.
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. notifeablé delayed motor dévélbpment.

Such children are often hypotonic. A
flatteniﬁg of the back of the skull
could give evidence that the subjec£ -
spent excessivestime on his back in

infancy. -

An- overwhelming majority of these

children display "Blind Mannerisms".

"These are described as repetitive or

stereotyped movements not directed

toward the attalnment of an observable

or obviocus goal. ‘.There is a lengthy
classification of these self—stimulatoiy
behaviors and they include such behaviors
és rocking, head banging, fluttering,
fénger magipulﬁsions, etc.

The-majority of theéelchiidren exhibit
poor social<skills and show signs of

1mmatur1ty

Most brind muitihandicapped children
are usually quite satisfied with only

familiar activities and resist new

experiences.

There'is, ithhe majority of cases,
language delay. The blind multi- -
hahdicapped student may be completely:

non-verbal, echolalic, or wverbalize
excessively. - '



3. 'Etiology .

a. Pathological

11 Lo .
*7. Most of these children_take-threé
or four times longer to:learnrmobil— ‘

ity skills than do normally functioning
blind ®hildren.- .

8. These children usually exhibit a range
of behavioral problems from moderate N

to severe.

9. All of the blind multihhndicagped

children present diversified needs

that require a multidisciplinary

approach if any degree of success =~
is to be attainegd.

‘The causality of multihandicapping conditions
is a_dispﬁted issue.A'However}‘there are certain

types of ocular pathology frequently associated with

-mental retardation. The maﬁority of children with

" b.

congenital optic atrophy are subnormal in intelli- .~
gence. Approximately 6 to 15 percent of blind

children have cerebal palsy. Brain damage is more

commonlly observed among those children who have a

. Viéua: iméairﬁeht than amongst sighted counterparts

BN

(Jan, Freeman, Scott, 1977}.

Enyironmental

Other multihandicapped blind children exhibit.



developmental delay primarily as a result of

the absence of early and ddequate stimulation
in infancy. Since vision is an integrative
o 1

a> ' » . -
sensge, 1ts absence renders- the blln& infant .

more dependent on facilitative interventions,

which if they'are not forthéoming'cause an

overall delay in development (pséudo—retardation).

Psychological

Further handicapping conditions are reldted

‘to the psychological impact of the handicap. It

is not known how a blind child develops a sélf

concept, how he conceptualizes about his physical .

.world or even if words have the same meaning to

him as to sighted children (Jan, Freeman, Scott,

© 1977). And while it is impossible to stereotype

- the psychologiéal implicafion of any disability,

it is séﬁe to -say tha‘\a disabled child develops‘
a self-image that reflects the attitudes of

parents, peers, siblings, educators and commun-
. A . . . .

. ity figures. 'If these attitudes are negative

fthey have a‘debiliéating effect on a child. They

restrict méturational growth, and foster lack

of confidence and withdrawal (Freedman, 1967). .
. . } - . . .
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In conclusion the investigators feel that the'reader
should.note that the etiology of the particular handicapping
condi%ion is not attributable to any single factor but s
rather, in the‘majority'of cases, is related to a complex -
5pectrdm§bf'pathological, environmental, and psychological
circumstances. Hence, there is no stéreotypié_multihandi—

capped child.
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CHAPTER II

BACKGROUND INFORMATION

X

A. A Fréme of Reference ({
The investigators find it necessary to élarify
a patho;ogical syndrome‘knowh as occulo-digital
dental syndrome (ODDS) ih reference to the subject.
This syndrome is ﬁery rape.aﬁa'is known by sev;ral
dther.names;'such as: -6cuioéetosseous dysplasia
(Gorlin, Pindborg; Cohen 1976); MeYef;Schwicheﬁath
‘and Weyers Syndrome'(Jabiqnsk;) Saunders, 1969,
Neia , 1973);'and Cryptophthalmos (Magalini, 1971) ¢
‘}Thefe is some iétifudeAas_regards the symﬁto¥
 ;matoi6gical ihterpreiég}on‘ofyﬁhis diseaée;‘however(“
the salient features are as fdllows:‘ narrow nose;
miérdpthalﬁué, plus or,minus,glaucdma; enamel_hypop;v
flasia; digit]abhprmélities, i%cluding camptodactyly
of the-fifthAfihgér, $yhaéctyly of the fourth and
“fifth fingers;;cha;ééferiétic éh?siognomy, cleft:
palate, middleianq external ear méiformaﬁionsf
(Magalini, 1971; Gbrlin,}Pihdbqig; Cohen, 1976;
‘Jablonski épdlséundefs, 1969;;Nema,il§73);
in additibn; there was conSiderable‘vériabil—A
ity{iﬁ?gge‘équréés:surveyed §s;re§ards thé etiologY»

T .
> ¢

14
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of the syndrome. .All the sources agreed on the fact

~ that the etiological nature of this malformation has
A _ ; -

yet to be discovered.

Subject

The subject chosen for this study is a seven fear
one month old female, yith a diagnosed pathological
syndrome known as occulo-digitai dental syndrome {(ODDS)
(Nelson, 1979). The investigators obtained relevant
information with'respect to the subject through:

(1) interviews with the mother and previohs teachers;

(2)~medical; psychological, ahd educational fiies;

and (3) from the investigators} direct ebservation

of the subject's behavior at home and ih the classroomt&
At an early age the subject suffered multifarious

medical difficulties. ‘The syndactyly of the:4th'andr

5th fingers (webbedAeffect) ahd.the cleft pelate were

surglcally corrected in the 2nd year of llfe. Poor

mlnerallzatlon of the teeth resulted in . these belng
i

~ capped at the age of four. The subject has a hlstory

of mxddle ear lnfectlons requlrlng myrlngotomles and

' tube 1nsert10ns, however, the subject 1s considered to

Ahave normal bllateral perlpheral audltory functlon._

Var}ous Vlsual problems have been noted. . At
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_ nine months of age, smal}-corneas with high myopia

were discovered. Bilat&ral stabismus was repaired
i Al '..—-
at seventeen months. In 1977 a diagnosis of optic

atrophy and high mYOpiL with elevated intra:cééla;?
a : ) x> .

tensions was made. 1In 1978, a diagnosis of optic

nerve hypoplasia was mide. There were EEG abnormal-
. . 3 .

ities noted, arising fﬁom occipital lobe; hence, it

is susp;Eted'that hef ﬁlindness has a coftical element.
The subject's éarﬁy developmental'milestones

were significantly deléyedi’she sat independently atf

twelve months, she crawled at twenty-one months, and

made single word utterahces (unintelligible) -at age

- . three years. ;! o o

The subject attefded a day care centre for
phy51cally dlsabled chlldren from 1974 untll mld 1977.
By June of 1977 (subject s chronologlcal age belng
four years e%ggf/ﬁBhths), the subject was not toilet
trained- and self-help skills.Of'dressing, undressing,

and eating had. not*been'acquired There was no,

-ev1dence at thlS txme of visual functlonlng or imita-

Ttive language, although the- subject did occa51onally
respond to very 51mple commands.'

Follow1ng ‘this placement the: subject was sent to

‘a special class in a regular~public elementary school



" language development, gross mbtdr”Skills;‘and;self—

)arbltrary dec151dh The 1nvest1gators chose the ’

where she- remalned durlng the academlc years 1977~
1978 and 1978-1979. The sub3ect was in-a class w1th
seven physically handlcapped children#w1th<one"
teacher and two teacher's aides. ”ShefwaSiremarkably
loWwer ﬁunetioning than the_other_ehfldren‘in this‘

class. During this period considerable progress

. was ldgged,‘primariiy in the area of receptive

help skills.
Throughout these. placements therquect;was a
day student. .She was'trahsported’eaéh«dayfto and

'

~

from school. "In the past hlstory of the subject

there has not been a "stable" tralnlng envxronment

The absence of,a.stable,tralnlng‘env1r0ﬁ?€§tﬁhad i;'ﬂ

e

an adverse effect on her overall development. The -

'1nvest1gators attempt to dodument (1n Chapter V)

that the 1nc1u510n of a stable environment 1s a

-
LS

necessary dlmenSLOn of successful programmlng for

the bllnd multlhandlcapped student

e
e

"Tests Administered

The choice of these tests was not a thoroughly,;r,

.

spec1f1c tests on_ the ba51s of the developmental
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" data collected, data-whieh is necessary to develOp

an Individual Educational Rrogram. - The investiéators
'administered three formal tests ﬁo the subject. Only
one of these tests was used as a basi;}fdr overall’
'developmental'assessmentand subsequent programming.
£;e'foilOWin§ tests were administered: (1) The
Primary Progress Asseesment Chart of Social Devehop—
ment; (2) The: TARC Inventory System; and fﬁ) The
Vulpe_Assessment Battery. - \«’/

Prior to the investigators’ testing, it wée
substantlated that the subject was non—verbal and
:severely multlhandlcapped. The investigators felt
that a- test Wthh depended on the subject s ability
to respond conventlonally would not be useful- and
'1Q_add;tlon, the chosen.test should meet several

‘ciiteria;' For instance, it should .(1) be easily

adminiefered by persons of various backgrounds;

(2) be suitable for use in conjunction with any

‘ﬁkys ‘ of service delivery (i.e. home, school)f

(3) conSLder as many areas of child development as',f_

3p0551b1e so as to give a comprehensive plcture of

o deve;ppmental<functioning;“(4) accommodate corrob-_

orative input'frbm'priméry and health professionals,'

~etc. The investigators agreed that the Vulpé
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areas according to the subject's mastery of the
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:

Assessment Battery best-met these criteria.

The Vulpé Assessment Battery is not standardized
in»the formal sense, as.described for test construc-
tion. This battery is not designed to compare one ?
child with other children of the same age directly,
but*ratnet is designed to give a systematic oVefview
of many aspects-of the individﬁel child's developmental
pattern (Vulpé, 1977). The Vulpé Assessment Battery
follows typical:developmental.stages in assessing'the ‘
atYpically deveioping child In atypical development
the sequence of the stages of development is the same
as for typlcal development?miowever the rate of acqui-
sition and the range of skill ability 4s dlfferent.

.The other two tests ({PAC and TARC} administered |
provide a short form behevioural assessment of the
capabllltles of severely handlcapped subjects. Both
prov1de a developmental snap—shot component: that is,
they give one a v1sua1meheck of developmental 1evels_

in the areas of self-help skills, communication,'and

social skills. The Primary PAC provides a diagram

represénting skills which are performed easily and/or
frequently by the'subject on the lowest stages of

social development. The assessor shades these numbered

&
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corresponding skills,'and'leaves blank those which
cannot be assessed. The TARC system has a éraph
component'which gives a quick visual picture of
skills development in the four above mestioned areas.
Upon completion of these tests one has a quick
visual plcture ‘of the subject s developmental skllls
level// . n -

In the atypically developing child one eimost
always sees'wide-disparity between %trengths and
weaknesses as regards sklll development These short
form tests graphlcally 1llustrate thlS phenomena.

v

For example, with a quick visual check, one can note

. that a particular subject's strength is self-help

skills and his/her weakness is fine motor skills or.
communication skills.
Further, these tests are useful in that they

can be used to demOnstrate~aecountab111ty for

educatlonal or habilitative programs by repeated

testlngs over tlme. . : AR

Invadministering these two tests (PAC and TARC).
to the subject, the investigators were attempting

to discover whether the two different assessments

."would concur on what were the.strengths and weaknes—

- ses 'in overall skills development in the four areas,
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i.e. (1) self-help, (2) motor, (3) communication and
(4) socializatioﬁ. Since the two tests utilize
different criﬁeria,'it was assuﬁed that.if their
résults roughiﬁwconcurrea,.then this would provide

‘-a basic developmental profile of the subject. They
were included so that the investigators could index
progress by repeated testing'o§er time (pést—
programming). Later, by comparison to the findiﬁgs

" of the in-depth develépmental assessment, (Vulpé

o, . Assessment Battery), theﬂ;ﬁvéstigators could futher

ASSess-the reliability of £h§;r_designation\of skill

abilities.

~--D. Thé~InVeStigators} Rbie as Partiéipaﬁt dbseryeré
N It is'importanﬁ to_note'that the invesﬁigatdrs'
assessment of the sﬁbject was a "hands-on" type of
assessment - thevinvéstigatéts‘gngineered thé'

assessmént_procedure s0 that they had a period of

“ N

oo

observation of the subjecfhbefore the actual
"'gssessment/yegan.x Thése‘observations oééurred
aéross:the two primary environments wherein the
subject spent the entirety of her day, namely, the
home and the schooi.. During'theée'initial |
'bbservation periods, the investigétérs;madé |
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anecdotal notes of the subject's performance and .

spent time talking to the primary céregivers in. -

her environment. The investigatots also attempted

to build a rapport with the subject, by talking

to her,” guiding her through her environment, and.
presenting'hef with objects to manipulate.

| In compiling the data concerning developmental
assessment of the subject, a set of stimulus
cohditions was engineered wherein the subject.éould
demonstxably complete a prescribed (by the test |

format) task. This included providing the subject.

‘with (1) thé pfops or matefials toLbe‘manipulated;;_

(2) the concomitant verbalfinstrﬁctioﬁsg {3) the
physical prompt to ensure that the verbal instruction ‘

had a totanggnsory frame of reference, and (4) a

'familiarjand‘comfortable‘envirénment (the home)

‘wherein there would be minimal confusion for the

-

subject. . The main assessment was completed over a

périod of Qne'month, with‘bothyinvestigatoré being

present_wﬁenever'testing_was undertaken.
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DATA ANALYSIS

The investigators compared the data compiled in the
‘Shért Form Behavioral Tests, the PAC and the TARC (Figures
3:1 and 3:2). The purpose of this éoméarison was to
determine whether the two different tests -roughly concurred
on what the subjecﬁ's strengths and wegknessés were across
the deve10pménﬁal'areas stipulated as self-help skills, |
.motor skills, communication skills, and sééiaii ation, By

Comparihg the visual components (F%gures 3:1 and 3:2) it

can be seen that both tests rouglily concur. Self-help

-
skills appear to be strongest sﬁills in both test, with

-~

communication skills, motor skills, and socialization

skills showing a similar level of development over the
two tesfs. '

s

If these data are compared to the data formulated
using the Vulpé assessment battery (Figure 3:3), further
corroboration of the developmental profile noted above

is observed.. The Vulpé assessment battery indicates that

£ self-help skills are significantly more well developed than

- other skill areas. Although the Vulpé assessment battery

usés descriptives other'than'the four itemized in the PAC

and TARC'tests, i.e., self-help,'motor,;communication,

23
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and socialization, comparisons of skill levels using
these descriptives can be drawn from the Vulpé assessment
battery. The vulpé shows the following general develop—
mental levels in the four skill areas: (1) self-help
skills, 6 months to 30 months; (2) motor skills (fine
motor and gross motor)/, 6 months to 24 months; (3)
communication (language and cognitive processing), 3
'months to 12 months; (4) and socialization, 8 months
“ to 12 months. ‘ |
Hence, all three tests show a similar range of éeneral
deveiqpmental levels. The Vulpé.assessment battery shows ™
é. ' significantly.finer discrimination between skills areaS\Egi\
. a number of re;sons; Firstly, the'Vulpé Sattery provides -
direct age correlates of functionihg levels while the
4 other tWQ testsAonly provide indices of performance rela-
tive to a sPecific population within a general %gé range.

Further, the Vulpé assessment battery provides a more

accurate developmental profile since it subdivides each
skill into smaller increments of behavior that can be

assessed and itemized.

The infdrmation.provided‘by the Vulpé assessment

Fiac 14
.

battery should be examined along a number of.different

dimensions. In developing an educational program based

«

SR
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on this assessment, the investigators considered the

1

following:' -

1. By'compiling an overall developmental profile
on the assessment, the investigators can
search for trends or patterns in_thé subject's
learning abilities. A knowledge of a
subject's learning patterns can aid in the
construction of subsequeht, meaningful

learning experiences for the subject.

In the case of the subject in this study,
‘an analysis of the developmental dati
(Figure 3:3) indicates?}hat the subject’'s
greatest strength I3 n the area of,
"activities of daily living" (self-help
skills}, and that the subject's area of
greatest weéknesseé include skills which
are subsumed under the rubric of language
behavior and cognitive processing. TheseA

¥ . o facts provide some clué as to how infor-

;. ‘ ' mation should be presented to the subject .
in any prescribed learning situation.
Obviously, the teacher or clinician

cannot solely rely on language instruction
for a perfofmance criterién‘as the subject
exhibits an overwhelminé disability to _
process langﬁage and act'upon its stimulus.
B However, since the battery indicates that

' motor skills and self-help skills are much
S stronger, it would be logical to assume that
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"in the presentation of learning experiences

to the subject, a total sensory approach
would be utilized. By employing this

- technique, the teacher or clinician expedites

the interaction among developmental skill

-areas and the informationprocessing

mechanism. , ‘r
The battery designates skill levels in
critical developmental areas. All of thé
developmental skills are arfanged hier-
archically. Hence, when a subject's ptesent
skill level is determined during testing,
the battery automatically provides a goal
coﬁponent'by designating the next series

of skills which must be learned in order

to expedite further defelopment in a specific

skill area. The battery assists in goal

p}ahning for any subject, since presumably
no subject will produce exacﬁly‘the same
spread of developmental skills. These
goals are represented in the subject’'s
Individual Education Plan {(Chapter 1IV).

The battery provides an accountability schema.
The battéry may be administered following a
period of prggramming (Post Programming, .
Chapter V). Data derived from Pre and Post ..
programming periods could then be cémpared‘
and developmental gain or loss indexed.
‘Programs offered to a SubjéCt qpuld-then

- )
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be adjusted based on these data and over
all program accountability could be
assessed. ‘ N
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Vulpe: Assessment Battery Baseline . «fCeiling General ‘Developmental
‘ ‘ (months) _ (months) Level in Months
1. Behaviour Organization
- Behaviour control/ _ - ' T
response to limits 12 18 6 ~--18
- attention - goal _ '
orientation - 6 .12
- dependence -
independence 12 18
- problem solvingv 9 12
2. Gross Motor Behaviour év 15 24 15 - 24
3. Fine Motor Behavior : 6 10 6 -~ 10 |
. . ) ‘ i
4. Language Behaviour 4.~ 10
"= Receptive C 6 10
~ Expressive Language - 4 6 '
\ 5. Cognitive Processing 3 - 12
-~ Cause/Effect - means/
end : A : 4 6
- Auditory memory/ . ‘ ,
discrimination ‘ Not able to be accurately assessed, She appears

- to change her behaviour upon presentation of
‘ auditory stimuli,

-, size concepts 3

Figure 3:3'Vulpé'Assessment Battery

6
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v ' JBaséline S ,Ceiling; - General Developméntal
' [(nmonths) < (months) " Level in Months
o i”body concepts ' a . '
R obﬁectvconCepts , o 6. ) 10 -
o -'sﬁape cqﬁcgpts o . o Aé . ,6
:f:gpécétséhCepts' ;_: 6 '”¢ ’A L9
-~ time concepts : " Not able to" be acgurétely assessed.
= Amount ang , X . | ‘  1 | . o
number co%e§pts”. B Not able to bé accurately assessed.
|- categorizinhg/ . T e | \
_éomPiningg - o 5 7 - o . ‘
6. ABtivities of Daily Living = | | | , ”
- dressing - o, 18 0 30 6-30
. 2 feeding 2 ¥ R 24
< toileting | R 15, 7 18
-, grooming .o 12
' - 'sleeping 9 12
« play R o6 . 8
- social interaction ' 8 12 .
N ¢
_-Envi;ohment - sée“ane¢dotdl_assessment( ‘ ' ¢
. ‘*; . | . | .
Figgre 3;§’§é6ntinued) Vulpe Assessment Battery r

re— A
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CHAPTER IV
DEVELOPMENT OF A TEACHING PROGRAM .

I. "Individual Education Plan" (IEP)

Since eéch blind muitihandicapped child exhibits 8
wide disparities in skillé, abilities and behaviours,
it'is critical that an Individual Education Plan (IEP)
be designea, commensurété with each childfs-individua}
needs. Such a plan should be based on'én initial i
asgessment which designates- the individual éhild‘s ievelw
of fﬁndtioning and~shouid,includé: (1} the development
Qf long and short term goals,;(Z) the specification of
teaching content and sequentially ordered activities,
f3) the designation-of methodologies and teaching stra-
tegies.'y(F;cioncieiio, IQ?G;-Thompsbn, 1977; Héwett,
1975;.and Vulpe, 1977). .. )

There are the basic precepts underlying the formula-
tion of,iﬁdividual educatién‘plané. It is simply a
designation of‘an‘educatioﬁal program plé#ﬁfof‘;‘
single individﬁai. rpifferent formats may be employed.
For instance one prétp—typé which the inveétigatbis 
surveyed ﬁés called a “Coﬁpréhenéi&e‘Develqpment Plan"

'(Burhs,41972)._-HOWevé£,»it adequately met the -

‘{
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vehicle to maximally deliver educational servicing

of extraneous sound permissable for maximum student

33

criteria outlined above for the IEP. Some educators

=

utilize behaviourally based programming (Magar, 1962);
, _ = at \

others prefer to use instructional programming - \

A
(Anderson, Hodson, Jones, 1975). . Whatever the format

employed, all IEP's are used to a similar end as a

to an individual student, based on his needs.

Having an IEP in effect does not in itself ensure

L3

- success. There are other factors to consider. _The

training setting and the staff involved are critical’

variables in the succeii,of any IEP.' |
At the tiaining phase it is hypothesized that

training may best be expedited in a segregatéd "unit"

because of the environmental control it affords (Wood,

-1969;‘McClennen, 1970; Hart, 1969). 1In the segregated

unit the educator can‘control, for example, the amount
. -

]

performance. Further, a segregated environment affords

the viSuélly impaired student a feeling of security since,
presumably, the student will have had the opportunity

to explore the immediate enviromment adequately.

-

In'aadition; a certain level of énvironmental-

structure is-require& during thé3training phasé. When

al

~
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multihandicapping conditions complicate the educational

problem, it cannot be assumed that' the child will

«

benefit from incidental contacts with the environment.

The educator needs to know how and when to structure the

training setting. (Hart, 1969; Rodden, 1970) ©

4

Staffing i% also an‘important consideration. It
is usual when programming for the blind multihandicapped
student to ‘have a number of staff involved i.e. (1)

teachérs, (2) paraprofeséionals, (3) social workers,
. ' | - .
(4) psychologists, (5) parents, to cite but a few. If
- ‘f ' o

a number of different personnel are involved in teaching
the same or similak skills to a subject on an IEP, then
some proéramming must be included to provide consistency

across all personnel and thereby reduce the level of

confusion and disorientation in the subject (ﬁart, ;969;
) _

- Wood, 1969). Hence, uniform techniques are extremely

important. If one instructor does not follow the same

methbd in having a subject put on, for example, a pull—A

‘over or .sweater, then confusion by the éubject is
. inevitable. These methodoiogies or uniform techniques

-may bejdesignéted.in the Individual Education Plan and

are usually'devel¢ped using task analysis. Task

*anélysis;isfavmethqd whereby a complex task is broken
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down into a series of simpler steps which, when presented
to the learner in séquence, over time, facilita£es
acquisition ;f the more'compiex task. (Wood, 1969; Evans,
1975; Anderson, Hodson, Jones, l§75;'Larsen, 1370) . |
This method maximally guaraéfees consistency of presen-
. tation -to the learner, since all staff have‘Fccess to
¢ the task sequénces: | ‘

II. The Subject's Individual ﬁducational Plan Discussed
¢ In the deVelopmentAof an IEP for the subject of this
; | study,‘the investigators based the ?eed for programming

on the Vulpe Assessment Battery.\ Goal plannlng for the

subject was undertaken in the follow1ng developmental
- gkill areas: (1) language skills, (2) self-help skillé,
‘ {3) motor skills (finé mbpor and gro;s.motor skills)}
; ' (4) social skills anq (5) the_management-ahdAeliﬁination
BN ) ' of apprdpriéte and inappropriate behaviours.

N

The investigatqgrs designated long term goals in

fi 7

each of the aforementioned skills areas and short term

A DN

¢ goals‘as well. The‘specification of the goal is based
primarily on the results of the Vulpé Assessment Battery
and'secondiy on the investigétors' observance of the

subject in a wide variety of situations. The investi-

‘gators utilized the goal component of the Vulpé

L} . . *
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AsSessﬁent Battery which was discussed in the previous
‘chapéér. Hehce, each of the skills designated in the
subject's IEP is fhe logical point of departure based
on her level of development as determined by the Vulpé

AssesSﬁent Battery. =

III. The Training Setting for the Subject

The training setting for the subject is a segreggted
unit fog.junior age (four years to eighf_years) blind
multihandicapped students. Theiénit serves between five
and seven stuéents simultaneously. The unit includes
the following facilities: (1) a kitghen, (2) several
bathrooms,’(j) dormitory space, (4)'récreatiqnal spacé,\;
(3) classroom space, (6) an office and conference room.
Hence, the unit provides training facilities for albroad.
range of student needs, i.e. from self-help skills

training to pre-academic/academic training.

IV. sStaffing M. RN
The unit for blind multihandicapped,gtudents is -
administered bf a teacher/department head who ##directly*
accountable to the school administrators (fig: 4:1).
| The teacher/depaftmeht.heéd is reéponsible for: (1)

the teaching of the students; (2) the design and imple-



mentation of relevant ancillary teaching programs;

{3) liason with pafents, health professionals, other

teachers, and field workeré; {4) the supervision and
f guidance of four paﬁ§§professional sﬁaff; and (5) the

co—ordination of various volunteer personnel and

support staff.

)

School'L\ i
Administrators

W

L

& ‘ T her
Unit Supervisor
{Dept. Head)

o Other

Parents Teachers

liason with

: ;

T '3 Health.

i T ' Professionals

+

o

i ~

& Teaching

bl . )

§L".: i SRS S
3 , Four . Various Volunteer Personnel
{ Para-professional g v .and

ﬁ Staff ) Support Staff

. - - rd .
‘Figure 4:1 .Staffing of a Training Setting
¢ N

V. The Subject's Individual Educational Plan
' 1. DAILY TIME SCHEDULE
© 7:00 am - 9:00 am Waking

Toileting

0y
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9:00 am

9:25 am

10:45 am

11:00 am

12:20 pm

1:25 pm

2:10 pm_
'3:00 pm

4:30 pm

5:00 pm

6:00 pm

7:30 pm

10:45

11:00
12:20

1:25

'2;10

am

am

am

Pm

pPm

pm

Pm

pm:

pm

pm
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- Dressing

Eating Breakfast
Washing

‘Quiet time - Listening toStory

or Music

Teaching Period on one/one

Gross Motor (Specifically Walking)
Fine Motor Activities "
Listening Activities

Recess with group

Two Teaching Periods on one/one
Gross Motor Activities
Fine Motor Activities

Listening-Activitigs‘

Lunch (eating, washing skills)

‘Quiet Time

Group Activities (stories, songs,

physical activity)

. Outdoor Activities (walking, play-

ground equipment, visiting)

Washing and getting ready for dinner

" Dinner .

Waéh—up or Bath

Play time

Bed time for other children
Subject kept up until midnight
(explained later in Chapter)

fe
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}

Two mornings a week (Tuesday and Friday)

Two periods a week (Monday and Tﬁesday)
(Forty Minutes each)

Three times a week {(Monday, Wednesday,
and Thursday) .

-

One Class a week (Tuesday)

(Forty Minutes) -

Home on Weekends (Saturday and Sunday)

Swimming one/one

Phsyical Education

one/one

Music .

Leave Saturday am

Return Sunday pm
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2. Suggested Educational Program
A. DAILY LIVING SKILLS
1. EATING SKILLS B
Long Term Goal. C . ‘ . e

To teach the subject to eat all meals independently.

Short Term Goals o ' - T

Objective A: | .

To teach the subject to use a spoon to eat
spoon foods.

Pléce and Time:

Diiing-IOOm at meal times.’
Materials:
Spodn
Bowl with food (i.e. Pudding)
Program: . ' ‘ ' -
a. Basic Criteria: - ' | <
1. Use food the subject likes.
.7 2. Give lots of verbal and physical ‘
praise for correct response. ; ' #
_3. Aall staff must teach the same
method for using a spoon.
v b. Steps: - y
“*‘ 1., Hold hand over subject's hand. Take
- ~ spoon. Help scoop food and bring to . |
' mouth. After subject takes a bite,

. .
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help return spoon to bowl.

2. After a time, when subject is respond-
- ing, gradually decrease assistance.
Have a student take spoon, ihen assist

in<liftin§ part-way to mouth and
- lightly touch hand to bring spoon
back tovbowl.

3. Decrease assistance until student is
performing task on own. )

4. After subject has accomplished task,

decrease praise to a minimum.

Objective B:

To teach the subject'to eat a variety of foods,
whatever is being served at mealtimes.

Place and Time:

Dining-rook at meal times.

/

‘Materials:

Food being served from kitchen.

Ice Cream or Jello or Canned Fruit.

Program: , km.
a. Basic Criteria - .

1. Use whatever foods are being serve&-
at particular mealtime. .

2. Decide a particular food the student -.

. really likes - in this case Ice Cream,

Jello or; Canned Fruit. . o

3. Relnforce subject with favourlte food
each time she takes the food she usually

‘"will not eat-.
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4. Lots of verbal and physical praise

for trying new food.
b. Steps:

1. Place in front of subject for about
a minute and say what it is and leave
it. o
2. If after this time, the subject does
not touch the food, glve her a small
amount of reinforcer and then immedi-
ately follow by other food.
. ' - 3. Do this for every bite to begin with,
' 2 ‘ gradually decreasing to every third
or fourth bite.
4, Continue-to reinforce subject only -
when subject initiates taking the’
ffod on her own. o S
- ,’ 5. Gradually decrease reinforcer as
subject eats on her own and reward
" at the end of the meal with the
i S . ' ' reinforcer as a dessert.’ ,
' o 6. No reinforcers may be used for some
meals, but have to be reintroduced
& . ' SR ‘ ' for new foods{'- - ,

Y

- Objective C: i

To teach the student to use a fork to scoop
and to stab food.

‘Place'and'Time:

-
S

.. 3 ' n./ -
Dining-room at meal times.

b~

I T
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Materials;

Fork

Plate with bite-size pieces of £ood.

a. Basic Criteria:

1. Decide before startlng the method
for u51ng a fork.

2. Use food that the subject likes.

3. Give plenty of verbal and physical
praise for correct response.‘

4. Be firm.in response to inappropriate

behaviour i.e. "No, "

b, Steps:

1. Hold hand over subject's hand and
ass1st in flndlng food. SCOOp or

) - stab (determlne which 1s'appr0pr1ate

'}<- - this varies) food, assist in“bringing

‘ to mouth. - o

- 2. A551st in returnlng fork to plate.

3. Have subject use other hand to hold
plate in p051t10n.

4. "After time, as subject is responding,
gradually decrease assxstance until
subject is able. to perform task alone.'

5. Decrease praise on a regular basis and

' use occa31onally.
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-

2. DRESSING SKILLS

Long Term Goal N

&

To teach the subjéct to dress herself independently,

including fasteners.

%

.Short Term Goal

Objective:

To teach the subject to dress herself

independently excluding fasteners.

‘Place and Time:

~

a. In the morning when she gets up - or any
appropriate time for dressing.. '

b. Give as much time as is necessary on one

s to one basis with an adult. v

Materials: , ‘ _
Clothing.that the child will be wearing that day.
¢ - il B
_Program:

a. Basic .Criteria:_ - . - .
' L

1. Give plenty of>§erbal_praise and
: encourégement.: ' o
2. Always verbalize what you are doing.
. 3. Work on a one to one basis. -
4. Break dawn dressing skills into
steps that follow a sequence so

. - that there is a consistency‘among'

K . . persons teaching subject.

b. Steps:
- 1.  With each article of clothing

explain what is being done, i.e.

£
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o

7ie S TRALT LA

"Let us pﬁt your shirt on. Hexe
‘is .the collar. Put this arm in

this sleeve," etc.

Tl S

7 ’ 2. To start, phys;cally put your hands

% a S - ’4_ovér‘£he subject's hand and put

{ ‘ through each step of the dressing.

g 'u . L _ 3. »G;adually\&ecreaée heip, e,g; wﬁen

% . o _‘; ~.  'putting pants on, pull pants over

é o - feet and pull part wdy up, then have:

%' Tstﬁde_n_t pﬁll them up the rest of

% ’ ! the way. -

% A 4. Constantly give Verbai praise,

: ) ‘ - especially when subject tries on

i it ) " her own. - o ’

§ B ! 5. Keep decreasing assistance as | .

§ ,s‘_-z' » -subject bécheslmore independentff

% The length of time'pd accomplish end goal varies wifh.the

{ A : . . . .

| o sﬁ?ject._.Do-ﬁqt xush. Piogiess"to nexp.step of dressing .
‘as subject is ready and has‘éccbmblished.preéious étep.‘ -

; : o "Thefé gre“many'different wéys to_appioacﬁ dréSSing. Décide‘

befére'you'start program which you p;eferAand be "consistent.

. &
v,
27\ .
" -
.
.
. .
~
t ,
7 - :
- N
- K
‘
P b: =~
1
1. Iy ‘
[
- N .
. v ~
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3. WASHING SKILLS
. o ) y;
Long and Short Term Goal .
; / ‘Objective:
E‘ To teach the subject to washohefeelf' :
j» independently. - - ' .
év - l: - Place and Time: - f ' T ‘f/
v S e Bathroom at approprlate times, for washing.
: Materlals., |
f A ke AR
LT - : Face cloth . » L :
¢ ' B Soap . )
% ST ' i . - Towel" . «
{ . . Sink . . %
ee'Program: . ’ ‘ o .
a. Basic Criterie:: '
'g f S ' - 7 ) ':;l.i Give’ plenty of verbal praise and )
fo ' T . ;encouragement. ‘

2. Always verballze‘what'is being done,
"Wash your face, ——=——- ", ‘

- 3. Proceedlng on a one to one ba51s.

4, Beforehand, break down the steps for
washlng, so that everyone follows
the ‘same- sequence 1n the. same way.

: _.b. ‘Steps~
: - S vl.‘ To begln, phy51cally put your hand
C ‘ over the subject’'s hand and. put through
each step of . washlng, always saylng
\ , *
R -




S

2.

a7 :

“what is being done. N ,
Gradually decrease help. Start

the task but have subject complete ,
the task. ‘ ,

Constantly give encouragement and
piaiseﬁas subject tries on her own.
Decgeése ‘assistance until s_ubject

has mastered all the steps in washing.

’

» .
\
o -
T
i e
’/
L~
- N Y
. - @‘r
,
.
.
<
L ,
’
’ -
A
L _
P
)
1 . .
-
s K . EEN
g oL
#\‘- e - .
) ) N
- . . .
- - L4
. +
& By
o 8
&
IR
4
o
~ -
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K B - 4. TOILETING SKILLS

Long. Term Goal

To teach the subject indepenaeht toilétry, %Eﬁfv
and night. ' ‘ )
Short Term Goal ’
ObJectlve. .
. ‘ , ' ki
e o To teach the subject to use the toilet.
/ ' (Subgectnstlll in diapers and not toilet
trained at'alf).

L4

"Place and Time:

2

In bathroom normally used by student.

L . . S, ‘ . L R : : :
: o L - - Program: A @

L . . B Basic Criteria'

2

' ;4 S ) 1.- For .one - two weeks keep a time chart

e | '~ as to when child urinates and defecates.,

£ L 2. Seg up a time chart as to when subject -
: ' should be put onsthe toilet. .
b : 3. ‘Keep reinfbrcer_in bathroom out of
o ) . '~ reach to be gi%én each time the'subject‘:

urinates or defecates in the toilet.

on

(In-ﬁhis'case,'the reinforcer was a
. cheesie.) R B 3
4. ‘lee lots, of pralse for approprlate

behaV1our. '
5. ,Ignore 1nappropr1ate behav;our except
to clean up 1mmed1ately.
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4

when student urinates

or defecates in toilet and also when .
she does so elsewhere. o
When student reaches a point when ‘she

[

decreasing reinforcer. o N

has- infrequent accidents,.begin

Start giving reinforcer only when

----- ~

- student goes on own to bathroom.

-

S
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B. SOCIAL SKILLS

Long Term Goal
To teach the subject to engage 1n group act1V1t1es

independently for a Qeriod of about fifteen
minuteé. )
'Objéctive:
To teach the subject to be more aware of
.Oother- chlldren through group activities
_..i.e. stories, songs and circle games.
> V?l;ée and Tiﬁe:'

td

WhereVer there is a group activity organized-

for (1) Story time.
-t (2) Songs

i (3) Playlng musical instruments

{4) Circle games -
- (S)A.Movement to music.
(6) Playgrbund éctivities
(7) Cooking )
14(8) Even "rough—hou51ng“ _
(9) Break time - R

_This is a periodehen_thé program is not too
'structured;”:It;is a relaxed and fun time, a time
for theAéubjéct'to belgiven the opportunity to spend

time with the other children in a fairly leisurely

4
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manner, but constructively.

The subject still has one adult with her to

help her through the specific activity and supervise
her peer contact. The subject is given guidance and-
directions, but without the pressures of the more

[

intense one to one learning situations.
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C. MOTOR SKILLS
1. FINE MOTOR SKILLS

Long Term Goal ‘ I ‘ - >

~

To teach the subject independent manipulative skills..

Short Term Goals

Objective:.
To teach the subject basic manipu{ativé skills

and manual dexterity using the following sPecifiéd

materials: B 3 ;f,;
Large plastic baby beads (pull apart and pﬁt
‘together), sponée, plastic\cbntainer,'water
' {squeezing water from sponge) , peg board
(placing pegs in board randomly), wooden
blocks for’étacking, plastic container ana
élothes pins {squeeze'clothes piﬁs and put
/ N '4,‘ - .. on edge of containerf,-sfacking cubes which
i L NN o fit togethef, and wind-up toYs.

Place and Time: : o8

'>Také sub§36§\individuglly.whéré there. are few. .

: . - _ —~ -
. ’ dlstractions.
, : . One to one with an adult. "
~ . : Program:

- a. Basic Critéria:
1. Consumable reinforcers may be used

for appropriate response.
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2. Use lots of verbal praiee and encour-
agement throughout. ‘
3. Ignore inappropriate behaviour for ten
~ to twenty seconds, then begin again.
4. Work with one material at.a time, going
on. to agothe} when child has mastered -
previous material.
b. Stepsﬁ
1. Take material, e.g. ia:ge.plaStic
baby beads (already . fitted togéther),
pass to subject’and say, "These are
beads,——---—- S
+ 2. Let subject explore for a period of

' more proflclent.,gg‘ v

-~

~about twenty to ‘thirty seconds.

Then say, "Take the beads apart,----",
as you show (hand over hand method)

how to pul the beads apart.

. Repeat 1nstruct10n, wait ten to flf—

teen seconds_then_demonstrate again.
Praise or give consumabl:)re}nfOrcer
whenewer subject tries t réspond

on her own. : _ T .

»'Repeat Step 4 after a short perlod £

of time. - , _

Keep lncreasing‘time between éiving
lnstructlon and demonstratlng.

Decrease reznforcers as subject becomes

-
v

After subject learns to use one materlal

wlntroduce another, but return frequently



to .the material she has mastered.
10. Follow these steps when introducing

each new material.

\’—/ °
)
?
- s
) e
2l
.
- L 3
~ . .
-
S )
i .
e
i
—
-
- v
7. .
. -
- -
-
X
- 13
. N -
®
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2.  GROSS MOTOR SKILLS

o Long Term Goal
2 ) .

To teach the subject 1ndependent moblllty skllls
around the Unit.

Short Term Goals

'OBjectiveﬁ
To teach the subject motoric independence
. /To strengthen muscles
| To develop muscle. tone
U51ng the follow1ng materlals.,
A Body movement to Music
_f Push car ’
f‘ _.Swings
[ " Trampoline
|/ ' Walking on a Beam
/‘ - - Riding A Tricycle

f » ~ Swimming S
[ : ' Walking in the Halls _
/ ' . Ascending and Descending Stairs
/ B - ; -
/  Time:
. ~ Consistently throughout the day. L
I ‘Program: - | «

.7 ' R

a. Basic Criterja ) _
. : 1. Always verbalize what is being done.
‘ 2. Give plentyiof’praisé and verbal

encouragement as a reinforcer.-



Steps:

1.
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As the other reinforcer, point

‘_out,the'enjoyment of being able to

do the activity.’

" Always proceed on a one to one besis,
"but with Other chlldren present to
reinforce .social skills.:

Break down the steps beforehand

'accordlng to what is involved in

' each Sklll

Have the subjept'explore the environment

or pieces of apparatus that is involved,

'explalnlng in 51mple terms’ where she

is and what is happenlng.
Always put the subject through the

"‘verieué steps first, stopping if

subject sHows any fear.

'lee constant encouragement.

: Asesubject becomes more proficient,

decrease assistance. Let subject

graduellYVbecome more iﬁdependent.

Use ‘'verbal encouragement ahd‘assistanée

as a reinforcer, but w1th gross motoro

Cfun so_therefore becomes a reinforcer.

e

‘activities, the. accompllshment of belng -
.able to do the act1V1ty is usually
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D. LANGUAGE SKILLS

P

et ]

), 1. EXPRESSIVE LANGUAGE SKILLS

Long Term Goal
To teach the subject to use words independently in
context. . ‘ . .3 = ?
. Short Térm‘Goals  .7
A_ Objective:,
To teach the subject to repeat sounds and'words.'

To -teach object concept development. -

T Place and Time:
| Consis£ently’thrbugh the déy;a3~subject is’
engaging inactivities. | |
»Sﬁépif;C'time pefiéds set aside during the
dayiéﬁay‘fxgm outside-distractions and on a oné
to bﬁe basis. |
'Materials: ' : S _ .
 Specific objects that the‘éhilﬁ may come in
- contact with évery day;: Thgse'must"be objééts tﬁe-
child can feei-and explo:é} Do.not'feach words
which would have no meaniné,'é,g. CAT ifly§u d6
‘not have a‘catg‘ Fdi<é'viéually impaired.child,

this would have no meaning. . . { v
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Progran§§§
. - a. Basic Criteria:. _
1. Make a list of specific objects to
be used consistentlyggnd‘work on these.
2. Give much verbal praise and encourage-
ment.

b. Steps: ; o o o
In specific Class Time

1. Give the subject an object, e.g. a
bell and say,’“ThiS is a bell"™.

i ' 2. The wait for the subject to explore.

| ~ the bell. |
- 3. Say; Wem—=—, say ‘bell'". .
. 4. Wait a few moments, then repeat.

- 5. Cohtinue‘until.the subjéct repeats
the'word, or for a pefiod of time .
until the.subjeét loses interest.

o 6. Always, no matter what time ofkday,

' 'name any object with which the subject
comes in contact,‘e.g.; passing her
her toothbrush, say, "Here is your
toothbrush, SR, B or, "This is

4‘avfork;“'when passing a fork.
Another good method for reinforcing expressive language

is_ through children's songs or action songs.

B
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2 _RI::CﬁPTIVE LANGUAGE SKILLS S
; i Long Term Goal | SN

*é‘ : ‘f ‘ : To teach the subject to respond £o direqions”

‘ ‘correctly. o N . - -

Short.Tepm Goals _
~ . ; - - ) L

Ob]ectlve' ' o : : . . S

B ot sk L e s herdcuch i A

- To teach the subject to respond to 31mple | f .
: B
) dlrectlons correc&&y.

‘Q.
4

Al DN
PPy SOT T S R
A

Place,and Time: ,
.,.,,..,_jﬁ -

. Carried on throughout the day‘as the subject.

&.

is enéaged-in activit;es.'
,,Progfen: ” T

' I;a._TBesic Criteria: - R

: . ~ ."‘ f. 'Preéious t6 beginning the program,
S . «‘"q ' write a llSt of spec1:f1cg

1rect10ns
I - f ) 1'“_‘the subject must learn, such as
: T - - - Stand ‘up, ----- . S
S Sit down,_-f——-. .
‘ “Put your sock on, f—;——.
. ... .Goto the dlnlng-room, RS
"7;- “Vf o :: L Z,f'lee much verbal praise and. encouragement
h ;' S 57; o " when subject responds correctly. = f//
g 1 f‘ ;"  T ‘ S N 'Always work on a one to one baéls. Do
B :H;.”'~l* o - - ~ not give general dlrectlons. Speak to
. ,4-' : T 7fsub3ect .alone’ and say hér name.
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4, If no response, give direction again.
5.. If wrong response, give direction

again.’ ¥
Steps:

1."G1ve dlrectlon.'

2. Wait ~about thlrty seconds.
3. .lee direction again and phy81cally
show the subject what to do, e.g.,
- "stand up, —--z": Then stand her up.
4. Do thlS until’ sgg}éét responds
235féctly. T K . . A
5. Repeat freguently. throughout the. day.
6.  If the direction is longer, e.g., "Go
“to the dihingrooh, ~“~——=," start by
show1ng the subject all the way, gradu-

’ ~dlly decrea51ng your help along the ‘way.
- . . : . R ) .o . .
T - , . SRR
- - . _
Y € .'- ) - -
) e L
. ¥ VoL e B
. o
e . .
* - »~
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E. WALKING SKILLS

Long Term Goal.

& -

ontravel 1ndependently throughout the school Settlng.

4

_Short Term Goals

: Objecti?e@
To iﬁcréase distancé for walking.
To strengthen walking ability.>

.
To increase-stability in walking.

Time and Place:

; R o Ten mEZXtes every hour on a one to one basis

ninlg familiar area'first; then outside familiar
akea.
. s ~ Program: ‘ f.; ;c
| - eald °Ba51c Crlterla- . ' y
. R ‘ L. Use small piece of che951e as relnforcer.
2. lee plenty of verbal pralse.
. 3. If subject refuses to walk, flrmly
'A' : ’ o . get her to walk fo spec1f1ed
ST ' " "perlodof tJ.me. (da o
1 - - _ " b. ‘Stéps: B
%;?f’ B :___ e 1. Hold subject s han and.wélk} getting
1 . PR R her to waTk for ten minutes.. .
A } 2. Every few steps she makes w1th9ut .
o ' re51stance, reward w1th a piece of
] "chee51e, g1v1ng much praise. ‘
~ T 3 Decrease number of tlmes for'a chee31e L

as distance 1ncreases. -
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4 : 4. Gradually let go of hand and have
§ i R student follow voice - again rewarding
v f Y . d ) s e
{ with a piece of cheesie and praise.
i e 5. As distances increase, decrease giving
? T o consumable reinforcer, but continue
5 ; : ' . g :
i ¥ praise. . .
i : ot R . . .
¥ ) 6. Do this for ten minutes every hour.
! .. . 7. .As subject's ability for walking "improves
E ' " and distance increases, take'éubject'for
i v longer walks, énd;increase intervals
v between ‘walking: | .
-“; '&‘ \ ) - ." . .o - . ) . )
H : : 8. <Continue until subject walks distance
£ . SE _ '
£ -required during a normal day. .
: > 9. -Begin walking inside and gradually work
o ’ ' " into géﬂﬁg,outdoors for walks.
4" é = N
-8 P . . .
¢ 4 . N *
r ‘ .- .
: b ¢ A

. “ v - -
. \
»’
- .
/)
B' -'.
v »
.
o \/: _
t ‘ . . N
: S
nv.
. _\.‘.
: -
e A, .
- . \
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P

A ' F. SLEEPING PATTERNS

i ¢
Long. Term Goal

_i’-A - To teach the subject to sleep through the night from

Short Term Goal

Objective: : ¥
2 . .
- L ‘ » To increase subject’s uninterrupted- sleeping
time to nine hours.
\< . .(subject on'medlcatlon for sleeplng as she
' awakened consistently throughout the. night

‘for long periods of time (one to two hours).

Prograﬁ: ~—— C
"a. Basic Criteria: . _ _ _
Take her off medication. Chart subject's
sleeping patterns to see when shefgoes to

. sleep,-when she wakes up and for how long.

r. .
ik f(Subject was found to be sleeping for only

= ' ‘ .- five to six hours throughout the night

'between 7: 30 pm and 7 00 am )
U

C s _b.:'Steps: .
1. KeepAsubject up until she becomes.
' tiréd (The 1nvest1gators ﬁoﬁhd thlS
to be midnight.). ,
e S 2. When subject sleeps through the nlght
“IA——*" - : ’ (untll 7: 00 am) put her to bed fifteen
mlnutes earller . *

3. Keep putting her to bed earlier and
o R T '
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:
g earlier {fifteen minutes at a time)
;' until desired time is reached.
E - S ‘ 4. pPut time earlier only when subject
§‘ . ‘ sleeps througyh from time set.
A 5. Arrange an active intéresting day.
. as helpjin this procedure. Do not
i o ) allow long periods of passive sitting.
2 " N : 6.t See that subject has plenﬁy of fresh
air as an additional aid for sleep.
7. Make bedtime a pleasant and happy
é, _ : ;}me. ‘
- ) .
i
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G. SOLITARY PLAY SKILLS ‘ .

Long Term. Goal

o

To teach the subject solitary play.
Short Term Goal o |
Objective? J }
A To teach the sub]ect to play constructively
on her own.

Place and Tlmé:

. ' Take child individually where there are few

k4 £

distractions. - ‘
1 4
One to one with an adult.

Programs: ” )
a. Basic Criteria:

1. Find a toy that you think the subject
would respond to. In this case, since
the subject enjoys music, it ‘was

— decided to use a wind-up radio.

%
a

2. Music becomes the reinforcer if subject

winds up the radio. Also, always givé

lots of praise.
3. If there is negative response; ignore
. »and begin again. | |
4. Afford lots of repetltlon.-

J-. e . b. ‘Steps: 4 : .
N ' 1. Pass the‘sdbjpct the to& saying what it
T is and let her explore and touch the toy.




-the toy.

Then with hand-over-hand demenstrate

to the subject how to.wind up the toy.

After the music runs down, wait for a
few moments to see hOW‘the subject
responds. If she does nothing, regeat
number two.

Repeat about ten times or until the
subject tries to wind the toy on her

own. . ' .

'Praise when’ subject begins to wind

and give help if she starts but then

stops again.

Repeat at various intervals throughout
the day‘%htilssubject masters winding

-~

"~ Once one toy has been mastered 1ntroduce

another toy, follow1ng ba51cally the
same steps. Show and demonstrate

-and reinforce.

P
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H. ELIMINATIOg OF UNDESI?ABLE BEHAVIOUR

- ~-Short Term Goal

{ . Objective:
.To eliminate the undesirable behaviours ofi

screaming and whining constantly thfbughout the day.

Place and Time: .

Take subject ‘on a one to one baSlS where there
are few distractions.
4 Proceed any’ tlme the 1nappropr1ate behaviours -

OCCU.I' .

Programi

«

_a. Basic Criteria: .
1. Give plenty of verbal praise and
i phys1ca1 attentlon when inappropriate
_ behav1oq; 1s~llkely to occur.. ThlS .
. subject enjoyed being picked up. '
.'2.¢‘If inappropriate behaviour occurs{

geritly put hand over mbuth’aﬁd say,b.

- "Quiet, : .
b. Steps: "  ' T S
| 1. Hand over mouth if behaviour continues
over one minute. e
2. Keep'hand‘over mouth until behaviour
_subsides. Immediately remove hand.
‘3. As soon as the behaviour ceases, tadke
hand away and pick the subject up glVlng

T T e SR W A T R ST B TP B R SIS L5 i T i e T Cae . :
.

her lots of pralse.-
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™

t

As behaviour becomes/less frequent

Jjust say, "Quiet, __ " when

.7

behaviour appears and pigk subject up.
When the behaviour occurs infrequently,
continue ‘to say "Quiet™, and give-

lots of praise when subject stops.
. ]

.
1
el
.
B
.
o
s
>
-
-
'
L 4
o
.
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CHAPTER V
 POST PROGRAMMING

; ‘ A - The  results of a specific progran following a threel

: | month perioo are explained.in this chapter. The invést—
' 1gators illustrate the- developmental galns the subject’

has made as a result of spec1f1c programming utlllzlng‘
- .»tne_indlgloual Educational Pean format. - L ~
Upon examlnatlon of the data compiled on pre and

%» (t. post programming performance of the-subject (Fig: 5:1,

: ‘ _ R;S-Q, 5:3), it ‘can readlly be seen that the educatlonal.

't program . has resulted in 1m£roved developmental functlon—

i | 1ng of the subject.o All three tests corroborated this ‘

‘ pornt. The PAC (fig: 5tl)Asho§ed-the least significant

i \ . Skills gains. This is prlmarlly because the PAC" does

N S g

not allow for small increments of behav1oural change,

N

. and consequently the subject must make fairly s1gn1f1cant

gains in developmental skllls before 1mporvement is "shown

on the v1sual component of this test. (Gunsburg, 1977) .. .
. ) . o __'__’_’_\' ,_,_,_——-/t_
The visual component of the TARC (Fig: 5521 exhibits

dramatic gains in some skills areas.’ The Vulpé Assessment S
Battery (Flg~ 5 3) glves numberlc values of galns in

months in all-but a few of-the developmental skllls. It

69




v

DNy it 3 i A T R RN TSN

SIS

ARV TR

RPN

iy

).

) strategles.

' B ‘ _J\\. — 70

it important to note that the Vulpé Assessment Battery

indicates that there hastﬁeen no regression in any of-

__the_developmental skiils,-uTherefarewcasewaherein the.

subject'has made no gains, i.e.} Expressive Language,
Space Concepts, however, no regreSSLOn is 1llustrated.
The TARC assessment (Flg. 5:2) and the PAC (Flg. 5 l)

both concur on this fact. —+—— -

These-acCumulated data illustrate several important .

)

points. They 1ndlcate that the educatlonal placement

and overall 1ntervent10n strategy has ‘been sucessful , at
- least in the,short term. Hence,»the accountablllty'factor
- discussed in Chapter 111 isiestablished Further, they

Alllustrate the dynamlc nature of developmental 1nterventlon

ThlS three month post—programmlng asSessment

in effect offers a new p01nt of departure for subsequent

programmlng. The program planner(s) or teacher(s) must
‘then examlne the present developmental proflle, must look

'for trends or learnlng patterns, and then attempt to deter-

mine 1f these,trends are remalnlng constant over- tlme, or -

"whether subtle or overt changes are occurrlng in. them. The

program planner(i; must try to ensure that the subject’s

env1ronment will ncourage malntenance of skllls galned,

'and if it appears that it w111 not, the envxronment will
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™~

need to be manipu'lated. The program planner (s) must
speculate on' the long and short term effects of program-
ming. These aforementioned are but a few of the variables

intrinsic to program design..
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CHAPTER VI

INTERVENTION; A PROPOSED MODEL

aspe s A LSy
£

In the preceding ohapters, the invastigators

illustrated specific aspects of progr ng for a 5lind

TN AR T

multihandicapped student. 1In addition, ssessment proce-
dures, designation of a teaching program, and educational

: o . A
placement have n discussed in detail for a blind

‘o

B oL ot ST R et PR LN I

multihandicapped sthdent.//The.investigators deem that

ot

¢

. the xmigue proéramme developed in Chapter IV is repre?

'S

rentative of the type of progrdm reqnired by the blind

s oo e £

.
. -
PRyt e A0

multihandicapped population. ‘ o B

'However, it is important to recognize that delivery

3

.0of service to the blind multlhandlcapped populatlon is
‘a complex and dynamlc issue. The success of the service
O . ‘dellvery does not smmply re51de ‘in the prov151on of a

teachlng program Students must flrstly be 1dent1f1ed,~

~parents need to be counselled methods of referral need

“to be clarlfled, respon81b111ty for serV1ce must be

<des19nated The aforementloned pomnts need to be

icon31dered before a teachlng program is developed and -
1mplemented.. - e |

o, _‘

Eurther, the overall pattern of serv1ce dellvery
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<

<

depends partially on the philosophical outlook of the -

society to which the multihandicapped belqng; ‘(Rhédes

.

and Tracy, 1977; Roos, l969)_'For example, in the‘paSt'

fifteen years in North America there has been a change

in the philbsophy towards the mentally retarded. Rather
than isolatinq this population, there has beeh a trend
tdward normalization. (Wolfensbufger; Glenn, 1975).
This ﬁype of philosbphiéal étance is é determ%nant
factor that affects ﬁany of.the modalities of sef&ice
delivery; i;e.{it aetermines gpat type of administrators

will be sought, what type of buildings to house the

. handicapped ﬁili be built, and what theories will be

utilized in teaching the handicapped; = -
While acknowledging such, complexities, the invest-
Aigators propose a modéldfOr,overall intervention. which,

if maximally deployed, would prbvide~optimal sef?icing

- for the blind multihandicappéd populatiocn. _Tpe'propoéed

model is examined under the following headings: (1)
T > & | .

Intervintion étrategy;_(Z) Educatibnal P;aqement{\and B

(3 T ching'stratégies.in the Educational Plécemené._
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AOther'éurveySfindicate'that,amcn95£ parents who receive- -~

greater parental sétisfaction waé‘expressed when a mu1ti4

"»1969, Jacobs, 1974 Freeman, 1974 Freedman, 1967;-Carolan,

78

1. INTERVENTION STRATEGY

The earlier the handicapping conditions are
Qetected and treatment begun, the better the brognosis
for long term successful intervenfion and habilitation,
Thls fact is unlversally"eccepted and applicable to-
almost all manifestations of handlcapp%ng.condltlong.
(Warnick, 1969; Scott, 1974,;;3i\1mot, 1974). This.
presumes thet an accurate‘i2£gnosie of the handicapping'-
conéitions be maab by the

dical profession, and

that the family be made aware of the extent of Ehe

handicapping conditions. It is at this point that the

- family should have at its disposal a sﬁppdrt ﬁetWork

fer counsellingvand'guidehce‘services. ' | Lo
e~There-is some dispute as to who can most effeetively
aid the family invfhis sithagibﬁ.nASurveys~undeftaken
indicate that the.physieian may.noﬁ‘be;the mos£,effeetive‘
counsellor to parents of'a\handicégped‘chiid (Warnick,fIQég).

B

Sl e e Sae e L . ’
counselling .services in clinics for:the handicapped,:

IS

ﬂlSClpllnary team gave counselllng serv1ce over a number

of se551ons (McIntlre and chkhalker as quoted 1n/Warn1ck,

AN . 4

'.’>.

¥



1973). : : _ -

The majority of the literature surveyed
: | concerning the issues of 'how patefnal counselling
- should be undertaken' indicated that parental counsel-

llng 1s best dellvered by a multldlsc1pllnary team

approach.(Jacobs, 1974; Freedman, 1967 Carolan, 1973).

AR NI

The 1nvest1gators advocate the use of the multl—

. . e .,
'dieciplinary team‘approach in counselling parents of
blind multihandicapped children and youth. However,

- the following should be noted: - . K

o e o B MR

)

l; The team ehould include representaﬁion from 3
i *?ﬁ" o health professions, social wbrkers,.family

H e . therapists, teachers, and pie-school workers.

; ’ . - 2. A board or panel of such professionals ' _¥\Y
e meetiné_together_with the parents might

alarm and intimidate grgqvlqg p@rents,j .

;,‘ L .hence,ieach team member should be prepared '

£ ' ‘ ' to extend his expertise to the parents 1n.' .
A - N _(an interview situatien. He should be able

. .- to listen and share information, and should
- fac111tate family decmdﬁon maklng, though .
. not force 1t. - ' ‘ o o
3; Ind1v1dual team memhers should be a'le‘tO‘ f o 3%
' adv13e the parents on avallable serv1ces,
’,' referral procedures, and lOng term plans

»

- for their handicapped child. = . o e

- * ! :
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4. Practical assistance should be ﬁroﬁided for
.. the parenﬁs'of the hahdicapped, whenever
possible, in the home. Follow-up shodid be
undertaken to see how the parents are
c0ping with the handicapped child. Efforts
(i.e. relatlves) as part of the support
network when required.

5. . The multidisciplinary team should be
carefully'co—ordinated to ensure their -
_contribution is effective. At present
there is available in Halifax/Dartmouth
area a similar service. It is offered
through the DeVeloPmental Clinic, Isaac
Walton Killam Hospital for Children.
This Clinic basically utlllzes the multl-

dlSClpllnarY team approach
The next.most. important factor 1n'the intervention
strategy is the treatment of‘the blind @ultihandicapped
pre-schooler; It is critical ﬁhat treasment begin early.

A student who has a visual impairment'shoula’be‘taught.

at an early age the sensory skllls that he w111 depend

'upon both personally and academlcally for the rem der

of his life. (Blshop, 1978 Carolan, 1973 Scott 1p74) .

s -A rlch env1ronment of sensory and perceptual stlmulatlon_‘A

“is. crltlcal if the bllnd multlhandlcapped «child 1s to

. progress through the approprlate developmental stages.

. P .
. Sy
b N

.
-~ (,.
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The investigators propose,.concomitant with the
intervention strategy de&eloped by the aforementioned
multi—disciplinary teah,'the implementation of a system
of pre-school itinerant Servides utiliiing personnel
with professionel credentials and practical experzence,
concerning the blind multihandicapped population. |

The role of such pre-school workers would bevto work

- within the home, to develop an infant curricuium for

the multihandicapped child, to provide parents and/or

primary care-glvers w1th 1nstruct10nal technlques con-

cerning the child's early developmental mllestoneSf and_
to report back to the multidisciplinary team, on a
regular basis,‘as regards prqgressf'prdblems, and

2

Within the proposed model, parents are utilized to

'provide-handieapped children\with edeQuate~ear1y ;timula—

‘tiBn} To enlist parents at an early stage of;programmlng

has obvious benefits. Parents are the most 1mportant
people‘in-the infant's 1ifeﬂ(twenty—four hours a:day),
(Scott, 1974) As parents observe that thelr efforts

have some effect on the. chlld's progress they develop

'warmer, more affectlonate and pOSltlve attltude toward

"'thelr chlld._'Thlszls-cqupled‘w1th a-better‘understendlng
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of the degree of their child's limitations. (Carolen, 1973)
- Within the proposed model of intervention an infant
curriculum (age 0 - 3 years) should be provided along with
the necessary support services. In addition the investiga-

tors highly recommend that whenever‘possible the multif
handicapped child should be placed as a day student in an
eppropriate.pre—school program. Recent_research iﬁdicetee
that pre-schooling isléesirable'for all children{/put is
eren more -important for the disadvantgged chilé<(Research

and Pollcy Commlttee of the Commlttee for Eé;onomlc Devel-

opment, 1971 as quoted in Evans, 1975). The Provrslon:f“

- T

~ of a structured pre-school program, extraneous‘torthe'hoﬁe.
environment, is desirable for multihéndicaoped srudents;
~but it is of critical rmportanoe in a situation wherein

- the home environment is not cOnducive to aiding the

child's development, ‘and whereln other 1nterventlon

-~
k)

‘'strategies have falled for one reason or another. .
‘wgfe_prejgghool program as an lnterventlon strategy
shoul

-be so structdred as to provide the’foilowiné-

-

ol;fito develop a greater degree of 1ndependence -

2. to de op social skills by providihg aativ4-'
ities that rgfuire 1nteractlon with peers.

A and adults' ‘

in the blind child; - S | s

¥
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3. to develop gross and fine motor skills,
emotional strength, mobility skills, posi~
tive self-conqeptg and intellectual and '
cognitive skills-in a controlled and

structured learning environment;

. 4. to provide successful experiences in the
environment whlch will ald in subsequent
development;

5. to enable the child to experience'failure

o~

e

in an environment that will accept it, yet
encourage the student to céntinue to try.
(The ‘Allegheny County Society for Crippled
Children and Adults, Easter Seal Society, 1965;
Evans, 1975 )

7~ . ' . [ ‘ .
The next facet of an 1ntervent10n strategy for thel

- blind’ multlhandlcapped chlld's education requires that )
. :

school placement be found approprlate to the student‘
needs. Thls 1ncludes an assessment of the bllnd multi-
handlcapped child's- -needs which must be~made before

recommendatlons for egvcatlonal programmlng can be tabled

-(Jan, Freeman, Scott, 1977) e

An lnterventlon strategy 'such as the one utlllzed in

I

fthls study could be employed whereby a developmental

assessment of the student is complled by educators WOrklng

‘ wlth the Chlld 1n hls/her home.- Another, perhaps more
de51rable,:format could reside ‘in the provision of an

.
LN

w

PR

o
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“Assessment'Unit? in the facility that serves as a
school and resource centre for the blind multihandi-
capped students. .The function of this unit would be't0'
assess an individual student's needs over a desdgnated ,
time period (optimelly thirty days). He would then be
placed in a unit‘for blind.multi—handioapped students

i : ‘thatvmost c;oseiy‘gpp:OXimated his'needs-as-ind}cated.

by the'?arions‘assessment tools. This necessarily
presnpposes that, there are In existence a number of
separate training units that accommodate various ranges

: ‘ - of”developnentai functioning and have different goal}

orlentatlons. Fo; example, the severely multihandicapped

s e

mlght be placed in a- unlt where”'*the primary empha81s

is onuthe development of basic se“%ehelp skills . suCh'as

o %

' moblllty tralnlng, ‘whereas the less severly multlhandl—l’%_

_capped student mlght be placed in a unlt that is somewhat

:‘}?“?WW&M.& g Erenn :
§
AN

more academlcally orlented. .V " B

-

It is 1mportant to p01nt out that 1n the model
a belng proposed by the 1nvestlgators, all dec151ons regard-

" ing’ placement should, as much as. p0551ble, reflect the

i | comblned lnput of both. the multl—dlsCLpllnary team and

'the parents, w1th the educator/assessor s ;nput belng

51ngularly 1mportant.' -t ‘ "f - e
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well as to 5001ety at large. " (Johnson and Myklebuet,

2. EDUCATIONAL PLACEMENT

Appropriate and relevant educational placement

" for blind multihandicapped students is the most important

factor in their overall education. Proper placement and

, A
programming is certainly‘of benefit to the individual as

'1967 BlShOp, 1971 Gearheart, 1974 Wood 1969 pp 32-40}.

The 1nvest1gators' proposed model prov1des several
important guldellnes wh;ch should be operatlonal-ln any_
educational placement'for'blind multrgangicéﬁped child?en
and youth. (Gearheart, 1977;’Bishop, 19785 Johnson and:f
Myklebust 1967 Wbod, 1969 pp 32- 49) )

1. Educatlonal placement should’be based on the »
"philosophy that all children have the rlght ’ ;f .
to equal educatlonal opportunities regardless :

» of their: haqglcapplng condltlons. They should k

" be educated or “trained to lead more integral

- and productive llves. Placement and program—'lx

ming should be geared tOward the satisfaction

of thls goal. '

-~

, ' |
The optlmal educatlonal settlng for thecbllnd '

”multlhandlcapped child is a segregated unlt

“wherein both~pre—agadem1c ‘and/or academlc and

'Qi o ire51dgpt1al programmlng lS provlded. Thls unit

. more closely approx1mates ‘a home- settlng. The

o
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physical dimensions of the training unit
should, as closely as possible, assimilate
v . the "average" self-contained hasitation
? ) R J;) ' (i.e. apartment, home) anﬁ should have a
g ' A : NG kitchen, dining area, -‘living room, bathroom, .
. ) bedroomns, rec:eatidnaltareas, ss well as
_ training areas.. Such-a unit provides thé ~
 3 ' - -blind multlhandlcapped student with

; ‘ - ' envxronmental~stab111ty. It also prov1des
- - : 'a source of security to which the blind~
% - f : <multiﬁanéicapped student can return, ]
! ’ 4 - fellowinétcontactseend encounters with a
‘more confusing entsiae environment (e.g.
" doctor app01ntments, barber sKops, trips

v . home, out51de classes etc. )

Hewgver, 1t 1s 1mportant to note that
. o "a segregated or self-contained unlt does
Lo _ L : . not imply that the students need to be ,’

¢ - L segregated On the’ contrary,.51tuatlons :
' « . should be selectlvely englpeered to prov1de -
wr .. for the bllnd multlhandlcapped students

‘an 1ncrea31ng contact w1th normal\peers,
B ”;cross~age peers and nbrmallzlng 51tuat10ns,'
“ ‘ o both on and off the ‘training unlt.- ThlS o
dlmen31on should 1n fact be. 1ncluded as a
goal in the teachlng strategles for thé
- . :' bllnd multlhandlcapped student.‘ When‘

. ‘.“& L 1ntegratlon of the bllnd multlhandlcapped

5

N




.mode of educatlon. ‘ -

-

3. _Qualified persennei must be;employed in

. the“educatidnal piacement Hence, it is
of great 1mportance that crlterla for
staff selectlon, the process of staff sel—

- ection, and inservice tralnlng be given
high- prlorlty by admlnlstrators. It‘is also
evident that with bllnd multlhandlcapped
students a high staff-to-student-ratio is -

- . required if skills deVeiopment is to be
‘maximally expedited.¢ This factxobviously-

| necessitates that in the educational

: | © placement for the blind multihandicapped

| L  student. programmlng 1s going to be very

i‘:i 3 _ - ' ‘expen51ve, much more expen31ve for thlS

o o - group than in the case of regular publlc

‘educatlon.. Hence admlnlstratbrs should.

BRI s a5 Y/

- be- aware ‘of the relative value of the :”” :
'-educatlonal serv1ce prov1ded whlch
*the aase of the bllnd multlhandlcapped

:cannot be ea51ly measured 1n conventlonal
rnterms, such as. grade levels.

.in the prov151on of servi to the blind
'multlhandlcapped © The teacher/assessor

i“f;should be aware of the student S potentlal

‘f@gflThere is” the need for 1ong;fange plannlng

"ﬁjfand should prov1de 1nstruct10nal programmlng
'VE;to maxrmlze thlS potentlal These long term

lans should be adjusted perlodlcally and
, _ .



. appropriately as the student acquires new_'

~in these aforment1

88 :
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'skills yhich mdy, in fact;.éltervlong term

- plans. To summarize, these plans should be

flexible, and a dontinuum of services over ]
e.broed range is essential for the severely
impaired multihandicapped student. Pre-.
vocational and vocational training is an

important eafly educational consideration.”

The educational placement should provide,

through centralfco-ordination;{accessahility

' to ancillary prografis such as adaptive

" physical education, recreation and leisure

skills programmlng, religious. trainlng,

aesthetic training, and music tralnlng. In

. the situation wherein the tralnlng unit for

the blind multihan@icépped‘studeht_iS'hoﬁsed
within the resource centre for the visually
impaired, prbvisibn of these ancillary
programs can 6ften_be expedited:using
existing facilities."In-dther situations

whereln the tralnlng unlt 1s not in dlrect

f pr0x1m1ty to the resource centre, spe01allsts'"»

ed areas w1ll negéd to
be employed. : '

'The educatlonal placement for the bllnd multl-,

handicapped student should seek to mlnlmlze
the effect of the handlcapplng condltlons and
to maxmmlze the overall development of the

" child to his/her- ful;est potentlal. This

~
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means'that,adaptiVe facilities must be
employed to accommodate the handicapped and

that instructional materials that facilitate

development for particular ranges of handi-

capping conditions must be utilized.

_Within the educational placement, there

'-,3should be on- golng~evaluat10n ‘of the student s

potent1a1 1n all Skllls areas, both academlc

~and res1dent1al,'and apprOprlate adjustments
‘to programs should be per10d1¢ally based on‘A‘t

vthese evaluatlons It should be understood

that formal assessments may not be totally

‘.*sufflclent for" 1dent1fy1ng -and measurlng

aassessor should be tralned to conduct relevantv

'V‘re51dent1a1 settlng.m

Qabllltles and dlsabllltles,tand the teacher/

'J-anecdotal assessments Ain the class and in- the‘?hff““

‘fTIn the s1tuat10n where a bllnd.multlhandlcapped
f:student ‘has: be'

'jglven a/l_ng term placement

.“ll;ln a: vocatlonal settlngsor sheltered 1ndustry
“settlng, apart from the school facmllty, the

-heducator/assessor and the team whxch ‘has been

}1nvolved in: on-golng monltorlng of the student

: should have some 1nput 1nto program dlmen31ons

2 7of the long term placement, and- should offer

‘fj;thelr serv1ces on a consultancy ba81s.:

e

e




90 )

©

" 3. TEACHING STRATEGIES IN THE EDUCATIONAL PLACEMENT

As a result of the investigators' esamiuation of
the ccmp0nents necessary for the deveiopment of an
Individual‘Educational Plan, and tﬁe observation of the
subject throughout this‘study, the folicwing teaching
strategies were determined. Recent research corroborates
‘these findings (The Allegheny County Society- for Crippled
Chlldren & Adults Inc.; Hart, December, 1979;vTretakoff,
March 1969; Rodden,'January, 1970; Bender and éalletutt;,
1976; Bishop, 1978; Johnson and Myklebust, 1967):

l,t A complete evaiuation.should be' done on each child's
‘..Sensoiy functions - visual auditory, and tactual
perceptlon - as well as his emotlonal status. If
there is one partxcular sensory modallty which the
.'student prefers, the teacher "is then 'able to structure

'subsequent 1earn1u% S1tuat10ns using this modallty.

2. ‘Programs need to be 1nd1v1duallzed espe01all§ in

: V'early educatlon.. This - lncludes the\prov181on for an
eInleldual Educatlonal Plan for each stydent whlch is

'~_spe01f1c to hls/her needs and which des1gnates goals
eand skills areas whlch need to be remedlated

3. ;It is necessary that a relative degree of structure be
"'~femployed in teachlng the blind multlhandlcapped child.
;aMost bllnd multlhandlcapped chlldren do not respond

7

fto an unstructured situation.

H

bt by e =
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4. Seqguential and hierarchically arranged steps
should be used when approaching a skill.
(E.g., in tying shoes, the child needs to |
learn tovqyoss the strings first, then pro- )
gress to the next step and so on until the
child reaches the utlimate goal of tying
his/her shoes.j Techniques stich as task
analysis and backward chaining may be i
employed;
5. The programmer should start at the p01nt where
- the child is functlonlng ‘and proceed from there~
in terms of subsequent program development.

6. The follow1ng five areas of development should
‘ be emphasized: self;helpdskills; motor skills
(from head control to mobility and orientation
-‘skills) language and speech SklllS' adaptlve‘
}behaV1our- and soc1allzatlon SklllS.A

7. Teaching should’be done on a concrete‘leuel"
_especrally in.the early stages of development,

~gradually worklng towards the abstract.

8. The bllnd mutllhandlcapped chlld must be p031-
'tlvely rewarded for successful achlevements. S
Various ‘reward systems may be used, 1nclud1ng
consumable rewards, pralse and affectlon, and o
later more elaborate systems of behaV1oural

relnforcement.

9, 'Con51stencz,1n the environment and teaching meth-=

 odology is important.

-



‘10.

11.

o120

13.

14.

82

4

A total sensory approcach should be used 1n
teachlng the blind multihandicapped chlld.

"This maximizes the student's information-

processing .abilities.

Independence ‘in all SklllS should be taught

‘and encouraged

‘Attention span and memory ability are

usually limited. if'is preferable to

'give several short lessons as opposed to a

single long_‘ sson. Gradually lengthen
instruction tim with increased attention.

span. Blind mul andicapped children

must be encouraged to remember in order

to learn, because SO much of thelr learning

jhas been. only audltory

Tasks need to be of short duratlon, gradually

-~

1ncrea31ng the length of time with increased

Aaby&;ty. Single tasks. should be assigned first.

.Nevef_assume the same experiential background
for any Blind multihandicapped'child as for
'hls 31ghted peers.. (a sighted child sees a
tree, whereas a blind child can only- touch
'icertaln parts and may have difficulty in

,';assoc1at1ng the integral parts.) Where a child

is lacking in hls/her ba51c visual background,

nthe teach must fill these gaps,thh concrete

B p01nts of reference - kinesthetic and audltory

»clues will be required.
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16.

17.

18.

19.
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A blind multihandicapped child should never
be pushed or pulled. Directions should be
given verbally or the child told to hold the

teacher and follow.

Reasonable trial and error should be encouraged.
Helping only makes the blind multihandicapped

child more dependent.

A blind multihandicapped student should always
be addres§edlby anyone entering a room; he is

moétly cued by auditory stimulus.

Clear, precise and meaningful airections should
be given. Language modelling techniques may be
used and the nonverbal multihandicapped child

should be gi@en, if possible, alternate symbol

systems.

If applicablé, a general academic program

. should be provided, closely related to that

" 20.

21,

22,

of the regular grades, but adjusted to 'the
blind multihandicapped student's nesgds.

‘Adaptive skills and their application should

be taught, e.g. Braille Writer.

Abilities should be taught associated with -
listening skills (auditory comprehension and

_discrimination).

Visual perception‘commensurate with the”child'é
.ability . to be taught. '
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23.

24.

25. -

26.°

27.

94

Each child should be_prepared academically,

and as soon as possible, to function in &

.regular classroom setting.

All programs suggested by the éhyéiotherapiSt,
psychologist, and speech therapist should be

_ implemented within the classroom setting.

Parents should be encouraged and-pfovided .
with suggestions to follow-through with all
skills in the home. -

There should be constant re-evaluation of progress

and programs.

Love, kindness, uhdérstanding, and firmness
should always be shown.'



. SUMMARY

The purpose of this study was to examine the com-
ponents necessary—for £he development of eéducational
programs for blind multihandicapped‘st;dentsa AIn
looking at the dynamics involved.in designing a program
fofna single student,‘the investigators sought to
illustrate: (i) that developmental intervention is
an effective educationel mode and (2) that the theoret-
‘ical procepts "for programmlng are . essentlally the
.same for all bllnd multlhandlcapped students.

- On the first point, it_is.evident that the develop-
mental intervention has worked in the case of the
subject of this study. An examination of the dana
under the rubrlc of pre/post programmlng will véllfy'
this fact. . . T , -

On the second point,.ghe investigators have
indicated that while theré’is no stereotypic blind
multihandicapped studenf, it is nonetheless possible.

to ‘generalize on the issue of program requirements.

It is safe to assume that all blind mdltihendicépped_

-

‘students will require intensified, structured, and

individualized training in the following areas: all’
4 / ." | -
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areas of self-help skills, language development and
communication skills, motor;skills, occupational

, ‘ _
. or pre-vocational skills, social skills, mobility

¥

‘and orientation skills. The assessment procedure,

uéing_the developmental model, simply provides a
methodology for designating that program which
best coincides with the‘specific needeof‘an
" individual. Hence, a variety of personnel wishing
| to develop p?ograms for the biind myltihandiéapped
) RN could utilize this study . as an overail model for
/A . programming.

In addition, the investigators have ‘outlined

" a comprehensive model of early intervention foie
the blind multihandicapped‘btudent (Fig: 7:1). This
model designates.a systematic approach to.éervice
delivery along the dimehsions of diagnosis,'assessment,
and plaéement optibﬂs. However, it is often the case

e

. - that a student is not referred to the résource centre

:

'\until other agencies and possibilities have been

exhausted. Hence, it is not uncommonlto receive a

s request for servicé to a blind multihandicapped

- . student who is beyond school égé, and whose needs -

- for prqgramming‘hage'beén exacerbated by the lack of

~ -
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o

’eerly-intervention. .In this case the ;nvestigators
have designed a model for service delivery to blind
multihandicapped children'and yoﬁth (Fig: 7:2). This
model also designates aﬁsystematic approach te.service
“delivery along the dimensions of”diagnosis, assessment
and placement options. Further, the investigators
have .indicated the_requirements'Whi&h the educational
placement for ﬁhe blind multihandicapped'student-sheuld
meet,wand various teacﬁinélstrateéies te-be-utilized
in programming- for the 5lind mﬁltihandieappeq student
within fhe_educatgpnal‘éiacement.s

. It'is iméoftant"to point out'that at the time
of research for thls study there is no early inter-
vention strategy of the magnltude suggested hereln

<

ex1st1ng in Atlantlc ganada.‘ There 1s“no formallzed

- or centrally coordinated'systemewherebysthe parents

of the bind multlhandlcapped 1nfant may receive
counselllng;A There are no comprehen51ve 1t1nerant
pre-school services- to the bllnd multlhandlcapped
student, utlllzlng personnel w1th tralnlng and : -
credentlals spe01f1c to thls group. ’Referral systems
‘are at best cumbersome._ “

These points are not'p?oferied as a sweepiﬁg

condemnaftion of existing-services or the personnel

A R
T, g’." '
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involvgd, but, rather; as a ﬁéans‘of'illusﬁrating the
gaps invthe present sérvice‘and thereby péinting to
possible remediation'fof the futﬁre. ‘The kind of model
which the investigators suggest is certainly‘not
. s

impossible. Rathér, it suggests a more efficiert
‘usage and more’ intelligent deployment”Of services and
professional,personnei already in:the field, and a
reduction in the duplication of services that now
‘exists.. It advocates a new spirit of éo—operatiog
:amon§‘all the agencies and érofessibnal disciplines
involved in the education of the haﬁdicapped. |

Further, the.inveétigatérs wish to acknbwledge the
;Sﬁrage and perég;érance shown by the parenfs‘bf'thé
blind multihandicapped child; They deserve the bes£
'serVigés that can be aépf?éd and‘as much real.suQ§0rt
ahd'ﬁnderstanding asvéan be_extendedi' They é;e, if
so motivated, the-blindAmultihandicapped child's
greatest asset. B

“The real challenge in tgxelfﬁture for this field
liés in the designing of'po}icies,»modéls and legisla-
tion that will gorroboratg andlcomgliment thé basic
‘philosophy that a1l qhiidre‘n.qeser_'ve the right to an

- education. :
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igators deem that‘further'research should be directed

~— : : Postscrigt

Upon cquletioh'df_the present study, the invést—

N toward the following areas: @ .

- 1.

Specific evaluation tobls ahd'techniqees to. be'

utlllzed 1n the assessment of bllnd multlhandlcapped

—

oud

'ftstudents shoul@g?e researched and developed. At’wf

present,vthe as essor of the blind multlhandlcapped

]_ﬁstudent is requlred to adapt tests that have been

.?prlmarlly standardlzed elther to "nor; al“ populatlons

'ifor other "spec1f1cally handlcapped“ P ulatlonsr

ejThls practlce probably undermlnes the
- _ ‘

'7ﬂ:0f future leglslatlve pOllCles, the ex1steng?'of Whlch

‘lldlty of

these results. | .

_:;There is a need for further research 1nto the desrgn

<

1'f'would max1mally quarantee the,rlght ‘of the 11nd

ﬂ'ifmultlhandlcapped to an eiucatlon in Atlantlc Canada

4:“Extrapolat1ng from thms'data, the researcher could make

'fngesearch mlght take the

*ffof 51m11ar leglslatlo'vnow in place 1n North Amerlca.

orm of a: comparatlve study.




102
. 3. A coﬁprehensive analysis of the present system

> Of early intervention on behalf of the blind
multihéndicapped‘population should,be'underﬁaken.
Researéh'shoula-bé;difectl toward the design’

bf'an éfficééious sysﬁeﬁ of servicé delivery

for the blind multihandicapped child at the

. preschool level.

b
{
5
i
1

W{-V-:_z R N AR,




-

APPENDIX A
TEST INSTRUMENTS

ThiS'appéndix lists tests for’aSSeséing‘(i) inteilec—
tual ability;;(z) adaptive 5ehavior; (3).pérceﬁ%pélﬁﬁbgor.
skills, (4) visﬁél.and'auditoryiskills; (5) Speéch'éni}Q; 
'languagé:ékiils, (6) achievement,.énd (7) qévelopménﬁai
level. 'Thoseﬂwhb,aamini%téf tﬁe:tésts shou;d'be.seiected
‘on the basis of their tfginiﬁgiahd”experiéhcé.‘

. The asterisk.(*) indi;ates a test that‘may[be admini—>
stered only byIafPSYCholégist,_bsYChomefyiét,tpf qualified
‘ érofesSionai-designatédfby Pupil PetSonhél:Séfvices,':‘ |
Provincial Départmént’of Educétioh,/Nové_Scbtia, Canada.

Other tests may be administered by teachers.

1. Tests Used in Assessment of Intellectual Ability

SCHOOL PRIMARY - ELEMENTARY . SECONDARY.,
LEVEL: — <
*Draw A Person - *Draw A Person . o a
Test =~ . Test
*Leiter Inter- = *Leiter Inter— = . *Leiter Inter- .‘
' national Per-  national Per— national Per-
formance Scale formance Scale " formance Scale
3 ) - .' he )
103 o ]



SCHOOL . PRIMARY

104

ELEMENTARY

r SECONDARY

LEVEL:
*Slosson Intel-

. ligence Tes&

*WIPSI. Preschool

Testw

v

McCarthy Scale
for Children
*Stanford-Binet
Intelligehce
Scale (L-M)
*Wechsler In-

ﬁelligeﬁce' :

Scale'fqr  .

Children’

. (WIsc-R)

*Slosson Intel-

ligence Test

McCarthy Séale'

for Childreh

*Stanford-Binet
Intelligence

Scale (L~M)

*Wechslergln—5
‘telligence
scale for

‘Children.

U (WISC-R) = o

, *Slosson Intel-

ligence Test

*Stanford-Binet
- Intelligence-

‘Scale (L-M)

*Wechsler In-

.telligence -

‘z'f‘Scaie for

‘Children

(WISC-R)

' 2. Scales Used in Assessment of Adaptive Behavior *

*"SCHOOL .. PRIMARY

" ELEMENTARY. .

SECONDARY

Xx

LEVEL:  —————
.. AAMD Adaptive
' " 'Behavior Scale

*i'u,(for MH) B

. AAMD Adaptive

'Behaﬁior Scale

for;(MH)

AAMD Adaptiv:(\f; 
Behaviortsc51e_t

+for (MHX.
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SCHOOR PRIMARY

LEVEL: .

105
ELEMENTARY . SECONDARY
Cain—Levine Cain—Levine_ -

iSocial Compe-

Jtency Scale

(to 15

Fiqg Point
o

‘Rating Scale

for the Young

Social Compe-
tency Scatle

(for MH)

Fine Point
Rating Scale

for the Young

trainable- trainable

Pre-school - .Pre-school

Attainment Attainment

Record" Record

.Vinelqnd.Social Vineland Social ° Vinelnad Social
Maturity Scale Maturity Scale - | Maturity Scale

3. Tests Used in Assessment of Perceptual ~ Motor Skills .

SCHOOL -
- LEVEL:

_ELEMENTARY = SECONDARY

_PRIMARY

*Bender-Gestalt ‘H*Behder—Gestalt‘ o : .
Test for Young - Test for Young : ' o
Children

,"Children

-
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SCHOOL PRIMARY

LEVEL:

4. Tests Used in Assessment of Visual and Auditory Skills

" Perception

106

ELEMENTARY

SECONDARY !

Developmenéal
Test of Visual
Motor Integra-

tion (Berry

and Buktenica

Devélopmental

Test of Visﬁal

»

(Frostiqg)

The Lincoln -

Oseretesky Motor.

Development

Scale

DevelOpmental'
Test of Visual
Motor Intégra—
tién'(Berry

and Buktenica:

Developmental

Test of Visuai

Perception

.(Frostig)

The Lin¢01n47

Oséretésky Motor

‘Development

Scale

Developmental -
Test of Visual
Motor Integra—-
tion (Berry

and Buktenica)

The .Lincoln

-Oseretesky Motor

Developmént

‘Scale

LEVEL:

" SCHOOIL. PRIMARY

a

 SECONDARY

Tesf {Wepman)

ELEMENTARY
Auditory Auditory
- Discrimination Discrimination

Test (Wepman)
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 LEVEL:
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SECONDARY

Test of Visual
Perception

(Frostiq)

Memory for

Design Test

*Phe Bender '

:ViSual Motor "

Gestalt Test -

fdr Children

Test of Visual
Perception -

(Frostig)

Memory for -

& |
Design Test

- *The Bender

“visual Motor.
.Gestalt Test

"for Children

ELEMENTARY
*Auditory *Auditory *Auditory
Inventory Inventory " Inventory
(Rosner) (Rosner) {Rosner)
Developmental Developmental

Memory for

. Design Test

*The Bender
Visual Motor
Gestalt Test

for Children

LEVEL: .-

-

. 'SCHOOL PRIMARY

r

ELEMENTARY

5.. Test Used in Assessment of Speech and Language Skills

SECONDARY

‘Goldman

Fristoe Test.

_of Atriculation

Goldman

Fristoe Test

of Articulation

Goldman -
Fristoe Test

of Articulatién
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- ’ | | .
SCHOOL PRIMARY ELEMENTARY SECONDARY
LEVEL: '
*Il1linois Test *Illinois Test *I1linois Test
of Psycholgi-#¥ _of Psycholig- of Psycholig-
uistic Abili-  “uistic Abili- = uistic Abili-
ties (revised) ties (revised) ties (revised)
» . . \ .
Irvin-Hammill Irvin-Hammill
‘ Aﬁstractidh_Tésg Abstraction Test
E 'Screehing‘Teét" Screening Test
’ ‘for Identifying for Identifying
o P Childrén with -  Children with

, ' e Specific Language Specific Language

Disabilities Disabilities - -
; L C (Slinge:land) {Slingerland)
Verbal = - S Verbal = Verbal
Language . Language ' ‘Language
Development _ | Deyeiopmenf bevelopment
Scale o : Scale} ‘. o Scale “
o

6. Tests Used invAssessment of~Achievement

SCHOOL 'PRiMARY ‘ ELEMENTARY . . SECONDARY

LEVEL:

Metropolitan Metropolitan Metropolitan
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L
scHoof PRIMARY ELEMENTARY __ SECONDARY
- LEVEL: - -
Achievemtn - Achievement - Achieyement'
Tests . : Tests Tests.
- "fgeabody,lndif Peabody Indi~ ' Peabody Indi-
: ~ vidual Achieve- vidual Achieve- vidual Achieve-
o g o } ment Test ment Test = ment Test
: Rey Test of Key Test of Key Test of
} Mathematics Mathematics Mathematics
; 7. Test Used in Assessment of Developmental Level
3 SCHOOL PRIMARY ‘ ELEMENTARY SECONDAlY
v LEVEL: : : - —
B Vulpe Vulpe - Vulpe
4 .
£ Assessment . Assessment - Assessment - ¢
CE A A
i Battery Battery , Battery
% The Primary PAC The ﬁhc level The PAC level
4 , 1 2
& J/ ‘ : '
¥ ‘ v The PAC 1A -~
’ © The TARC . ~ The TARC g ‘The TARC
Assessment jAsééssment”' o Assessment
Inventory = - Inventory - - - Inventory -
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. ELEMENTARY

PRIMARY .

SECONDARY

The Callier-

AZUSA Scale

TN

The Callier-

AZUSA Scale

)

The Calleier—

AZUSA Scale




Ea ~ APPENDIX B

Y
.

: kg :
LEGISLATION'

Regulatlon Under the Educatlon Act

A 51gn1flcant step toward equal educatlonal

opportunlty was taken when the Regulatlons Under

‘the Educatlon Act, Prov1nc1al Department of Edﬁca—
ntlon,.Nova Scotla, were amendeﬂ to 1nclude Regula-
rtlon 7(c); January 1 1973 mandatlng school

-boards to prov1de educatlonal ‘service for handl-

,"'.

‘capped students. Sub—sectlon 7(c) reads in 1ts‘

entlretz as follows./

‘”fdf”"(c) 1nstruct10n for phy51cally
or mentally handlcapped

chlldren.?lﬁf

<35Hand1capped Persons Educatlon Act

The Handlcapped Person s Educatlon Act2 for the

.EfNova SCOtla Department of Educatlon, Regulatlons Under
" ‘the Education Act:’ As Amended: by Regulations Up to and

'dk*Includlng November 4, 1976.'(Ha11fax, Nova Scotla-‘
iVQQueens Prlnter, 1979)r P. 83}“"” S -

ffProv1nce of Nova Scotla, Canada, The Handlcapped Persons'-‘”"”‘
”j_Educatlon Act (Hallfax- Queens Prlnter, l975).,m‘4Qﬂ

R




~ '~ visually and hearing impaired was promulgated in

‘March 1975. AThe Ministers of Education fop~the'

v . .—_ . N
Atlantic Provinces came to an agreement on a co-
opefative regional proVision of new and extended

services for individuals suffering these impair-

_ : &
ments. . At the same time the Atlantic Province

Special Education Aﬁthoritvaés established to

set up resource centres for these individuals.
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