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’CHAP'I‘ER ONE/ CL

ANGUAGE AND COMMUNICATION

f

Introductlon

. adolescence or

.errhaps ever. _‘. These persons, and the

N 1 B

v,

..

-.1" -

In Chapter One. an attempt lS made to clarify the

notlons of language and comnumication, and to offer a brlef

retarded as thesis topic.

’

The second chapter explores the llterature on-the

.A"\processes of normal 1anguage acqulsltlon.‘ Perspectives

from 11ngulst1cs, cogmtlve psychology . behavioral

‘ psychology and psycholingulstics provid.e very different




Four, providesz guldelines '_.for curriculum methﬁds

o "communicat:.on" are of ten 1nterchan9‘6d-
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(Koder and Reichle, 1977)\, t,o offer but a. few examples. y

l

4 :. { :One {neans of clarlfying the dJ.sti_nctJ.on between the notllons“ : }
E }; of language and commun:.cation :If.s to examlne the f@ctlons ' : R ~-,.:l
,\c:f each, ‘as, descr:l.bed by James Britton and Eve Clark, s 'f: ‘, K
V o respectiVElY- r : h"”; ‘ A | . ‘ AR AT '
) ) . In ‘nis account o;c' language functlons, Br:.tton (}.971) ./ o ,J
' . descrl‘bes a continuum of three typlcal’#functlons of¥ - LT
N . ‘t'unctlons to allow the speaker to rehearse and analyse ‘m.s
- ‘experlence.‘ At the oppos:.te pole from poetlc 1anguage, the
- "transactional" functions to J.nform and to persuade J.n a
. o
Sy utllltarhn rather than aesthet“i‘c mode. It is w1th the :
" . transactlonal functlon that early language'cnrrlcula are‘:_‘;;’:l;'."'.;-“t='-,f. : '.'-:??; ..
': ‘w-most concerned. ‘ ‘ ' ' g TR
B . . Clark (1977) recounts 'Vlews o.f ccnmunlcatlve ,' " \ =
o 'f, 5'1."f‘unct:l.ons, agaln as based‘cn trhellntentlons of the speaker. g T
” ‘ "t "':.‘:'Utterancea may be categorlzed as "pe;formatlve" or _‘_. o
”"l i"constat\iw;e" Wlth performatl\.res there“ls no separatlon
" . J between the utterance\and theﬂact that 1.t descrlbes, for

-V_:example; "I prornlse... . Constative utterances, on" the

. ", . .o
.l e oL
o <

other ha,nd,:,. scrlbe or report an act outs:.de the speech TP R S

Clark c:Ltes studles to show that a chlld's' fJ.rst two-l g

'

.g . -

child's own needa. ;‘ Later statements may mcre often be
N s, .ol x j‘. .

D constatlve, ‘a’ commentary, on and descr.l.ptlon of what goes on R Vo
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.
Yo Zround the child.

4
A’ comparison of the work of Brltton and Clark, shows

<

.

some correspondence'between the functions of speech; as

L ' -language and as communication. The performative function

.. O0f ‘communication closely parall@ls”Britton'e transactional
'fuhétlon'of'persuaeion. Constatlve utterances may fulflll

": .\fd; :i the transactlonal functioh of 1nform1ng, and, 1n later<f

v

b ‘ development, may functlon as expressive language.y Wlthout

*,assumlng too neat a correlatlon, 1t can be Buggested from a

P o comparlson of Brltton and Clark that communlcatlon 1s one, N

though not necessarlly the only, functlon of language.

Symbol and Sighal.
’ 1T E
! o

[

'accompllshed.

S

. " .méaning from one'éouree to anothef,".throughisymbols or.

o ' 'Blgnals, while language is "an. arbltrary system comprlsed
. ;-’:'H, S i . /] b
Dl (f\'of sets of vocal symbols whlch.represent a conceptual

.“to’ekplaln; "represents an idea, a place, an experlence,'

3;but 1s not tled to the lmmedlate perceptual event A

-“Symbol, then, may be contemplated as well as percelved.

'.

Slgnals, on the other hand, are‘"carrlers of meanlng at a

T - B “ ,Dubose;(1978)_de§ines oOmmunicatiOn-aswfthe paéSing of |

'—system used by~man to communlcate. "A symbol, she goes -on - -




-

sensation or percebtual level" (Dubose, 1998, p:37).

Both signals and symbols are means of communication. ®

s

A child reaching for an inaccessible object signals the

; mother that there is something he wants. Later, the’child

‘

" learns that a symbollc gesture. that 1s, polntlng,'WLll

accompllsh the same purpose.‘ The most frequent form of

N )
- Tk

'symbol used ln communlcatlon, and p0551b1y the most

sophlsticated in terms of layers of meanlng, is the word.
Verbal language is not the only symbol system
g{,f | avallable for communlcatlon. Mathematlcs is the ‘medium of

1nformatlon and 1nstruct10n in computerlzed transactlon.

. Persons with sensory, physical or mental handlcap may
§:f' <emp;oy Blissymbolics (graphle symbols), American Sign
- | | vLangage ‘(gestural symbols) or other alternative symbol
¢ systehs in order to communicate. These forms;are the
.'df . ‘ ' .approximatien of verbal ianguage symbols in that they
| o | express a mental representatlon of an obJect, event or

" idea. - In thlS senSe, these symbol systems may also be’

:cohsidered language,

5 o Why Language Intervention?

PR

j Te sum up, commuhieation is ohe of'the'functions of

h,f‘ 1anguage, and language is one means by whlch communication

¢ ' can be effected on a symbolrc-level. This belng said, a
few comments are called for on the 1mportance of 1angua§e

{ﬁ“ - : : development, at least in its communlcatlve aspeet, for. the

PEEEY

—
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mentally retarded, ;o . , hi;-
In a general sense, some use of expressivé language is .
1mportant for the acceptance of severely retarded persons
as fully human. Brltton (1971) ‘has sald that it is not
! language, per se, but .the ablllty to symbollze or mentally
represent ‘that separates man from the animals. In splte of f~ 'fh" l*;
“Britton's statement, conceptions of human (versus anlmal) }:fe;t'”
‘3}fnature have generally empha31zed both language use and“v |
77?¢§\,,;¢3 Z;jﬁ;i;gsymbel generatlon, rather than, for; example, moral andﬁxfghﬁﬁ
?fij : R ‘vxﬂsplrltual qualities (Ryan, 1977)., In addltion, Ryan \éf“

: R : :suggests that verbal 1ntelllgence, whether formally or.--"fi‘qr‘ ﬁl] th
‘1nformally aSSessed, 1s the general criterlon for | ‘
stratlflcatlon in our soclety. Thus language not onlyi
admitsﬁone to the human soc1ety but may also determine.:
one's place w1th1n the group. The sltuatlon is further
o ‘ | VCOmplicated by the research of Premack (1971) and chers
'_who haVe successfully taught chlmpanZees and gorlllas to
" use certaln symbolic elements of American Sign Language,

\

':whlle many retarded persons remaln w1thout expre531ve '

language.' Remediation of def1c1ency to the fullest extent‘
. L ‘pQSSlble is necessary 1f the retarded, generally and
llnd1v1dually, are to assume full status as human persons "-l 1'f f:;wfjﬁ
. w1th rights and 'responsxbiutles.

) On an 1ndiv1dual level the frustratlon and lonellness

. of a: person with little or no communicatlve skill can only:‘

_be assumed.' The development of self—help and motor skllls‘

B ) ' certainly must add to the 1ndependence and"enhance the5

—
&
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image of the retarded persg&; as weill as reducing
frustration, but this procees rtself is facilitated by
coﬁﬁuhication. ' |

Theidevelopment of language is thus a crucial aspect

of the educatlon and. tralnlng of the retarded. In the

follow1ng chapter ‘the processes of 1anguage acqulsltlon

e
vos

w1ll be examlned in. greater detall.- B fiv' . ~{Af -
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- CHAPTER TWO
PROCESSES OF LANGUAGE ACQUISITION o S

Strands of Development

qa .- The study of llngulstlcS"alms to. provxde 1ns1ghts into‘.;~ -
[ I . - ‘

' *_the natureg%f the rule systemﬁof language, wh11e° 7gf}' -ﬁ_,f.f"?fﬁnjww

'11{_; l;‘hﬂwpsychollngulstlcs attempts to!understand how these rules
w;ulﬁffare applled 1n the productlonjand comprehen51on of languageﬂ7fyﬁﬂﬁ'}4“ ~
“U(SchleSLnger, 1977). Whlle Schle31nger warns that f”ﬁjﬂ'““i’f"ff:ff

”lingulstlc theory cannot be equated w1th the actual
performance of speakers, lingulstics and psychollngulstlcs
proylde a framework‘ln whlch four strands of.lqnguage
deYelopment.canﬁheiseenr phonology,:syntak,‘semantics andf
pragmatics.~ ._“;41‘ . o | -
| Development in these areas LS apparently sxmultaneous.t
For example, Sch1e51nger (1977) calls the conver51on “Of
'words 1nto speech sounds the final phase of productlon.,, ~f; :{:l,f ;!Li?i

. .Whlle this conversmon lS f1na1 1n the sense that lt 1s

v:..;' R R
"governed by semantlc, syntactlc and pragmatlc ChOlceS,'lt
S may. also be con51dered ba51c 1n that phonemes are the unlts

e through whlch utterances are reallzed. ,The strandS‘of. o U;”j}‘ Sl

deyelopment are thus’ 1nterdependent.3'i.' L '_ .‘}_:H»l: :“.-_
A.. Phonology ,11»',‘” _3- ".;:‘
Phonology lS the study of speech sounds employed by

natlve speakers. (Stageberg, 1981) The study 0f




“‘uﬂthe production of speech sounds.'quE‘:;Qf:f?g”;:'ffff_" . *;ll

g e

iphonological development was pioneered by Jakobson, who ' -
found that phonemes are dpparently acquired through
contrasts._ He stated that the most dlstinctive contrasts'
appear first in all languages (Fletcher and Garman, 1976).
After an 1nitial period of babbling,.in Whlch the child EV

1o ., ! ‘ .

ﬁfproduces a w1de varlety of sounds, the chlld seems to

Loo- .u Y . v‘.

‘ﬁfengage 1n vocal play, utteriag 1ntonated strings of sounds ’3”“'

57,3w1thout 1dent1f1able, cons1stent meanlng (McLean and

fiHSnyder—McLean, 1978). There may be a period of relatlvf'w"“

,:i81lence before phonological development proper begins w1th

The role of perceptual factors 1n the acqulSltion of

. honology, and 1n particular the question of whether
'.perception precedes production, are areas in- Whlch research :
is continuing.; Clark (1977) mentions stages of perceptual :
:"development-, a) the chlld locallzes and discriminates "?' j-:ﬁiman
’”;speech sounds, b) he responds differentially to affective' o
hvorce qualities;.c) he becomes sensitive to intonation and I
{rhythm; and d) he d1stingu1shes opp051tions or contrasts.’z IR
a"Perceptlon and articulatory abillty, howeVer, are not
L;suff1c1ent to account for phonemlc development. "It le;;”
:]only when the Chlld realizes that a different meaning lS'at

"

'1ssue that he w1ll 1earn systematlc oppos1tions among the S

'-¢ﬂsnunds of hlS language” (Clark, 1977, b 48) Thus the
ﬂchild learns to contrast /pct/ and /p?t/ because the 4: " - ;';__.jfg.;

”meanlngs are different. eh e jﬁ H;"_, BRI e
E . : . - . . . L e a "

C B (. . NI N - . e
~ o . - - . ; -, ; . . . .
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B, Syntax 3 o ' . T C o
R S - Syntax deals w1th the ways 1n whlch words are arrsnged: _
\\-to form sentences (Sbageberg, 1981)., Syntactlc e ;' K

o SR development, especrally 1n the early stages, has been the SO [P

;l.'ﬂiil;,fvﬂmost heav1lx studled strand of language development.' Only fft:‘iflﬁmﬁu

development,

(1978). w1lllbe glven here.

i ? 'f”?er glven a "rlch 1nterpretatlon" (Bloom, 1970, cxted 1n ncnean
‘a' S and Snyder-McLean, p 98) and analyzed as lf theY'were part
B of more complete, unspoken sentences, one-word utterances ""ﬁ‘
can more’ valldly be described in terms of thelr form classlt‘ ?
(1e., noun, verb, etc,s, context, and communlcatlve e ﬁ' l,}ﬁ
3 'i:?:-f‘fjl functlon.. EVen in the earllest stages, the‘chlld'SLp“ii=f;fnirﬁddf'ff‘%f:
L vocabulary 1nclndes a varlety of form olasses, whlch'can- : = 5;&
o ‘iqifkiff?.v,,generally be grOuped as substantlve or functlonal forms. 3151:1?;?;;o;

.e”l.wj_”fnnyj- Substantlve forms serve as labels for, objects or actlons ;_5 L

' whlle functlonal forms descrlbe,relationships.'ﬂﬁw'ly'ﬁﬂif o“a,ﬁd“ﬂ;ﬁ L
AT E""Sf - L e 7"%"'“fﬁv?}1;':jw,gv
S AL PR A Zx. The second stage is Ehe transithn to grammar. Palrs o S

I T - o
b EIN

‘:';3._3g'“ K ‘“:_of words areéguxtaposed but 1n 1nconslstent word order. At'

- I flrst, succe551ve slngle WOrds‘are predomlnantly llnked by
B ;;Awn'Q"#-,_ ay S -




ok reemeen ' -

-

"telegraphlc" ‘since they contaln only the essent1a1 words-

for communlcatlon of -a message. Examlnatlon of chlldren ﬂ

-

telegraphlc speech has prov1ded the emp1r1cal basms for

e semantlc grammars, whlch show - agent—actlon and actfbn—' ‘ ;eb;f~

obJect structures to be the~most frequently occurrlng of

l

"n1ne two~word utterance types (Bloom, in McLean and Snyder—il

SAEPEAN , .-
-

K .,._ L

1ocat1ve; and ag nthobject 1ocat1ve. The syntactlc form of

vthesé utterance types can thusnbe seeﬁ to follow the 51mpie f
- 2"‘dec1arat1ve pattern.“;unﬂfh;f;jjfi.;i},;u' B
:fff; i f‘: fost telegraplcbdevelopment in stage IV con51sts
4M.. malnly of elaboratlons of earller syntactic forms. The
‘ﬁf “chlld now 1ncludes many of the small functloh words sdch as

'. I ‘e 4 &-

'Vg?;f artlcles and auxrllary verbs 1n utterances whlch are Stlll

o g ’ "

fi_ﬁ; prlmarlly of’ the 51mp1e declaratlve type,v Morphemlc Hf?r

1nf1ectlons for tense and plurallty and 51mple spec1flc

A
-(

interrogatlve forms are also ev1dent KMcLean and Snyler—ﬂ;‘ ‘

v

McLean, 1978).; Later the Chlld acqulres more sophlstlcated zf

f;;li negatlve structures, and develops the pa551ve and .dv“f;ijfs
| 1nterrogat1ve forms’ (Ruder et a_: 1975). Befond Mclean s.'xnﬁ
:"»Lstage Iv; s;;tactlc development lncreas1ngly approx;mates ;}
. ,."mature forms. .’

P . - LA [ . L - . S
v

fb Semantlcs, Meanlng and Cognltlon 7.¢;A“:_,¥:

The thlrd Strand of 1anguage development 1s the

TR [T . d
. .

"McLean, 1978) _Three—hord utterance types 1nclude'“ agent—g?:r

__actlon-obJect; agent-actlon—locatlon; actlon—obJect—t.'yﬁ} ;ﬂ;*f”;'
R : R

ancqu151tion.of semantlcs or meanlng.“ Verbal 51gns express'ﬁu"ﬂ



f;The semantlc meaning of a 519n may then be described as

. "‘,‘.;,',:(Seung, 1982, p. 38). |

h1n the development of 1ex1ca1-semant1c comprehenSLOn. " At Li."”'”'
"'falfferentlally to rituallzed words ‘or - phrases, depending
) flrst words. the Chlld 1dent1f1es referents for spec1f1c
"hlex1cal 1tems, These 1tems are usually 1mportant persons

'::“respond to multiword llngulstlc stlmull on the ba51s of

’;ssemantlc features w1thout Yet respondlng to word order.- Jhﬁ'

. cognltlve development 1s that of Plaget.: He descrlbes four =
iyperlods- the sensorlmotor perlod, preoperational thought' nxibﬁ

lconcrete operatlons and formal operatlons. The.v

) TN P . . . e oL s . Pemesmer
D aemee me e C e . . . W e e ae b G e make T b s e ws WAL bt s AL R

N .
meanlngs 1ntended by thelr speaker or author, but w1thout

cultural conventlons ‘these’ meanlngs would be lmpOSBlble for

1

”others to ldentlfy. Communlcatlon requlres that the

meanlng of - verbal SlgnS be coded andedecoded accordlng to a .

. e R . .
-W - . . .
o K

f“"\cultural context of bellefs, values, thoughts and emotions.,

”~_'"the meanlng 1t has on 1ts own...lts dlctlonary meaning" ff:fdf"

juﬂ McLean and Snyder—McLean (1978) descrlbe three phases‘

hhabout ten months of age, the normal chlld responds ;5j._; S

‘heav11y on context,'lntonatlon, phonemlc and gestural cues

-‘for comprehen51on. At the tlme of the emergence of the o

-

or obJects in the chlld's worlda Later the Chlld 1earns tof“lﬂ

B PR ot
'

Semantlc development is baSed on cognltlon, both

V

-above, and durlng the prellngulstlc phase of a chlld'

‘development._'ﬂ.:u~ 2{: ,f:f;fﬁ~"; iﬂ.;";,u~js .y,. ﬂ'” T T

»

The most 1nf1uent1al descrlptlon of the stages of

v




".:-self and on-self, to achleve certaln.concepts such as
.?Eﬁcausalltyiand obJect permanence, and to achleve the ablllty o ,“H:. -j;-
"y7to mental | |

‘=f13v1slble (:orehead and Morehead, 1974). This abrlxty to~;:tnn-‘“'

;of the sen orimotor per1od (Thomas, 1979). It is; at thlS id}”Va.'i. ;.ﬁ*

14 i «
sensorl otor perlod, which in non—retarded chlldren /
generall covers the first two years of l1life, is further ]
suh.evid d 1nto six stages._ Through 1nteractlon with his K ‘\
world the lnfant gradually comes to: dlfferentiate between : /?

[

"

Y represent obJects whlch are ndt present or

"“:.represent r symbollze 1s characterlstlc of the 51xth stage :4f;bﬁif [

o0

T

'f;jfage that most chlldren begln to use oral symbols, that 1s,lé ‘.f:h,ff
‘fﬁb talk.,‘ L :i [ f
| Severah authors have outlined parallels between l'_- 3 .':, '7
. llngulstlc and cognltlve development. Fletcher and Garman I /"
' 1(1976) descrlbe semantlc stages 1n Plagetlan terms- a) an‘g , 'f:A'”“'
- ‘early sensorlmotor stage, ln whlch vocallzatlons becom;‘if o a /.A"
Tjstable befo%e mental representatlons are pre01se; b)-a. }5\&t; o

o t‘adult flexlbrllty, For example, 1n the flrst stage,'”cup“hg

: later sensoramotor stage, in whlch stable obJect/actlon ' ﬁ’%' e

C il
- vocallzatlons; and c) a pre—operat10na1 stage, 1n whlch

'semantlc representatlon of the word is buxlt up between the

'rf.may refer to any drlnking vessel; 1n the second stage a

T‘dlstlnctlon between “cup" and "glass"‘may develop based on-

E.schemas develop, some of whlch are enolosed as dlstlnctlve I

sound schema\and the obJect/actlon schema.iA“'
L 1 ' ‘
Meanlng'is gradually detached from the propertles of

-“ithe obJect/actlon schema so that the word may be used wlthiﬁ.

::::




“,Fclosely to Piagetian ;tages, however, as have Edmonds
’“?J%-(1978) and Dubose (1978). In great detail, Edmonds shows

\ '1; ithe evolution of symbolic function to parallel development

'3of self—concept, knowledge of the enVironment, SOClal

of obJects and actions instead of haVing actually'to:iﬂ‘_”z~f

:'1anguage development.. Four dimensions of the cognitive—

-‘to represent was considered a cognitiVe prerequiSite,

physical characteristits; in the third stage the
development of the gemantic schema‘allows the flexible use
of either word characteristic of adult language,

In describing these features Fletcher and Garman. have

fset aSide the earlier model of semantic acquisition by
4 features (for example, where "dog" may mean, for a. child,

'any quadruped). They have not matched their description as

‘e

,relationships, and communication patterns. Dubose also,f«

a

'1'outlines parallels between Piagetian suhstages and

1

‘-fprelinguistic communicative behaviors. In particular, the

W
Sixth substage of sensorimotor intelligence is described as

:Acharacterized by the ability to make mentgl representationsl7'

.‘experiment with them. This COgnlthe stage is accompanied

oo

~_by the emergence of symbolic communicative behaViors, i’f‘”

i

'including the first words.

In summariZing the discuSSion of partiCipants at the

"-“Chula Vista Conference, Bowerman (1974) reports that the

‘ Ve

';u primacy of cognitive growth was stressed for the whole of’

R

v L.

-fjlinguistic relationship were. described._ First, the ability

3

though not the sole factor, in the acquiSition of

.__," . A, e v [
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Semantics;\ This p051tlon has been supported in studles by o n-: :C

Kahn (1975, 1977) and Corrlgan (1978), although Corrlgan R
cautlons that Plaget's stage six must be regarded as a "-Z-’, ‘;733
] serles of behav1ors rather than a Slngle behavxor.-ff3

Secondly, it was suggested-that the chlld's strategles for ff;'f~v”x*'*:”

..

organlzing perceptual input may prov1de a’ cognltlve

general cognltlve processes.,

h 11nguist1c concepts, upon whlch llngulstlc rules can
- : "(\' " ) I o
' ]operate, has a prerequlslte ln cognltlve ab111t1es.v These S

Flnally,g

el

,;dlmen51ons do not encompass all ways 1n.Wh1ch COgnltlve ;L;"

development 1nfluences language acquls;tlon, nor are these

.\..-v-

1{?5"‘h' .}ﬁfdlmenﬂlons 1ndependent ‘of. each other.. The*complex1ty of

T thes relatlonshlps is. enormous.'fiﬁ}ﬂjnfyxxg}\;fﬁﬁi‘ .
o ;. ;D.- Pragmatlcs, Meanlng, and Soc1allzat10n. f’5 . L } vl
N Al
g 'iialong'w1th the context of the utterance, superlmpose_eTfff;

. another 1evel of meanlng onzthe semantlc meanlng already

,{{aSSlgned (Seung, 1982) lFor_example, an 1ron1c 1ntent

”',A-'fg;hf E-_-reverses the apparent meaning of an utterance. Wlth young U

“\','¢}"{1chi1dren, however, 1t may not be approprlate to 1mpute

;f . ﬁ:consclous 1ntent° McLean and Snyder—McLean (1978) prefer -J":L7”'f:r







1nteract10n as a prerequlslte to the acqulsitlon of

(McLean and Snyder—McLean, 1978)

lfpragmatlcs,-

camps.- those espou81ng thezcognltlve—llngulstlc approach,

(Sklnnerlan) stance. The pbgectlons of each group to the{

-D

other are clear from Brlcke and Brlcker s (1974) account}T_ﬁ

<

'f' taken as~synonymous. Plaget attends to processes and\\

”istages of.c0nstruct10n 1n 1nte111gence, whlle Chomsky 1

- 9 I te-

“centrallty of actlon or 1og1c for Plaget.: As the'chlld
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Morehead, 19745 . Although Chomskian linguistics has given
rise to the proposal of an innate Ianguage acqulsitlon
device (McNelll, 1970), both Chomsky and Piaget present the - Co
Chlld as an active participant in his ‘own development. .
Ruder (1975) states\zhat the six substages of Plaget
. e» , prov1de a framework for a less mehtallstlc approach to the : éj_:‘

study of lafiguage’ acquisition. In-general, however, this

psychollngulstic approach has been critlclzed -for a- 1ack of

groundlng in observed behaviors and” for 1ts empha51s on_'a—

mental p}ocesses to the neglect°of env1ronmenta1 or.

interactlonal factors. “T'*‘ . % "";j .m

A contrasting theoretlcal p031t10n is. exemplified by

Guess, Sailer and Baer (197@). Follow1ng the behav1orlst

N . <&
P

model, they suggest that 1anguage development be viewed as
a relnforcement—based process, 1nclud1ng stlmulus, ~

e consequences "and shaping. Emphasis would be placed on the
’ - L
study of language acqu151t10n as learned behav1or rather

_ than on the lnferrlng of abstract mental processes or .
[ : P ) _ ®

‘ stages. e o

- . -

- . a A resolutlon to the problem is proposed by Staats.
R . (1974) in the. form of a neopsychollngu1st1cs. He suggests

p; o ‘ that psychollngulstlc theory be ‘used as the ba51s for
'experlmental study of language acqulsltlon, using
¢ ’ i . . . N

controlled analysiq’of behavior techniques+ Staats.

v P R
ey T IR DT

proposes that language ge acéepted“as‘a:learned behavior, o

. " that context and'interaction.be”accepted=as9significant
m'f: - factors in language development, and that_princlples of

e

\ o P . -

. G e mimrn v e it oa e T e e EE . - - e e L -
e ey s A e e e - h H ™ . o . . : . ‘

e gt e A

L . - L " - B L. [ . v T I
L e oo T IR WAl caees Dt . e 4



. PRI
P A
[ — - - — e . . B .

20

«

learning theorY be applied to cognitive issues. The call

for a marriage of cognitive, linguistic, and behaviorist

.

approaches to language development has been echoed by
Bricker and Bricker (1974), Miller and Yoder (1974)_: Ruder

(1975) and Holdgrafer (1977).

r '

' Holdgrafer- further points out that since language

P

’ .de‘velo:’pmeht reflects the interaction af the child's

cognitive, linguistic and social experience, a.study of

ianguage acqﬁ;.'?sit:\n.on should take pragmatics, or reasons for

sp‘eaking‘?;_'_,.ilntd'accounf:.:‘ .Clai‘k (19'77) -élescrib_’evs' language as'_'

:ma gysten of communication, used to convey both fact ‘and

‘Lgnotion, and bouhd therefore by -cognitivel cogstraints‘ and
by ;.:zocial' factors" (pe3). “
Clark, writing in 1977, complains that "the reader who
seeks an integrated view of all aspects of language

acquisition. may therfore be disappointed by the bresent

1

state of the-é;t",. " Nevertheless, attempts are being made
to formulate'a theoreticalvxapp'roach to language acquisition

in which the” whole child and his environment are

co.nsidereg:

One guch model is that presented Py McLean and Snyder-

r

Mclean (1978). They title their work a ."transactional

approach" to emphasize the-dynamic relationship between the

3 . -

. _ . N .
child and the mature language users in his environment. 1In
. " '. .

their model of language acquisition, the first level
represents the intertwining of cognitive, social, and
linguistic aspects of the child's interactions with people

°

Y . , . . .

.



N

and objects., The next level sees the development of

cognitive, social, and communicative competence thrdéugh

conceptual organization of the world and the achlievement of

symbolic function, through development of the desire to

communicate, and through comprehension of intents and

referent‘s indicated linguistically by mature speakers.- At

"the thlrd level, correspondlng lingulstlc competence
AdevelopS° semantlc concepts Hased on cognltlve competence,
‘pragmatlc functJ.ons based on soc1al competence, and

.11ngulst1c strugtures (phonology, morphology and syntax)

based on earller communicative comprehension. The

.culminatlon of the underly:.ng development is the chJ.ld'

actual 1anguage performance, vhether expressnre or

: receptlve. .

McLean and Snyder-McLean have‘provided a coherent and

comprehensive modei of normal language acquisition based on

a well organized and thorough “synthesis' of theory and :
research.A Their. work must be hlghly recommended readlng
for anyone J.nterested J.n the study of early language.

development. ‘ , .o
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.responses to- that questlon may be found in the Orlentatlon
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CHAPTER THREE

RETARDED LANGUAGE DEVELOPMENT

Definitions and Classes of Mental Retardation AM\

It must be pointed out that even if theorists were in T
agreement regarding approach\s to normal language

development, they do not agree on the relevance of normal

data for the descrlptlon of language development in the

. mentally retarded. : . o

.5:

\ Who are the mentally retarded" An exoellent survey of '

Manual on Retardatlon publlshed by ‘the National Instltute
on Mental Retardation (1977).
Various definitions have been proposed over the years,

The definition most of-ten used in North Axnerica ie that of

the Amerlcan Association on Mental Def1c1ency {(1973) ¢

Mental retardation refers to 51gn1f1cantly
sub—average general 1ntellectual functlonlng
. existing concurrently with- deficits in
adaptive behavior, -and manifest durlng the
‘developmental perlod.

-

- Intellectual functlonlng, as measured by IqQ, must be. more

than two standard dev:_g.atlons below the mean for lnclus-lon
as. retarded, Adaptive behavior, though not‘define'd b_y;‘the '

1973 statement, and difficult to measure, generally refers

.
i * .
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e i e

to an indi\}idual's ability to meet the social, _vocational,
legal and moral expectations placed on him by fanily .and
society, The developmental period was defined as the firet
) ) eighteen years of life;.‘
It is significant that this definition does not make-
reference '_to etiology, .does not include the criterien‘ -of .
inour‘ability,_‘and -does ng't ~view in’tel-liéence 'a‘s"stati'c”. ’ B
potential. Rather;.'IQ 1s consmered representatlve oﬁ |
behaVJ.oraJ. functlonmg at the tJ.me of assessment (Ch:l.nn et :
. a_l’ ‘ 1975; Warren, 1977) K Such a v:Lew 1mp11es that I
1mprov’ement may be poss:.ble and educatlon benef1c1a1. L
| ‘I‘[he l.:l.terature on. mental retardatlon makes use of
Varlvous schemes of . subcategorlzatlon to descrlbe the people
it s._tgdles.
One of the .n\ost widely used cr'iteria is sympton .
) sevefi_ty, as based on IQ scores .or on the dev:LatJ.on of IQ
scores from-the mean. #I‘he categorles outl:.ned by the . _-' -
AA, M.D. are de51gnated mild (—2 S D.), moderate (=3 8. D ),
severe ( 4 S D. ) and profound ( 5. S D ) retardat:Lon. A ) -
‘maJor problem w:.th thls scheme arlses from the L RN
unrel:.ab:.llty of such extreme scores and “the dlfflcultles_r

of assesmng multlply—handlcapped persons._ oL - . R

Slmllar levels have been developed to categorize

- v

C

adaptlve behavior based .on a descrlptlon of motor and
commxmlcatlve performance and the degree of assmstance B .
needed. Measurement technlques in thls area are in the i

early stages of development (Chin _t _a_ 1975).4

v s et e L -~




g etlology 1s a rather unsatlsfactory crlterlon for

class:.flcatlon of the majorlty of mentally retarded

A third‘cla'ssikfication scheme is that based on

etiology. 'I‘he ten etlologlcal categorles named by the

A.A.MeDs incilude e ; ht medically related causes (e.g..

v

J.nfectn.on, tra:}n metvabollc disorders, chromosome

4
abnormality, __psychiatri,c dis'orders), an "environmental‘;l.y-
influenced“ groub, and' "ot'her"' The env1ronmental—

'\ g
1nfluence Category, also known as cultural famll:.al ”

s

: .retardati-on, 1s'"essent1ally categorlzed by the absence of

¢

verlflable structural characterlstlcs,.". yet comprlses 75 to

85 per cent of the total (Ch;mn et al, 1975). Thus

- - I

v .
N A

persons.
Another approach 1nvolves the descrlptlon of

syndromes, includi Lng phys:.cal and behav1ora1

. characterlstlcs.~ Among the most common exa,mples are Down s,

syndrome, m:.crocephaly. .and. hydrocephalus. ThJ.s ‘:‘ s

class:.flcatlon system 1s partlcularly medlcally orlented. \

An educatlonal perspeotlve glves rlse to categor:.es on

s

the bas:\.s of educablllty expectatlons. Hence come the .

terms. ec\lucable, for persons who can probably achleve some

measure of 1ndependence; tralnable, for persons who wxll

>

requlre some assmtance and superv '1 n, and cu_st_odxal—:,- fori,_;.,: oL

peraons requlring care and supervz.s:.om I't" is iroriio "tihat

the "custodlal" label has become antl—educatlonal .in that

4 -

1t has been used by some persons to mean "no hope.

A more plau51ble approach for educat10nal purposes g

N

‘“‘ 8
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of retardation or deficiency, whatever it be called. The o

‘mental retardation, professionals work not to restrict

expectatiéns-and 'opportuniti'esbut rather to open. the way

for remedlatlon 1f the interests of the retarded are to be

bl

served .

| ¥ Retarded:Language Development'’ :fﬁi‘ffefent_gqf;'De\i;—;iye.a?_';,-"7 SR

6: i " One of the‘. most 1mportant er:..terla J.n 1dent1fvi_ng o
’ L R mental retardatlon, whether one conmders mtelligence or S
z o hl'adaptlve behavxor, is language development. 2 A model of L
{,‘i retarded language development would therefore carry ."'__po‘.‘-
s impllcatlof'rs for. an understandlng of mental retardatlon and
| ) | for remedlatlon of language problems. An understandlng of
k P V the processes of" hormal la\nguage ac‘:qulsltlon may present a %
F - : startlng—pomt 1n the study of retarded 1anguage . ..1
‘ development. However it cannot be assumed that retarded .
IR o o persons undergo the‘ same se//c_(uencer:f .developmental stages o T ,-‘."',
as do the non—retarded. 'The debaters :0f thls quest:.on may ‘ Lo
: o ) be categorJ.zed as "dlfference" versus "delay" or o
2 | "developmental"_ theor:.sts. L ST 37 - o,
x Developmentallsts argue that the retarded differ from
R 2 normal only 1n the rate and upper llmlt Of. their : (
T development, whlle dlfference theorlsts hold that the
: ' ' “ retarded show def1c1ts whlch prevent the:l.r development from N
2 . parallell‘ng the’ normal sequence (Zlgler, _1969, Cummlns, ‘,'l' B
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B _ sub_-]ects by mental«-'age 18 inappropriate because of
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1977) Suggested areas of deficit include 1ong-t'erm motor
planning (Cromer, 19743 Dodd, "1975), rlgldlty of cognitive

structure (Lew:.n-KounJ.n in Zigler, 1969), and modes of
¢

information. processing §Cumm1ns, 1977). N

-

The support for deficit ‘theorists cbmes mainly‘from

stu‘dies in whlch the scores of retarded and non-retarded

. e e

persons matched for mental age (MA) showed discrepancms on. ‘

developmental tasks (Cromer, 1974)., However, matching of

“-\

correspondlng differences in chronological age and 11.fe

experience (Zigler, 1969; Bateman, 1974). Furthermore, IR

mental age 15 only a rough J.ndlcatlon of cognitive 1evel,

ref:Lecting achievement and motlvational factors as. well

(Zigler, 1969).- In ‘his review of: studies dealmg with

1anguage acquisz.tlon and concept attainmant, Suppes (1972)

concludes that "verbal performance rather than abstraction
as such 1s the critical deficiency of retarded persons.'"

Thls defic:Lency confounds the assessment of mental age in

retarded persons, rendering MA—matching 2 difficult

tech.nique. ‘, '. -

LY

Weisz and Zigler (1979) review twenty-e:.ght cross—

J sectlonal studies which compare retarded and non-retarded

su‘b_Jects on the order of difficulty of various tasks. '.In '
splte of a w1de variety of subJects and methods, these

studles showed consistent support for the sxmilar—sequence

: hypothe51s, w1th four mlnor exceptions. Each study,

however, prov1ded at least general support for the

RS
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"
hypothesis. Two longitudinal studies were also included in
the :i;:eview_. The first found that subjects responded to
laughter-.prov_okin‘g‘ stimuli in an.order of increasing
subtlety and complexity. The -second study found that 39 of‘
" 49 _inst.itut‘ionalizedv young profour_‘x_s‘i‘lhy‘, severely, or
. mod‘e.rately retarded subjects erhiloited Piagetian patterns
- of development. 'I'he remalnlng ten subJects had "EEG .
abnormalltles as; Well as devlatlon from the PJ.agetJ.an .
scheme.. The data for these sub_)ects may lrefle’c':/t an, S
‘_'.,«atpr.cal sequence or) may, slmply reflect difflculty :m -
".;:“i:assessmg development 1n such cases. ShOpe (1979) also
:suggests that central nervous. system damage’ may account for.
'Sklpplng of some cogm.tlve substages in some of her '
,retarded subjects. . B —
; ,Because many. severely and p_rofoundly retarded.children,
.‘ .a.re'. rr'-ni'ltipie. handicapped it ‘may be expected that ‘many of
them are braln-damaged. On ‘the basis of ﬁeis'z and Z-igler'_s'
"ev1dence however,~ it may be postixlated that for some of
these ch:.ldren, if perhaps not for all, cognit-lve
'development can be expected to follow the norma]? P:Lagetlan
Qatte,rn, ‘ R S - ‘ . a
'Both“Rondal (1980) a’nd.Ry'an (1977) point out'the

fallacy.of assw&.ng homogenelty °wrth:.n the retard\
populatlon. . Rondal rev:Lews research comparing retarded and
non—retarded persons :Ln thelr developnent of phonolaogy -
T (babbllng) g lex1c0n~"(v00abu-lary) - semantl'c -structure - (e,g. ,

. notions of’ agent or obJect), grammatlcal morphology

,‘ ool
.

etk gt aEa
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that neither the differ@ce nor the delay position is fully

_ 1f ‘the, sequence of development J.S normal, then the overall':f
o ncrmal.

; normals, as well ‘s research making comparlsons between

i overall course of 1t 1s rougﬁly 'normal"‘ (p,ll). She'._ S e

K suggests that the process may be altered because ‘the - S

29

(méasured by the Grammatical Closure subtest of the
Illmols Test of Psycholinguistic Abllltles) and syntax

(both early and more sophisticated forms). He concludes

supporteql. In any case, he states that there is no real
dichot’omy: if varlous aspects of language development
proceed at very dlfferent rates w1th1n an 1ndividual, even )

development of that person must be said to differ from - I

. .
. .. [

Ryan also reviews research comparlng normals and suba ~
Down s syndrome subJects and other subnormals, In the
latter case,’ persons w1th Down 8 syndrqme show relative
J.nferlorlty in language development. Their high -anldence
of hearing and resp:lﬂratory disorders. may well account for

this result. In norma-l.—-su’bnormal studxes, Ryan flnds l

. ..
- . .

cons:l.derable ev1dence for delay theorles ln terms of
syntax, morphology and .,semantlcs.‘ leferences.occur.malnly
J.n artlculat:l.on and 1n coordlnatlon of. verbal skills such
as recogm.z:.ng and nam1ng.~ She too f J.nds ev1den<:e that
indlvidual subnormals show more varlabillty between areas
of behavmr than do normal mdlviduals. -Ryan concludes
that the processes “of 1anguage acqulslt:.on may be |

1mportantly- altered m subnormal chlldren,_ "even 1f the o

ok o e ;"."'.ft." TR - —
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subnormal is 1ess l:l.kely to explore h:Ls env1ronment and

R ’ - less 11k91Y to create for" hlmself a facihtatlve human .
o “V - environment through social interactlon. L S

o The quest.ion, them when one etudles retarded language o ‘ '.‘~:

B | development is not simply one of dlfferehce or delay. .-_‘" o “ o

‘ Research 1nto the cognltlve, llnguistlc an,d social aspects

. L ;'of 1anguage acquiglton in both normal and retarded persons B

.1s necessary. In the meantime, planners of language

e ‘_curricula for the retarded are 1eft w1th the compelling ,~ 1f

. P A cor L 5 Y

..rather unsatlsfying. argument:- J.n the absence of a clear

: indlcatlon of A dev1ant sequence of language 'and cognJ.tJ.ve

'develpment, data on nbrmal developmen.t prov;Lde the best . -

’ “Zavailable gulde for the content of 1anguage 1ntervention

'

programs,. . )
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CHAPTER FOUR-

- . T -
e . .

" TECHNIQUES OF INTERVENTION .+ . . < . F
. o L ' Operant conditioning .-

-

The most eff1c1ent methodology for 1anguage

1nterventlon is generally agreed to be operant conditlona.ng

" (Bateman.r 1974. MLller and Yoder 1974; Ryan, 197’7) .’ Thl—s.' i
. ’ technique inVOlves the provn.slon of a stlmulus an& of - ‘:"‘-
consequences, that 1s, relnforcement, for the sub_‘]ect’ ‘

. Y response.‘ Task obJectives, settg.ng, materlals, and verba]_ :
L ‘:7":-'.':-""1nstruct1ons are specafically outlmed. In rnost‘ cases, E a
4

-7:_':-',studies J.n 1anguage trainlng have used tang:Lble relnforcers'
'as rewards for correct responses (Snyder et __1‘, 1975). :‘:_- .

- Generally the response is shaped through ax gradual
-,.'l_.narrow:Lng of the cr:l.teria for correctness as the sub_]ect L

~'.."‘-responds successfully at each level of expectatlon. N

g erant technology of fers Several advantages. The R s
) jtechniqu .offers a; structure around whlch 1essons and SRRSO
: "",programs can be bullt. Because the objectlves are e T

,,',‘__ B PR . Lt ’,; ; P __'\ . _‘.-"!“ PR 3

"jdescribed 1n detall, task achievement and movement through \~

N structured nature of op'erant technlques prov:.des for an

T expenmental approach to language tra.ln:x.ng J.n which many ERTISRRE I
i \. ‘\ti Variables may be isolated and controlled (Guese et al, ‘ ,, ' S -’-""f.':"v :

f‘j.’-»'_':.1974) F:.nally, behavior modlflcatlon throuéhloperant

U "'f'_‘:.-‘.'.condltion.lng has worked "lJ.ke noth:.ng else has ever worked'-,'j"i ‘
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in the area, whatever the partlcular falluresf' (R T V:E' h

At the -same . tJ.me, behavmr:.st technology 1s not

R B - . ]

w1thout 1ts pmblems and cr1t1c1sms. .

1

The main problem 15' that of transfer of 1earn1.ng from

¢

,.v the hlghly—structured traan.ng sltuatlon to a more'x

.

generalized env:.ronment (Mlller

'; ad Elder, 1978)..:,_1'. -Corm:

referent (e-gu doll, ddlly, Raggedy Ann. for the same

ob_]ect ) They propose that a compromise be made betwe n ‘a _
I : str:l.ctly regulated envuonment, xgh:l.ch tends to be"efflcient M

for the t‘ask under tr'alnlng but th.ch makes generallzation B -
st e '

dlff:.cult, and a’ naturallstlc env—lfronment.‘ The compromse LT

¢

S would be based on two factors.ka) the fea51b111ty of

Rl

slgna.flcantly modlfylng the ch:.ld s natural env:.ronfnent ’to

‘ match more close:Ly the tralnlng env:.rohment, and b) the A-> s

tljvv"r

e Yoder and ReJ.chle (1977) suggest ‘that the dlff;culty

0

may arlse frem neglect of the pragmatic aspects of language

learnlng.. S:mce communlcatJ.On, they say, ex:.sts for

D L i e
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program should be carried out in the environment in which

it will p;obably be used.

q

Stokes and Baer (1977) state that generalization must

be deliberaﬁely included in the training program., Rather
than merely hoping for generalization, modifying the
environment if generalization does not occur, or.adopting

one‘of'severaliothef techniques they find implicit in the.

/-

llterature, Stokes. and Bher treat generallzatlon itself as

a behav1or to be expllcitly tralned and reinforced,

The problem of generalization, then, -can .be dealt with
through the use and adaptatlon of operant technology
itself, More\fohdamental criticisms of ‘operant techniques
have been made  on theo;etleal end philosophical 1levels.

FoF those who view the process 6f language acquisition

as determined by an innate device,, language training |
through mahipulation of-environmental factors (i.e.,
étimhlué, cohsequencee) could be;considered_futile;
Bricker and Bricker (1974) heet this argument by proposing-
. that innate structures be redefined in terms of S
"interaction hetween genetic eetetmlne;s~and the full range
of'environments eneountefed by the organism" (p.436).

* The roles of 1m1tat10n and reinforcement in language
acqulsltlon have also been questlonio, . In descr1b1ng

[

"“communlcatlveness" as a prerequlslte of speech, ‘Bruner

(1978) states that°




The child does not 'become' communicative

as a result of reinforcement or imitation -

or any extrinsic determinant. Thereeis a

reward in sharing a refexent,, a target, as

part of interacting-with- another.. (p. 210)
Closely examined, however, Bruner's observation does not
negate the usefulnéss of imitation or reinforcement as
tools for 1anguage acquisition, giveh the communicative
prerequisite. Instead he is underlining the 1mportance of
the soc1a1 aspect of 1anguage deéelopment.

Bricker and Bricker (1974) also deal with obJectlons
to the use of imitation and reinforcement, Studies of
normal:language acquisition have shown that manylchildfen
produce utterances which are novel rather than imitative of

/
adult speech.

The Brickers agree that imitation may flot be
necessary Sor normal develoﬁment but find evidence that
imitation is a useful technique with retarded children.
Their argument is a practicel rather than theoretical:one,
Similarly, normal development.studies have shown parental
reinforcementlto be based on apprpv?fge%"truthfulness
‘rether theﬁ syntadtic correctnese,.tbuewcésting doubts on
the validity of the technique of reinforcing for correct
responses. Reipforcement based on approval however, is
aiso a demonstration of the importance of natural, social
reinforcers. Bricker and Briecker compromise by §uggesting
that in language intervention, social reinforcers can be
substituted for'tangible'rewards after the_latte;_have
: v

| . : -
increased the child's socially effective verbal behavior. "

- Alone among the authors read for this thesis, Joanna .

el
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Ryan (1977) raises questions about the ethics of operant
conditioning. She stafes that the operant conditioning may
be both liberating and oppressive: liberating in that the
‘individual becomes more independent and his caretakers are
relieved of some of thei;-barden, and eppressive in that
the conditionef nakes all the ehoices. For examp}e, she

muses: .

Ve

it may be that being dressed and toileted
by a niirse are the only pleasurable and. .
- sensuous experiences of a barren life, and
0] . that the 'freedom' 'to go -to the much less
. sensuous occupatlonal therapy. for example,
- 'as a result of becomlng continent and more
1ndependent, is no compensation - who knows?"

s (P 120)

Decisions regarding what -is to be tanght and how it is
to be naught areyﬁidg for normal children as well as for
. the retarded, Through the use ef language,vhowever, normal
chiidgen are'better equipped both to mediate these
decisions and to understand their faiionale. For this.very
reason language intérveniion is in my opinion not only
,justifiabie but denanded. The ‘conduct of language
1nte;vent10n through technlques of operant condltlonlng can
be truly libverating for the retarded person'lf it is
carrled out with an awareness of ‘the responslblllty
1ncurred and w1th a sensitivity to that person s needs and

responses,

————e

'
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o CHAPTER FIVE

GUIDELINES FOR CURRICULUM MATERIALS

Considerations of the nature.qf language and
communication, of normal and retarded language development,
and of the ethics and efficacy of instructiona1~techniques

&all carry 1mplieat10ns for the design of currlculum
materlals for 1anguage 1ntervent10n w1th the retarded.

The goals of a language program derlve from an
understandlng of the symbolic, nature and communicatlve '
functlon of language.' Commun;catxbn ;s‘essentlally a .
social situation. If the goal is to enable thé child to
use language in lte traneactional functions‘of'informing
and persuading, both aepects of the communicative
situation, input and output, must be addreSSed‘in the-
language progrants 'Furtnermore, in aiming'to establish

;communiéationiat a sympolic level, the value of alternative
symbol systems must not be discounted in.language cutricula
for persons without speech.

Studies-of“normai language acquisition'provide
guidelines fot the cpntent of integventionvprograms,withA
the ﬁetardeﬂf ‘From‘these studies it can be 1earned that
three areas of‘developﬁent are'important faetore in |
language acqulsltlon.‘

a) - Cognltlve prerequlsltes,'espec1ally the concepts
of ijéctvpermanence‘and'means—end relatlonshlps, must be

¥

assessed and trainedrfor so that.thé“studentﬁmay“devElop

¢

L Ry e
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~cruc1al to his motlvatlon for and ablllty t

closely ‘related to the 1nd;vadual's-soc1al and cognitive

the ability to use symbols. ' . As language is acqulred,

cognitive development continues to be a factor in the
acquisition of linguistic concepts and strategies as well
as in the~development of semantics.

" b) The~social development of the individual is
,”partlcipate in

¢he communlcatlve 51tuat10n. The deVelopment of the

”ablllty and des;re to attend to and 1nteract w1th others 1s_

1ntr1n51c to part1C1pat10n 1n communlcatlon and is.

prerequlslte to the use of 1m1tat10n 1n 1nstructlonal

"e

’ procedures, The" communlcatlve usefulness of 1tems selected

for the curriculum 1nf1uen¢e'both.the student* s-motivation

-to learn and his ability to generalize hfs learhing beyond

the training situatibn. Another considération of.the'
sdcial aspects of language development is the consistency
and quality‘of'language_input provided by the persons with
whom.the student is in contact -in both the training and the
general envxronments. ”

‘c) Llngulstlc development lnvolves the acquisition_of
phonology, of semantlc concepts, and.of 1ncreasing )
syntactlcal complex1ty. ' While these strands of development

each follow a sequence, they are also 1nterdependent, and

development as well,
A 1ookuat retarded langnageAdevelopment in particula:

ylelds several 1mp11catlons for currlculum design.

" Foremost is the nece351ty for flex1b111ty in a language




neurological 1mpa1rment requires that physiological
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intervention program because of the high degreeuof inter-

and intra-individual variation in skills, needs and

handicaps, Al?hough data on the normal developmental

sequence provide'the framework for language'intervention,'
potential departures from the sequence must be | £
accommodated. Secondly, the p0551b111ty of auditory or -
\ .
-assessment take plaCe before ‘a’ program 1s 1nst1tuted.

”Thirdly,.in an effort to decrease as much as p0551ble the :

. gap between normal and retarded language development, early -

1ntervention 1s urged (Turton, 1974).

Reports ‘of language 1ntervention pro;ects attest to -

,the usefulness of operant conditioning techniques 1n

establishing early 1anguage behaviors. The outstanding dp
wproblem is’ lack of generallzation of the behaviors to the

out81de env1ronment. Con51derat10n of pragmatic factors,

through selectlon of highly motivatlng and frequently

occurring content items and through coordination between

' the trainlng and natural env1ronments, 1ncreases the

likelihood of. generalization. Explicit training for

: generallzatlon must be built 1nto language programs.

“\Finally, the power of operant techniques gives’ rlse to

~eth1ca1 con51derations which must'be 1ncorporated 1nto the

philosophy and goals ‘of" the 1nterVention program.__A

'\curriculum for language intervention must. take into account~

'the rights as well as the- needs of 'the people it serves.

Guldellnes for 1anguage currlcula cannot be rendered
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CHAPTER SIX
CRITICAL EXAMINATION OF CURRICULUM MATERIALS

-

Selection of Materials

’

. , . . . 4
The materlals examined in thlS'revlew,have,been

selected accordlng to th;ee crlterla :-1ntended populatlon,

«

date of publicatlon, and avallablllty for classroom use.

In general terms, the 1tems selected are 1ntended for:

fuse w1th the seVerely and profoundly handicapped. Since

.

'th@\attributlon of- a set of statlc characterlstlcs to a '~; '

handlcapped populatlon is highly questlonable, the-terms
useverelyﬂ”and "proﬁoundly"vhandlqapped ere probablylbest
>concep$uaiiied,as’"conditionsﬁeq lmpqsing that they
obsttuct the performance of, Qr'participatidn ln, everyday
activities" (Van Etten et‘al 1980, De 39) In tefms~of‘
1language development; lack of expre551ve 1anguage or of
?communlcative ab111t1es evern, at a 51gnal level may be
'con51dered serlously obstructlve to part1c1patlon in normal
daily activ1ties.' Thus currlculum materlals, such as

,-Language Remedlatlon and Expansion (Bush, 1979), which

centre-on’ expandlng the 1anguage skills of chlldren who
;already have some expressxve ablllty, have not been'
,1ncluded 1n thls review, - '

Knowledge in ‘the- fleld of 1anguage 1nterventlon is

~

_rapldly expandlng, w1th a focus on’ the 1mportance of

cognltlveldevelopment in the eanly‘part of the last decade,

T
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and more recently &ith a shift in emphasis to pragmatics.

For this reason curriculum materials which were published

¥

more - than ten years ago have also been excluded from this

‘revisw. It seems both more valid and more useful to
3 - ' -

concentrate on newer materials rather than to criticize

1tems ertten w1thout the benefit of recent thought and

-

research flndlngs.'
Flnally, .the avallablllty of curriculum materlals to
‘classroom teachers and to the rev1ewer was a factor 1n
selectlon. Attempts were made .to contact representatlves
-of ten school hoards to ask the following questlons:
S 1. What curriculum materlals (books, manuals or ]
other materials) are used” for language intervention
with retarded students in your, jurisdiction?
2. Are these- materials used in daily lesson
.activities. or as a more general resource?
Of -six replies, the most often mentioned resources

were the Handbook of Blissymbolics (Silverman, 1978) and

_i&&i“g Exact Engllsh (Gustason et al, 1980). Both of these
books, however, are manuals for the use of an alternative '
symbol system rather than curriculum materlals with-
.prqcedures_spe01f1Cally designed for severely'and
profouhdl&‘retarded childreﬁ. .‘Both Blissymbols and

American Sign Language can be substituted for speechras the

- modé: of eﬁpreSSive langliage in many other curriculum.’

proérahs, It wouldhnotﬂbe appropriate,;hOWever, to review
these texts as language prograhms in themselves.

cher,prbéram.materials availabléfin uﬁiversitx;

libraries as chapters in larger volumes or on microfiche



At

examlnation on the basls of thelr relevance to a severely

) reflecting current and accumulated experlence and researéh,‘

~each program so that the teacher may be better equlpped to
select, use and‘adapt currlculum;materials for'hls or her . .

.severely.retarded students.

kT

were excluded from the review because their format made it
unlikely that they would be used in classrooms, either as a
resource or on a daily basis. Programs introduced in the
literamare by Miller and Yoder {(1974), Guess, Sailor and

Baer (1974) and Stremel and Waryas (1974);‘for;ekample,

’ : . : e - A S
ware -therefore ellmlnated from‘thls rev1ew.‘

"In summary} curriculum materials were selected for .

,:fand profoundly retarded populatlon, thelr potential for

and thelr acce851b111ty to the classroom teacher. In each -

case, the book, manual or kit selectéd w1ll be dlsdussed as

fan. as p0591b1e in terms of its own stated goals as well as

accordlng to guldelines_formulated from a readlng‘of the

literature,. No single package.is expected to offer all.

. . [ Y
‘things to all students, nor to all teachers for that -

matter. It is hoped that an in‘depth examination of these'

materials wlll make evident the strengths and weaknesses of

Language Acquisition'Program'for the Severely Retarded

A. Format‘and'Contents

The Lang ge Acqulsltion Program for the Severely

_Retarded (Kent, 1974) takns the - form of a. c01l-bound
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paperb&ck.bodk. P o | A

There are three. sections‘. preverbal skills,

subdivided into attending and motor 1m1tat10n; verbal
receptive skills; and verbal expressive skills. Upon
'mastery of‘the preVerhal skills it is expected that . theA
~{child will move from the first receptive phase to the first
:nexpressive phase, then to the second receptive phase and soﬂJJ“
:A;Qﬁ. An alternative but less prererable pattern would be tov
}fmove through successive receptive phases if expre551on wereffif;fﬂ

o

STl e

The manual also includes guidelines for use, a."‘ el
C detailed assessment inventory, model data recording SheétSf‘;
Tiq - and suggestions for using sign language as the expre581ve

mOde .

l'B,,Structure and Fle 'b'l'ty
Kent's' program is. based upon the principles of

behavior.modifi tion through operant technology. She;‘f'l S

IS ' N B L -

3provxdes an excellent explanatioh of the principle of

h

reinforcement, including the need for a high densmty of

‘e

' -hsuccess from the start and the 1mportance of ch0081ng a, ‘l e

'reinforcer that w1ll be effective for each 1nd1v1dua1. _She."‘ i

B

‘suggests a token system of reinforcement and outlines

'*'procedures for 1mplementation of a token system. She also

i :offers practical tips, such as avozding “w1ndow% as a

e'target word since w1ndows can be distracting, and av01d1ng

R
Pl

'”using the childks name for calling attention, as this can:

Y e - . , - N . FEKIEEN . \ '
. . . - L




become a reinforcer for inattention.'
Each part of the program 1ncludes a prew~ and a post—
test. As Well, each daily se581on begins with a rev1ew off
all prev1ously acquired behaviors in that ?art. Oid items' ‘1 .
must be correctly performed before new ones are introduced._f

'

No more than ten consecutlve se591ons are glven on; any one Lo

part.: If crlterlon (90% correct) 1s not met by the tenth iﬂ

.

se531on, tralnlng on that'part 1s temporarlly suspended.

f‘omltted Data are collected“on the pre— and post—tests, on "T'ﬁf '

K

;'f-the»daily reV1ew (called "test-step") and ‘on. the teach—-‘..f.?;i

step., Administration of the teach—step is fairly A?x“f 35*§:_
: W \"‘w?{
complicated, as the teacher must glve no more than twenty

trlals on the same 1tem 1n one se551on, butgno more than

two consecutive trlals on the same 1tem, and must surround j‘ SR

FTERSS S

trlals on new 1tems with tr1als on items already mastered

'.,‘ ---.

to promote feellngs of Buceess., The*teacher must therefore

L8

}.next as the sess1on proceeds, Results are registered as.

R correct, approxlmate, 1ncorrect or “no results““

1\ addition, extraneoue re8ponses and behaviors surrounding

e «.&,,.
.;_‘,

ey
N ¥

the exchange of tokens for reinforcers are also recorde,

It 1s somewhat surprlsing that 1n a recording system of
such detail the type of prompt (verbalr gestural, 1mltat1ve
or physical asslstance) 1s not indicated, as the fading of

prompte from one level to another provides a flne measure

e
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o (AN DR . v of success. In v1ew of the demands of the teaching and L T }

recordlng procedure, hOWever, perhaps 1t 1s Just as well ;ﬂg

. that Kent explalns the notlon of fadlng W1thout requlrlng !
g . LI that prompts be recorded. ] o ] - . ah_
'f}é;n f:"‘ : o ‘.‘ In generalq hen, ‘Kent.'s program is hlghly structured

hjﬂln both procedures and data collectlonu.iThe program is.notﬁ

o

Vizmeant to be 1nf1ex1b1e, hOWever.HJSheﬁ tresses.that 1tems,

\‘are sequenced accordlng’to°:presumed‘dlfflculty" and that

e

v fw3:y ,‘ I ‘jre student s responses durlng the sessionﬁﬂthe teach—step

L AR .oe
" -« t.
A

f;fth.~3£ .fihh_ffsectlon contrlbuted by Martha Snell on the use of slgn:jfi“

tallored for each 1ndiv1dua1. Flnally the extensive;fﬁ

Gﬁ jﬁi,':i-r‘g;i.gf‘; language and total communlcablon prov1des dlagrams and ;i;

. S

flnstructlons for adaptlng the program to an alternatlve,v

‘ - lfcommunicatlon system.
B L C. Recogn
- KT Acqulsltlon - ;,fgi;f.f;;j“ ﬁfa'w‘ o f; ;

'Acontrlbutlon as her spec1f1cat1qn of prellnguistlc

ﬂ responses. Although Kent does,not set up a theoretlcal

.r‘




Tasks in the preverbal section require that the
student attend to and imitate others, thus engading in a
social.situatioﬁ and practising pre-communicative skills,

" Verbal receptive tasks 1nc1ude f1nd1ng concealed or °
partlallfﬂconcea;ed obJectsb This type of’task resembles-
those.usedtby Kahn (1975) to help retarded~students.achleve'

o
d N . . ]

the concept of obJect permanence as a’ step toward symbollc ‘ : fJfﬁ

functlonlng. Moreovér, ‘the searchlng task 1s a klnd of . : r'_,

F

”,game,. '"dynamlc context" (McLean and- Snyder-McLean, 1978;_1;
. Pe. 223) in whlch language 1s.both social and purposefui,_.

AnA i The structure of the traihingﬂsessions, however, could

be improved by greater.emphasis on.communication as a

transactional gituation, Language input from the trainer

is not.discussed in any detail .and is restrictea to

questions'and'commands such as.-"Do this; say-nose", or - © o

“What is in' the box?"h'Many of the early .tasks do not fill .

any  need the student 1s 11ke1y to feel, for example, "Show

‘me yohr nose", or,- “Say, keys. Relnforcement rather than °

communicative function is treatec as the prime-motivator,
Interestlngly, it is 1n the perlpheral areas of the

'.wi ' .program that the soc1al aspects of language are most often . -

; . recpgnlzedn Extraneous verballzatlons,are<recorded, and. -‘* ::.}:

f reinforced if apprbpriater' The language surrouhding the

; . - exchange or tokens fpr'reinforcers is.the most

S - '.conversatlonal and relevant (to: the child) communlcatlon in
| 'the program. It may be’ speculated that cllnlcal experlence

\ &

has led to the inclu31on of these elements even though they

. . L
-, 5 . e ) . o
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do not .fit the h%ghly structured program,
D. Approach to Child Language _ .

Kent does not present an extensive rationale for the

choice and sequence of tasks included in the program,

Nevertheless, some comments-may be made concerning the view .

'of language acquisition which may:ba inferred from the
wbrk, .
Kent moves: from receptive to expréssi#erphases;-.Thus,

after pointing to body parts named, the child learns to

vname body parts. Although it ia generally agreed that

reception precedes expression, or that comprehension
precedes production; McLean and Snyder-McLean (1978) warn
that the two processes are not nécessarily matched on a
one~to-one, word-for-word basis. Theories of. productlon
and comprehen51on must also deal with the interaction
between hearer and speaker, and with motlvathnal,factors
(Schlasingar, 1977)."Grea£er attention to these pragmatic
'factora in theAselegtion_of_reueﬁtive‘and expressive task‘
would‘enhance the validity of Kent's alternatihg phases,.

The labelling of common or familiar objects reflects

the viéw-that language maps onﬁo already existing cognitive

structures in establlshing semantic meaning. McLean and

Snyder-KcLean (1978) applaudcxent 8 use of action sequence‘

such as "Throw the ball" and fond the. keys“-as semantic

features of the early ‘lexicon, They suggest that the

Language Acqulsltion Program could be 1mproved by lncludlng

-
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semantic relations, Some of these oould include existence,
recurrence and social convent.ions such as "no" and "yes".

It;_ seenms odd that these last two extiremely funct'ional words
a‘re not included in'most-‘ of the programs 'reviewed; perheps
this is a reflection of the lack of choice available to
many dependent- retarded persons. :

In general, w:.thout formally adoptmg a model of
1anguage a"ulsitn.on entan.llng the development of semantics g
‘as well as. syntax and phonology, Kent '3 program has :
1ntuit1vely incorporated many aspects of the theory.

E, 'Geheralizatioo Compooents

Kent has included ;ion_v-é:riterion tasks in many parts of

the pfogr_am,. ’_I‘h'ese tasks are :i:ncluded "to faciiitate

Y

generalization and retention and to introduce later

*,content" (p.10)s; The non-criterion tasks add words to the

1ex1con for each unit -to. expand the expre.sisiVe“phase £f£rom a
one to a two-word utterance, “These items '-a’i:ej‘not; t'r-aioed,'
however,.-unless the child mastefs the other tasks in.fe;we'r
than .ten s‘es"s'ions,’ nlor‘ are they. recorded, Gen_eralization
to olther settings 01; trainers, ‘rathei‘ t}_lén simply to new
word items, is not ;a)}-:tempted, Such_ a lack of commitment to
‘ genei:elization and to the" impo'rtance‘o'f pragmatic factors
surely must render the program ineffecture for .

generallzatlon 2

Ce g -
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f, Interided Peopulation: Students and Trainers

Kent states that the program is primarily intended for
"hearing, aighted, severely retarded childrem" (pel),
though adaptablelfor the muitiply impaired, The highly
structured nature of the program makes it 'especially
suitable for use in‘a; institution, where f&%mal
organlz;tlon 1s more likely to ‘be necessary, than in a

home/school situation where only a few persons are

responsxble for caretaklng of ‘the retarded Chlld. In"

"raddltion, Kent's inclu51on of procedures for dealing w1th

1nterfer1ng self-stlmulatory behav1ors offers. a practical

and systematic approach to a problem particularly evident.
among institutionalized children,

' Kent's'instructions are clearly stated and practical,
although the actual administration amd recording procedures
are complex, Wlth‘;uperv151on, however, a relatlvely

untralned adult could be expected to manage competently the ‘

teachlng se551ons once the . technlques and procedures had

become famlllar. Unfortunately, the formallty of the

ftralnlng situatlon does not make - this program partlcularly

sultable for admlnlstratlon by parents in a relaxed

Ge Summary

L3

.Kent's Language Acqulsltion Program embodies many of

the pr1nc1ples found In the 11terature on language

) lnterVentlon, Indeed, her work has been a. sourcebook for

e +

—
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many other designers of language curricula. With perhaps
a simplification of procedures, and with a greater view to
pragmatic factors in the selection of tasks, this manual

could be useful in situations where a highly structuared

program is deémed desirable..

The nght—to-Educatlon Chlldf A’- Curricu‘lum fbr‘ the-‘ .

Severely and Profdundly Mentall;r Retacded

A. Format and Contents

n

“The .Right'—to—Edtcation chiid {Myers, Sincb and Si:aln.ta,

1973) is a hardcover text illustrated w:.th several pencil
drawings of handicapped children. The_ﬁbrtraits add a
personal, human touch to the ook - .

The authors includeg four areas in the éufr’icui‘umz
° sensory and motqf development, self-care, _aﬁd larnguage
readiness. "They do not’ ‘cla-im to offer a 'coﬁﬁiete 1:ar;gnage
program, and 1ndeed the language readlness section
‘comprises only ten of 225 pages. No ratlonale is glven for
the choice or welghtlng of program areas; one is [led to
wonder whether language is meant .tc.o take. low pr:LorJ_ty;

In ’eachl ‘program. area the authors provide. objectives;,
readingsa cr'iter_ia, p'roc.e'dures', e\'raluét_ior}' Iqtie's'tibn‘s,'_ and -

lists of rﬁateriéls and equipment,

B, Structure and Flexibility
The authors state: "It is alsc felt that the program’

»

R
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must be highly structured, and present situations and J
experiences in which the stimuli to which children are

exposed are carefully controlled" (p. 7)e In spite of this
statement, many aspects of their program are vaguely or

poorly structurea. ‘

e

. The competéncy checklist consists of a list of

v o ' . .

.dbjec.tiues fro;n‘ each of - the 'four’pro'pram areas.’ However,.
_the ".clurricu;.um Chart presented (p. ',1.1') as an buerall recc;r_d
. of the chil.d's-needs and 'achiev'ements winclud‘es 'eight areaa,
vand these of such dlsparate scope as "Nasal Hyglene" and
"Communlca-tlon." Yet each area of the curriculum chart has
the safﬁe number of process steps;'.liste‘d. In four steps the -
: ‘chi,ld is expecte'd to move from tolerating toothbrushing to -
independent hrushing on the one hand,. and from recognizing
his name to imitating geetur’es on the other, "No
‘expl'anati'ori for the arbitrary s‘election “of four steps is
'available except that four blocks have been prov1ded to be

. filled in on the chart for .each area.

. Other report;ng procedures 1nclude the "Educatiqnal
Encounter ;REport',ﬂ" an anecdotal acc_ounting'of prcceeures
"and results on a dally and weekly bas:.s, a tollet tralnmg
chart ’ and a "Happem.ngs Chart" f.pr recording unexpected
successes -and accompl,lshments. The Educational Encounter '
Report, because of 'its anecdotal character, would be more
‘ 'tlme-consuma.ng to prepare and less prec:.se than data sheets
' sugge_stec_i in_ other programa.~ In the toilet tralnlng chart,

‘the safmple "comment" simply repeats the numerical data

0



e gmeara e b 4 s e ewa N epem o ow

rather than adding information. The Happenings Chart could
prove very useful in a. language program ié it were used to
sharpen the teacher's observation of_the child, eSpecially.
with regard to brelihguistic attemptS'to'communicate. In
general, however, the curriculum planning and recording
procedures are poorly thought;out'and loosely structuredJ. }

Amblgulty perslsts 1n'the 1nstructlonal unlts. Some

'of the obJectlves are’ vague, for example' ¥To. have Chlld

1m1tate sounds" (p..223). No task analy51s is prov1ded. '
®

'Evaluatlon con51sts of questlons such as: . "Dld -he, respond

"to the verbal stlmulatlon or did he merely seem as though

he recognized hlS name?“ (pe 216) ‘Wlthout a. clear ana1y51s
of what is expected of the child it is rather dlfficult to
evaluate his.performance. - . -

It is thus abundantly evident that Myers; Sinco, and

Stalma have falled to prov1de the highly structured program

‘they advocate.

\

c. Recognition of ‘the Cognitive and Social Bases oOf

Language Acquisitionf'

The eight objectives of the-Lauguage Readinéss.program‘
are: T A .

1. Attends to adult when spoken to.

2. Extends tongue straight out when stimulated.,

3. Removes food partlcle from between lrp and lower
. front teeth.

'4.'D1rects tongue to slde of cheek to remove food.‘
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5. Directs tongue to lick food from ocutside of mouth,
6, Responds verbally to~stimulation.

7. Imitates sounds. . ‘

8. Responds to commands. (pe 219)

"This focus on psyého,motor function shows a sxiperficial

S

view of langua_ge production ahd a commitment to speech as
the expressive mode.

. -The fii'st“ and the last four objectives, however,.

"embody soc1al aspects of early communlcatlve development.-

T .In partlcular, in the procedures for ObJective 7, the

\

".teacher is urged to’ "begin to bulld a reperto:.re of

comunlcatlon( by gesturlng, to the, child to communicaté".

~ everyday activities, bye bye and hi." Theé sixth ob jective

involves. ringing & bell and brushing or rubbing a child's

Jbody and could become an interactive situation which would

both facilitate attachment between child and £eacher and

" provide . an opportunlty for communlcatlon. .The ob'jectives -

are .rather w1de in scope,. however* ~and. would be lmproved by
subdlvisn.on lnto more finely sequenced J.tems. )

Although the: use of familiar crb_]ects is recommended in
having the child imitate names, the program does not

eﬁfectivély dorif:a,in any acknowledgemeht of the cognitive

. prerequisites of ‘language acquisition. The sensory and

motor areas- qf»’the curriculum could be used to enhance- the

child's a{bility to manipulate objects and broaden his °

experience of his environment. It-is unfortunate.that the

- language perspective is so neglected in these areas that




the authors do not include ‘suggestions for how to talk to
the child for maximal comprehension or even what to say in

specific' instructional activities.

D. Summary
Although further cr1t1c1sms could ‘be made, it should

be obv:.ous that The RJ.ght-— o—EducatJ.on Ch:le currlculum 1s

serlously flawed. Its 1ack of organlzatlon and superf1c1al

- approach to chJ.ld 1anguage readlness make th:.s program an

unllkely ch01ce for language interventxon th.le far. better "

curriculum materlals are avallable.

Nen~Speech Language Initiation Program {Non-SLIP).

A. Format and Contents
Non-SLIP (CArrier and ?ea}c, 1977) is a package of
materials, includlng- .
(a) a program manual giving 'an.overview, research sumniary.,"
rationale, and general procedural gtiide;
(b) word 'symbols for nouns, verbs, verb aux_iliaries,

: prepositions_ and articl_es..\ The E)rmbols_ a-r"e plast-;ic
chips uﬁique‘ in sha'pe and meaning, and colo'ur-coded, i;o
indicate form class and positlon 1n sentence. For
example, noun sub_)ects have one red stripe, noun
xobJects have two. red stripes, and verbs have one green
str;.pe. The word repreeented by each symbol is printed

on 3:_he face of each chip for benefit of the trainer;
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{(e) a tray on which chips are placed to construct a
sentence;

(4) proéram instruction cards with lists of materials and
step-by-step instructions includ_i‘ng' how 11:0 branch,

advance,_ or go back to other phases;

. (e) “picture cafds with simple black and wh'ite' dra‘wings} -

(£) word" cards to be used ‘.Lnstead of the plastlc word

symbols with sub_)ects who can read, such as adult
"stroke victlms; ' o , . .

s

{g) .data sheets featuring one page of lnstructlons and

examples, two- pnde of sheets for individual seselons
.and the Master Record Sheet for summary s
In brief, the ulwt'imat’e task of -the, program is to
correctly se-lec,t word symbols and pl‘ace them in the correct
sequence to'c'onstzigct a seven-word sentence describing a
picture etixhul_us. 'The sentence pattern is: article + noun
+ auxiliary verb + verb +.preposition + article +' noun. L.
The specifiC'phaees of-training'.inclulde two

preparatory units, dealing with anticipated problems such

‘as not attend:mg, and with hand—over-hand traan.ng of the

‘motor response required to place chips on the sentence

tray. The trainer then proceede to teach the ch11d.

e) to match numbers, since chips have one or two
stripes;

b) to match colours, since chips are ccg.qur—coded) -

c) to seguence chips by ‘rote usin"g backyfavrd'_ cnaining:

that is, the child first lea_rns to place the
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seventh chip on the tray, then the sixth-and
seventh, and so on. Carrier states that fewer
errors were found to occur in research subjects
when backward chaining was used to train the rote
sequencing; ; -

A\d‘)' to>maﬁch syhbols;

e),.to match plctu.res;l '

) to match p:Lctures w1th symbols (i.e. to label _

'. :.pJ.ctures); ' : E

g')' to select the approprlate subJect noun, upon '

presentatlon of a plcture stlmulus;

‘ 3 h) to select the approprlate verb, as above;

-

to- 1abel obJeot:s of prep051tlons (ten newv nouns);
j) to select approprlate obJects of prep051t-10ns upon
presentation of a picture stimulus;

X) to select prepositions.

B.- Approach to Language Acqulsitlon
Carr:.er and Peak have thue drawn up a thorou;h and .

careful sequences~ of tasks necessary for mastery .of . the ;
de51\red final behavmr,. The fatal flaw of their program i‘s
) ‘the .selec‘t-i"on of this goei. ‘ ‘
The authors do not claJ.m to have presented a ..
'comprehensive language p:rogram. Rather, they sStress that
Non-SLIP is J.ntended as an 1ntrpductory program 1ead1ng
p0581bly to traJ.ning in the speech mode or to a program

: such as that offered by Stremel and Waryas (1974).
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Unfortunately , even with this limited aim, the goal of

teaching a chirid*to select and order word symbols in a

- prescribed sentence is so far from the realities of

3

18ngu’age acquieition and communication as to redllce the
program to the teachlng of’a dead-end Sklll. 8
Carrler (1974) states that-

_ o T‘he nodel’ generated hy thlS work ‘was 1n 1o - way
.. L intended to simulate any” actual’ processes’-in. whlc’h
o humans engage. For. example, no attempt Was- made
. ¢ . t- toaccommodate. datg describing: ‘the normal, SRR
e ",.f'acqulsltlon of :language. = The, noirmal development
L T 7.process does riot appear to. be efflclent loglcall,y,
and. indeed some language-—deflc:l.ent children may |
. . fail to. learn linguage because o©of the 1neff1c1ency
K , .~ of that process. B (pPe 49)

Instead of data on normal development, Carr:Ler s model .1s a‘
:"1oglcal" flow-chart of operat:.ons to produce language
o
. responses, Thus t.he program ‘begins. with a seven-word
sentence rather than expandlng from a one-word utterance,
' . and teaches structure before meanmg, rules before speech.
.The authors begln tralnlng w1th a seven-word sentence

»because "the flow—-chart 1nd1cated that a sentence wlth ~R:

‘ subJect noun phrase, a verb and a prepositlonal phrase

Lg

,prov1des- a chiid w1th .more '1anguage' (thelr.emphasm-] than :

any of the other sentence types the programs were de51gned

to teach" (Carrler and Peak, 1975, Pe. 9)

The problem w;x.th thJ.s "loglcal" approach is .a 1ack of

~understand1ng of w‘hat' constltutes ";language oV The auth'ors” -
. seem to have equated language w1th structure., Furthermore, .

they c:Lte, as one of the sources: for theJ.r model, Premack 5

'“descrlptlon of human communlcatlon as a system requ1r1ng

|
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two. basic compone_nt's: .symbols and."rules." The‘y'fail Ato
notice th_atlwithout a speaker and hea'rer (sender ‘an.d' .
' receiver) in an int'e'ractive situat_ion.there cdn he no
COmmunicati’on.

.
—

G

J:-Acquisiuon ﬂ L

As a’ consequence of thelr "loglcal“ model '? Carrler

-

. ,.and Peak glve almost no recognltlon to the cognltive and

"social bases of language ucqulsltion.

Rather than try.mg to map semantlc meanlng onto the

Recognitlon of Cognltlve and Soc1al Bases of Language f' .

‘ch:le's cogm.tlve structure, ‘Non-SLIP
*labelllng as a kind of matchmg task.»

item to ‘be 1abe11ed 1s not a concrete.

-'the chlld's env1ronment, but an J.mage.-

represented by statlc images.

attempts to tra:Ln

Furthermore, the' . =~

ob_]ect or’ person from

Actlons too are

For a, Chlld to label these

'y

,‘lmages with any comprehensmn would require that he S
:,functlon aiready at a symbollc 1evel. Yet Non—SLIP :Ls
jl.ntended as a prellmlnary program for t.he severely

. 'handicapped.

e

The soc1al foundatlons of language acqulsn.tlon reéelve 4' " g

some acknowledgement 1n that suggestions are given for

' -dea,llng with problems of not attendlng or of exhibltlng

'.J.nterferlng behaviors.. Certalnly these problems must be

A dealt w1th before any program may begln. The tralnlng

'tasks, however, do not resemble a social or communlcatlve

s:Ltuatlon: the chlld has no. c@mmunicatlve purpose in
R ST “, _‘-\ . o - . .'. ‘.‘ . F

.E*,

L)

.
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'nforcement 1rrelevant to the constructlon. The authors

o - w o

" state that- 5 o soos
AIt is not the goal in this work fo program
uthe interpersonal relatlonehlp betWeen N
ST ,tralner and- ¢hild, but" it is: necessary for SN
R ... the'trainer to relate satisfactorily to theé ..’
e . child-4if. progress is to be expected.;. Thls S
matter is fup’ to tHe’ 'ind1v1dual tralrter. (p. 14)
O . a J'),, q..: -~." .
"Thls matter" ls considered subserv:tent to the goal of

'1mportant as a communlcatlve prerequislte.,_ Anothe,r

-:H. . ‘u
]

statement, rega.rd.mg language by the t{:alner, shows slmllar s

disregard foz‘ the semantic and commun/iw:we aspects of -
‘ﬂ

mawl L -

‘1anguage.,-v- “In’ suggest:.ng alt.ern{lves to- edible - y

" e ','.'/'

~jre1nforcers, the authors note that some children respond to v

o ~ "no“ as a positn.ve relnforcer. L ‘

: -We ‘have. tra:Lned several c‘m,ldren WHO, did not

, respond -to’ other coﬁ’tingencies, but. when the. - .
2" - tralner: §tarted saying” "NO" 'in_a.loud stern .".
g‘*-;v-‘.j-‘voice after “every correct, response, the : e
LY "-'.chlldren began: show:mg clear 1ncreases ‘in. 5 B PR AL
W ‘_‘response rates\" (p. 16) '.»;',;r

'..y« .
:

t

' a program which claims to teach 1anguage_ . -::-. S ‘.
’ Sumary B AT I A P

Carr:.er and Peak aJ.m to prov:.de severely and B e

profoundly‘t handlcapped chlldren Wlth a program to start

them in the process of learnJ.ng commun:.cation skills L

through the use of an'. alter.;l;latrve express:l.ve mode. . While
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N

program which can har&ly be expected to generalize into a
comhunicative situation. The successful students in the
Non—SLIP prbgram will not have been taught to communlcate
nor even to use syntactic rules. Rather,,they will have
learned to place plastic chips‘upon aQtray,in response to a
limite%Qnumber of pitture stimuli. .

P

A Prelcrlptlve BehaVLOral Checkllst for the Severely and

\\

Profoundly Retarded.

-0

-

A. Format and Contents ' ' L

The Prescriptive Behavioral Checklist (Popovich, 19?7)

is allarge paperback with bold type and two oolumns perxr
page, presumably set up for easy reference during trainiﬁg
[ 3 :

sessions. The instructional units are easy to follow, with

‘the task analYSis'on the left page and implementation

guldellnes on the rlght for each obJectlve.

The flrst of the book's two sectlons is set. up as a

~

" training.quide for teachers. Short' chapters deal with

assessing the. child, prescribing tasks, selecting and using

reipforcements,-prompting,and fading; and coaching parents =

o

and paraprofesslonals in use of the»program. Each chapter

1ncludes questlons and "stories" (case pxoblems) to. be

answered'and discussed, as well as"’ suggestloné for further

k4

»reading. The questions require little more ‘than repetit10n°

‘of the text; however, answers are provlded at the back of

the book.
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Section II presents checklists in four areas of child -

development: motor development, eye-hand coordination,

' language development, and physical eating proglems. Each
checklist or list of objéctives is accompénied by a
description of the criteria for meeting the objective, an
‘analysis of the tésk, and an\outliné of the procedﬁreé to
‘be followed. The Lénguaée Devélopment:¢hecklist includes
sixzsubseéﬁiqns=-'éttendiﬁg, physicalbiﬁitation, auditory

training, object discrimination, concept development, .and

B. Structure and Flexibility
In the first section Popovich attempts to teach the

principles of operant technology underljihg the program

rather %han merely'to explain the procedures. .In this way’-

she prepares‘the teacher to modify the program abcording to
the feedback provided by the student., ghe suggests that it
may be found'advisablg.to_modify‘the.stimulué,~se1éct a
,more'appropriate.objective, or find a morq'éfﬁective .

reinforcer, - Altﬁough the‘progfam<is designed for the

2

. 'development o speech as. the expressive.mode}nfhé-;éachér

could aévélop objectlves using gestural or visual symbols

as a substitution for some. of the sound imitation tasks.

The Prescriptive Behavioral Checklist {s intended to be

flexible. \

The procedures for implementation and data. ‘collection

are clearly structured.
; _ Ay

o

Pl
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Up to 20 Eponses are trained per objective in each f

training session, with two training sessions plus one
"maintenance" session per day.' The criteria®for mastery
are stated in terms‘of the exact behavior required and the -
model given, rather than in terms of percentaje of correct
responses.~ Five. consecutlve responses to a verbal prompt
are requlred for completlon of  an obJective. Popovich |
‘~g1ves spec1f1c 1nstructlons for fading prompts from ‘
phy81ca1 to. gestural to verbal. The crlteria are llst;a‘ln:
f;a group, but they could have been more convenlently placed
';among the task analyses. R
The recOrdlng procedures are 51mple, notlng the type

of prompt, the relnfprcer and the responsesf The sample
data:sheet provides'space for fire training sessions on the
same objectiye._ A sample master sheet'or graph is also .

PN

_provided. 'Unlike Kent's program, the PresCriptive‘

Béhavioral Checklist.includes no recording of dther -

observatlons such as extraneous responses, context, or
other behav1ors which could provxde the feedback for
L modlfylng the- program..‘ .
Popovich suggests that the teacher re-assess the. chlld

on the checkllst,every rour weeks and prov1de a maintenance
program for‘any'lost-behaviors; She-aiso'suggesﬁs that‘
; staff behav1ors be assessed‘and prov1des a Therapy

Evaluatlon-Form. ‘While the idea is interestlng and rather

rdemocratlc, the items on the staff evaluation form are too

general to be useful as wrltten. For example:

s . . . ‘
P o S R T P R P . L e e o
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8. Uses the appropriate physical, gestural, or
verbal prompts at the right times according to
the curriculum and the shaping and fading
" procedures,
Good « Needs work . (pe 72)

!

Oon the whole, however, Popovich is successful in imbuing

the Prescriptive Behavioral Checklist with both structure

and flexibility.

Ce Recognltlon of Cognltlve and Soclal Bases of Language"
Acqulsltion

The Precrlptlve Behav1oral Checkllst could be 1mproved

by closer attentlon to the cognltlve and soclal factors in -

language acqulsltlon.
I

The Language Develobment‘section includes,“dbject.

discrimination®" and "concept development" subsections. The

“object.discrimination“ tasks arernot, as -the title migﬁt
suggest, cognitive'exercises in manipulating objects,
Instead. they attempt to build up receptive Vccabulaxy
through labelllng obJects. Similariy,'the "concepts"

included 1n "concept development" are the meanlngs of

.~ certain verb—preposition phrases such as “stand up", "sit

down", Popovich«is,not directihé.%’aining toward the >

- concepts of caﬁsality or object permanence'which‘afe"

necessary’ for symbolic’ functlon. Because the Language

Nl

Development sectlon 18 part oﬁAa comprehensive ﬁ.'gram,
however, 1t would be p0551b1e for the teacher to .use other

sectlons, particularly Eye-Hand Coordination, to help the.'

Bl

chiild develop‘schemata,for relating to objects,..

. N L . N ¥

~
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Like most programs, the Prescriptive Behavioral

Checklist language section begins with attending. The
attending tasks involve objects, rather than the trainer,
as visual stimuli. The social aspect of the situation is
"thus downplayed, although attending to the trainer is
necessary for-the later physical‘imitqtion taeks.

It is.ihtereéting that Popovich recommends social

reinforcement (ie€s, verbal praiﬁe) thrOughout the-prbgrem‘-

to brldge the tlme gap between re8ponse and dellvery of an
- edlble relnforcer. She do;s not VLew the replacement of
edlble reinforcers w1th pralse as an-end in 1tse1f.
"Attention or praise is remhforc;ng.fpr ‘some studente, and
the pairing of these with an edible reinforcer prevides
stronger reinforcement" (p:40), In thie view Popovich
diffe;s slight;y from Kent (1974), who-also recommends
praise as-a bridge but suggests that it may become an

effective reinforcer by itself,

D. Approach to Child Langyage

The.Preser;ptive Behavioral Checklist deals with the
very earliest stages of\receptive‘end expressive iahguage

develapment’

+

1

Popovich abkﬁqwledgesyher.debt_to Kent in training

v

imitation of visible gestures before attempting to have the.

: ’ child imitate sounds, Sound’ 1m1tat10n is the last set of
tasks 1n the sectlon, and 1ncludes 1m1tat10n of clapplng,

stamping, blowing, and mouth and tongue’ movements, before
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training of speech .sounds. Popovich suggests beginning

with "ah" and "oo" and moving on to other vowel and

“ .,

consonant sounds. This approach fails to recognize the: s

importance of meaning in the acquisition of phonology and
theé primacy of pragmaties or communicative function in
directing language acguisition. The tfaining of words as

o -

labels for obJects or events lmportant and meanlngful for

“the chlld would be an expressxve task much more consistent

w1th a transactlonal model of 1anguage acqulsltlon.

Popovich does train receptlve phases before sound

;1m1tatlon, but these phases are not dlrectly related as

they. are in the Language Acquisition. Program (Kent, 1974),

where a child flrst learns to p01nt to an object, and later
learns to say its name,

Some of the language tasks contain elements of
communieative tntetaction. In the object discrimination
sectien,‘the child is.asked not merely to point to an
object but ‘to give the object to the teacher, - Furthermore

- , .
Popovich suggests that objects be selected which are

-

-in the che6klist.‘~Thue the task should have both semantic

and~pra§matic,meaning for tHe chiLd. Simila:ly, the items
in the "concept.develbpment"tsection arencommands . ‘
considered useful ‘in controlling student beheViors;-

Finally, Popqvich's empnasis on student feedback ﬁromotes

an awareness of prelinguistic communicative behaviors.

g ' » ' » - ’ '
important to the student, not necessarily the objects named

Ve
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E. Generalization'Components

The Prescriptive Behavicral Checklist prescribes that

a maintenance session be held every day. The maintenance
session consists of an unstruotured time period.durino
which the‘stimulus toys or materials are provided to the
‘child in a different location from the training room. In
,this way the program provides for generallzatlon of
behavrors to another setting and gives the chlld
opportunlty to 1ncrease his repert01re ‘of behav1ors for
,1nteracting with.ohJects." ‘

‘fSecohdlj,.the ihelusion-of interaetive‘taeke sueh as
-respdndingnto."giyeﬂmét and,"sit downﬁ increase the
likelihood that these behaviors will be demanded and
reinforced, at least socially, in the natural environment.
. : . g o .

- F. Intended Population: Students and Teachers

The Prescriptive Behavioral Checklist 'is intended to

go beyond asseSsnent to provide a program for early infant
developmentr The program has been used 1n both
institutional and day care settingse. Although the program
doee not deal'with the interfering seif—stimulatory-or-
disruptive'hehaviors.often acquired by older

' inetitutionalized children, the Prescriptive Behavioral

Checklist could also be used with this group.
The detailed and methodlcal section outllning the
principles of behav1or modifrcation through operant

4

conditioning makes it possible,for any interested adult to’

R LI T IR SN
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use the program,

Gs Summary

No program is perfect in all respects, but the

 Prescriptive Behavioral Checklist has much to recommend it.

It ‘I's unique in its attention to teacher training, The

.-instructional units are clearly structured yet flexible in

applications The tang'carry some elements of

‘communicative interaction, . and ah effort is made to provide

for generalization to. other séttings; With an increased

emphasis.on cognitive and ,social dévelopment, and a decrease

~in empﬁasis on speéch‘sbunds, the program could. be

J .
effective for intervention especially with young

'haﬁdicappgd children. . -

Guide to Early Developmental Training. -

A, Format and Contents - .

The Guide to Early Developmental Training (Wabash

Centre for the Mentally Retarded; Inc,, 1977) is presented
in a large three-ring binder which provides for ease in

handling the more than 500-page volume, Although the

format is not as convenfént as that of Non-SLIP or the

Prescriptive Behavioral Checklist, the less highly -
structured’ﬁature of the Guide's instructional units makes -
step-by-step referral to_ipstructipns less necessary.

Besides a lengthy introduction, the Guide contains
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séctions on motor/perceptual-motor, cognitive, and language
development, self-care, and number concepts and skills.
Each seetion, except Cognitive Development, contains an
introduction, a checklist of specific objectives, and
suggested activities'for each objective. Because there are
no définite answers regarding application of'knowiedge
about the normal sequencé ofAcognitiue development'to:the
‘“handlcapped chlld, the authors prov1de no checklist in
ﬁcognltlve development. Instead, based on the assessment

: 1nstrument developed by Uzglrls and’ Hunt (1975), the Gulde .
voffers act1v1t1es for observation of the Chlld in free play
- and for gulded teachlng 1n ‘the areas of v15ua1 pursuit and
ob ject permanence, achiev1ng env1ronmenta1 ends, causallty,
construction of objeots in space, and imitationof sounds
.and gestures., .

The Language'bevelopment.section includes four series
of activities. The first'require the child to_make,non—
verbal responses.to hearing~his name or to requests‘and
commands. These 1tems may be repeated at.a 1ater date when
the chlld is at the stage of maklng verbal responses. The
second serles,of act1vxtres ;nvolves language'productlon,
from task B-1, "gives a verbal response when getting food,*
" to task,B-13,‘“seduenqes évents in’a'simp;e story;ﬁ This
_series therefore covers a Very wide rangeMOf production
Skllls ln a few act1v1t1es. However, the aﬁthors have.‘
stated that, "The act1v1ties in this sectlon (l.e.,

Language Development) are incomplete,' They.are Jntended to
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"in the third series are-?intended\for safety, comfort, and

,skills and the recognition of a child's need to express

70

be samples of levels of language mastery" (p. 321). The

third series aims to help the child develop specific

communicative gestures and then utterances to express his

pasic needs and feelings.  The child also ‘learns to respond

‘to "No'", "Stop", "Don't", and "Come here". The activities

q

minimal cooperatiOn in the school and ‘home routine“ (p.

324). The development of spec1f1c nonverbal expr9551ve

T4

ffeeliﬁgs of happiness ‘are features not found in the

materlals-reported:up to thlepqlnt. Flnally, the fourth
series'of actiﬁﬁties»deaIS'with more’the complex concepts
of colour discrimination, on/off, up/down, open/shut, and
in/out. It should be noted that whlle Carrler and Peak
begin the Non-SLIP program witn colour matching, the
present authors state that "colour identification is
surprisingly abstract and has limited use for most children

for whom this manual was intended" (p. 323).

B. Structure and Flexibility

The Guide to'Early bevelopmental Training is less

hlghly structured than strict behav1orlst progﬁ?ms. Task
analyses are not provided, nor are there spe01f1c
1nstruotlons on relnforoement,'prompts, fadlng, or number
of trials per session. * | |
Instructional units in thegLanguage‘Developnent

section inglude.tne goal orAspeoificzobjective,‘equipment

RO S PO TR e - . Waste v ap e s s [ Jul
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list, “actiogps" (i.e., procedures), and evaluation (i.e.,
description and rating of possibie reSponses). In

addition, the underlying goal is statedsv for example,

vhere the goal is to have the child respond in some
consistent way when his name is called, the underlylng goal
is "to enable the chlld to focus and malntaln m1n1ma1
attention" (p. 332) Many unlts also offer squEStiens for_'
generallzation and expan51on through repeating the ‘
activ1t1es w1th dlfferent materlals or varying the
tcommands.f Flnally the unlts 1nclu§e\note3 offerlng further‘

advice or ‘cautions ln carrylng out actlvitles, and l\~ ”. ) \«
dlrectlng the teacher to relevant'actlvltles in other

curriculum. areas. 'The authors thus ﬁrovideAthe teacher

vith a clear idea of\qhat is to bewgone and why, without

resorting‘to a fgrmal stimulus-response model,

Recording procedures are simple, The child's
performance on each item of theicheckliet is rated "O"
{cannot perform the‘taek); f—" (incomplete or inconsistent
. response), or "+" {can conéistentiy perform task)., After
the chlld has been assessed on ‘the checkllst, the authors
suggest that an Inventory of Tralnlng Goals be drawn up to
outline overall currlculum planning, with each goal also
llsted on a Tralnlng Prescrlptlon Form. The latter R
descrlbes the method, gives the manual reference page, and Qi
provides Space to describe rev1510ns to the act1v1ty on the

Tralnlng Prescrlbtlon Form ‘on a daily rather than trial,

basis.
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o -

Both Kent's Language Acquisition Program and Guide to

Early Development Training advocate the use of group

lessons, given that the students are all able to attend to
their peers, The Guide offers practical guidelines for
structuring group activities, reducing distracting stimuli
from the room, from teacher language, and from child
Amovement, and for moving the group from one actiVity to- the
jnext. Thus the structure which is prOVided by the. Guide is
of a. general nature.r' ’:' R ‘
k FleXibility is. stressed, In the introduction the-

‘ ,authors state their aim to prOVide a curriculum adaptable
for various disabilities, for uneven. and changing”rates of
" development within an,indiVidual, and for group or'j

, individual administration; They offer a few suggestions

‘ for adapting the Language Development section for the
Visually impaired or thSically disabled child, although
alternative modes of communication are not discussed.
heVertheless the actiVities developing gestural expreSSion

are\readily adaptable to Signing.' The inclusion of a space

to enter revisions~on'the'Training‘Prescription Eorm_z

‘demonstrates the authors' commi tment to flexibility in‘the

program,. -

. Ce Recognition of Cognitive a d Social. Bases of Language,
AcquiSition ' ‘ .

Awareness of cognitive and, social factors in language

o develppmentgpervades the Guide. ' The inclusion of a

i d
SR

-—
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L tralnlng and llstening (1n the Perceptual-Motor section)
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spec1f1c series of act1v1ties directed toward cognltlve

development assists the teacher to assess the chlld'

B readiness for symbollc functlon and to guide " ‘the chlld'

74), although the Guide’ does offer activitles 1n visual

cognltlve development toward that end,

Soc1al prerequlsltes for language are not tralned as

spec1f1cally as in. the Language Acqulsltlon Program (Kent,

and respondlng to one '8! name"‘

The Guide does not 1nclude ES ;t

f“ff"look at me" task, but rather asks the Chlld to attend to

'

'mkobJects and follow COmmands. The dynamlc nature of theﬂ';f:

'activ1ties plus their adminlstratlon (where p0551ble) 1n a’

‘igroup settlng empha81zes the social, communlcatlve aspect

of the task.‘ Conslderation of the soc1al prerequlsltes 1s o

"Jembedded Ain the commun1cat1Ve emphaSlS. In the C 3rf

fintroductlon to the Language Development sectlon the

‘.and need for speech" (p..321).,,

'authors urges,. "Help the chlld develop awareness, 1nterest,: -:,R

. ’ b o » N, . . .
N . . L c ) . N . ur M . . Lo

De Approach to, Chlld Languagelgﬂﬁp'7{*‘¥,¢{‘”~-'"‘lih;f“:"}j{cw
The authors' approach to child language is .
developmental, transactlonal, and 1ntegrated.v-

Actrv1t1es are“based on. the normal sequence of

ﬁ'.fdevelopment because the handlcappeﬁ cﬁlld 1s v1ewed as

LA i i

v'growing, changlng, and learnlng. The sequence lB 1ntended '

'from 1t. The authors cautlon agalnst comparlsons betweenf .

. -

‘a8 a gulde only, w1th lndlvidual tralnlng plans adapted

-
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'handicapped and normal chlldren of -the same Chronologlcal

?;(i.e., from the child hImself,Jto another oerson, to a

"three-dlmensional obJect, to a plctorial representatlon) inﬂ

Lof language is emphaslzed. Exercises for the speech
u}musculature are found 1n the subsectlon on'eatlng skllle,;
.:to whlch, the authors say, these exerc1ses are more )
>f?d1rect1y related.; Artlculation therapy 15 left to the |
zispeech therapist. The 1m1tat10n subsection 1n Cognltive

“xDevelopment is "not 1ntended as a gulde to 1anguage

- g PO UL O YU S o . . . -

age, and then rather 1ncon81stently offer a perceptual—

motor: developmental chart lequenced by mental age levels,

and a 115t -of. language milestones sequenced by f. I lf'?

) : T, o .o

chronologlcal age 1evels for normal development. Although

“.the p01nt 1s a mlnor one, the developmenta& sequences could

ﬂ'have been presented without refereﬂce to normal age “of:

j‘acquisition. Nevertheless, the Gu1de follows the normai

‘.\..

Y1y

: M‘

’?J' :
N

de51gn1ng tasks. f:ﬂﬂ}a" 5 f'f. n'_;ﬁﬁ;- 23”

As 1n McLean'and Snyder-McLean s (1978) transactlonal

~t

4\. B ,_.

‘%

:' A

"’x.'

"«.. €

development serles, the empha515 1s on lnteractlve

{ situatlone and communlcatlvely useful obJectlves.‘.

e ety

N a7 <o r"

slgnlflcant that two of the earllest productlo%;:
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lfeatures of the Gulde to Early Developmental Trainlng its

E. Generallzatlon Components T " ‘./1

,1éh11d relaﬂing to the current activity in Language-

75

¢

are learning the names of peers and learning to use
greetings.. Andbther way in which the communicative aspect

is-emphasized'is:the focus placed on teacher language. In

both the ‘general introduction and the introduction to the

’

'Language Development section, the authors expiain the

P4

necesslty for 51mple, not overly-repetltlve speech and

: 4offer guidelines ‘for. teacher language. . '”.‘,;" C

ThlS -last p01nt 111ustrates one of the outstanding

3 ‘.

o

integrated approach to the various areas of. Chlld

development. Teacher language is 1mportant not only in the

language lessons. Training is expected to be carried out
° B

»

“concurrently in the various curriculum areas; coordination

,of program Jareas’ is specified in each:child's inventory of

Trainihg Goals and facilitated by the many cross-references

Ain the manual. Finally, the authors warn fgainst the

teaching of "splinter skilis" K§:234f[-trained}through the

use of reinforcersvin successive small steps but not

integrated with other skills. a

: K

'R ‘ 4A‘,‘ . ‘- : v

The authors stress that the teacher should plan a

<«

'total eﬁVlronment, con51der1ng all areas of development and T

¢ N

1nvolving parents and SpeClallStS in planning and carrying
'.,out the currlcuLum (p.'235), They suggest that parents be

fgiVen one concrete, unamblguods th1ng to do w1th their

KRR




' F, intended-?opulatiohz: Students and Teachers

Developnent.

Because of the emphasis on communicatively useful and
dynamic tasks, the probability of carryover into the home
situation is increased. Finally, as was mentioned earlier;
the authors‘provide specific suggestions for expansion of

activities to include new obJects (or persons) and new

L
.’ .

actlons. $T -

b

The Guide to Early Developmental Training is intended

for use with infants, developmentally delayed preschoolers,

severely and profoundly retsrded school—age'children,'dnd

. trainable and educable children of early school age (p. .2).

The Guide is prohably'more'suitable for use in the home and

-

classroom than in an institution because the degree of -
[ -~

. . . . . . LT . 1™ . -
creativity and coordination démanded would be'difficult to

maintain in circumstances where staff are numerous and
Aol

changing, As well, the Guide does not deal w1th difflcult
behaViors such as" aggre581on or seff-stimulation more
. likely to occur among institutionafized children.
Nevertheless, the EHiQE is intended for use by parent,
aide or. volunteer w1th minimal profeSSional superv151oh.
Certainly the comprehensive nature of the curriculum makes
o ‘

1t necessary that the program be directed by one

1nd1v1dua1. 7? ,,_f‘ : J} . © ' _ ‘wj,~~




A. Format and . Contents

. personal orientati’ of the text. It should be ment:.oned

77

-

Ge Summary
In the introduction, £;e authors state: "This Guide

hopefully offers the creative teacher a toal to construct

i

an approprlate curriculum“ (p. 3. Creat1v1ty 1s demanded

by the program 5 flexibility and relaxed structure. With

its reCOgnltion of the cognltive and social factors in

11anguage acqulsition, 1ts grounding in communicatiVe
‘.'function,,and 1ts 1ntegrated approach to child development,

Ry the Gulde to’ Early Developmental Trainlng has the potentlal

to prov1de an excellent base for a’ 1anguage development

programs

‘Ready, Set, Go - Talk to Me!,

0y

e

Ready, Set, Go (Horstmeier, MacDonald andsGillette,

,1975) is a relatively small spiral—bound paperback both

'”convenlent and unlntlmidatlng. Its photographlc

1llustrations at the beginnlng of each chapter herald ‘the

T -;at the onset that this book is intended primarily for

parents and that Horstmeier ls fhe mother of a handicapped
\ v ~

child as well as a staff member of the Nisonger Centre.‘;

The book contains 1ntroductory chapters outlinlng the

' prlnciples and procedures of the program, 1nc1ud1ng a short

4 T

v ichapter oh how to talk to the child. The’ manual is

1ntended for uee in conJunction with a profe551onal
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assessment using the Environmental Prelanguage Battery or

the Environmental Language Inventory, both of which were

developed by MacDonald and his associates, In the event

-l SN that professional assessment is not available, a simplified ‘

screeni‘lzg test ‘18 provided in R:aady, Set, Ge for the use~of'~
parents or teechers. o - ‘
o ‘Actlvitles are outllned J.n the follow:.ng. areasz
v S ‘,S’.'a) .1pre11m1n,ary skllls such as attendlng to people and L K32
T i .;ob3ects, attemptmg to communlcate 1n some way, e
n o o . !', s:.tting still, @nd obeylng simple inystr\;e'tlons;
~ | (p) meamngful play through which the child develops a
’ repertou;e-of ways to explore quectB; '
(c) mobo‘r;.in'gilta'tion; o
(q) rece.peive l.ang.uage":dea'\li‘r‘\g with re‘cogniti’.c)p of
ob je‘ets, pi‘;:fu;es and: Ia,ctions. Obey_ring' insﬁrﬁction's‘
ie treat:e'd.s'epc:.\rately because this gkill may be needed
" earlier in the 'pre_g;am; | | |
B PR o .(e) ébund imikﬁation;v .

(£) . s:.ngle—word imltatlon of a model and productlon in

response to a question;

]

(g). beglnm.ng social - conversatlon in phrases of two words - * S
1. or more. _._‘ e e . .
R S Like the Prescrlptive Behav1oral Checkllst (POpovich,r :

19‘77) Ready, Set, Go deals with prelanguage and very early

reoa
@

" 1anguage skills. S
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B; Structure and Flexibility
The procedures for assessment and training are
structured ‘DAt simple.. .
. The screenlng device consists of tWelve tests. The
S o : procedure for each test is given 1n one or two lines, w1th
.ils *; - ‘crlterla‘for "correct"vj"lncorrect" or "'no response";
‘ . ' ratlngs clearly descrlbed. Each procedure is carrled”out
u51ng three dlfferent 1tems.1 Two:out'og;threeicOrrect
A ;5 responses constltute a pass. o ‘;Y; :t’-ih"i :_" .ﬂ{‘
o After selectlng content items that will. be meanlngful
. for the chiid, the parent is to\draw up. a “tralnrng set" or
week's lesson plans. Recording'is-simple: the parent
‘fllls in an item on ‘the data sheet and notes ST}SEEE—
(yes/no) and 1ncorrect or alternate responses, Alternate
responses are -those which are not directly expected but

h1ch employ an obJect ln a deflnlte, creative way, such as

oo . ,‘ . ‘crumpllng paper to make a ball._ Through the recordlng of

© en

: T - alternate responses the authors demonstrate the flex1b111ty

of the‘program and assist the(parents in observ1ng and

- - . . . A
learnlng from the child. ; s oo

. )

Procedures are wrltten in the style of a flow—chart.

ot

-~

. -~ '~For step one, the parent is 1nstructed 1n one 1ine what- to f -‘ ' ‘
.i ) {do and what to say; if success is pbtalned or not, the'j " .:_ “ g
_i..Q ‘ , iwffaparent is instrudted4what to do next ln\either case. JIf -.5*- :Tjj:')'aﬂj
’?.fiﬁv-";lifhﬂthere is no response or success w1th step one (the step “!

Twith. least aSSlStance)' ‘the Parent Proceeds to step two,"f?hV;: L

’ﬁlf'%fgfi where again ‘he is told what to do, what to say, and h0w to
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assist the child. Similarly, step three provides further

assistance. After success in steps two or three, the

- parent attempts the first step once again, returning to

" steps two and three as necessary. The authors caution the

'parent not to try step one with one item more than three
times. Like Kent (1974) and Carrier and Peak (1975), they
set a 11m1t to the number of times an act1v1ty should be

‘i

tried w1thout success. Ready, Set, Go offers a set of nine

general p01nts to con91der 1f the program does not seem to
be working, ‘that . is, 1f the ch11d lS fu551ng, crylng, or
con51stent1y meeting Wlth less than 30% success. While the

4
Gulde to Early Developmental Tralnlng,llsts possible

responses, Ready, Set, Go not only.names but deals very

t ' practically with responses‘which may ke encountered.

. : Ready, Set,-Go also offers gnidelines for.considéring

levels. completed or for dlscontinuxng concentrated

attention on prellminary skllls. %j:

Readz, Set, Go is not as highly structured ‘as; for

example, the Language Acquisition Program (Kent, 1974).
. Reinforcement is-treatéd casually in the introductory
r section with relnforcers referred to as, "behaVior
:;5 ':f . ,1:.§">1ncreasersﬂ Shaplng and fading are built -into the
: | ' procedural chart, Bo that deta;led 1nstruct10ns and records

of prompting levels are unnece?sary." The degree of

structure which 1s prov1ded is conelstent with

.

implementation An a relax d home setting as well as in a

classroom.
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! . ‘e ) .
The program is designed to be flexible. The selection

of task items and materials is geared ‘o the .child's
personal preferences, Intended for use ‘wit‘h the assistance

of a language clinician, the assessment and activities may

nevertheless be carried out by parent or teacher

unassisted. Although bothl regular tr‘aining sessions and
informal sessions. (to be dlSCUSSEd under the head:.ng of -
Generallzatlon Components) are offered, parents are

encouraged to make use of the J.nformal appllcatlons alone

if that is all ‘they" feel they can manage. Thus Ready, Set,

’ Go is flex:.ble in that it takes into account not only the

»

student bhut also the t_rainer.

Although the authors state that. the program has bee'n

used with immobile children, it should be noted that‘Ready,

I . L : . .
Set, Go .is directed toward speech as the expressive mode.
Considerable adaptation of the program .would be necegsary

for 1ts use w1th phys1ca11y or sensorlly andlcapped

chlldren. ‘ Such adaptatlon could well be outs:.de the' 5cope ’

. of a parent working in xsolatlon,, .:

"Acquisition.

Ce - i}eé’ogﬁfi,t.i_oh of Cognitive,and_"Social Bases .of  Language
B

In. theJ.r mtroductlon, the authors answer the
questlon- ."How J.s this program dxfferent from other

language programs”" Part of thelr reply ls that

'-prelanguage SklllS are taught, that the program stresses

the meanings underlymg a child's communicat;.on, and that |




D R s o R 2 R T T ana Tl L O PO B

-t

from the beginning the social use of language skills is

. stressed (psiv). The authors realize these principles by

of fering activities to develop attending and cognitive

-

skills (the first two training areas), by using familiar,
meaningful objects and then pictures in the receptive 4
language ac'tivities, and by employing the persons with whom
.- the child has- the strongest bonds as language teachers.
'AD.; Approach to Chlld Language

Ready, Set, Go is based on the seguence of normal

. ‘ 1'a_hguage acqqlsltion. The authors acknowledge that more
stress is placed on imitation as a language ‘learning
strategy than would bé f'ound vith normal children.' At the
same time they emphas:.ze hhe competence of both parent and
chJ.ld in encouragmg parents to" teach their children and to
require _the child to use his skills. ..

Th‘ei‘r‘approach emphasizes the communicatiw‘te aspects of
;langﬂage at each phase Of traJ.nJ.ng. In the flrst sectlon

isoc:Lal prerequlsites are trainedr in later sectlons the
selectlon of taek items, and materlals 15‘governed by,
pragmatlc consn.deratlon; flnally, the two-word utterance ;Ls
traJ.ned as-the’ bng.nm.ng of soc:.al conversat:.on.' McLean
“and Snyder-McLean (1978) pralse the program, saylng that
"targeted structures ‘are. made «to occur at hlgh rates and

: w:.thm contexts in which thelr communlcative functlon(s) "“’ .

Qare sal:.ent and appropnate" (p.217). They suggeslt that :

f

. the pgogram be. extended "J.nto areas of more detalled




pragmatic classes and, thus, more attention to structures .

other than simple action relationships" (p.217). By

advocating more detailed pragmai:ic classes, presumably

McLean and Snyder—Mcberan intend the eventual mclusmn of

J.tems from all seven of Hall:lday 8 categorles. o
:Lnstru:mental, regulatory, interactional, perSonal,

‘fheuristic, imagi.natlve and mformat1ve functlons of

conunun:.cat:.on (c1ted in McLean and Snyder-McLean, 197_8,\

,p.179).v¢i{; R

In _genéral, Ready, Set, Go is: characterlzed by a-

strong comm:.tment to cognltive underplnnlngs and

communicative functJ.ons of language. -

.
< -

E. Generalization Components
' H

The commitment to pregmatics in the strudture and

content of Ready, Set, Go leads mherently to .

,generallzatlon. Because the actlvitles are functlonal,

skllls they teach are llkely to -be required outside the'

traJ.nJ.ng mtuation., Secondly the tradining s:.tuat:.on, SRR

»

whether at home or school, is very close to the

~

83

the

naturallstlc -emrlronm'ent. Fmally, spec1f1c generallzatlon . AT

vactlv:l.tles are prov:.ded for each act1v1ty..

Pt

The procedures 1nclude both formal sess:.ons follov:lng A
' vthe step-by—-step flow chart, and 1nformal sessione. 'I‘he
. 1atter are of two "klnds. structured play, .and aple.catJ.on . . ‘ o

S " oo
o to the env1ronment. Through structured play, attempts are .o PRI B

~ " A,

w-;._«"-’fmade to - transfer the newly-learned behaviors to new

s kY

et
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situations and new people. The application to the

environment consists of what might be called homework, and

is meant to involve the whole family. A typical
application would be a reminder posted on the refrigerator

that everyone must requlre the child to ‘ask for Julce

'before he receJ.ves any. This klnd of exercise serves to

carry learmng over 1nto the chlld's dally routxne, -

creating .a total 1earn1ng env1ronment.

F. Iﬁten'ded Population: Students ahd Trainers‘

The authors state that the program has ‘been used wvith
a wide range of students, ‘from the immobile and
unresponsive to childre'n with ggod receptive but little

expressive 1ah§dage. As mentioned earlier, Ready, Set, Go

is not 1mmed1ate1y sultable for deaf or phy51ca11y

handlcapped chlldren, althouglr modlflcatlons could be made

'lto accommodate these handlcaps or use an alternate mode of

communlcatlon . =

" The intended‘tfainers aj:e 'te el?k and, prlmarlly,

par‘en‘ts.. 'I‘he structure,.flexlblllty and generallzatlon‘ ‘

ﬂccmponerts are desxgned Spec1f1cally for home, teachlng; '

communlcatn.ve function, upon whlch the program 8 approach

'u:.s based, 1s best served in such a settJ.ng. . i -, ‘
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G. Summary

Ready, Set, Go is an early language development

program which attempts to deal with the whole child and his
o environment. With its flexible and relatively simple
-

structure a'nd its grounding of 'langua\ge 'development in

cognitlve and soc1a1 factors, thls program is hlghly

. recommended, especiz)ally for parents\ of non-physic(lly .

et ;. el handlcapped chlldren .living at home- C
‘ ) . - e . . FEEE \ ) . e ’ . o,

PP

Teaching- the Moderateiy and Severely Handicapped, - Volw. Iltv.."

E

A. Format and Contents B " v

. Teaching the . Moderately and Severely Handlcapped is-a ..

splral bou.nd paperbac}c. The densely prlnted format
reflects the furxctlon of the: ‘book a.s. a classroom ,resource
rather than a manual to”be h_eld at>_t‘he. teaeﬁer"'s side
during lessons. “ |

This is the second in a senes of three volumes

g:_ovn.dlng a comprehens:.ve curricu]_um 1n areas of behavn.or,

self—care., motor skllls, soc:.allzatlon, safety, IEJ.sure

. )

' skllls and functlonal academlcs, as well as commu:nlcatlon.

> a Each volume also contains an J.ntroductlon and explanatlon

Yo - Lo

Ty o of how to record and 1nterpreg checkllst data.,, SR

In each currlculu.m area a short llst of general
AT , ‘ - T

v - D ijectl\res ) .1s used-to generate a checkllst 'of Spele:Lc B '.1, ‘

.

) 7"'~o'bj‘ec'tives'. Act1v1t1es are then suggested for each

RS

. T spec.1f1c obJeth.ve.‘ A l1st of. materlals 15 prov1ded at the -




Rl e Ll e pusmick oy A -

‘end of each chapt.er, rather than among the activities,

where such a 1lst mlght be more convenlent. Suggested

readlngs, comprlslng nine pages in the Communlcatlon

“section, are also ~llsted.

P

Vo ..
, 1 ( !
o . . - .
B ..

.

. fnonverbal communlcatiOn. The nonverbal general obJectJ.ves .

The Corrununicatlon chapter deals w1th both verbal . and

; < mvolve respondlng to and us:Lng gestures, vocal tone
3 patterns, fac1al expressmns and alternate mOdES'Of

- communlcatlon. The verbal general obJectlves 1nc1ude thez;:;"y .

. -

\: o "development of. "facnitatmg skllls"', responses to. spoken ‘
language, and speech. 'I\he aut:hors state that whlle these
skllls ‘are sequenced accOrdJ.ng to normal development, |
because of .a lack of avalla.ble data, they were obllged to

construct the nonverbal sklll sequence from theJ.r own

- e . -
. -

observatlons_. ’

B, Structure and Flex:Lb:Lllty ;

e Y ’ Task analyses are not prov1ded for the currlculum but

"1:;? oo are; 1eft to the teacher to prepare J.f necessary.

, . - Peo

| ACthltles are suggestlons rather than detaned procedures '

,:"

-‘mov1ng through 1evels of ,promptlng, although types of
R R . prompt may be. recorded on one of the two suggested data
sheets. Suggest:l.ons are given 1n= the mtroduct:.on as to

< s st 15 ol ¥ I

T vwhen and how to re:.nforce,,

o O BTN

‘hut actlv:.tles are not et up on.A-'

'a tr:Lal model, Wlth SPeca.flc numbers of tr:.ais followed by A

) Ce e Z;relnforcement and recordlng.
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-I'--fact, all that lS descrlbed 1s the ratlng of student

_ 'the normal claSSrOOm.,, '_

87 .

Handicapped is 1oose1y structured.‘ Part of the reason for

this character may be that the c:urrlculum 15 mtended for _’

moderately handicapped students as wvell as the more

-

'severely retarded. These students are usually taught in

-‘groups under clrcumstances whldh more closely approxmate

1 e

It 1s surpr:.s:l.ng :m such a loosely structured

b ', Voo

' framework that the authbrs produce an elaborate, or"“‘"

- . ~. ,"u‘.
- -0 X

. performance for each obJect:Lvep yet the authors take .

Tseveral pages and acronyms (SPL, student performance leveJJ

7
LN ~

-SSP, successful student performances; RPL K requ.lred -

performance J_evelr, and Ro, recommended number of

‘observatlons) to comle.cate the matter. Qulte s:.m ly, S
. l

SPL*(SSP/RO) X 100%., The requlred performance J.eVel (1 e.,"

mastery crlterlon) varles accordlng to the 1mportance and

aE ‘ nature of, the task, usually between 75‘% and 100%- - In the B

o checkllst, One smply a graph 1nd1cat:1.ng student

_ "_COmmunJ_cation check 1ist ,' the recommended number of

o AN
observatlons for each ObJECtJ.VQ“ 1s e:l.ther four or f:.ve. ) {_
N .‘. L0 ot O o *

,_The authors of fer. tWO sample recordlng systerns for the

R TR

‘performance, the other a’ more detai].ed record'of task steps
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' "revealed by the1r statement' R L
p p ' < ¥ v

Oral language is the medium through -
which most other skills, knowiedge ®and
concepts- will be mastered. Coghitive’ , y

- development can only be. facilitated by e _K
the acqulSltlon of .oral language’' Qr by, " -

, . .. -an alternative linguistic. system that =~ . .,
L o . is appr0x1mate1y as effectlve. (p. 44) - .

s S - . -

NS Thus,“he role of cognltlon as a prerequlslte for 1anguage

-5

I}lS neglected, FurthermoreQ 1n the "fac111tat1ng skllls“ A

e

- L {for verbal developmentwuactlvitles center on tralnlng
’,ﬂ;consonant sounds and voWel-consonant~comb1nat1ons and""i"f

7bgfebh01ng words 1n songs and rhyme§7w1thout attachlng

e . ’

‘”jfﬁ~yﬁ“f.semant1c meanlng to these sounds. Slmllarly, the 1anguage Lo e

‘;production obJectlves 1n the verbal sectlon 1nc1ude the ';}:ﬁ‘ :f;;'{egv:'

ﬁiyfﬁjzilj-';K-;.reCltatlon of . rhymes by memory, presumably as an. expansaon ;*u1” l R
fv I Lfof noun-verb cghhlnatlons., In these parts of tﬁe program - -?i. .

ﬁ the authors may be accused of tralnlng structure wlthout I

~I .*ff h-,fﬂ,meaning..”“i '_.V,h,:'ff'f .i g 1':i,.:“4 REFTE

i .ﬁf‘L‘ t:;.: The'social aspects of language'acqulsltlon, hdyever, :

t; .: ,m,iVii'* are—strongly represented, partlcularly'because of the ﬂl::k?;::':

;E 2 o - xusutllltarlan nature of the tasks selected. The'u if ﬁ‘zli ;;Tif;;‘; -S;i"f

}j;‘fﬁn.;hf;,j'gm"fac1litating skllls“ taughc 1n the flrst part of - the f'jfei‘_ff“ g e

. '--',verbal Skllls 1nclude maklng and attendlng to sounds, ‘*";f IR

4

:
H

A voca11z1ng ln response to a vocallzataon, and 1n1t1at1ng

k:";[;:f?“;(f‘vocal play w1th another person.‘ Whlle these skllrs foster

sl l °

;;,ﬁf;“ﬁr ‘fawareness~of and motlvatlon for soc1al 1nteract10n, they .
. are sequenced after tralnlng 1n nonverbal skllls, rather 'Qﬁ A
R than prerequlslte to such tralnlng. L B ,g L T L e
P o A ' e Co
.o X
P K .', .. - . N Lyt s, -
F] . s A‘A. . T ' B .-
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‘D. Approach-to Child Language=

'\‘ As mentloned above, the aubhOrs seek to order the ' - ;

-\ . "' '
currlculum accordlng to the sequénce of normal development. K

If the student falls a checklist 1tem, for example, the

, -

teacher 1s adv1sed to dascover what prerequisite skllls the-{-l

. ‘o S .t

student has and lacks.; However, prerequ131tes,are not 3f'i=3~;;;~

speciflcally lndlcated ln the checkllsti3 A more serious;

problem is the breach of developmentai sequence caused by'

LRI [

'*g,tthe neglect'of cognltlve prerequlsxtes a/dithe mlsplacement:"

‘5These llmltatlons aside, Teaching the Moderately and

J}} ”Severely Handicapped 1s laudable for 1ts extremely

'?pragmatlc orlentatlon., Selectlon of ltems for the

o

oo :‘Tstudent's lexicon is to be derlved from observatlon§ of the

a_‘istudent s 1nteractlons thh h1s env1ronment.; The student' ;{ff;é‘fprfT;;
. ; ‘need :to; express hxs feelings and interpret the feellngs of "‘1JL;~ }“;
}1others as dealt Wlth 1n the sectlons ‘on vocallzatlon and R ;'ﬁ
. h:faclal expresszons.? Lessons are presented 1n dynamlc* e ;,
.stwﬁﬂ:‘fsltuatlons, elther as the occa31on'arlses or. through the:iff":.‘ |

‘use ‘of. puppets, dolls or role-playlng., InteraEtlon amon'}ffj.'

'2]students 1s encouraged 1n several spec1f1c obJectlves.

Unfortunately, the authors,do not present general

'¢_,
N

-'ﬁ.-guldellnes fOr teacher 1anguage.' In the 1ntroduct10n they

: 'g{,offer many helpful ideas for plann1 g and conductlng

S . . A ey

restrlcted to advocatlng the use of gestures, fac1al ol

. for
s S . . N

-expressxons and varled 1ntonatlon patterns w1th nonVerbal







f::';:k_- development of —gestural communlcatlon, 1ts suggestlons for

N L. . o,

: of nonverbal and fac:.l:.tm.g verbal sk:Llls m t'he chec)chst

1nd1cates the :Lntehded’ appllcablllty of the program for the
severely retarded. The authors emphas:.ze that they accept L

l no upper age llmlt 1n the potentlal fo.r educatlon, and

mdeed th1s currlculum m 1ts scope and content 1s more ‘-_:' °

sultable for older 'chlldren and adults than for the very

As a ].anguage curr:.culum, TeachlnLthe Moderately and

Severely Handicapped J.s flawed by the neglect of the

- '. cognltive prerequlsltes of 1anguage, emphas:Ls on the '

producti.on of sounds and words w:Lthout meanlng, and

w

consequent departures from the sequence of normal -

development. Nevertheless, :m 1ts attentlon to the.

By

use of alternatlve symbol systems, and :Lts emph\*s&s on‘

N

pragmatlc 1earn:|.ng 51tuat10ns, some aspects of this volume q ,:'

" '. may prove valu.able to the teacher of older severely

3

‘ retarded students.







lnterventlon ust flounder. fo°r want of meanlng.

comprehens1on and ass:.gnment of meanlng lS of central

J.mportance not only on the semantic but also Qn the..,

PR

pragmatlc level.: The function served by communlcation adds

a layer of meanlng tto the uttei*ance .'.- w:.t'hout a

-~ 3 ‘o

c0ns:.(ieratlon of commun:.cative funct:.on, language ""'l“.f',‘: -

i ~"-_., KN

. »

"',‘-departures from sequence as may be necessary. The use of

4 M )

'operant condltlonlng, w:.th an empha51s on J.mitaitlon as a

4 1t ou 51de the model of normal acqulsition.. Through

/

;u"attentz.on to communlcablve functlon and careful planning

ol

o “for generallzatlon, hoWever, transfer of learning from the

‘ retarded 1anguage deveiopment, a _cr:l.ﬁical' examxnat:.on was










A
aner il

as dally lesson gu:Ldes, the opt1ma1 degree of structure for" ‘

BT ,I"'._"'

N

R3S

"'A".flanguage 1nterventlon with retarde_"

";.‘whlch such materlals are used fo

-_'materlals are not trled or ar_'. reJected are further

S _for teacher tralnlng and J.ns rv1ce educatlon and for ’the

In ad‘alt;Lon, further evmdenc must be comp).led on the '

severely and. profoundly handlcapped persons. RN

o

Asay what publlshed materlals,":lf any, are be:mg used for B

k.‘

“ . s
- :

students. The ways in

~

example as resources or

i o,

varlous teach:Lng srtuatmns, and the reasons why certaln -

».I" A

‘f""sub_]ects for 1nvestlgat10n a 151ng from thls topic. A

.....

-‘i'«' "

e ,’y'

In the f1e1d of languagi acqulsltlon and 1nterventlon

1n general, bas:Lc research needs can be‘ 1dent1f1ed as L

- e . X " . 3

.an, expans:.on of data on. R R R 3. Comhe

A

. e T, R L.,
L . ul ., R .
Iy 4 e B

,a";)-- the pragmatlc categorles of chll'dren s ianguage, ol

e .,.", A

. PR ,A‘ [

- stages T, and

- .», T Av
PR

a,. L R

u.,

McLean, 1978)...~ U

X

characterlstlcs and sequence of delayed 1anguage ;L
development, and on dlfferen es - bétveen language;;_‘ “ e :
acqu"‘ tion 1n normal and re‘arded chlldren, It 1s to be
hoped t‘hat. such research wilI resuit 1n the demgnlng of

e
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._‘.mechanlsms 1n chlldren ‘s, utteranl:’eS (McLean and Snyder— -

effectiveness of current Tanguage programs 1n the schools.""l--’ !

) the J.nfluence of pragmatlc factors on referenclng ‘. . :

ey :mcreasnlgly effectlve :Langu gg 1ntervent10n programs for e -

b).',‘ the relatlonshlp betveen semantlc content and cognltlve n

} :ﬁy- i
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_fFebruary 8, 1983 . B - Tl
) - 117 Ruskv1ew Rd,. . =~ =~ SRR
o _ - . : e - -Kitchener; Ont. T
e co et omNamdsi S

I am a graduate student of the Faculty of”Educatlon,j

‘Meniorial, University-of Newfoundland. I hope that you w111 -
- beiablé- tOrprov1de me: w1th 1nformat10n 1 need to complete my o
master s the51s._;:g:u Sy :“,, ,|,,‘ T

T

I“am Investlgatlng ‘the* teachlng of.language and L e e
: communicatlon skills to the. severely retarded.; “In the first' ORI R
. part of. my.theSLS, I have formulated a Set . of* guldellnes for 45‘121”“ |
. *U .. "language ‘intervention- currlcula with these students.; In thelu P B
'-.second half; I hope.to.ise’ these guldellnes o' review. B ool oy

s : RS P e o, I3
‘J;:::ttﬁ-’:.-:vz “various: curriculum materlals presently in use w1th non- e 2
T ' sgeaklng retarded students.‘-- o &AX ‘L" X

. T am Writlng to you to seek‘answers to the following

“fl:'cjgifﬂﬁff' questions~f“

.i . ; -'1 CWhat.. curriculum materials (books, manuals, or other
AU ', T materlals) are. used for 1anguage«1nterventlon in your%T;

*3]15‘;_ff;f' Jurlsdlctlon7 o ‘ "
T o o , “.2 ‘Are these materlals used 1n dally lesson act1v1t1es‘
KRR “,,"a‘*j;f . or as a3 more general resource’ .

.é.;.-r T

Durlng the second half of February I w1ll try to contact you
. by telephone., If you feel that someone else would- be "in a.
PR better positlon to answer my questlons, I would appreclate
B that informatlon as well. TR

..‘ " S

‘l;w1ll be happy to answer any questlons you have regardlng

My theSLS. If you. W1sh & contact me, I can bé reached.by .:: ... .
- mail et .the.above address or by teléphone-at’ (519) 579~ 5877.;3nfaf e
'jThank you for any as51stance you may be. able to glve me.,.j;:}.ﬂfjf

L Slncerely




COplES of the above letter were sent to-

PR .
’.- : o ’-

Mra. T Carter R '
Consultant (Special Educatlon) SR
: Perth County Board; of Educatlon j ,jf*
Stratford, Ontar10.3-~3 FUT R e

. Mr. T R. Clarke

Supervisor ‘of’ Special Educatlon
Bruce County Board of ! Educatlon
Chesley, Ontarlo T e :

B

Mrs. A. Connolly o .
Speclal Educatlon Consultant

s John,s; Newfoundland.wr

Mr. P. Culver L o S :
Spec1al Educatlon Consultant

Welllngton County Board of Educatlon
Guelph, Ontarlo. ,? LT SR

Mr. chks 3 :
~‘.Superv1Sor of Special Educatlo
AN I Department of" Educatlon :
‘,“-a;ﬁf' St.,John Ss- Newfoundland.

o

Mrs. E. Farrow T
Speclal Educatlon Consultant o
. Grey’ County ‘Board of- Edueatlon ;,finﬂ
Markdale, Ontarlo. i

“

Mr. R.}Pllgrlm R s S -
Superlntendent of. Schools (Spec1a1 Educatlon)

'L0xford County Board .of Educatlon.r“;.:t__
'Woodstock, Ontarlo._;;g.‘,,4. Cape

Mrs. H. Rlche
Spe01a1 Educatlon COnsultant .
- Avalon ConsoIldated School . Boardlﬁ
i'St. John_s, Newfoundland #;

Mr. Stables 3 P of
o A Pr1nc1pa1, ‘Jane:. Laycock Schoql
.. Brant- County Board:of Educatlon'
Brantford. Ontarlo.-;44:\“‘ :
















