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Note
Although English is the language used in this dissertation some Appendices are not
in English. These appendices include materials for which Portuguese was the language used,
such as data collection examples and intervention programs, which the researcher considered

that might be kept in the original language
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ABSTRACT

Children with multiple disabilities often do not use speech to communicate.
Communication with such learners requires the use of non-linguistic modes of
communication that are not always mastered by teachers and other adults in school.

This study intended to describe the communicative characteristics of interactions
between two multiple disabled non-speaking children and their teachers. Characteristics of
interaction of two teacher/ child dyads as well as an intervention process designed to respond
to teachers’ communicative needs are described through the use of qualitative and
quantitative methods.

Results indicate that teachers miss opportunities for communication with learners
with multiple disabilities and that an intervention procedure that decreases the number of
behaviors that are not responded to by teachers does not substantially change interactions.
Issues emerged from data analyses that need to be attended to when interacting with learers
who do not use speech to communicate. A discussion of such issues is included in the
discussion of results.

Results of data analysis support the development of suggestions for practice aimed at
helping teachers with no training in special education plan their communication intervention

with learners with multiple disabilities.



RESUMO

As criangas com multideficiéncia frequentemente nfo usam a fala como modo de
comunicac¢fo. A comunicagdo com estas criangas requer a utilizagdo de meios ndo
linguisticos de comunicacio que nem sempre sdo do conhecimento dos professores nem de
outros adultos na escola.

Este estudo tem como objectivo descrever as caracteristicas da comunicagéo entre
duas criangas com multideficiéncia e as educadoras que com elas trabalham. Através de
metodologias qualitativas e quantitativas s@o descritas as caracteristicas das interacgdes entre
duas diades crianga/educadora, bem como um processo de intervenco destinado a responder
as necessidades comunicativas expressas pelas educadoras.

Os resultados indicam que as educadoras perdem oportunidades de comunicagéo €
que uma intervengfo centrada na redugo do niimero de comportamentos néo respondidos
pela educadora néo altera substancialmente as interac¢oes.

A anélise de dados permitiu a identificac@io de aspectos que necessitam de ser tidos
em consideragio nas interac¢des com alunos com multideficiéncia que ndo usam a fala para
comunicar. Estes aspectos s&o discutidos no capitulo de discussdo de resultados.

Os resultados da anélise de dados servem de base ao desenvolvimento de sugestdes
para a pratica destinadas a auxiliar professores/ educadores nédo especializados no

planeamento da sua intervengdo a nivel da comunicagio com criangas multideficientes.



RESUME

La communication chez les enfants pluri-handicapés se fait souvent a 1"aide de
moyens non verbaux qui ne sont pas toujours connus des professeurs ni des adultes qui
s’occupent de ces enfants.

Cette étude présente une description des caractéristiques de la communication entre
deux enfants pluri-handicapés et leurs professeurs respectifs. Les interactions entre les deux
enfants et leurs professeurs, ainsi qu’une intervention portant sur les besoins de
communication des professeurs, sont décrites & I’aide de méthodologies qualitatives et
quantitatives.

Les résultats indiquent d’une part que les professeurs perdent des opportunités de
communication et, d’autre part, qu’une intervention visant a réduire le nombre de
comportements auxquels les professeurs ne répondent pas n’altére pas les interactions.

L’analyse des données de recherche indique qu’une multitude d’aspects doivent étre
pris en compte dans les interactions avec des éléves qui n’utilisent pas la parole pour
communiquer. La discussion de ces aspects se fait dans le chapitre de discussion de résultats.

C’est en fonction des résultats de 1’analyse de données que sont avancées des
suggestions d’intervention adressées aux professeurs sans formation spécialisée qui

travaillent avec des éléves pluri-handicapés .



INTRODUCTION
The Role of Communication

Children with multiple disabilities often do not use speech or any other language
form to communicate. Nonetheless, when immersed in a context or routine with which they
are familiar, they do communicate through the use of forms such as movement, smiles, and
manipulation of objects (Siegel-Causey & Guess, 1989). Partners in learners’ environments
are therefore challenged to discover how the alternate modes these individuals use to
communicate can be transformed in communicative interactions that will allow people with
multiple disabilities to discover and enjoy life to their full potential.

Research has not yet provided sufficient information on how these children learn,
what can school do to teach them appropriately and how can services better meet their
unique needs. But there is little question that unless children are able to interact with
environments and communicate with people in those environments, their developmental
process will be seriously affected and their access to school opportunities will be decreased.

More than just a skill, the ability to communicate effectively is an art. This “art”
becomes a real challenge when partners in communication cannot use speech as their usual
form of communication. The absence of standard forms of communication interferes with the
communication process and creates additional difficulties in the establishment of meaningful
interactions and learning.

Through communication people establish links with both other people and the
environment. People who cannot use conventional language forms are therefore limited in
their ability to enjoy family interactions, school learning opportunities and social life in
general.

The ability to engage in conversation with children who do not speak has been

considered since van Uden’s work with deaf children (van Uden, 1977) as an important basis



for learning. Referring to children with deafblindness, van Dijk (1989) also stresses this point
by saying that the true educator of these children is the one who is able to engage in
conversation with them.

Bruner (1986) emphasizes the need for human interaction as a basis for development
and knowledge acquisition by stating that:

“We need to get away from the image of the child operating on his or her own. I

want to look at the development of the child in the context of human interaction.

Human knowledge and its acquisition are social-dependent on language, on stored

culture, on social modes of transmission. We have not looked at those matters

closely enough, given our preoccupation with individual achievement. Now it is the

time to begin” (quoted in Hall, 1982, p.63).

How do children with multiple disabilities access meaningful information from the
world around them? What do these children learn in the absence of effective means of
communication that lay ground for successful human interactions?

Learners with multiple disabilities are often quoted as being unable to communicate,
non-interested in the environment and unable to learn. Still, for these abilities to be achieved
children need partners who understand their needs and who respond to their communicative
efforts with positive and rewarding responses.

Communication happens in partnerships. It is impossible to communicate alone.
There is a need for a partner, a need for experiences to share and a need for ways to express
oneself. Sharing a mode of communication and an understanding of the subject of
communication are, therefore, necessary tools for effective communication.

Whenever partners using non-conventional forms of communication engage in
communicative interactions, time is a major concern. It requires more time than average to

communicate with someone who does not use speech as a language form. It is not always
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easy to wait for a response or to give a turn in conversation to someone who does not speak.
How long do partners maintain themselves in the process of communication if it takes too
long a time to get their messages through? Do partners take the time and use appropriate
forms to interact with the learner with multiple disabilities in order to share information with
the required detail? Do partners try to speed up communication? How long do partners keep
themselves engaged in communication using non-linguistic forms such as objects, pictures,
or any other communication modes that are used by children and adults with multiple
disabilities?

Empathy, as the ability to share emotions and feel into the other’s experience, is
crucial in this process. It is the role of the partner without disabilities to develop and maintain
ongoing empathy that ensures communication as a meaningful process. Children and adults
with multiple disabilities often do not have the ability to seek out and provide for meaningful
situations that will enhance their communication opportunities with different partners. Adults
with no handicaps who are in daily contact with this population should, therefore, actively
search for and expand on situations that provide opportunities “to learn, to love, to live and
to play” (McLetchie, 2000).

Schools have a major role in fostering the communication process. For learners with
multiple disabilities who do not use speech, communication does not happen spontaneously.
Communication, much as any other subject learners with multiple disabilities may learn,
needs to be taught explicitly and requires trained and committed teachers to fulfill this task.
By teaching learners to communicate effectively, teachers provide them with a powerful tool
to access the world and establish interactions.

Background
As a consultant for programs serving children with multiple disabilities the

researcher has often noticed that communication, although regarded as a major concern by
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teachers, is more often considered as another handicap than as a subject that requires specific
training and that needs to be considered in the curriculum. Teachers often assume that
children with multiple disabilities understand speech as long as they are not deaf. Rarely do
teachers interpret a learner’s non-response as a consequence of not being able to understand
speech: the fact that learners do not respond to teacher’s spoken initiations is often
considered either as a refusal to communicate or an inability to use speech. Such an
assumption leads to fewer expectations about the learner’s communicative abilities and
reduces teachers’ commitment to developing communicative interactions. This is particularly
true for teachers with no previous training in multiple disabilities and in the communication
needs of this population.

A particular interest in the area of communication led the researcher into observing
communication interactions between children with multiple disabilities and their teachers.
Observed difficulties seemed to be related to: 1) teachers’ lack of knowledge and
expectations about communication issues, particularly about alternative ways to
communicate in the absence of speech, 2) lack of meaningful activities that provide for
meaningful contexts and support interaction opportunities, 3) communication not being
considered as a central issue in the development of programs. These observations created the
need for the presented study, and oriented the development of the research questions.

Research Questions and Methods

The two main questions supporting the development of this study are the following:

- What are the communication characteristics of interactions between non-speaking
multiple disabled children and their teachers in school settings?

- How does intervention impact in the communicative interactions of non trained

teachers and their non-speaking multiple disabled children?



A set of specific research questions was defined as a result of these two initial

questions. The specific questions that oriented study design and methodology are the

following:
1.

.

Appropriate methodology for these questions included observations in classrooms,

systematic coding of videotaped interventions, and interviews. An instrumental case study

What are the communicative forms and functions used by children?
What are the communicative forms and functions used by teachers?
How do teachers and learners engage in turn taking activities?
What communication behaviors do teachers respond to?

Why do teachers miss opportunities for communication?

What are teachers' expectations about communication with these
children?

Do teachers miss fewer opportunities for communication after an
intervention procedure?

Does intervention improve teachers’ interactions with children with

multiple disabilities?

design (Stake, 1995) involving two case studies looked at two dyads of leamers with

multiple disabilities and their teachers. These two dyads formed the unit of analysis that
provided information for data generation. In both cases teachers were having their first

experience in the education of children with multiple disabilities. Time boundary for this

research was the school year of 1999/2000.

Several reasons support the decision to choose case study as a possible design. The

12

main reason results from research questions, which suggested the need to explain underlying

processes of communication. This required in depth observations and descriptions of

teacher/child interactions.
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A second reason arises from the fact that the population of children with multiple
disabilities is diverse and very unique. Therefore homogeneous groups could not be defined
and studied.

A third major reason is related to the growing changes noticed in the field of research
in psychology. As it is pointed out by Fishman (1999), in his discussion about the results of
theory testing models, these models have limited impact in social change. That “sets the
stage for a fundamental rethinking of the nature of psychology as a discipline. And it is from
this environment that a new, case based, pragmatic psychology springs” (Fishman, 1999, pg
5).

Impact of the Study

In the school year of 1999/2000 a total amount of 1176 learners with multiple
disabilities was detected through special education services of the Ministry of Education in
Portugal. Data from non-profit organizations (CERCI’s)' reported for the same school year
an amount of about 100 cases of multiple disabilities being served by these organizations.

No data was available related to the background of teachers working with these
learners. Still, observation has shown that teachers working with learners with multiple
disabilities often do not have any training either in multiple disabilities or in any other area
of special needs. No official guidelines exist assuring that professionals serving learners with
multiple disabilities have appropriate training in this particular area of education.

In teacher preparation programs there is no organized policy that guarantees training
to be available in multiple disabilities. Some official schools preparing teachers in special
education have included in their programs the area of multiple disabilities. However, in
reality a limited amount of teachers have been trained. In the last three years, due to

organizational problems, there has been no training in multiple disabilities in official schools.

! Cooperativas de Educagio e Reabilitagio de Crangas Inadaptadas
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Even though some in-service training programs offer training in the area of multiple
disabilities, such training is not always available for teachers working with learners with
multiple disabilities for the first time.

As a consequence, learners with multiple disabilities are often served by programs in
which teachers have no appropriate training and, therefore, do not have the means to develop
intervention plans that respond to learners’ needs. These needs include the need for
successful communicative interactions that set the basis for communication development and
learning,

Definitions

In order to elucidate about terms used in this dissertation, definitions are provided for
the following terms: 1) communication, 2) interaction, 3) language, 4) speech, 5) turn-taking,
6) joint attention, 7) coordinated attention, 8) intentionality, 9) non-symbolic behavior, 10)
symbolic behavior 11) prelinguistic communication, 12) non-linguistic forms of
communication, 13) social interactive turns, 14) content turn taking, 15) initiations and, 16)
persons with multiple disabilities.

Communication is a process by which individuals exchange information and convey
ideas (Owens, 1990). This includes linguistic and nonlinguistic means.

Interaction is the result of individuals affecting each other. For the purpose of this
study, the term interaction relates to actions that do not convey symbolic messages.

Language 1s a social shared code use under certain rules defined by a community
(Owens, 1990).

Speech is a set of oral neuromuscular movements aimed at producing linguistic
sound units. Speech is one possible form of communication. Other forms such as signs or

written words can be used to express language (Owens, 1990).
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Turn taking is the alternate sequence of turns between partners in communication. It
is a basis for conversation.

Joint attention is an attentional state during which the child and the partner share a
site of interest (Adamson and Chance, 1999). It is the ability to relocate attention to a target
because it is the object of another person’s attention (Deak, Fasel and Movellan, 2001).

Coordinated attention refers to the ability to shift attention between objects and
partners in an interaction (Bakeman and Adamson, 1984).

Intentionality is the ability to understand that a message will be received and acted
upon by a listener (Westling and Fox, 1995).

Nonsymbolic behavior refers to the use of informal and individual communicative
skills. These skills are mainly unintentional and highly reflexive in nature (Downing and
Sigel- Causey 1988). Nonsymbolic behaviors depend on referents that exist in the same time
and space as the communicator (Downing and Siegel-Causey, 1988).

Symbolic behavior - refers to the use of symbols to represent reality. These symbols
can be objects, gestures, pictures and words (Downing, 1999).

Prelinguistic communication refers to the period of development before the child has
a linguistic system (Wetherby et al.1999).

Non-linguistic forms of communication refer to communication forms that are not
linguistic in nature. This includes nonsymbolic behaviors such as crying and smiling, and
symbolic ones such as objects of reference and pictures.

Social interactive turns are person-to-person interactions that are ruled by time,
thythm, synchronicity and empathy. Such interactions do not include attention to objects or
events.

Content turn taking refers to interactions that have a subject of attention such as an

object, a person or an environment.
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Initiations are behaviors that are responded to by a partner and therefore initiate a
communicative act. Not all behaviors need to be intentional in order to initiate interaction.
Persons with multiple disabilities are persons who have “ severe to profound mental
retardation and two or more additional disabilities and/or special health care needs.”
(Orelove & Sobsey, 1991, pg 1). According to TASH?, “these people include individuals of
all ages who require extensive ongoing support in more than one major life activity in order
to participate in integrated community settings”. (Westling & Fox, 1995, pg 3).

Organization of the Chapters

The first chapter includes the literature review, which focus on aspects related to the
following issues: 1) definition of communication, 2) communication development and, 3)
learning, communication and multiple disabilities.

Chapter two addresses the methodologies used to conduct this study. Theoretical
foundations are provided for all methodologies included.

In chapter three methods of data generation and data analysis are described.
Description details procedures for data gathering and data analysis according to each
methodology.

Chapter four presents results of data analysis. Data analysis concerns both qualitative
data generated from participant observations and interviews, and quantitative data resulting
both from systematic observations supported by videotapes and the use of a Likert-type
scale. Results of assessment of the intervention process are also presented based on data
from both systematic observations and the Likert-type scale.

Results are discussed in chapter five together with partial conclusions emerging from
data analysis. Research questions are considered separately in this discussion and a summary

of findings is included after the discussion of each question.

2 The Association for Persons with Severe Handicaps
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Chapter six highlights implications of findings in future practice. Issues of teacher
preparation as well as implications for direct intervention with learners with multiple
disabilities are taken into consideration. A graphic model is presented that supports the
development of communication intervention plans for learners with multiple handicaps who
do not speak. Suggestions of strategies to be used are also included.

Chapter seven presents a summary of the study, discussion and conclusion. The

discussion section of this chapter includes limitations and suggestions for future research.

The next chapter presents a literature review related to the subjects of communication
definition and communication development, and to the communication and learning

challenges faced by learners with multiple disabilities.
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LITERATURE REVIEW

This study focuses on the communicative interactions between children with multiple
disabilities and their teachers. In this chapter relevant literature is reviewed pertaining to the
following topics: 1) definition of communication, 2) communication development in
normally developing children, 3) learning, communication and multiple disabilities and, 4)
developing interactions. The discussion of these topics provides a framework for the
understanding of the communication problems faced by teachers and children with multiple
disabilities in their interactions.

Communication is a spontancous and effortless process. Most people do not even
notice or think about it. It is not uncommon to realize how difficult it is for someone to
reflect on its own communication processes.

The absence of communication is virtually impossible, according to Watzlavick,
Beavin and Jackson (1967) who state that it is “impossible not to communicate”, because
human beings display behaviors and all behaviors have a potential for communication.

Historically, children’s communication development is a quite recent matter of study.
Although communication as a subject has been already addressed by Aristotle 335 year B.C.
in his rhetoric courses, (Trenholm, 1999) it was not until the 18th century that people started
to become interested by the way children were brought to communicate (Lock, 1999).

Apparently communication is a largely innate process that only requires the presence
of another being in order to be activated. Still, Burgoon, Hunsaker and Dawson (1994)
believe that the communication process “ must have an impact on someone” to be called
communication. This impact involves “the ability of the sender to take the receiver’s
capacity to understand into account” (Shatz, 1983). The nature of this impact will be

discussed below.
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Language is the most conventional means of communication. Most of the available
literature on communication focuses on the use of structured symbolic codes, namely on
verbal language, as the basis for communication, leaving little space for the discussion of
non-linguistic means of communication. In addition to that, non-linguistic codes are most
often discussed as part of the process in which verbal language plays a major role. The fact
that some children/adults who are deprived of the ability to develop/use language need a
non-linguistic approach to communication is often overlooked. Nevertheless, for those
persons non-linguistic communication becomes the major means of communication.

The question of whether a behavior should have a symbolic value in order to be
considered communication is often brought to discussion. Is there a need for codes to call a
process a communicative one? Do people always send symbolic messages when they
communicate? Is the symbolic characteristic of the message transmitted by the sender or
perceived by the receiver? A person who takes a fork in her hand waiting for food to be
presented means that she is hungry or that she is in a hurry to start eating? Is that same
person intending to communicate?

Context, in the example of the raised fork, can provide for additional clues that help
understand such behaviors, which in itself are not symbolic. The person might have only
twenty minutes for lunch break, or might have skipped breakfast. But there is little question
about the person wanting to communicate by raising her fork. It is mostly the receiver that
interprets the behavior, and not the sender that expresses communicative intent. When clues
are not clear, the receiver assumes meaning that is not always intended by the sender.

Meaning becomes a crucial issue in defining communication and it can be attached to
messages both by receiver and sender. Does that mean that if a message is misunderstood
there is no communication? According to Shatz (1983), a misunderstanding occurs when

“interpretative knowledge is not shared by participants”, which does not deprive a
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misunderstanding from being part of a communication process. It should more appropriately
be called inefficient communication, as it is the result of the two partners not being
successful in conveying meaning.

In many expressed behaviors, intention is not always clear, particularly in what
concerns non-linguistic behaviors, which cover about 60% of the social meaning in
interpersonal exchanges (Burgoon, Buller & Woodall, 1989). Such non-linguistic behaviors,
which accompany, substitute or complement our verbal messages have the power of
changing verbal meaning and, at times, totally contradict it. Someone with a tense posture,
high pitch voice, abundant non-targeted movement and frowned face who answers “nothing,
I am just fine” when asked what is bothering her can hardly be understood just from the
verbal message produced. The amount of non-linguistic information the person transmits
while speaking is enough for the partner to understand that something is wrong. The
combination of verbal and nonverbal messages also tells the receiver that the person does not
want to speak about what is bothering her.

Defining Communication

There are several definitions of communication in the literature. Dance (1970), in the
beginning of 1970, identified 126 published ones. Differences in definitions relate to issues
that are sensed by the authors to be more or less relevant to the communication process.
Some of these issues raise questions that must be answered to fully understand the diversity
of definitions presented. Some of these questions are: a) what is a communicative behavior?
b) is there a need for another human being to be present to turn a behavior mto a
communicative one? ¢) does communication always imply a response? d) is it necessary that
the receiver attaches meaning to the message? f) are non-intentional behaviors part of the
communication process? g) is it the sending or the receiving of the message that defines

communication?
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In an attempt to increase an understanding of what communication is, these questions
will be discussed below.

What is a communicative behavior?

Not all behaviors are communicative although any behavior can be said to have a
potential for communication. A person sitting on a bench, who smiles because she feels the
sun on her face can hardly be considered to be communicating. Still, if another person reacts
to the smiling with a comment e.g., “ nice sun, isn’t it?” then communication happens, not
because the person smiling wants to communicate, but because another person acted as
receiver of a non-intentional message and responded to it.

Communicative behaviors are, thus, not always verbal, and not always intentional.
The meaning attached to a behavior by the receiver makes it possible for a non-intentional
behavior to become part of a communication process. The importance of the receiver in this
process stresses the importance of a reactive human being as part of the communication
process.

Does communication always include a response?

Menyuk et al. (1995, p.145) indicate four possible situations: a) the behavior is
intentional and there is a response; b) the behavior is nonintentional and there is a response:
c) the behavior is intentional and there is no response, and d) the behavior is nonintentional
and there is no response. These situations consider intentionality and response as the basis
for defining a communication act. Other authors (Burgoon, Hunshaker and Dawson, 1994),
while still considering the same four different svituations, stress that the most important is the
ability for the receiver to perceive the intent to communicate and not to provide a response.
This approach directs attention to the need to perceive intentionality, but doesn’t consider the

receiver’s response, whereas the approach suggested by Menyuk et al.(1995) relies on the
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presence or absence of a response independently of the behavior having been considered
intentional.

As in the example of the person smiling, communication happens even when the
person initiating it doesn’t have a communicative intent. If a receiver interprets a
nonintentional behavior, that person initiates a communicative process.

But not all behaviors are interpreted by a receiver. When a nonintentional behavior is
not interpreted by a receiver communication does not happen and it cannot be said that a
communication failure happened. This would only have been the case in the third situation
mentioned by Menyuk et al., when an intentional behavior is not interpreted and responded
to by a partner (Menyuk et al, 1995).

Is message meaning important in the communicative process?

>

“Communicative interaction emerges in the form of negotiation of shared meaning’
(Nafstaad & Rodbroe, 1999). From a pragmatic perspective, meaning of verbal language is
the result of the use of codes in social interactions.

Linguistic messages have specific contents defined by the community, which are
better perceived in context and through conversation. Context in which communication
occurs is relevant because it clarifies content, adding information that helps the receiver
extract the intended meaning of a given verbal message. Still, because they are coded,
linguistic messages carry a meaning of its own which is not totally dependent on contexts.

Meaning of non-linguistic messages depends more on context and interaction
exchanges, and less on codes. For individuals using only non-linguistic messages meaning is
constructed through interactions based in significant situations and using concrete forms of
communication such as objects, natural gestures or drawings. Meaning is lost when someone
exhibits a non-linguistic behavior that is not understood by a receiver. Still, another person

might interpret the same behavior and respond to it, thus creating an opportunity for the
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behavior to become meaningful. Whether it is the acknowledging or the understanding and
responding to behaviors that creates communication is still a matter for discussion. What is
clear is the need for meaning to be shared so that communication happens.

Are nonintentional behaviors part of the communication process?

Intentionality has been defined by Weatherby and Prizant as the deliberate pursuit of
a goal (Weatherby & Prizant, 1989). For Bates, intentionality is a “signaling behavior in
which the sender is aware a priori of the effect that a signal will have on the listener” (Bates,
1979). These two definitions express some differences. Bates’ definition points to a
reflective process in which the sender is aware of the possible consequences of the
communicative initiation. Weatherby and Prizant’s definition reflects a more target oriented
process in which sender’s wishes are the most important part of the process. According to
these definitions there is always a response either expressed when the receiver reacts and
sends a message back, or non expressed when the receiver decides to ignore the message.

Nonintentional behaviors can be part of a communication process although not in the
same way as intentional behaviors, which in itself always define a communication process.
Intentional behaviors are initiated with a purpose and the absence of a response still makes
the process a communicative one. An absence of a response is still a response.
Nonintentional behaviors do not have a communicative value in itself. It requires someone to
receive and interpret it in order to become communicative. Intentionality is, therefore, a
crucial aspect of communication. The point is where is the intentionality situated: is it in the
sender or in the receiver? Cronkhite (1976) suggests that “communication occurs when a
human being responds to a symbol”, thus focusing on the response rather than on the

initiation.
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The possible combinations between communicative intent and the receiver’s
perception of this intent will therefore define the existence of communication, more than the
the nature of the behavior itself (Burgoon, Hanshaker &Dawson, 1994, Menyuk et al., 1995).

‘What role does non-linguistic behavior play in the communication process?

Messages are not only verbal in nature. A good part of the meaning expressed by a
message relies on the non-linguistic part of the message. These non-linguistic behaviors
expand and clarify the verbal message, and best convey personal and emotional information
(Trenholm 1999).

Non-linguistic behaviors can be described according to three different attributes, a)
kinesics, b) proxemics and c¢) chronemics. Kinesics refers to the use of body movement. It
covers the visual aspects of behavior, such as posture, gestures, facial expressions and eye
behavior.(Burgoon, Guerrero, 1994). Proxemics takes into account the way partners manage
and negotiate space between them in their interactions. Chronemics deals with time issues
related to the communication process. These elements of communication are both culturally
and individually defined and are an important part of the communication process.

Non-linguistic behaviors, such as eye gaze, pointing and natural gesturing, emerge as
the only possible forms of communication for someone who does not use the code of the
community in which he/she is included. Examples of these situations are people who are
living in different cultures, and people who didn’t manage to develop communication
through the use of language in their own culture. Children and adults with multiple
disabilities who do not use speech are included in this group. For these persons non-
linguistic codes become the most used communication forms. Partners who use the same
communication forms are, therefore, vital for the development of communication

opportunities
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A definition that fully absorbs all the characteristics of communication is virtually
impossible. According to their beliefs authors have conceived definitions that try to
synthesize and express some of the issues mentioned above.

' For the purpose of this thesis, communication will be defined according to the
National Joint Committee for the Communicative Needs of Persons with Severe
Communication Disabilities (1991):

Any act by which one person gives or receives from another person information

about the person’s needs, desires, perceptions, knowledge or affective states.

Communication may be intentional or unintentional, may involve conventional or

nonconventional signs, may take linguistic or non-linguistic forms and may occur

through spoken or other modes (p.2).

Communication Development

Communicative skills

Children are born with innate capacities for interpersonal communication,
(Trevarthen, 1982), including the ability to use initiation behaviors (Carlson and Bricker,
1982, Trevarthen, 1982). These capacities develop into meaningful communication abilities
through early interactions between children and their primary caregivers (Dore, 1985). Adult
contingent responses to potentially communicative behaviors, defined as “caregivers’
behaviors that are closely related to the infant’s signals in time and function”(Chen, 1999,
p-33), facilitate communication development (Yoder et al, 1998) and provide children with
an expectation about the influence that their behaviors have in the world around them
(White, 1959). This encourages children to communicate by letting them feel that primary
caregivers value their behaviors as attempts to interact. Contingent responses assume,
therefore, a particular role in the development of early interactions providing children with a

sense of control and emotional well-being.
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The development of communicative skills has been subject of research since the late
70’, both in the contexts of communication development and of social emotional
development. It is still a matter of debate what is the role of communicative skills in the
scope of child development and of language development in particular. Bates et al (1979)
and also Wilcox and Shannon (1998) considered that prelingusitic skills are a precursor of
normal language development.

Some studies suggest that a continuum can be noticed between: a) early
communication patterns such as turn taking or joint attention and later pragmatics skills
required in conversations and, b) early gestures and the use of the first words, (Johnson,
Davis and Macken, 1996). Indications of possible relations between early communicative
behaviors and the development of syntax have not been found. For this reason, authors such
as Shatz (1983) and Bruner (1990) state that communication and language should be
considered separately. Although no specific prerequisites for latter communicative functions
can be found in early communicative behaviors, it is accepted that underlying systems such
as the ability to shift attention from person to objects is necessary to trigger the use of the
first spoken or signed word (Lock, 1999).

The concept of pragmatics, discussed by Bates (1976) originated a paradigm shift in
the analysis of the development of communication and language. Communication abilities
instead of language and speech abilities became the focus of attention. Context, the role of
partners and the use of nonverbal behaviors as ways to convey communicative intent, were
identified as essential factors in the communicative process. Research on socio-emotional
development, particularly in what concerns development of joint attention skills and its
influence on affective intersubjectivity (Mundy et al, 1992; Stern, 1985) also contributed for

a deeper understanding of mechanisms of early communication.
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Bates (1976) identified three stages in communication development: a) the
prelocutionary stage, during which behaviors are not yet intentional but influence the
caregiver and originate a response; b) the illocutionary stage, during which the child uses
sounds and gestures to communicate, and ¢) the locutionary stage, when the child starts using
words to communicate purposefully.

From a pragmatics perspective, communication skills develop within the context of
social and emotional relationships with others (Wetherby, Alexander and Prizant, 1998).
Caregivers and mothers involve themselves in conversations with their babies long before
they can produce words. For Dunst et al. (1990) mutual efficacy of caregiver/child
interaction is an important factor in the success of communication development. When
signals from both partners are read and meaningfully responded, interactions become more
predictable and communication increases. Over time, both partners develop a sense of
efficacy that supports the development of further skills.

A transactional model of communication development was proposed (Kublin,
Wetherby, Crais and Prizant, 1998; Sameroff, 1983) to analyze interdependencies among
children, caregivers and social contexts. Such a model looks at children as active participants
who learn to affect the behavior of others. Caregivers’ contingent responses, in turn, affect
children’s behavior. The way children and caregivers are able to read each other’s signals,
determines to a certain extent the level of success of the interaction as a communicative
opportunity. Another relevant issue in the scope of the transactional model is the quality of
the environments the child is immersed in, which also affects interaction creating context and
content opportunities for children and partners to initiate communication.

An analysis of the literature on early communication interactions points out to three

essential landmarks in communication development: turn taking (Golbart & O’Kane, 2000;
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Bruner and Sherwood, 1983), intentional behavior, (Reddy, 2000; Bruner, 1983), and joint
attention (Adamson & Chance, 1998).

Turn-taking

Turn taking is an alternate sequence of information exchanges implying the ability to
initiate, maintain, interrupt and terminate communication between partners. Turn taking
episodes can be noticed between mother and child, as early as in the first months of the
baby’s life. During turn taking sequences, “...the adult talks to the baby and leaves spaces
for the baby to fill with sounds or actions. The baby’s action is taken as a response and the
‘dialogue’ continues” (Golbart and O’Kane, 2000, pg 7). Turn taking, as a social skill, is
fundamental for most communicative exchanges (Bruner and Sherwood, 1983).

Imitation is an essential part of early tumn-taking interactions. Mothers begin
interactions by imitating their babies’ vocalizations. Babies attend to mothers’ behaviors and
take their turn in interactions repeating and increasing vocalizations that are again imitated
by the mother. At some point in development mothers eventually change interaction patterns
giving babies an opportunity to imitate their behaviors.

Children engage in turn-taking activities as early as in their second/third month of
life. Caregiver and child share turns in basic communication exchanges that involve the use
of eye contact, gestures and affective signals (Mundy and Willoughby, 1998). These
exchanges require that only one of the partners sends a message at a time, and that specific
signals tell the other partner when to take his turn. Brazelton, Koslowski and Main (1974)
refer to these exchanges as having a cyclic and synchronous nature, creating a basis for the
child to grasp the notion of reciprocity. In a study of mother child early interactions,
Trevarthen (1977) describes the features of such interactions as having characteristics that
are similar to music. Mother and child both time their acts to fit into the same rhythmical

pattern, in which the precise timing of the response is of more importance for the ongoing of
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the interaction than the nature of the response itself. Difficulties in reading child’s signals
and establish turn-taking opportunities creates asynchronous interactions that usually are not
mutually satisfactory and may have consequences in the communication process.
Intentionality

Intentionality is the ability to understand that a message will be received and acted
upon by a listener (Westling and Fox, 1995). It requires, according to Bruner (1975) an
awareness of self and others that sets the child’s interest into something or someone outside
of himself. Searle (1984) makes a distinction between intentional states, which are mainly
representation of intentions, and intentional behaviors, which are a goal directed activity.

Intentionality is discussed by some authors as a prerequisite for a behavior to be
considered communicative. For Shatz (1983) nonintentional behaviors should not be
considered as part of a communication process. Still other authors (Sigafoos, et al.2000)
stress the fact that nonintentional behaviors should be considered as a potentially
communicative acts taking into account that behaviors have a potential for communication as
long as responded to by a partner (Cronkhite, 1976).

Reddy (2000), accounts for three main theories to be considered in the development
of communicative abilities and the use of intentional behaviors. These theories are: the
cognitivist theory, the social constructionist theory and the nativist theory.

The cognitivist theory defines intentionality as a goal directed process, in which
consciousness of a goal and the means to achieve the goal are seen as two separate processes
(Camaioni, 1993). According to such approach, communicative intentions “are individual
and mental representations of specific goals” (Reddy, 2000, pg 27).

Using a cognitivist approach Camaioni (1993) stresses the importance of the sender
of a message and of the previous construction of representations and knowledge about

others, therefore relying on the child’s intentionality to initiate the communication process.
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Taking a different perspective Lock (1993) uses a social constructionist approach and
looks at intentionality as the resulting product of a process of interaction. Any unintentional
behavior can be treated as communicative whenever a recelver attributes meaning to i,
therefore creating ground for communication. The social constructionist theory emphasizes
the role of the partner as a potential interpreter of behaviors defining a communication
process in which the child is not aware from the beginning of the possible consequences of
his behaviors. It is the social component surrounding the behavior that provides for meaning
and generates communication.

A third approach to intentionality is provided by the nativist approach.
Communication, in this approach, is the result of innate abilities to perform a variety of
actions, one being the ability to communicate (Trevharten, 1982). These innate abilities are
the basis for the development of early interactions between children and their primary
caregivers and have a strong emotional component.

The nativist approach argues that the infant’s ability to develop actions directed to
others is intentional from the beginning and that this intentionality grows more and more
complex as communication develops. Still in itself intentionality should be considered as a
given (Trevharten, 1982). According with the nativist theory, and particularly with Vedeler
(1991), intentions precede mental representations and are not a consequence of the ability to
use mental representations.

Communicative intention according to the nativist theory is object directed rather
than goal directed hence being present in the act and directed to the object, as opposed to
being necessary to plan the act and directed to the outcome.

Analysis of the presented theories, in particular the cognitivist theory and the socio
constructivist theory, leads one to conclude about two different oissues subjacent to the

development of communication and intentionality.
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The cognitivist theory views communication development as being driven by the
child’s progressive ability to use tools to obtain ends. Children should therefore
communicate with adults to fulfill desired needs.

The socio constructivist theory views communication development as being ruled by
the desire to share thoughts and feelings with others. Communication according to this
theory has a social function and development occurs because more partners and more needs
for sharing occur.

Joint attention

Joint attention refers to the capacity of both child and partner to concentrate on and
share a common interest (Adamson and Chance, 1998). It involves the child’s ability to use
objects to attract attention and seek for affective responses from adults (Bates et al, 1975) as
well as to initiate affective exchanges (Jones et al, 1991; Mundy and Willoughby, 1998).The
way caregivers respond to children’s initiations, which Stern calls “affective attunement”
(Stern, 1985), is essential in this process of joint attention providing children with positive
feelings towards objects and events thus encouraging them to share experiences that involve
these objects and events.

Throughout their first year of life children’s ability to pay attgntion to people and
objects is marked by three major transitions (Lock, 1999). A first transition occurs around
two months, when children become motivated to direct attention to people. The second
transition occurs around five months, when children’s attention moves from people to
objects. The third transition takes place around nine months, showing the child’s ability to
coordinate attention to both an object and a person. At this age children start searching
adult’s attention in order to act upon an object.

Following the first transition children become interested in social partners. They pay

attention to persons who do things that interest them. Eventually they start pacing their
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expressions with those of the partner, therefore creating a basis for more sophisticated turn
taking interactions.

The second transition brings an apparent and sudden lack of interest in face-to-face
interactions. Child’s abilities to hold an object in their hands and to sit enlarge their views of
the world making them interested in more than just people. Objects and events around
become part of children’s world and an interesting focus of interest.

The third transition is the ability to coordinate attention between people and objects
and represents a major shift in the development of communication and interaction skills. It is,
according to Mundy and Willoughby (1998) an index of socioemotional tendency in
children.

During episodes of joint attention adults inform the child about the environment by
providing him with experiences. These experiences usually occur within the zone of
proximal development (Vygotsky 1978), therefore operating not just as socioemotional
opportunities, but also as opportunities for further learning. Adults scaffold for children’s
learning by providing them with the appropriate information regarding the object that is the
focus of their shared interest. In this process the child is actively involved in searching for
information and the adult acts as information provider. The ability to engage in joint
attention episodes defines a crucial landmark in the development of further learning skills as
it is an indication of the child’s ability to attend both to what happens in the environment and
to what adults express about the same environment.

Forms, functions, contents and contexts of communication

Communication occurs as the result of interactive processes between children and
their partners. In these processes four domains are to be considered: a) forms, b) functions, c)

contexts and, d) contents of the communicative act.
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Communicative forms

Communication forms are behaviors that express communication intents or that are
interpreted as communicative by a partner. Such behaviors include a variety of forms ranging
from non-linguistic forms, such as smiling, crying, gestures, facial expressions, movements,
change in muscle tone, vocalizations or objects, to linguistic forms such as speech or sign
language.

Children in their first year of life mostly function at a pre-linguistic level of
communication. Although their ability to express information is confined to non-linguistic
forms in their first months of life, their ability to understand other forms of communication
soon increases. Long before they can utter their first word, children understand the meaning
of contextualized words and of objects being handed out to them.

The use of objects to communicate encompasses the development of language in the
first years of life. Referents must be present for children to be able to talk about them.
Typically, conversations between one to two year old children and their caregivers are
context based (Bernstein, D., Tiegerman, E, 1993). They talk about the “here and now”,
(Menyuk et al, 1995), which means that children still need to refer to the concrete forms of
what they are talking about.

An analysis of the progress from non-linguistic to linguistic forms of
communication, and the role that objects play in the development of communication, informs
about the communication potential of children who have difficulties accessing linguistic
means of communication. In the absence of more abstract forms of communication such as
speech objects are a useful basis for communication and can be used to support the
development of interactive skills.

This initial ability to communicate using prelinguistic forms of communication

changes over time allowing spoken or signed language to become major forms of
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communication. Still, the prelinguistic forms described before will continue to be used.
Throughout our lives our communication system reflects a combination of both prelinguistic
and linguistic communication forms of communication.

Forms and modes of communication are terms both used to refer to behaviors that
have a potential for communication. Sternberg (1991) explicits that modes should have “ an
identifiable communicative intent on the part of the individual expressing the mode” (pp.73).
This view is not shared by authors such as Sigafoos et al (2000), who define potentially
communiéative acts as being nonintentional behaviors that can become communicative
because a partner implies intentionality to it.

Communicative functions

Early éommunicative behaviors, according to Bruner (1981), have three main
functions: behavior regulation, social interaction and joint attention. Communication forms
used by children in their first year of life are used to represent a variety of communication
Junctions. Research has shown that as early as in the second year of life children will display
a variety of communication functions that range from requesting items or changes in objects
to calling for attention and protesting (Waterson & Snow, 1978).

Cirrin and Rowland, (1985) in their analysis of communicative behaviors of
adolescents with severe learning disabilities described the following communicative
functions: a) directing attention to self, b) requesting objéct, c) requesting action, d)
protesting, €) directing attention to communication, f) directing attention to object, g)
requesting information and h) answering. Similarly, in another study pertaining to
challenging behaviors of learners with severe disabilities Donnellan et al. (1984) found four
categories of interactive functions: a) requests, b) negations, c) declarations/comments and d)

declarations about feelings.
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Context

Context is defined “ the interrelated conditions in which something exists or occurs*
(Merriam Webster Dictionary). The context is “the world as realized through interaction and
the most immediate frame of reference for mutually engaged actors” (Walsh, 1998).
Individuals’ interactions in particular places at particular times with particular goals therefore
define unique contexts that grant shared meaning of the interactions.

Tietze and Rossbach (1984) in their analysis of the socialization environments in
which children are immersed point out to two sets of characteristics: those that relate to the
structures, including spatial, personal, organizational and attitudinal characteristics, and those
that relate to the processes, including person to person interactions and interactions between
a person and the environment.

The context of a communicative act in prelinguistic communication is mostly
comprised by: a) physical components that surround the use of a communication form and
support meaning, b) activities and routines occurring in the physical environment, ¢) people
involved in the activity, d) time and e) the topic of interest. (Bruce, S. 1999)

Context factors such as the environmental settings in which the child is included
influence the communication outcomes of the forms functions and contents being used.
Similar forms and functions when used in different contexts may represent different
messages and therefore convey different contents.

Interactions with nonspeaking individuals, who do not use abstract modes of
representation, require context to be defined so that conversations can take place. It is the
partner’s role, in the case of children with multiple disabilities functioning at a prelinguistic

level, to provide for clear contexts so that meaning is accessible to their partners.
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when expressed in different contexts. Message meaning is therefore strongly influenced by

context.
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in turn taking experiences with the purpose of exchanging information. Hagood, (1994)
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Through conversation children learn how to exchange information with a partner,

what is expected from them in a communicative exchange, how they can get what they want
by influencing their partners. Early tum taking, initiated by the mothers’ imitations of
children’s behaviors, tunes in children and their partners and creates ground for longer and
more detailed information to be exchanged. As Newson (1978) points out, “it is only because

o . P S LI S O - T £ty Fom 4o comsel T o4 O e . e o Dy
for words particularly in the case of infants. In the initial stages children and their caregiver:

. T - ~ > e e g Emndle ee 4o o ~f aren aivd Af mannt ic tha Aoxralamiiiant of
related to daily experiences both in terms of events and of people. It is the development of
4 cs AnRTTAraats AT J-i.nt i it Aalne b FenmePn e e A i...,“..-i,..;i,.,_ bk fless wermall A TP alerestes
these conversations that supports children’s mcreased Knowiedge about i€ worid. Relying

with people in the environments would have been far too limited for children to inderstand

what the world is about.

oz R T P Eociannntir Aty S5 B e i
Grice (1975) provided a framework with principles for successtul



o0
(ae}




39

people in the environment, add to this information shaping it, enlarging it and making every
new experience more meaningful.

Children with multiple disabilities often do not actively seek information. Their
access to the world is limited by their sensory, motor and cognitive limitations. Attention
deficits related to the inability to select appropriate stimuli are often a characteristic of such
population. The information they receive is often distorted and incomplete both by
limitations itself and by the lack of frequent and meaningful experiences. Observational and
incidental learning which are an important part of normal children’s learning process are not
used frequently by this population (Westling & Fox, 1995) requiring direct teaching of skills

t normal developing children acquire without specific adult intervention. Everything a
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accessing the environment, 2) difficulties in directing attention to particularly reievant
stimuli, 3} difficulties interpreting information and, 4) generalization problems. Sensory and

In order to respond to these needs partners in general and teachers in particular

generalization of acquired skills in meaningful situations and, d) search for the most

appropriate ways to convey information by using communication means that suit the

individual needs of the leamer.
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Diversified, meaningful and organized experiences

Teaching learners with multiple disabilities is a challenge. As mentioned before,
incidental learning does not occur often thus transferring to teachers schools and parents the
task of making life meaningful and accessible to these learners.

One of the consequences of having multiple disabilities is the reduced opportunity
that these learners have to participate and enjoy normal life experiences (Ware and Evans,
1986). Going to a grocery store with their parents, being part of a group of youngsters
visiting a museum, participating in family conversations or being responsible for house
chores, are only a few examples of normal life activities that these learners often do not
access and experience. A question remains if the lack of ability for incidental learning is
caused by the disabilities itself or by the lack of diversified experiences that provide
opportunities for normal cognitive operations such as comparing, associating, sorting, etc.
Normal children perform such operations after being exposed to numerous opportunities that
provide them with the necessary information. Children with multiple disabilities often lack
those opportunities.

The need for a structure often pointed out as a basic need for a child with multiple
disabilities is in our view necessary but, if taken to strictly, might also endanger learning
opportunities. The structure that children with multiple disabilities need is the same as any
other child. It is the way to access such structure that is most certainly different, as there are
several issues that need to be taken into consideration when making structure accessible for
learners with multiple disabilities. The most relevant issue is, in our view, access to time
concepts such as now, later, before, after, in the morning, in the eyening, etc. These are
concepts that normal children pick up easily from experience associated with language. In
the absence of both these requisites, children with multiple disabilities are left with a

fragmented sense of what happens around them, which drives them into non-structured
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situations that do not encourage learning. Vision itself, in the case of learners who do not
have vision problems, is not enough to structure experience over time as vision is mostly a
spatial sense providing for simultaneous information. Meaningful life experiences that create
ground for communication opportunities have been considered as essential aspects of
programs for learners with multiple disabilities. Research suggests that it is the type of
learning experiences that are provided rather than the type of classroom setting (integrated or
segregated) that is critical in fostering children's development. (Mahoney & Powell, 1988,
Mahoney et al., 1992). Results of another study indicated that child-directed teaching
strategies resulted in greater gains in communication skills for children with severe
disabilities than did direct instruction (Yoder et al., 1991). McLetchie and Riggio (2002)
stress the importance of children’s active involvement in real life experiences as a way to
learn about them selves and the world around\ and the essential role of communicative
interactions in this process.

A second issue related to organized experience is the need for routines. Routines and
calendars are fundamental strategies to support the development of structure and time
concepts in programs for learners with multiple disabilities. (van Dijk, 1986).

Functional routines represent an useful basis for teaching learners with multiple
disabilities (Neel and Billingsley, 1989). Cripe and Venn (1997) also stress the importance of
the use of routines in programs for learners with multiple disabilities pointing out the
systematic approach that such a strategy naturally brings into the program.

The use of functional routines increases opportunities for: a) anticipation, as children
learn to know what steps come next, b) repetition, because functional routines are performed
several times throughout the day, ¢) meaningful learning, as routines are embedded in natural

contexts and skills to be learned belong to the same activities and d) feelings of success and
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self-esteem as learners are aware of what is expected from them and what they should do to
in order to be successful.

Increasing independence in the future

Access to academic learning in the traditional sense is often not possible for learners
with multiple disabilities. Children with multiple disabilities do not learn to read or to do
mathematics the same way other children do. On the other hand, as mentioned before,
mncidental learning usually does not occur thus reducing the amount of learning experiences
for this population. Teachers and schools are therefore confronted with the need to redefine
their role in order to respond to learner’s characteristics and assure that learning
opportunities are provided.

Because curricula for learners with multiple disabilities should respond to learner’s
individual needs, ecological assessment and intervention strategies (Brown et al. 1979) need
to be carried out. Such an approach looks at learner’s current and future needs as the basis
for defining which areas to develop in individualized programs.

Schools, teachers and parents should cooperate in order to define individual
educational goals embedded in functional programs so that learners can be exposed to
meaningfuil learning of useful skills in natural contexts, which ultimately increase their
participation in family and community life activities, their access to work and leisure
activities whenever possible, and their possible independence in daily living and self care
activities.

Functional academic skills, such as reading and mathematics, should be included in
these programs as a way to enlarge access to information (Browder and Snell, 1993).
Learners who can read their name, identify written tags, do basic counting or learn to read
the time have enhanced possibilities of being involved in normal life activities. Although a

symbolic functioning level is required for higher levels of reading and mathematics, basic
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use of these abilities is possible for learners with lower symbolic levels i.e. learners with
multiple disabilities.

Generalization of acquired skills

Generalization, as an ability to transfer and apply previously acquired knowledge and
skills into new situations (Haring, 1988), is often said to be difficult for learners with
multiple disabilities. Although cognitive deficits could be attributed the major cause of this
inability, as learners with multiple disabilities fail to perform cognitive operations that lay
the basis for generalization skills, it is also a fact that this population often lacks
opportunities for diversified and meaningful experiences that support generalization and the
use of leamed skills. As Westling and Fox (1995) point out, the frain and hope approach,
which hopes taught skills to be generalized automatically, does not work with individuals
with multiple disabilities.

Models of teaching which are often used with learners with multiple disabilities, in
particular strict behaviorist models, usually approach learning from the perspective of
breaking the whole into “manageable “steps, often teaching learners to perform steps of a
task in a decontextualized way, expecting leamners to perform the whole in meaningful
situations. This approach might have negative effects on generalization. According to
Chandler et al (1992), the type of behaviors to teach, the type of reinforcement to use and the
level of fluency in task performance are criteria required for setting up strategies that support
generalization. Wolery, Ault and Doyle (1992) stress the need to move instruction mto
generalization settings, i.e., skills to be learned should be taught in settings where such
behaviors are likely to occur (real life settings) to guarantee generalization.

In the absence of incidental opportunities for learning and generalization, success in
the use of previously acquired skills depend on adults creating opportunities to a) provide for

real life learning experiences, b) encourage learners to use recently acquired skills in a
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meaningful way, ¢) guide learners in the process of using learned skills appropriately and, d)
teach learners how to identify situations in which those skills can be used.

It 1s also relevant to say that skills to be taught should be carefully selected as the
most functional and appropriate for each individual, taking into consideration his unique
living situation and families’ expectations for his/her future. As long as chosen skills belong
to each specific learner’s individual life, there will be frequent opportunities for functional
practice, which is an important point for generalization.

Search for appropriate ways to convey information

Although considered as the most common form of communication, speech is not a
reasonable goal for many learners with multiple disabilities (Haring and Breen, 1989).
Frequently these learners function at a prelinguistic level that requires considering non-
linguistic forms of communication as a primary means of communication (Siegel- Causey &
Guess, 1989, Downing, 1999).

For these learners the development of communication requires partners to be able to
assess and respond to their non-linguistic forms of communication, which are similar to
those used by normal developing infants in their first year of life. These forms include
crying, smiling, facial expressions, movements, eye gaze, gesturing and objects. Because of
the nature of these forms of communication, their content and function will be dependent on
specific contexts in which they are used.

Access to contexts is often difficult for learners with multiple disabilities who do not
have sensory and motor abilities to explore and engage in meaningful activities. In the
absence of normal access to stimulation learners with sensory deficits often engage in

stereotyped behaviors® aimed at providing them with some sort of sensory stimulation (van

3thythmical repetitive movements, appatently with no meaning.
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Dijk 1989), or at attempting to explore the environment in their own and unique way
(Nafstaad and Rodbroe, 1999).

Assisted opportunities for a large scope of life experiences are, therefore, extremely
important for the development of children with multiple disabilities, with a particular
emphasis on opportunities for the development of communication skills. These opportunities
need to be supported by close interactions between children and caregivers that enhance the
quality of communicative transfers (Miles & Riggio, 1999; Downing, 1999) therefore
creating opportunities for learning about the environment.

Developing Interactions

Success of interactions between caregivers and learners with multiple disabilities
depends largely on the ability of the caregiver to interpret and respond to learner’s
nonsymbolic forms of communication. Although parents of normal developing children
respond to children spontaneously, research has shown that signals send by infants with
developmental delays are more difficult to read and to be responded to by parents (Walden
and Knieps, 1996, Clark and Seifer, 1983). Also, children with disabilities may have
problems with reading parents’ signals (Walden and Knieps, 1996). These difficulties may
have important consequences in child’s development, as parental responsivity to children’s
signals is related to later social and emotional development and to children’s communication
abilities.

Some authors suggest that learners with multiple disabilities are not as predictable as
nonsymbolic normal developing children (Siegel-Causey et al, 1988). This might lead to a
decrease of the quantity and quality of the caregiver’s responses, as well as a possibility for
asynchronous interchanges. Caregivers do not perceive learners with multiple disabilities as
their partners in social interactions, which might in turn create less opportunity for the child

to receive contingent responses. In such situations, caregivers tend to assume responsibility
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for initiating and controlling interchanges (Hanzlik & Stevenson, 1986; Mahoney &
Robenalt, 1986) without the guidance of children’s signals and cues.

Siegel Causey and al (1988), looking at characteristics of interactions between
mothers and their deafblind babies point out three aspects: sensitivity, timing and,
contingency and predictability.

Sensitivity refers to the caregiver’s ability to read and respond to children’s unique
behaviors. Children with multiple disabilities often do not show vocalization behaviors,
which are behaviors more often responded to by caregivers of normal developing babies
therefore requiring caregivers to learn to respond to other behaviors such as movement.

Timing of responses is difficult to keep when children’s’ signals are not understood
by caregivers as communicative. Children with deafblindness often show less responsiveness
and less interactive rhythmical skills, leading caregivers to respond at the wrong time, either
by responding to quickly or by leaving some behaviors un-responded to. In some cases
caregivers provide for over stimulation by continuously vocalizing and therefore creating
less pauses, which decreases opportunities for the child to respond to or to initiate
communication.

Contingency and predictability of caregivers’ responses develop a sense of success of
children’s communicative attempts. Children learn that their behaviors are acknowledged by
others. Still, contingency of caregivers’ behaviors is often decreased as a result of unique
characteristics of deafblind babies, such as non-responsiveness, limited response repertoire,
reduced opportunities for social interaction or caregivers’ feelings related to the disabilities.

The attachment process described by Bowlby (1969), through which the child
develops a secure bonding with his primary caregiver allowing him/her to explore and access
new opportunities for experience and learning, is endangered in children with multiple

disabilities due to the described difficulties in establishing readable signaling systems. Visual
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impairments have an important role in the attachment process and can cause additional
difficulties for a child with multiple disabilities as it impacts in the development of eye
contact between the child and his mother (van Dijk, 1986, Fraiberg, 1975). Children with a
vision loss are therefore at risk for the development of secure relationships with their
caregivers.

Ware (1996), points out to three aspects that might interfere in the development of
successful interactions between learners and their partners. First, learners with multiple
disabilities usually exhibit slow responses, causing teachers to respond instead of learners, to
dominate interaction without waiting for their answers and to move into another subject
before a learner has an opportunity to answer. Secondly, these learners give, in fact, fewer
responses and their responses are more difficult to read. A third issue is that these learners
use a communicative level that is, most times, not related to their age level. Teachers tend to
either use speech because it is the expected appropriate form for learners’ age level, or, when
they use pre linguistic forms, to include contents in the interaction that match the needs of
normal children that are at a pre linguistic level.

Communication goals

Due to the specific characteristics of the population with multiple disabilities,
development of prelinguistic skills often does not lead towards the development of linguistic
abilities. The goal of communication development for these learners is to provide them with
communication means that help facilitate their development both cognitively and socio-
emotionally in order to have: a) a better understanding of the world, b) a more secure basis
for daily functioning, c) an ability to express needs and desires and, d) the curiosity to
explore new situations. Expression of these needs can be developed through the use of

nonsymbolic or symbolic forms that are at a prelinguistic level (Miles and Riggio, 1999).
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Success in the development of communication skills for learners with multiple
disabilities is, therefore, depending on various communication characteristics essentially
related to the role of teachers in their interactions with learners. These characteristics are: a)
the ability to consider learners with multiple disabilities as equal partners in interactions,
(Miles and Riggio, 1999), b) the ability to read and interpret potential communicative signals
( Sigafoos et al., 2000), ¢) the ability to respond contingently to learners behaviors ( Siegel-
Causey et al, 1988) and, d) the ability to provide access to meaningful experiences that will
support communication development and learning (Miles and Riggio, 1999, McLetchie and
Riggio, 2002, Cripe and Venn, 1997).

Communication competence

Communication competence, as “the ability to functionally communicate within the
natural environment and to adequately meet daily communication needs” (Light, 1989)
should be the main communication goal of programs related to developing communication.
Such communicative competence goes beyond the improvement of adequate ways of
expressing needs and wants. For individuals with disabilities, as for any other individual,
communication should also be a means to a) develop social closeness, b) exchange
information and, ¢) fulfill social etiquette routines (Light, 1997). Development of effective
communication skills should then be included in educational plans that take into
consideration these three areas as well as necessary strategies to meet these goals.

As pointed out by Jackson, (1993) acquisition of communicative behaviors should
reflect, “a dynamic relationship between the way activities and events are perceived by the
individual when interacting with the environment, and the way experience, including
language experience is represented and retrieved from human memory” (Jackson, 1993,
p.151). Such ability to retrieve and use previously memorized experiences is important in the

development of communication abilities. “Using is learning”, as noted by Jackson (ibid,
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p.152). This requires, in the case of learners with multiple disabilities, that adults and
teachers in particular support representation and retrieving in order to help learners think
about previous learning experiences that included communication and to encourage them to
use previously used communication forms and functions in new contexts, therefore
scaffolding for firture learning that increases communicative competence.

Communication development and teaching

Approaches used in the past to improve communication skills in individuals with
multiple disabilities derive from language development theories in which language is seen as
a product of rule formation. According to Jackson (1993), these approaches aim at promoting
« appropriate and complex linguistic skills rather than effective communication within
particular contexts”(p.145).

Programs that are directed to the increase of language complexity, moving from
nonverbal to verbal behavior, and from simple to complex verbal behaviors represent most
of the intervention directions, often resulting in long term failures that do not meet the
person’s communicative needs. These models of service delivery are not consistent with best
practice models that suggest the development of a repertoire of effective communication
skills developed through interactions built-up in natural contexts (Downing, 1999).

The emphasis on communication development rather than language development in
the education of learners with severe disabilities who do not speak stimulates, therefore, a
necessary paradigm in the views that teachers in particular often have about language and
communication. Changes occurred in the 70°, shifting the focus from speech and language
abilities to communication abilities (Bates, 1976), should be reflected in the way teachers
view fheir communication with learners and should encourage them to use of other forms of

communication apart from speech.
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Little research has been done that deals with the communication needs of learners
with multiple disabilities. This is partly due to the heterogeneity of the population, but also to
the lack of belief that individuals with multiple disabilities can be taught and can develop. In
fact, institutional models advocating that individuals with severe disabilities were to be
provided with care and protection and not education were a rule in the beginning of the
century. It is not until the 70’ that individuals with severe disabilities begun to receive
education, largely as a consequence of the principle of normalization defined by
Wolfensberger (1972), which stated that person with disabilities had the right to live a life as
close as possible to that of normal individuals. This principle of normalization included the
right to have access to school and education.

Communication development should stand central in the educational process, as the
necessary basis to convey information and allow learners to interact. Although some learners
with multiple disabilities show speech abilities, too often these behaviors are not enough to
fulfill communication needs. In many cases, language as a symbolic means of
communication represents a long-term goal, not always achievable, therefore requiring more
concrete ways of expression to allow learners to communicate efficiently.

For individuals with multiple disabilities the reduced number of environments they
access and the reduced number of communicative partners in each environment represent an
additional problem to the development of functional communication. The teachers’ ability to
maximize opportunities of communication will then depend on the ability to seize and select
meaningful opportunities, including identifying particular partners, as well as the capacity to
detect the best forms to communicate for an individual in a given environment.

In the absence of spoken or signed language as means of communication, experience

needs to be represented by other forms, such as objects of reference, pictures, line drawings,
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photos. The degree of symbolization of these forms will largely depend on the learner’s
capacities, more than on the teacher’s ability to use a specific form.

Granlund et al. (1995) pointed out the need to develop research on the “form, content
and outcome” of training of teachers for communication intervention with individuals with
profound disabilities. Only if teachers have knowledge and practice in working with
communication at pre-symbolic levels will learners with multiple disabilities have their

communication needs met.

The next chapter describes methodologies used to analyze the communicative
characteristics of interactions between non-speaking multiply disabled children and their

non-trained teachers.
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METHODOLOGIES

This chapter provides a rationale for the methodologies used to answer the main
research questions of this study:

~What are the communication patterns between non-speaking multiply disabied
children and their teachers in the school context?

- How does intervention impact on the communicative patterns of teachers and non-
peaking multiply disabled children?

Analysis of the theory concerning communication with children with multiple
disabilities advanced a set of secondary questions to be answered in order to respond
comprehensively to the main research questions. These questions are:

1. What are the communicative forms and functions used by children?

2. What are the communicative forms and functions used by teachers?

3. How do teachers and learners engage in turn taking activities?

4. What communication behaviors do teachers respond to?

5. Why do teachers miss opportunities for communication?

6. What are teachers' expectations about communication with these children?

7. Do teachers miss fewer opportunities for communication after an intervention

procedure?

8. Does intervention improve teacher’s interactions with children with multiple

disabilities?
Research Design

This study uses a case study design (Yin, 1994; Stake, 1995) of two children with
multiple disabilities and their teachers. The unit of analysis is the teacher/child dyad and the
subject of analysis is the communicative interaction established inside the dyad during

school time.
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Case study is “ an intensive, holistic description and analysis of a single entity,
phenomenon or social unit” (Merriam, 1988, pg 16) which can be used to develop an
understanding of the complexity of a particular case in a bounded context (Miles and
Huberman, 1994).

The decision to use a case study design in this study relates to the type of research
questions developed, which suggest the need to increase understanding of a particular
phenomenon, i.e., the communication characteristics of interactions between children with
multiple disabilities and their teachers. It also conforms to Yin’s suggestions for the use of a
case study model (Yin, 1994) which point out that such an approach is useful when there is a
need to 1) describe real life context in which intervention occurs, 2) describe the intervention
itself and, 3) explore those situations in which the intervention being evaluated has no clear
set of outcomes.

Instruments

Children’s characterization in this study used two instruments: the Callier Azusa
Scale version G (Stillman, 1978) and the Boston Children’s Hospital Communication Profile
(s/d).

The Callier Azusa Scale assesses the overall development of deafblind and
profoundly disabled children in the following areas: a) motor development, b) perceptive
abilities, c) activities of daily living, d) cognition communication and language and )
socialization. The scale is intended to be used by teachers and values information collected
from various sources such as parents or teacher aides.

The Communication Profile also values information from various sources. It allows
for data collection on early communication through the description of: a) communicative
functions, b) expressions of basic needs and, c) expressions of preferences. The

Communication Profile includes information about specific behaviors used, places and
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activities in which behaviors are expressed and frequency of occurrence. Information about
communication was gathered through contacts with teachers and the mothers.

Additionally a Likert-type scale was used to assess results of the intervention
procedure included in the study.

Likert (1932) developed a method to coliect opinions of respondents towards specific
issues. This method consists of asking people to express their level of agreement or
disagreement concerning written statements.

Traditionally Likert scales were composed by a variable number of statements and a
set of five levels of agreement ranging from “totally disagree” to “totally agree” level.
Variations of the original method have been developed that involve decisions on the
following issues: 1) number of items used, 2) iabels used for items and 3) presence of
absence of a neutral point, 4) type of scale and consequent data analysis. This study uses a
nine item five point Likert-type scale.

Data Gathering Methodologies

Data in this study was collected through the use of participant observations,

systematic observations and interviews.

Participant observations

Spradley (1980) describes participant observation as a means to “observe the
activities of people, the physical characteristics of the social situation and what it feels like to
be part of the scene.” In participant observation data collection is primarily done through
active listening and watching. The observer is, in this case, the main instrument by which
data is collected. Observers are expected to conduct intensive, long-term observation in order
to collect information that supports the description and interpretation of people's actions in

particular places (Jorgensen, 1989).
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Participant observation helps researchers get an insight into social interactions that
happen in natural settings. In this study this was considered an advantage since observed
cases were learners with multiple disabilities, who might easily be affected by the disruption
of their usual patterns leading to reduction and distortion of their natural responses (Linder,
1993).

Spradley (1980) defines a continuum of involvement in observations with five
degrees of participation that range from non participation to complete participation, and that
includes levels of 1) non participant, 2) passive, 3) moderate, 4) active and 5) complete
participation. The degree of participation depends both on the nature of the events being
observed and the level of involvement that the observer, although not actively involved,
decides to have. This continuum is questioned by Dewalt et al. (1998) who believe that the
degree of involvement of the observer in the observed situations should be consider
separately form the level of participation.

Bernard (1995) refers to participation using just two opposite poles: 1) directive
reactive observation, when observed persons know they are being observed, and the observer
is involved in the observation, and 2) unobtrusive non reactive observation, in which the
observed persons do not know they are actually being observed.

Glesne (1999) defines participant observation at three levels: 1) observer, when the
observer does not take part in the activities observed, 2) participant as observer, when the
observer interacts in the observed situation and 3) full participant when the observer is part
of the observed situation. In this study the role of observer was chosen as the methodological
option to carry out observations.

Systematic Observation

Systematic observation is a methodological option for obtaining accurate records of

behaviors. Johnson and Sacket (1998) argue that direct systematic observation supports the
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construction of reliable accounts of observed activities or behaviors. Researchers choose
systematic observation when they want to include in their studies rigorous observation that
allows for data quantification.

Spradley (1979) suggests a similar type of observation that he calls focused
observation, which narrows the scope of what observers look for, allowing them to
concentrate on specific domains.

This type of observation answers the need for an in-depth analysis and counting in
some of the domains that emerge during participant observations.

The use of systematic observation requires the observer to set up a structure that
orients observation. Johnson and Sackett (1998) suggest that the observer should concentrate
in fhree kinds of variables: actions, actors and settings. Using these variabies, a structure for
observation needs to be set, taking into account: 1) the type or types of behaviors to observe,
2) the amount of time spent with observation, 3) who will be the focus of observation, 4)
where will the observation take place, and 5) which activities will be observed. The same
authors stress the importance of these sampling strategies as a necessary compromise
between the impossibility of the observer to observe everything, and the need to observe
enough to allow accurate descriptions.

Accurate recording of behaviors can be achieved through the use of technology, such
as videotapes (Walsh, 1998). Ting (1998) points out the need for videotaping of classrooms
to be as non-intrusive as possible and suggests a technique for videotaping that fixes the
camera and does not use the viewer, therefore making the process more friendly to teachers.

Although the use of videotapes is not in itself a secure measure to guarantee
accuracy, since videotapes do not caption all aspects involved in an activity and transcripts of
a videotapes do not totally depict the reality observed, videotapes provide additional

information that can be used to verify observations and make data analysis more precise and
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therefore easier to retrieve, quantify and analyze. Systematic observations in this study were
recorded in videotape using a non-intrusive thecnique and complemented with field notes
Interviews

Interviews are defined by Maccoby and Maccoby (1954, pp 499) as "face to face
verbal exchanges in which one person, the interviewer, attempts to elicit information or
expressions of opinions or belief from another person and persons".

The use of interviews has become a widely spread method for the collection of data
on individuals' opinions, interpretations and subjective experiences. By interviewing
subjects, researchers attempt to establish connections between individuals and the contexts in
which they are situated and acting. They provide a way for interviewers to get deeper
insights and extend their knowledge on the subject they are researching.

As a means to collect information interviews require the interviewer to use
appropriate techniques. Denzin, (1978) describes three types of interviews: standardized,
semi-structured and unstructured interviews.

In standardized interviews questions are expected to be nearly identical to all
interviewees. This type of interview is mostly used when there is a need to collect sets of
information that are the same for all respondents.

Semi-structured interviews requires that a guide be followed, which includes the
questions and topics to be addressed in the interview. Still, some level of freedom is accepted
in the way questions are raised and topics are covered.

Unstructured interviews represent little or no control over the informant. Although
interviewers have a plan in their mind, interview flows with no specific plan or order.

This study includes data gathered through the use of semi-structured interviews.
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Data Analysis Methods

Thematic analysis

Thematic analysis (Skinner, Rodriguez & Bailey, 1999, Aronson 1994) refers to the
process of extracting meaning from data with the purpose of interpreting and describing it.
Strauss and Cobin also describe this type of analysis calling it “open coding” (Strauss and
Cobin, 1990).

Meanings are categorized under themes and categories, which provide a basis for
description. The process of finding categories requires an in-depth analysis of the text
together with a continuous inter relation with theory. Categories are “groups of words with
similar meaning or connotation” (Weber, 1990, pg 37) and should be “mutually exclusive
and exhaustive” (GA Office, 1996, pp 20).

Important to thematic analysis is the construction of valid arguments for choosing
themes (Aronson 1994), which will support the established relation between data and themes
devised. This relationship strengthens and supports the meaning of the descriptions the
researcher writes after the analysis is finished. Thematic analysis in this study was used to
analyze data from participant observations and interviews.

Content analysis

Content analysis is a systematic procedure used to describe the contents of
communications (Merriam, 1988). The process of content analysis is essentially a coding
process (Miles and Huberman, 1994). The researcher determines initial units of meaning,
which are categorized into larger units. These larger units can then be coded and used to
compare, describe and count data.

According to Krippendorph ( 1980), "much content analysis research is motivated by
the search for techniques to infer from symbolic data what would be either too costly, no

longer possible, or too obtrusive by the use of other techniques” ( p.51). Skinner, Rodriguez
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and Bailey (1999) stress the advantages of content analysis for systematic coding of
qualitative data and its transformation into numerical data.

A major question in content analysis is the validity of the coding system
(Bernard,1995) requiring agreement to be defined among different coders before the coding
process is complete. This process will assist the development of intercoder reliability, which
strengthens the validity of the coding system used. Analysis of systematic observations in
this study used content analysis methodology.

Matrices

Matrices are explained by Miles and Huberman (1994, pg239) as ways to display
data involving "the crossing of two or more main dimensions or variables [...] to see how
they interact”. Matrices represent an effective way to reduce long amounts of non-organized
data into easy-to-read visual displays. These displays are in themselves levels of analysis,
representing researchers' progress in the process of extracting information from data.

Choosing matrices to display information in a systematic way helps clarify data
analysis results, and supports the drawing of conclusions. It is also an effective way to
present results. Matrices were used in this study to analyze data from participant observation,
systematic observation and interviews.

Descriptive analysis and descriptive statistics

Data from systematic observations and the Likert-type scale were explored through
descriptive analysis and descriptive statistics. Percentages were used to describe resuits of
systematic observations. Modes were calculated to describe results of the Likert-type scale,
and the Kolmogorov-Smirnov goodness of fit test was used to analyze agreement among
judges’ responses.

The Kolmogorov-Smirnov D test (Siegel, 1956) is a goodness-of-fit test, which tests

whether a given distribution is not significantly different from a hypothesized one (e.g., on
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the basis of the assumption of a normal distribution). The D value is the largest absolute
difference between the cumulative observed proportion and the cumulative proportion
expected on the basis of the hypothesized distribution. The obtained D value is compared
with a table of critical values of D in the Kolmogorov-Smirnov One-Sample Test, for a given
sample size. If the obtained D value is less than the critical value, the researcher fails to
reject the null hypothesis that the distribution of the criterion variable is not different from
the hypothesized distribution.
Design of the Intervention Program

The rationale for designing the intervention program sets its basis in the assumption
that teachers’ evolution, as professionals should start with reflections over their own practice
(Zeichner, 1993). Teachers in such an approach are viewed as reflective professionals whose
activity goes beyond application of pre fabricated programs (Schon, 1983) and makes them
active agents in the definition of educational goals as well as in the selection of means to
obtain such goals. In this reflective context the use of videotapes supports refiection over
“directly observed data” (Schon, 1992, pg 90), which allows for detailed description of
behaviors to be analyzed. Also, teachers’ detection of their own needs is said to be
fundamental in the designing of in-service training programs (Burden and Wallace, 1983;
Blackmore, 1991), as it involves teachers in their own training process from the beginning.
Therefore, analysis of videotaped interactions between teacher and learners, and
development of programs responding to teachers’ expressed needs were chosen as strategies
for intervention.

Issues of Validity

Validity in this study cannot be single measured. Data derives from various sources

and there is not one set of results that can be used to quantitatively analyze in order to

respond to validity criteria.
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Merriam (1988) points out to the need to define criteria for validation regardless of
the type of research. As a way to compromise between traditional concepts of validation and
the nature of qualitative data Lincoln and Guba (1985) provide for terms such as truth-value,
transferability and consistency to be used in the definition of validity of qualitative studies.

Following suggestions from Miles and Huberman (1994), the following concepts
were used to guarantee validity of the study: 1) confirmability/objectivity (are conclusions
depending on data and not on the inquirer), 2) dependability/reliability (consistency of the
process), 3) credibility/internal validity (are findings credibie to people studied and to
readers), 4) transferability/external validity (can conclusions be used in other contexts).

Confirmability/objectivity

For reasons of confirmability, both raw data and generated data were retained and
kept available. Generated data is included in appendices and a detailed description of
methods, procedures of data analysis and criteria used is provided. Reflections on possible
biases are included when necessary.

Dependability/reliability

Methods used were supported by underlying theoretical assumptions and related to
research questions. A description of each method was included. Inter-coder agreement was
used to code learner’s behaviors. Data source triangulation (Denzin, 1984) was granted
through the use of several data sources that analyze the same phenomena. Comments and
suggestions of professionals in the field of prelinguistic communication and qualitative
research were taken into account in the final version of this dissertation.

Credibility/internal validity

Description of results was related to theoretical information and convergence of
results across methods was pointed out. Questions arising from data analysis were also

pointed out and additional data collected whenever needed in order to check questions (e.g.,
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the decision to include a Likert-type scale derived from doubts concerning the results of
intervention). Judges were used to assess the reliability of intervention results.

Transferability/external validity

“Thick descriptions” of observed phenomena were provided that help to understand
findings. Possible use of results in similar settings was also described through the
development of a set of implications for practice, aimed at supporting non-trained teachers

develop their communicative interactions with learners with multiple disabilities.

The following chapter includes a description of methods used for data generation and

data analysis.
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METHODS

Mixed methods that included participant observation, systematic observation and
interviewing were used to conduct an initial analysis aimed at: a) describing the
communicative patterns between children and teachers and, b) supporting the development
of an intervention plan to be carried out with the two teachers.

Methodologies for analysis of participant observations, systematic observations and
interviews included thematic analysis, content analysis, matrix generation and descriptive
analysis.

Methodologies for intervention included: a) discussions with teachers while watching
their communication behaviors on videotape, b) assessment of teacher’s communication
needs in their interactions with children and ¢) development of a communication intervention
plan.

Results from discussions with teachers led to an intervention program developed in
cooperation with the teachers and aimed at answering their communicative needs expressed
during the intervention session. The program was written by the researcher and given to the
teachers together with written information concerning pre linguistic communication.
Interactions were re-observed and observational data collected a month later.

Assessment of intervention was done through analysis of results of systematic
observations and a Likert-type scale. Results of analysis of missed opportunities for
communication in pre and post intervention sessions were compared. A group of judges
observed four videotaped sessions for each case (three pre intervention sessions and one post
intervention session) and rated it through the use of a Likert-type scale providing additional
data that supported intervention assessment and helped describe interactions. Quantitative

data collected was analyzed in order to assess possible changes in interactions after
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intervention. Statistical significance for the Likert-type scale results was determined through
the use of the Kolmogorov-Smirnov goodness of fit test.

Time boundary for this study was the school year of 1999/2000. The main reason
why this project was conducted for only a school year was the need to maintain consistency
in the teacher/child dyad and the fact that the rate of teacher turnover is very high,
particularly in schools for children with multiple disabilities. In fact, it turned out that both
teachers left their schools at the end of the school year.

Access to Information

Contacts with schools and obtainment of school and parents’ permissions were
accomplished between October and December 1999. Schools were formally contacted by the
Department of Psychology of the University of Porto through a written letter that explained
the goals of the study, assured confidentiality and asked permission for the researcher to
access classrooms. In both cases, schools contacted the parents to obtain written permission
for their children to be involved in the study. Teachers were individually asked for their
willingness to participate in the research.

After permissions were obtained, meetings were conducted individually with each
teacher to further explain the goals of the study and to detail the procedures to implement.

Case Selection

Ten special schools were contacted through phone calls to inquire if there were
pupils with muitiple disabilities in their caseload. The researcher visited two schools located
in the Lisbon area that had identified potential cases. The visits were intended to select cases
that met the following criteria:

1) Children should be over 5 years old,

2) Children should show no oral or sign language,
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3) Children should present combinations of two or more handicaps and should have

been diagnosed as multiply disabled,

4) Each case should pose different communication challenges,

5) Teachers should have no prior training in communication with children with

multiple disabilities,

6) Teachers should agree and demonstrate interest in participating in the study.

The rationale for choosing teachers with no training in communication was based on
the researcher’s experience, which showed that most teachers working in classrooms with
learners with multiple disabilities do not have training in special education. This suggested
the need for a proposed outcome of this study, which is the development of suggestions to
help teachers make communication decisions in their work with learners with muitiple
disabilities who are at a prelinguistic level of communication.

After observation and discussion with teachers, two children (one form each school)
were selected for this research. By choosing two cases instead of just one, the researcher
intended to increase the diversity of information concerning the subject of this study, i.e.,
communication between children with multiple disabilities and their non-trained teachers.
One child will be named Anna and the other one Maria.

Anna is a ten-year-old child who is considered by the teacher to be a “non
communicative child”, and therefore met one of the criteria for case selection. She has
combinations of motor, sensory and cognitive problems. Questions that arose during the first
visit were: 1) why does the teacher say Anna does not communicate? 2) Does Anna show
intentional communication behaviors? 3) How does Anna try to communicate?

Maria is also aged ten. She is a non-speaking learner with motor and severe visual
impairments. Maria was chosen as a case study because the teacher, although recognizing

Maria’s interest in interaction, was unable to devise a system that could provide for her
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communication needs, mainly due to Maria’s vision and motor problems. Questions for this
case were 1) how does Maria react to the use of concrete means of communication such as
objects? Does Maria understand speech? How does Maria try to communicate?

In both cases although children did not talk, teachers and staff in school use speech to
interact with them.

Case Description

Participants in this research are two non-speaking learners with multiple disabilities
and their teachers. Instruments used to portray both children and teachers are mentioned
below.

Children’s characteristics

Description of children’s characteristics uses results from: 1) The Callier-Azusa scale
for deafblind and multiply disabled children, version G (Stillman, 1978) and, 2) The
Communication Profile of the Communication Enhancement Center of Boston Children’s
Hospital. Results of the Scale and the Communication Profile for each case are in Appendix
A. Descriptions also include information from interviews and participant observations.

Information collected included opinions of teachers, teacher aides, parents, speech
language pathologists, occupational therapists and physiotherapists. Contacts with these
professionals aimed at discussing children’s performance order to find agreement on the
type of checking to be made.

Anna

Anna is a small ten-year old girl, who likes to sit quietly and enjoys playing with play
dough. Her medical profile indicates that she has a chromosomal disease related to
chromosome X.

Results of the Callier Azusa scale displayed in Appendix A indicate that Motor

Development and Daily Living Skills are areas in which Anna shows her best performances.
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In the area of Perceptive skills Anna shows good tactile skills that contrast positively with
her hearing and vision abilities. Anna shows greater difficulties in the area of Cognition,
Communication and Language, and in the area of Social Skills. Altogether Anna’s
performance is not homogeneous. She shows scattered skills in all areas and discrepancies
between areas in which she shows better performance (e.g., motor skills) and areas in which
she performs at lower levels (e.g., social skills).

The Communication Profile indicates that Anna’s frequent communicative functions
as interpreted by the teacher or the family, are requests (e.g., at home she gets a cup and
waits for it to be filled), negations (e.g., does not initiate a desired movement). She expresses
basic needs (e.g., go lay on the mat when she is tired), dislikes (e.g., turns away from an
activity). She expresses object preferences (gets play dough form the sheif). It is not clear
that she shows a communicative intent.

Maria

Miaria is a ten-year-old girl who spends most of her time on a wheelchair. She likes
music and people talking to her. She has spastic quadriplegia and retinopathy related to
prematurity.

The results of the Callier Azusa Scale show that Maria’s best performances are
related to hearing abilities. Her motor and visual limitations generate massive difficulties that
impact on all aspects of development and limitate her performances.

The results of the Communication Profile indicate that Maria is a communicative
child that uses basic behaviors such as crying, smiling and general body moving to express
different communicative functions such as requests and negations. She also expresses
comments, basic needs and affect. People in the environment understand her preferences by
interpreting her behaviors in specific contexts (e.g., they know she likes going out because

she always smiles when taken out).
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Teachers' characteristics

Teachers were asked to fill out: 1) a questionnaire asking about their views on issues
related to teaching children with multiple disabilities, 2) a form with information pertaining
to their experience as teachers and their options concerning areas to include in children’s
programs and, 3) a six point rating scale concerning their knowledge about communication.
The questionnaire and forms used are presented in Appendix B.

Anna’s teacher

Anna’s teacher is preschool teacher who has worked for more that 15 years and has
no training in special education. It is her first year working with leamners with multiple
disabilities. When asked to rank areas that should be considered in the development of
educational plans for learners with multiple disabilities she ranks Communication as the first
priority. Secondly she mentions Sensory-Motor Integration and she ranks Activities of Daily
Living in third place. Asked to mention the activities she usually selects to work with
children she mentions expressions, sensory motor activities communication and,
socialization activities. She believes that communication is the biggest problem in her work
with learners with multiple disabilities because of the absence of speech and favors oral
language as the basis to help learners’ learning process On a six point scale Anna’s teacher
rates her communicative competence at level three.

Anna’s teacher would like to have training and more support from other staff in
school. She also feels the need for adequate materials that support the development of
appropriate activities.

Maria’s teacher

Anna’s teacher is preschool teacher who has worked for more that 15 years and has
no training in special education. It is her first year working with learners with multiple

disabilities. When asked to rank areas that should be considered in the development of
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educational plans for learners with multiple disabilities she ranks Socialization as a fist
priority, then Communication and Activities of Daily Living in the third place. On a six-
point scale Maria’s teacher rates her communicative skills at level three.

She prefers activities that promote social emotional bonding between teacher and
child as a starting point for the development of other activities such as expressions, sensory
development, story telling, music and singing, and outdoor activities. The absence of
adequate training is mentioned as the biggest difficulty that she experiences. As a way to
overcome such difficulties she opts to continuously reflect on her practice, look for
information and experiment new ways of dealing with children.

Settings
Schools

Research was conducted in two special schools for learners with cognitive challenge
and multiple disabilities. Both are semiprivate schools resulting from parent initiatives
situated in the Lisbon area. General information about the schools was collected from
informal talks with coordination staff. No detailed information was collected about schools;
such data was not intended to be used in this study.

Classrooms

Anna is enrolled in a classroom of six learners aged seven to ten with different
handicapping conditions, all ambulatory except one. The classroom has a teacher aide who
has been working in the school for 20 years.

Maria attends a classroom of five learners with multiple disabilities and severe motor
impairments. Children’s age range from ten to 14 years of age. Two learners walk
independently. The teacher is a pre-school teacher with no experience in special education.
The classroom has two teacher aides. One teacher aide has been working in the school for

four years and the other one is new in school.
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As the goal of this study is to analyze teacher/child dyads, there was not a highly
detailed observation and data collection related to the classrooms. Still, a description of the
environment and a map of the classroom are presented in the next chapter as a way to help
understand settings in which interactions took place.

Activities

The researcher observed classroom activities between January and July 2000.
Observed activities were part of the classroom schedule. A total of ten activities were
observed in Anna’s case and a total of 11 activities were observed in Maria’s case. Eight
activities were chosen for analysis in each case. Four of the eight activities were also
videotaped for systematic observation.

Although the main goal was to observe teacher/child interactions, the researcher
realized that most of the time children spent in school was either devoted to activities such as
occupational therapy and speech and language therapy, or included the teacher aides.
Therefore it was decided to include some of these activities in the observations and collect
information about children's communicative performance with other adults.

The videotaped observations registered teacher/child interactions only, and were
aimed at obtaining detailed data related to the characteristics of interactions in order to make
possible the assessment of the intervention process.

In Anna’s case the non videotaped activities were 1) ripping and gluing paper, 2) peg
board playing, 3) playing with wooden forms and buttons with the occupational therapist,
and 4) playing with balloons and with a tape recorder with the speech and language
pathologist The videotaped activities were: 1) playing with foam, 2) washing hands, 3) paper
gluing and, 4) music.

For Maria the non-videotaped activities were: 1) cause and effect activities, such as

using a switch to activate a toy, 2) leisure time (Maria is playing with a tape recorder), 3)
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relaxing (laying on the mat and playing with the teacher aide), and 4) exploring a touch book
with the teacher. The videotaped activities were 1) two sessions in the Snoozelan room”, 2)
one foam activity in a group and, 3) another foam activity in which teacher and child were in
a one-on-one interaction.

Activities were selected in both cases according to the child's schedule, trying to
make observations as representative as possible of the activities each child normally goes
through in school. The initial intention was to include observations of functional activities,
such as meal times. Still, having realized that these activities were carried out with no
communication (i.e. Anna eats by herself), it was decided to leave out these activities.

Data Collection Methods

Data collected refers to the school year of 1999/ 2000. Several data collection and

data analysis methods were used. Table 1 summarizes data collection methods used to

answer research questions.

Table 1-Methodologies Used to Answer Research Questions

Participant  Systematic  Interviews  Likert-type

observation  observation Scale

Question #1

What commumicative forms and fimctions used by children?

Question #2

What communicative forms and functions used by teachers?

Question #3

How do teachers and leamers engage in turn taking activities?

Question #4

What commumication behaviors do teachers respond t07?

Question #5

Why do teachers miss opportunities for communication?

Question #6
What are teachers’ expectations about communication with these children?

Question #7

Do teachers miss fewer opportunities for commumication afier an intervention procedure?

Question #8

Does intervention improve teacher’s interactions with children with multiple disabilities?

1 Snoozelan room - multisensory stimulation room, with hearing, vision, tactile and movement stimuli
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Data Analysis Methods
Data generated from participant observations, systematic observations, interviews
and the Likert-type scale were analyzed through the use of different methods of data
analysis. Data analysis included: 1) thematic analysis, 2) content analysis, 3) matrix
generation and, 4) descriptive statistics. Table 2 reports on the types of data analysis used for

each collected product.

able 2 - Data Analysis According to Data Collections Methods

Methodology Resulting products Analyses

Participant observations Field notes Thematic analysis
Charts

Systematic observation: Video tapes Matrices
Transcripts Content analysis

Descriptive Statistics

Interviews Audiotapes Thematic analysis
Transcripts
Likert-type scale Scale rating forms Descriptive analysis/
descriptive statistics
Procedures

This section details the description of procedures for data collection and data
analysis, as well as the procedure for the intervention program. Each method will be
described separately.

Before starting formal observations two days were spent in each school contacting
teachers and visiting the classrooms. These two visits were aimed at making the researcher’s
stay as comfortable as possible for the teachers. During these two days, the researcher
participated in school activities, helping teachers when needed. This procedure continued
throughout the whole observation period, whenever the researcher was not formally involved

in observations. This methodology of participant observation led to gathering data that
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helped understand some of the issues related to the communication process between teachers
and children.

Participant observation

Participant observations were carried out between January and March 2000.
Collected data helps answer the following research questions:

1. What communicative forms and functions used by children?
2. What communicative forms and functions used by teachers?
3. How do teachers and learners engage in turn taking activities?
4. What communication behaviors do teachers respond to?

5. Why do teachers miss opportunities for communication?

6. What are teachers' expectations about communication with these children?

Data collection

The nature of the presented research which intended to analyze how teachers and
children communicate required the observer to be as non intrusive as possible. The
researcher was aware of the fact that any intervention from her side would produce changes
in the communication process. This was the main reason why the role of observer was
chosen as the methodological choice for classroom observation.

Although researcher’s former involvement in the field made it difficult not to get
involved in the situation, observations were conducted with no direct intervention in the
observed interactions. Still, it should be noted that situations were continuously compared
with an interpretive lens provided by former experience that influenced interpretation.

Apart from the running accounts of what happened three kinds of field notes were
used. Personal reflections such as reminders of details to observe or attention to particular
events constituted methodological notes (ex: “Check with the Speech Language Pathologist
about Anna’s speech comprehension”, or “The teacher says Anna is more communicative
during horseback riding - observe on Friday™). Thoughts, questions and reflections during

observation were categorized as observer comments (ex: “The school has a nice attitude
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towards learners. Stiil, they do not expect any achievement from them. They simply take
care of them. Just aim at making them comfortable”).

Finally, analytical notes were also written. These included interpretations and
inferences based on what was observed and the literature in the area of communication,
education of children with multiple disabilities and education in general. (e.g., “This activity
is defined in the schedule as a “Communication” activity although it only consists of cause-
effect activities. During the session children play with switch-activated toys. Maria should
probably be using her AAC device for functional communication reasons, not just to activate
music”).

Observations were carried out in the classroom or in specific activity rooms such as
the Snoozelan room or the speech and language therapy room. Attention was directed to the
interactions between learner and adult in a given activity.

Adult/child interactions during activities were observed with a focus on the
communication process. Descriptions of potentially communicative behaviors as well as
partner responses, context descriptions and observer's comments were included in the field
notes.

Some observations involved teacher aides, speech and language therapists and
occupational therapists. The goal of these observations was to collect additional data on the
children’s communicative abilities and explore partners’ communication influence in
children’s communicative processes.

Observations were conducted with as little influence as possible on the
communicative process. This was easy as far as learners were concerned. Anna did not show
any particular interest in the observer. Maria due to her visual impairments had a reduced

awareness of the observer’s presence.
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It had been made clear to teachers that observations were directed towards children’s
communication. There was no particular mention of an interest in the teacher as a partner in
communication. Still, teachers were aware of the fact that they were being observed, which
may have caused them to be less spontaneous in the beginning. Aware of that possibility. a
decision was made to start videotaping activities only after trust and confidence were already
established between researcher and teacher.

Each observation lasted for the time an activity ran. The researcher wanted to analyze
how teachers set the activities, how much involvement children had in the process of setting
up the activity, what clues teachers gave to children to help them anticipate the activity, and
also what clues they gave children to inform them about the end of the activity.

Observations averaged about 20 minutes. Field notes were kept in a notebook and
included an initial description of the activity, the partner, place, time of the day, duration,
number of children and adults in the room, and position of adult relative to the child. Field
notes from observations were expanded and typed into a Microsoft Word 2000 text
processor. This was done soon after the notes were taken to guarantee maximum accuracy
and provide for as much detail as possible.

Data analysis

Thematic analysis was used to analyze field notes collected during participant
observations. Emergent themes in this analysis resulted from: 1) the main subject of
research, 2) theoretical assumptions and, 3) researcher’s former practice working with
children with multiple disabilities. Table 3 illustrates the sequence of actions undertaken in
thematic analysis. Initial field notes were read and helped develop analytical notes, which
were grouped and converted into a matrix creating a visual summary of performed analysis

(see Table 4).
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Level 1 Level 2 Level 3 Level 4

- Observation - Display notes in - Display notes in - Review categories

accounts matrix according to matrix according to - Develop possible

- Field Notes each observation categories explanations

- Review field notes - Analyze notes - Analyze categories/ - Relate again o

- Develop analytical - Look for patierns look for explanations literature

notes - Categorize notes - Relate to literature - Draw conclusions
- Describe

This matrix helped identify patterns and recurrent themes that were grouped together.

Grouping of themes was facilitated by the use of color codes. (See appendix C)

Table 4 - Thematic Analysis - Example of a Matrix of Analytical Notes

Playing with forms and ~ Peg board playing Playing with balloons
buttons and a tale recorder

Ripping paper
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Ripping paper Playing with forms and ~ Peg board playing Playing with balloons
buttons and a tale recorder

Through the use of another matrix (Table 5) these themes were categorized and again
analyzed as a way to find possible explanations for patterns found. Once possible
explanations were found, these explanations were related with available literature in the field
and data was, again, analyzed. This process was kept going back and forth, between data and
analysis, trying to confirm our previous decisions and eventually find more information that
was worth being considered. Analysis was done through a methodical thinking process
during which there was a constant process of inter relating research questions, literature,
previous experience and observed data. Matrix displayed in Table 5 was used to facilitate
and support data description and the emergence of themes used to describe data. Appendix C

includes an example of a sequence of an analytical process.
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Table 5 - Thematic Analysis- Example of a Matrix of Categorizations

Compliance Adult’s Interested i Delayed Response to speech ~ Sensory
role rhythmical activity ~ responses stimulation
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Systematic observation

Systematic observations were carried out between March and July 2000. Collected
data helped answer the following research questions:

1. What are the communicative forms and functions used by children?

2. What are the communicative forms and functions used by teachers?

3. How do teachers and learners engage in turn taking activities?

4. What communication behaviors do teachers respond to?

5. Why do teachers miss opportunities for communication?

7. Do teachers miss fewer opportunities for communication after an intervention

procedure?
8. Does intervention improve teacher’s interactions with children with multiple
disabilities?

Data collection

Systematic observations of teacher/ child interactions were carried out through the
use of videotapes. Videotapes proved to be particularly important as the performed analysis
dealt with interactions supported essentially by nonverbal behaviors, particularly in
children’s case. This would have been difficult to capture through participant observation
alone.

Four activities were videotaped for each child. In each case one videotape was
carried out after the intervention process as a way to gather data for intervention assessment.

The decision to videotape observations was supported by the following reasons: 1)
the researcher wanted to get accurate information on the kind of behaviors teachers and
children displayed, 2) videotapes allowed for systematic coding and description of observed

behaviors, which helped observe turn taking and quantify turns and behaviors: 3) videotapes
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provided a convenient way to review behaviors that heiped refine descriptions, and 4)
videotaped observations provided additional data that ensured data triangulation.

The video system used was a portable nonprofessional VHS compact camera. Forty-
five-minute cassettes were used to guarantee that each activity would be totally taped on just
one cassette, therefore making the reviewing process easier.

The camera was focused on the child or on the teacher/child dyad. As displacements
were very occasional, a fixed camera was used to make videotaping as unnoticeable as
possible thus allowing the researcher to videotape without having to look through the viewer.
This eventually made the videotaping process less intrusive.

Field notes of the videotaped observations were also taken. Videotape cannot always
catch the emotive tenor of the participants or the analytical comments of the observant.
These notes reflected the researcher’s observations and theoretical questions throughout the
activity.

Videos were transcribed and time coded. Time coding was used for two reasons. First
it would make possible the location of a specific behavior whenever there was a need to
review it. Second, it would facilitate time counts in case an analysis based on time
parameters was to be performed.

Data analysis

Content analysis and basic counting of behaviors and turns were used as
methodologies to analyze systematic observations.

Videotape analysis covered, 1) initiations of both teacher and child, 2) turn taking
interactions, 3) communication forms used by teacher and child, 4) communication functions
used by teacher and child, 5) the child’s behavior forms that were more often responded to
by the teacher and, 6) missed opportunities for communication. Item number six (missed

opportunities for communication) was used to assess pre and post intervention sessions.
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Before starting video analysis, a list of criteria was set up to define a) what is a turn,

b) what is an initiation, ¢) what is a communicative behavior, d) what is a response and, ¢)

how should forms be described. These criteria were discussed with a specialist in non-verbal

communication and are displayed in Table 6.

Table 6 - Criteria for Behavior Analysis

Turn - a turn consists of an initiation (even if non intentional in children’s case) and a response. When

there is no response turns are not counted, unless a non-response is clearly identified as 2 communicative

response.
Teacher’s initiation - any behaviors direct towards the child or the group

Teacher’s response - any behavior related to the child’s behavior in time or content

Child’s inifiation - any behavior exhibited by the child (considering that any behavior has potential for

communication}

Child’s response - any behavior that follows and is related to the teachers initiation in time or content
(non responses are counted if there is indication that the child understood the teacher’s initiation)
Contingent behavior - any behavior that relates to an initiation in time or content

Teacher’s verbal behaviors- analyzed at two levels: behaviors that happen together with other
communication forms and behaviors that are only verbal

Children’s behaviors -all children’s behaviors are considered as potentially communicative

A child’s delayed response is always considered a response

Children’s behaviors that end a turn or a series of turns are not considered non-responded behaviors

Two behaviors in sequence (e g., picks up foam and rubs it in-between her hands) count as one behavior

Movements occurring together are counted as only one behavior (e.g., smiling and moving one army)

To facilitate video analysis, an initial matrix was devised in which behaviors of both

teacher and child were displayed sequentially in separate columns, side by side. This

facilitated detecting turns within the interactions (Table 7).

Matrix in Table 7 supported analysis of the 1) number of turns in each activity; 2)

number of child initiations, 3) number of teacher initiations, 4) number of behaviors that

teacher did not respond to, and 5) number of turns for each initiation.
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Arrows were used to indicate turns and initiations. Each arrow followed a direction

that started in the behavior initiating interaction and ended in the behavior responding to the

initiation. A sequence of arrows indicates that turns went on.

Table 7 - Matrix of Interactions’ Analysis

Comments

Friendly intonation, the
teacher is playing with

Maria

Tries to calm her down?

Playful intonation

Adult

4
Teacher (laughing) No!
No! No!

No! No more excitement!

.
e

Child Comments
M starts moving her body Intentional behavior. Is
making the waterbed she asking for more

bounce movement?

I

M keeps moving her
ody, making the

waterbed bounce

M increases her

movements. She uses

M seems to understand

arms and legs to move the that this is a playful

waterbed. She vocalizes  situation

and smiles
Teacher takes Maria’s
hands \

M keeps moving
“No! No! It does not e
work! T am not going to

M seems to understand

do it again! Youdo it

yourself if you want!

This initial analysis did not include the communication forms that were responded to

by teachers. Analysis counted the number of behaviors that children displayed which were

responded to by the teacher, with the underlying assumption that all behaviors have a

potential for communication as long as they are seized and responded to by a partner.



83

The second analysis looked at behaviors forms and functions of both child and
teacher. The analysis was again done through the use of matrices in which noticed behaviors
were listed and its morphology described. Teacher’s behaviors were also categorized in
terms of possible function as most of them were verbal or had at least had verbal component.

Analysis of children’ behaviors included description of possible functions expressed.
Listing and counting of children’s communicative functions was not performed as these
functions depend essentially on the context and on interactions established between partners
due to the lack of formal language. Nevertheless, suggestions of possibie functions for some
of the expressed behaviors were pointed out in the description as examples of the sort of
interpretations that teachers could make, and by no means as a way to define which functions
children were using.

Two matrices were used per activity, one describing child's behaviors and another
describing teacher's behaviors. The matrix used to analyze children’s forms and functions
included a column in which the response of the adult, if any, was checked. The goal was to
count behaviors that were not responded to by the teacher, and to describe behavior forms

that teachers responded to. Tables 8 and 9 set up examples of matrices used.



Table 8 - Example of Matrix of Learner’s Behaviors
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Behavior description Type of Code  Function Adult’s
hehavior answer

M starts moving with strong movements Motor MC Requesting yes

making sounds at the same time Ahhhhhhh Vocal VOC  interaction?

M restarts the movement, she makes the Motor MC yes

waterbed bounce.

M keeps moving. Motor MC Yes

M stops movement PM

M makes a sound Vocal VOC  Requesting Yes
attention?

M starts moving again Motor MC Requesting Yes
more

M keeps moving. She makes a sound Ah.....  Motor+vocal MC movement? End of um

vocC

Data displayed in matrices were also used to perform a percentage analysis of the

forms displayed by both children and teachers in each session as well as to count the amount

of behaviors that teachers missed as communication opportunities in each session. The

counting of missed opportunities served as a basis for intervention assessment.

Table 9 - Example of Matrix of Teacher's Behaviors

. o . Possible
Behavior description Type of behavior ~ Code ) Code Comments
function
. Provide
Teacher sings and claps hands at Verbal )
. V+M information
the same time. She keeps visual +
R Perform a
contact with Anna. motor/ thythm )
routine
The teacher taps on the tableand ~ Verbal V+M Provide INF
sings. Then she moves her hands ~ + +R information
according to the music. {puis her motor/rhytm Perform a
hands around the mouth} routine
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A code list was devised for each case. In Table 10 examples of these codes are

presented. The list of behavior codes for each case is in Appendix D.

Table 10 - Examples from a Code List

Category Code name Code  Behavior description Example
Action over own Movements that seem to have a goal .
AcC Washing mouth
body and are referred to own body

Movements using an object with an

. . . aim (different from material
Action Action on objects AcO . . ) Gluing paper
manipuiation which movemenis do

not seem to have a goal)
Movements directed to somebody Puts her head on teacher’s

Action on le AcP
peop either an adult or a peer arm

Analysis involved a process of moving back and forth, from data to matrices and
back, as a way to extract as much information as possible from data generated. This required
several re-observations of video sessions and continuous readjusting of data resuits.

Inter-rater reliability was performed through the use of external observation. The
researcher coded one observation of each child, and then designed a coding system. The
coding system was given to an external observer and codes were discussed between the two
observers. The external observer attempted to code the same observations using the code
system. In Anna’s case, out of the 55 coded behaviors, the external observer agreed on 40
codes and objected on six. This resulted in 89% of inter rater reliability. Suggestions made
by the external observer were incorporated in the coding system.

Coding of Maria’s observation raised several questions, as the initial agreement over
40 behaviors was on 24 codes only, with a percentage of 60% of agreement. Researcher and

observer discussed the coding system, reviewed the videotape and agreed on creating two
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new codes. The two observers again coded the videotape individually and the second
counting resulted in an agreement of 85%.

In order to accurately analyze Maria’s behaviors, and because Maria has severe
neuro-motor impairment, videotapes of Maria’s sessions were discussed with a specialist in
communication with children with cerebral palsy. The goal was to determine implications of
non-voluntary movements in Maria’s behavior and sort out which behaviors could be
considered as voluntary and therefore potentially communicative.

Likert-type scale

To obtain additional information on the pre and post intervention differences
observed in systematic observations a Likert-type scale was used.

Results of systematic observations, namely the number of behaviors that teachers did
not respond to in pre and post intervention sessions, directed the researcher into concluding
that the intervention procedure carried out changed the way teachers and children interact.
Still, discussions of videotaped observations with two professionals working with children
with multiple disabilities and trained in the area of prelinguistic communication raised some
questions concerning the impact of intervention on teacher child interactions that required
additional explanation and raised the need for further assessment. Questions raised were the
following: 1) Does the activity facilitate interactions? 2) Does the teacher incorporate turn
taking into the activity? 3) Does the child initiate communication? 4) Does the teacher
respond to child’s initiations? 5) Is the activity enjoyable and motivating for the child? 6)
Does the teacher interpret child’s behavior as communicative? 7) Does the teacher pace
interaction according to the child’s needs? 8) Does the teacher miss opportunities for
interaction and 9) Does the teacher develop interactions that provide opportunities for

learning?



87

In order to answer those questions two groups of raters were asked to express their
opinions on a nine item five point Likert-type scale. Scale’s results were collected in May
2001. Results of the scale helped answer questions number three (how do teachers and
learners engage in turn taking activities), five (why do teachers miss opportunities for
communication), seven (do teachers miss fewer opportunities for communication after an
intervention procedure) and eight (does intervention improve teacher’s interactions with
children with multiple disabilities).

The scale’s rating ranges from Strongly Disagree (1) to Strongly Agree (5).
Statements used in the scale relate to the questions raised during discussions of videotapes
concerning teacher/child interactions. Table 11 displays the scale used for assessment of
teacher child interactions.

The scale was piloted with a group of five teachers trained in education of children
with special needs. The resulting version was used with two groups of judges: 22 judges for
Maria’s sessions and 26 for Anna’s sessions.

Scale’s nine statements aimed at informing about 1) potential for communication in
the activity (item FDI - activity facilitates interaction, item AAM - enjoyable and motivating
activity), 2) children’s communicative initiations (item CIC - child initiates communication),
3) teacher’s responses to child’s initiations (item RIC - feacher responds to child’s
initiations, item ICC - teacher interprets child’s behavior as communicative, item POI -
teacher misses opportunities for interaction) and, 4) teacher’s ability to include
communicative and learning opportunities in the activity (item IAT - teacher includes turn
taking into the activity, item RRF - teacher paces interaction according to the child’s needs,
item IPA - interactions provides opportunities for learning).

These areas are considered as important areas for the development of communication

with learners who are at a prelinguistic level of communication. Statements were selected
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and discussed with a professional responsible for training in prelinguistic communication.
Items were displayed in random sequence.

Twenty-six raters were asked to answer questions on the Likert-type scale. The 26
judges were 21 speech and language pathologists in postgraduate training, all with training in
analysis of non-symbolic communication, and five psychologists working at the Department
of Psychology from University of Porto, trained in video observation. Twenty-six raters
viewed four videotapes of Anna, one of which was a post intervention session, and 22 raters
(four of the group could not be available for the second session) viewed four videotapes on
Maria. Again, in Maria’s case there was a video with a post intervention session.

In order to provide for a common understanding of the scale, judges were also
provided with information about the meaning of turn-faking as a way to alternate behaviors
giving children opportunities for interaction, pacing behavior as a way to synchronize their
behaviors with children’s behaviors respecting their thythm, and learning opportunities as
the way teacher goes beyond basic affective interaction to bring into the interaction new
information that provides learning. Information collected during the piloting of the scale led

into concluding that these were the terms that might be difficult to understand for the judges.
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Tabie i1 - Opinion Scale - Assessment of Teacher/Child Interactions

Strongly Disagree Somewhat Agree Strongly

disagree Agree agree

Each group of judges observed four videotaped sessions, corresponding to the
videotapes used in systematic observations. Of these videotaped sessions, two (one for each
case) were post intervention sessions. There was no mention of an intervention process
before the observation. Judges were told that the goal was to assess teacher/ child interaction
throughout the videos. Intervention assessment goals were also mentioned at the end of
observations.

Videos were shown in a random sequence in order to prevent the effects of a possible
evolution of teacher/child interaction throughout the school year in judges’ appreciations.
Judges observed each video session once and checked their opinion immediately after video

observation.
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Data from the Likert-type scale was explored through descriptive analysis and
descriptive statistics. Modes were calculated to describe results, and the Kolmogorov-
Smirnov goodness of fit test was used to analyze agreement among judges’ responses.
Response labels were transformed into figures to facilitate analysis. Responses concerning
item POI (the teacher misses opportunities for communication) were reversed as it’s
meaning had an opposite direction when compared to the other items in the scale.

Descriptive statistics was used to describe results. Mode values were calculated for
each item and session and supported the description of results. Description compared results
across items and included an account of possible reasons for the observed results.

The Kolmogorov-Smirnov goodness of fit test was used to assess levels of
agreement among judges. Results of the Kolmogorov-Smirnov test were used to analyze the
significance of scale results.

Interviews

Initial interviews were carried out in January 2000. Final interviews were carried out
in July 2000. Results were used to answer the following questions:

1. What are the communicative forms and functions used by children?

2. What are the communicative forms and functions used by teachers?

3. How do teachers and learners engage in turn taking activities?

4. What communication behaviors do teachers respond to?

7. Do teachers miss fewer opportunities for communication after an

mtervention procedure?
8. Does intervention improve teachers’ interactions with children with

multiple disabilities?
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Data collection

A semi-structured type of interview was used to interview teachers. The goal was to
get teacher's opinions and views about the communication process with their pupils, which
required setting up initial questions and subsequent opportunities to ask probes so that
teachers can expand and clarify their answers.

Interviews were conducted following a designed protocol. For question refinement
the interview protocols were discussed with a teacher who was not involved in the research
process, and necessary changes were made. Interview protocols are included in Appendix E.

Teachers were interviewed in the beginning and at the end of the research process.
Teachers' initial interviews were aimed at collecting information related to 1) teachers'
opinions on the child, 2) teacher's concerns about communication with children, 3) the way
they tried to make themselves understood to the child, and 4) their ideas about their own
learning process in dealing with these children.

The final interviews dealt with 1) teacher’s opinions related to the intervention
process and its possible consequences in their practice, and 2) teacher’s final appreciation of
their work with the particular child throughout the year.

A minidisk audio system was used to audiotape interviews. Interview records were
transcribed and indexed. Teachers were asked to read and correct transcriptions before
analysis. The information that teachers decided should not be included in the study was not
content analyzed.

Data analysis

Thematic analysis of one interview was performed in cooperation with a professional
trained in analysis to provide for inter-rater reliability. A matrix of analysis was used for all

interviews. Table 12 shows an example of this matrix.

Table 12 - Interviews - Matrix of Analysis
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Units of meaning Indicators Subcategories ~ Categories
) ) No problems in her Easy to Maria’s
“She is an easy child” .
contact with Maria contact characteristics
F - very easy, poor thing. So easy to please....
Except for the moments when something is Maria is a nice and Easy to Maria’s
wrong. Then she wines a bit. Altogether she is friendly girl contact characteristics
very nice, ...very friendly
1t is possible to Maria makes
F - Do not ask me how, but usually we get there ) .
understand what herself Communication
{to understand her]
Maria wants understood
Maria makes
F - ....we find out when she has cramps, because ) o
. . M can express pain herseif Communication
if we massage her belly she quiets down.
understood

Interviews were analyzed and analysis reviewed one month later. The second
analysis aimed at checking on the precision of previous analysis and making the necessary
changes. Categories that emerged supported the description of results.

Procedures for the intervention program

This study also included an infervention procedure. The goal was to determine
whether an intervention based on a) discussions with teachers based on videotaped
teacher/child interactions and, b) implementation of simple strategies devised to answer
teacher's most urgent needs related to their communication with the child, would improve
teacher/child interactions. Data collected intended to respond to research questions number
seven (do teachers miss fewer opportunities for communication after an intervention
procedure) and eight (does intervention improve teacher’s interactions with children with
multiple disabilities).

The intervention procedure carried out was conducted after all participant
observations, three of the four systematic observations and the initial interviews were

performed.
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Methodologies for intervention inciuded: 1) discussions with teachers watching their
communication behaviors on videotape and, 2) development of a communication
intervention plan.

Discussion with teachers

Video clips of interactions between teacher and child were selected for discussion
with teachers. The selected video clips contained a) situations in which the interaction was
successful and turns were kept between teacher and child and, b) situations in which the
child exhibited behaviors that could have been used to improve interaction and were not
responded to by the teacher.

Video clip observation and discussion was conducted with each teacher individuaily.
Initially these sessions were intended to be conducted with both teachers at the same time, as
it might create opportunities for discussion that would be helpful for both teachers. Still, due
to distance and unavailability of both teachers at the same time, such sessions were
scheduled with each teacher individually.

Throughout video observation teachers were asked to select moments they
considered as successful interactions. The researcher pointed out children's behaviors that
could also have been used to increase interaction. Another discussion followed about the
reasons why some moments were more successful than others. Teachers were also asked to
express their main concerns and needs concerning communication with the pupil. Such
information served as a basis for the development of an intervention plan.

Development of a communication intervention plan

Based upon video observation and discussion, the program agreed upon was
summarized by the researcher and shared with each teacher. Written materials about

communication with children with multiple disabilities were also provided to teachers.
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Intervention programs included a brief description of the child’s communicative
needs, the needs expressed by teachers and suggestions for intervention that respond to the
teachers expressed needs. Intervention programs are included in Appendix F.

Teachers were asked to use this program, and plans were made to re-observe teacher/
child interaction a month later. The last video recording session was carried out without any
directions to teachers much in the same way the previous ones were done. Results of this
observation were content analyzed in the same way as other systematic observations were
observed.

In order to quantitatively assess the intervention process the amount of child’s
behaviors that were not responded to by the teachers was selected as an indicator of
teacher/child ability to interact. In both cases teachers had pointed out a need for more
interaction. Programs therefore asked teachers to attend and respond to child’s behaviors as
communicative, as a way to decrease the number of missed opportunities for
communication.

The average number of missed opportunities for communication per minute in the
pre intervention sessions was calculated. The obtained number was used to calculate
expected missed opportunities for communication in the post intervention session. Expected
and obtained results were compared and described. Data helped answer question number
seven (do teachers miss fewer opportunities for communication after an intervention
procedure?).

Data from the Likert-type scale was used to rate interactions and partially support
assessment of intervention. The resulting information helped answer research questions
number seven (do teachers miss fewer opportunities for communication after an intervention
procedure?) and eight (does intervention improve teacher’s interactions with children with
multiple disabilities?).

The following chapter presents results of participant observations, systematic

observations, interviews and the Likert-type scale.
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RESULTS
This chapter presents results of: 1) participant observations, 2) systematic
observations, 3) interviews, and 4) the Likert-type rating scale. Participant observation’s
results include data relating to settings, classrooms and activities. Although these data was
not analyzed it was included as a means to support the understanding of the context in which
observations were carried out.
Participant Observations
Settings
Both schools are located in the Lisbon area and provide services for learners with
severe special needs including cognitive challenges and multiple disabilities in segregated
settings. Both schools work as an alternative to inclusive education. Special Education
Coordinating Teams, which supervise education of children with special need in the area,
refer children the schools whenever resources in regular schools do not provide for
appropriate education of learners with special needs.
Learners in Anna’s school range from seven to 23 years old. In Maria’s case, learners
in school range from five to 25 years of age.

In each school a multidisciplinary team assesses learners and writes the IEP
(Individual Educational Plan). IEPs state the type of services children will benefit from and
iclude goals and objectives for developmental areas.

School staff includes in both cases, and apart from teachers and teacher aides, one
psychologist, one social worker, one speech and language pathologist, one occupational

therapist and one physiotherapist.
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Classrooms

Anna’s classroom

Anna is part of a group of six children aged seven to 11. All children have been
diagnosed as having multiple disabilities. Types of disabilities include one child with
cerebral palsy, visual impairments and cognitive challenges, one child with autism, two
children with severe learning disabilities and cognitive challenges, one child with motor,
sensory and cognitive disabilities (Anna) and one child with Down Syndrome.

The classroom area is about 3,5 x 2,5 meters, with an outside door entrance.
Learners of other classrooms use this door to move back and forth to the playground, often
disturbing classroom dynamics. There are one table, eight chairs, a mat and two closets in the
classroom. On the wall next to the mat there is a mirror. On another wall there is a calendar
displaying the days of the week and pictures of children attending class on that day. Closets
hold mostly games and puzzles typical of normal preschool classrooms. There are a
preschool teacher and a teacher aide in the classroom.

Figure 1 -Map of Anna's Classroom
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Chiidren spend their time either in the classroom or in therapy sessions. Each child
has Occupational Therapy, Physiotherapy and Speech and Language Therapy two times a
week each.

There are two outdoor activities per week: horseback riding and swimming. Learners
also go occasionally on field trips to the park nearby or to the beach. These visits are
sometimes organized in cooperation with other teachers from school. There is no
involvement of children or families in the planning of any of these activities.

Activities in class are typical of preschools, such as tabletop games and use of
materials such as foam or play dough. All pupils are involved in toilet training programs.

Maria’s classroom

Maria is part of a group of five children aged eight to 14. All learners have been
diagnosed as having multiple disabilities. Learners display different levels of motor
impairments combined with severe cognitive challenges. Two learners (Maria and another
learner) have also visual impairments. Three learners are non-ambulatory.

The classroom area is about 3 x 8 meters. The room has a small table used for
lunches, several mats and closets. On the shelves there are some switch activated toys and a
tape recorder. Closets hold puzzles and preschool activity materials. A wide-open space in
the middle of the room allows for wheelchairs to be placed.

There are a preschool teacher and two teacher aides in the classroom. Learners spend
most of their time in class, in the playground or in therapy services. Occasionally the school
organizes field trips that all learners attend. Activities in class are mostly preschool activities
related to sensory development. Children are individually prompted to participate in

activities through direct intervention of teacher and teacher aides.
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Each pupil also benefits from Speech and Language Therapy, Occupational Therapy

and Physiotherapy services twice a week. As those services are not integrated in classroom

activities, a considerable amount of time is spent outside the classroom.

The school is involved in an augmentative communication project designed to

implement communication alternatives for pupils who do not use oral or sign language.

Figure 2 - Map of Maria's Classroom
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Activities

Of the observed activities, four activities for each child were analyzed using

participant observation techniques. In Anna’s case activities observed were 1) ripping and

gluing paper, 2) peg board playing, 3) occupational therapy, and 4) speech and language

pathology.

Tn Maria’s case activities observed were 1) cause-effect activities, 2) leisure time, 3)

relaxing, and 4) exploring a touch book with the teacher.
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Results from observations were analyzed through thematic analysis, revealing
information related to five domains of interest: 1) Communication, 2) Child’s involvement in
activities 3) Adults’ role in the activities, 4) Rhythm and movement and, 5) Sensory input.

Results of observations in these five areas of interest in relation with each of the
studied cases are described below.

Anna

Communication

Anna's more frequent communicative forms are smiling, changes in position,
vocalizations and movements such as moving her hands back and forth on the table.
Although observation did not detect intentional communicative initiation behaviors, Anna
can request for continuation of thythmical behaviors started by an adult by reaching out and
touching the adult.

She reacts to being touched and understands touch cues (e.g., gets up when patted on
her back), object cues (e.g., goes to the toilet when she sees a piece of toilet paper) and
natural signs (e.g., sign for “come”). Her reactions are inconsistent which makes people
question her capabilities. When she wants something, such as play dough or to go play with
the flush in the bathroom, she stands up and does it.

Adults do not usually interact with Anna. They talk at her but they do not
communicate with her. Although any behavior can be used to start communication, aduits do
not detect and respond to Anna’s behaviors. Adult’s initiations consist of occasional verbal
comments (e.g.," what a nice dress you have Anna!") or verbal commands (e.g., "come
here").

Tt was interesting to note that when Anna produces a sound, usually a vocalization,

adults in class always reply to her: "What is it Anna?” Adults also respond to what they
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consider inappropriate behaviors by directing her attention to it (e.g., "no drooling!"). Still
there are no expectations about Anna taking a turn after these interventions.

Anna does not initiate communication intentionally. Observation did not detect any
attempt to initiate communication. Neither adults nor children attract much of her attention
aithough she doesn't react negatively to their presence. Occasionally she reacts to an adult
sitting next to her by leaning on the person's shoulder. Also she occasionally reached out to
touch the child next to her and looked at him when he cried or screamed.

She can request for more of a movement initiated by an adult by reaching out and
touching people either with her hand or her body. By doing so she can keep some turns in an
interaction, as long as the adult maintains the interaction going. An example from one
observation depicted the following interaction:

" Anna is sitting next to the teacher. The teacher helps her and another child to do
something. Anna puts her chin on the teacher’s arm. The teacher starts a thythmical
movement with her arm, up and down. When she stops, Anna puts her cheek again on
teacher's arm. The teacher moves her arm again then stops. Anna puts her chin again on
teacher's arm. The sequence goes on for a while."

During movement and music activities she sometimes imitates movements related to
parts of the music.

Anna does not react to speech although adults use mostiy speech to communicate
with her. She reacts to sound and seems to like it. Still, her reactions made the observer
question her hearing abilities.

The teacher's understanding of Anna's speech comprehension abilities is inconsistent.
She says that Anna understands speech but doesn’t want to answer. “ I talk to her because I
think she understands. But sometimes she doesn’t want to answer.” Other times the teacher

reports difficulties in her communication with Anna, saying that “I do not understand if she
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understands me or not”. The teacher aiso mentions that she would like support from the
speech language pathologist to “give me some clues... because I am not getting it (a way to
communicate with her).”

The teacher’s aide, who has known Anna for long, also states that she is able to
receive information through speech:

Well, maybe she doesn’t respond [when asked to do something], yes, she might not

respond. But I think she understands. She doesn’t want, she doesn’t like it, she is not

in the mood for that, but I feel that she keeps what we say in her mind. I do not know
why I have this idea about her....

The teacher aide’s comments on Anna’s functioning suggest that Anna responds
when directions are given with concrete support, such as objects or natural signs. “When I
give her a piece of toilet paper she immediately goes to the bathroom," the teacher aide said,
“and when I reach out for her hand she comes with me...”

A question was retained about the reasons that lead adults in school to say that Anna
understands speech. This question will be brought back in the discussion of findings.

Not many things seem to have meaning for her. Her responses demonstrated that her
more consistent responses are related to daily living activities such as mealtimes, or regular
routines such as going to the swimming pool. One-on-one interactions in Occupational
Therapy and Speech and Language Therapy sessions revealed that Anna responds to
activities involving objects and touch.

During an Occupational Therapy session Anna was first asked to play with image
representations (combining two shapes in a board to produce a house), then she was asked to
thread buttons and then to construct towers and trains with cubes. Of these activities, she got
involved in threading buttons and somehow also in playing with cubes, although with a

lesser degree of engagement. She didn't get involved in playing with the board.

Instituto Supericr de Psicologla Aplicada
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In Speech and Language Therapy Anna and the therapist (SLT) played with a
balloon:

The SLT blows the balloon, and then lets the air hit Anna's face. Anna smiles. SLT

blows the balloon again and waits. Anna reaches out and touches the balloon with

her hand. SLT directs the airflow to Anna's face. Anna smiles and giggles.

Tactile stimulation and real objects seem to attract her attention the most. Still, these
are not used as a foundation to develop communication. School records show that Anna’s
goals for communication do not rely on these types of findings. Her educational program
reveals strategies for communication that rely solely on speech as a means of
communication.

Anna's involvement in activities

Anna walks independently and orients herself in school with no problems. Her
movements are very slow. Reports mention she has normal hearing and vision. Anna’s
abilities in dealing with hearing and visual input were often a matter of question during
observations.

Anna’s answers are very slow. Sometimes, she performs requested actions when
adults interacting with her have given up already. In most cases these behaviors are not
recognized as answers. When Anna responds people are sometimes already involved in
doing something else. An example from an observation of an OT session illustrates this
behavior: |

OT shows Anna a few blocks and tells her they are going to make a train. She puts

one block after the other, showing Anna what to do. Anna does not react. OT insists,

by verbally prompting her. Anna does not react. OT starts putting blocks in the box.

Anna takes a block on her hand. Moves it in her hands. Puts it in the box. Then picks
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a block from the box and starts putting blocks one after the other, modeling a train.

Looks at the train for a while. OT says: nice Anna! A train like the one I did!

Adults in school perceive this type of behaviors as noncompliant although there is
some consistency in Anna’s responses. When she is asked to do something she responds
sometimes when adults have already given up. Again, these responses are triggered by orders
that involve concrete information together with speech, and not speech alone.

Observation ShOWS that the use of concrete information such as object cues and daily
routines play a very important role in her ability to perform. She responds to situations such
as mealtimes, going to the bathroom, or going out by performing the expected actions. Most
classroom activities leave her unresponsive.

Anna responds to visual input such as objects (picks up objects handed out to her)
and natural signs (gets up when teacher signs “come”). When activities involve the use of
two hands such as threading buttons she seems to be more involved. She is particularly
interested in tactile and movement stimulation. She likes to keep a small piece of play dough
in her hands, rolling it between her hands and fingers or on the table. Her favorite activities
are finger-painting and foam playing. When she hears music, she moves close to the tape
recorder and positions her head on it. As she can hear the music, it was assumed that either
she wants to feel the vibration of the playing tape recorder, which again shows her interest in
touch, or her hearing is impaired and she benefits from less distance to improve hearing
abilities.

Observation also showed that she smiles and frowns when touched, tickled or moved
around. She likes to continue a thythmical movement by reaching out for adults' hands or

coming closer to them.
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Anna can imitate movements. Educational reports state that this was one of her first
abilities. Observation results show that she imitated rhythmical movements during music
class.

In spite of being able to display such behaviors, Anna does not attract positive
reactions form adults around her. She is said to be often "dirty," 'drooling” and "smelling
bad." Both the teacher and the teacher's aide say that she does not show interest in people or
in the environment. The teacher's aide goes in more detail saying:

No, she does not look for a person, for close contact. But sometimes she explores us

with her hands, or she leans on us, or puts her head on our shoulder. Sometimes I

bring myself very close to her, to see if she notices me and comes to me.

People in the environment do not spontaneously interact with her. She is very quiet
and doesn't distufb others. Sometimes it is as if people do not even notice she is there.

Most of Anna’s time in school is spent doing nothing. She can sit for long periods of
time without any activity. Sometimes she gets up and goes to lie down on the mat.
Apparently she tires very easily.

Anna responds to activities that involve soft materials such as paint, foam or play
dough. Other activities, such as ripping paper or gluing leave her disinterested. During
observation it was not clear whether she understood what she was supposed to do during
activities. Adults expect her to perform some actions (e.g., rip paper, put pegs on a pegboard)
but most often she doesn't perform these actions unless someone sits close to her and helps
her do the activities. In most cases, such as the paper ripping activity, she seems to have no
idea of what she is supposed to do or what the expected result might be.

The same kind of activities has been used for quite a while in class. It is difficult to
understand what sense Anna makes of having in front of her the same materials, which she

does not make anything with. The way things happen is, for example:
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Anna is supposed to put pegs on the board. She stays there, very quiet, with materials

in front of her. When the teacher decides to change the activity, she puts the

materials away without Anna’s involvement in any of this.

Given the absence of communication, which might help bring meaning into such
situations, she is left without information about what is happening.

Adults' role in the activities

There are two adults in the classroom, the teacher and the teacher aide. Most of the
time only one of them is there. The teacher and the teacher aide take turns inside the
claésroom, moving in and out of the classroom, which makes it difficult to pay individual
attention to children.

Other adults also move in and out of the classroom, mainly due to the fact that the
room has an outside door that people keep using to get in and out of the school. It certainly
disturbs the setting. After activities are set up, adults sometimes sit next to a child and do
things for them. Anna doesn’t often get this kind of attention. Since she doesn't cause any
disruption, they leave her by herself while attending to other children in class that demand
their attention.

The teachers usually give no specific directions related to how the activity should be
carried out. They talk to children, giving directions and commands, although some of the
children clearly do not understand speech. Although it is not done systematically, sometimes
teachers model behaviors for children to perform. Occasionally, the teacher aide helped
Anna with hand over hand support.

Adults talk a lot in the classroom but often about matters unrelated to children and
activities they are performing. Activities seem to be set to keep children busy, more than
being a way for children to learn. Even when adults guide children’s actions, their behaviors

are often inconsistent. Here is an example:
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The activity is ripping paper. The teacher aide started helping Anna, using hand over
hand. She put her hands on Anna's hands on top of the table, and pushes aside to rip
the paper. Then she leaves to go get something out of the classroom. Anna is left
alone...
...The teacher aide comes back. Anna hasn't done anything by herself. The teacher
aide asks: "So, what are you doing?" Anna picks up paper. (she seems to have an
idea that she should be doing something with the paper). Another child comes in; it
is necessary to reorganize places to sit the new coming child. There is some
movement in the classroom. Anna is, again, left alone.
Transitions from being with Anna to leaving her alone are not explained to Anna.
She has no idea why people are coming in and out, moving close and farther away from her.
As observations continued the teacher became more and more attentive to Anna. She often
commented about researcher’s coming into the room: “ Look Anna, there is your friend, now
you are going to have a lot of attention!’; In some of the systematic observations she sat next
to Anna. It was our impression that our attention to Anna caused the teacher to become more
attentive to her also.

Rhythm and movement

Anna often engages in rhythmical movements. She taps her hands on the table,
moves her hands back and forth on top of the table, rocks herself, and plays with her fingers
in a rhythmical sequence. If she has something in her hands she likes to tap it on the table.
These movements do not show stereotypical characteristics. These are slow movements with
different sets of patterns. It looks as if she is trying to get into a structure. Apparently, thythm
gives her that structure. When she has materials in front of her, such as paper or parts of
games, sometimes she throws materials to the floor, again in a kind of rhythmical sequence.

She does not do that in an aggressive way. It looks as if she is creating a pattern out of the
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throwing of things. She casts away one thing at a time, methodically, and goes on and on
until there are no more pieces on the table. These movements look like a search for a pattern,
more than random non-meaningful movements. From a communication perspective, it could
be interpreted as if she is rejecting the activity. Still, the way she does it doesn't look like a
rejection. What exactly does she mean by that?

Her interest in rhythm also shows in her liking of music (see sensory input) and
rhythmical movements. During an occasional observation of music activity Anna got
involved in turn taking playing with the teacher by alternately taping hands on the table.

Sensory input

Alth(.)ugh Anna is reported to have normal hearing and vision, her ability to use itin a
functional way was questioned since the first observations. Her reactions to sound and sight
are poor in general as compared to her reactions to touch, which are far more consistent. This
led the researcher to questioning her information processing abilities, since at a sensory level
Anna is said to have no problems.

Anna can visually fixate, locate and track objects and people. Apparently she uses
her vision better when objects are located at her eye level instead of down on the table. It was
not possible to find out about scanning abilities.

Reports do not provide information on her visual field. Still it was clear during the
OT session that Anna responds more clearly when materials are located in front of her eyes
than on the table.

An example of her hearing abilities was observed during a speech session. Anna
reacts to sound inconsistently. Sometimes she reacts to quite soft sounds, and at other times
the same sounds leave her unresponsive. She seems to need a level of intensity higher than
normal to respond. When she likes a sound, like music played on a tape recorder, she keeps

listening to it over and over again.
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Anna and the Speech Language Therapist (SLT) are playing With a tape recorder.

SLT puts the music on without Anna’s seeing. Anna does not react. SLT brings the

tape recorder into her sight. She takes Anna's hand and uses Anna's finger to switch

the tape recorder on. Anna picks up the tape recorder and brings it close to her head.

She can feel the tape recorder with her head. SLT turns the recorder off. Anna turns

it on again, immediately. SLT reduces the sound keeping it in a low level. Anna tries

to switch on the tape recorder. She thinks it is off.

Anna probably hears human voices, but she does not respond to them. Observation
did not notice her responding when being called nor did she ever answer spoken directives
and spoken questions.

Anna responds to visual input such as environmental cues (e.g., knows that it is time
to eat when she sees food on the table) and simple signs (e.g., she gets up when the teacher
signs “come").

Anna’s interest in touch is quite strong. She likes to be touched, she likes play dough,
she likes having her hands playing with foam, and she likes finger-painting. If allowed so,
she will keep a piece of play dough in her hands, rolling it between her fingers. Teachers
usually ask her to put the dough away before starting an activity.

Anna also likes being tickled and stroked. She accepts people’s cuddles, and
occasionally searches for body contact.

Summary of participant observation of Anna

During observation Anna worked with her teacher, the occupational therapist, the
speech and language therapist and the teacher aids. Therefore participant observation also
collected information about children's interactions with other adults in addition to the

teacher.
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During participant observation the observer noted that Anna’s communicative forms
were smiling, moving in the environment and non-speech sounds She did not initiate
communication intentionally and adults in the environment did not respond to her behaviors.
Speech was the main form used by the teacher to contact Anna, although Anna did not show
signs of speech understanding.

Activities performed in the classroom (e.g., ripping and gluing paper) were usually
non-meaningful for Anna. Anna washing her hands was the only activity that was functional
during the participant observation. Anna sustained interest for longer periods of time with
one-on-one attention from an adult and in activities that involved real objects and rhythmical
movements. Her responses to adults’ directions were very slow and were not identified as
responses. The observer noted that Anna did respond to adult’s instructions (putting pegs on
the peg board, playing with blocks with occupational therapist). Anna’s response took a long
time and adults do not give her adequate time to respond.

Anna showed that she likes movement, rhythm and touch with another person. She
responded by smiling to social interaction. She responded by smiling to the adult when being
touched and rhythmically moved in a swinging motion

Anna responds best to people’s touch and to the vibrations of a tape recorder when
she placed it against her ear. She did not respond to the speech of other people including her
own name. Visually she responded to objects placed at her eye level and in close proximity.
Maria

Communication

Maria communicates through smiling, laughing, crying, whining, and changes in
muscle tone and occasional movements of head and hand. She does not move independently
and sits in a wheelchair for most of the day. She has some voluntary movements of the head

and the right arm.
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Although Maria’s communicative functions are difficult to assess due to her motor
and vision problems, she can express refusal, ask for more and ask for interaction. Example
of her asking for attention:

Maria and the teacher aide are playing. The teacher aide sings and moves Maria

around in her arms. Maria smiles. Another child needs attention; the teacher aide

leaves Maria for a while. Maria starts crying........... The teacher aide comes back and
picks her up. She is very tense, her body in full extension and she is crying. Teacher
aide starts again singing and moving her around. Maria stops crying and smiles
again.

When she hears music, she stops movement, smiles or stops crying.

Maria enjoys being touched as long as she recognizes the person touching her and is
approached with a gentle touch. Unfamiliar sounds or objects give way to expressions of
dislike and generalized body movements.

Sometimes it is hard to understand if Maria likes something or not. There are
situations when she moves from smiling to expressing dislike without people having a clue
of what she really likes or wants.

During one observation the teacher and the teacher aide were trying to understand

why Maria was crying. They kept offering her options, from the pacifier that Maria

still uses to moving her into a new position and finally taking her out of the tumble
form where she normally sits in. Although there were moments in which Maria
smiled, she returned to expressing discoxﬁfort, which kept the teacher and the teacher
aide looking for other options. None of the options seemed to have a good result,

although Maria eventually stopped crying.
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Adults use speech to communicate with her. They also interpret Maria’s
communication forms providing it with meaning and playing what they assume would be
Maria’s part in the conversation:

During a one on one activity with the teacher (observing a touch book), Maria

showed no interest in the activity, and kept moving her arms and legs, stretching

herself backwards. The classroom displayed a loud background noise of other
children and teacher aides interacting. The teacher seizing these movements played

Maria's role and said: "Do you know what I am reacting to? No? Now, you! Open

your ears. It is my music! I cannot hear my music!" The teacher turned the music

louder and Maria quieted down.

Referring to Maria’s ability to make herself understood, a teacher aide said:

She can [make herself understood]. When she is bored she cries, she moves, she

smiles. I say things instead of her. We have to do that because they cannot say what

they want. We then say what we think they mean [......... ] because then they will
know we understand them.

Maria does not clearly respond to speech, but she reacts to changes in intonation and
recognizes voices. She laughs and giggles each time she hears the voice of one of the teacher
aides that she is reported to like the most. She remains very quiet and attentive when people
talk to her with a friendly intonation. Body movement and facial expressions are Maria’s
most frequent reactions to noise and unknown sounds, such as toy sounds that she never
heard.

Maria enjoys interaction and likes to have people talking to her, particularly people
that she recognizes. The researcher engaged in turn taking interaction with her at times,
sitting next to her, talking with her, and starting a simple tapping game once. Maria got

involved in the tapping game, asking for more each time the researcher stopped the game by
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slowly moving her hand next to the researcher’s hand. Although she responded to the
interaction, she didn’t smile the way she does when interacting with people that she
recognizes. Apparently Maria understood that there was someone different interacting with
her.

Maria’s crying, laughing and vocalizations are the forms that are more consistently
responded to. Laughing brings in comments from teacher or teacher aides such as “What are
you laughing about Maria?” When Maria cries both the teacher and the teacher aides actively
look for possible causes for crying and try to change it. Still, they are often not sure of the
causes of her crying.

Teacher and teacher aides also respond to Maria’s vocalizations with brief
comments, such as “ Oh! Are you talking to me?” or interpretations “You don’t want to
work, right?”” but they do not expect a response nor do they go on with any attempts to
engage in interaction. Adult’s interpretations of Maria’s vocalizations are usually limited to
what they already know Maria likes or wants. There are no expectations about Maria trying
to express anything new.

Using a head switch Maria can activate a tape recorder and play with toys producing
souﬂd. Unfortunately, for most of the time observations were carried out, a head switch was
not available and it was not possible to fully assess how Maria uses it for communication.

Maria’s involvement in activities

Maria usually reacts positively to activities by smiling and engaging in the activity as
much as she can. When she does not like the activity she reacts by pushing herself away.

Maria’s visual limitations make it very hard for her to anticipate activities in class.
When teachers and teacher aides describe activities that they will be doing other children can

see what materials are being set up. Maria cannot pick up on visual information and her
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speech understanding is very poor. It is difficult for her to anticipate what will be happening
in class.

Activities in class are mostly developmental kindergarten-like activities that do not
adapt to the ages of children in the classroom. Also, due to severe motor limitations of most
of the children in class, these children do not actively engage in such activities. They need
full assistance to participate in any kind of activity.

Maria needs total support in activities that require motor movements. When she gets
such support she demonstrates her happiness.

Teacher aide and Maria are listening to the tape recorder. Teacher aide stops the tape

recorder and then switches it on using Maria’s foot. Maria laughs and giggles, seems

very pleased.

Because her head switch was not functioning, Maria was sometimes encouraged to
use a table switch that she has great trouble activating. During one observation it was noticed
her actively trying to activate the switch by slowly sliding her hand along the trail, finding
the switch, then pulling her hand up to hit the switch. Many of her trials were unsuccessful.
When she did manage to activate the switch, she showed her pleasure with a large smile.
Still, after trying for a few times without success she gave up on her trials. It seemed too big
an effort for her to enjoy the activity for long.

Although she has significant problems with voluntary movements Maria tries to
initiate moments within an activity, such as activating the table switch to listen to music or
trying to move her hand into her peer’s sink which she had accidentally found by moving her
hand around before. Both a head switch and more support from the teacher or teacher aide

might improve her performance and let her participate more in some activities.
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Adults' role in the activities

Adults in class pay a lot of attention to Maria, by responding to her communicative
initiations, particularly vocal initiations. Speech without support of concrete forms of
communication is the main form of communicatioﬂ used by adults to convey information. As
mentioned before the use of speech is not aimed at developing interaction through the
increase of turn taking. It is either a response to Maria’s behavior or a way to convey
information about the activity. It does not include strategies to keep interaction going.
Ongoing interactions were observed only when Maria was in a one-on-one interaction with
teacher.

For structured activities Maria is individually supported by one of the adults in class.
Adults distribute their attention among children. The adult’s roles were mostly directed to
setting up the activity, positioning children, helping them access and manipulate materials,
and performing some of the activities so the children were not actively involved. For
example, Maria has some voluntary movement in her right hand. Adults grabbed her wrist
and put her hand on the switch to activate the toy instead of letting her initiate the movement.
Later Maria and an adult were using a factile book’ and Maria’s hand was manipulated to the
texture before she had a chance to initiate a movement with her hand. Because of her
inability to see Maria had no way to anticipate the activities. Purposes of activities and
changes in activities were not explained so Maria could understand.

The teacher does not have a specific activity plan for the periods of time children
spend in the classroom. Children’s schedules involve one-on-one activities with PT, OT and
SLT. During the time that is left for classroom activities the teacher organizes kindergarten

like activities. There is no specific mention of functional activities in children’s schedules.

5 tactile book - 2 book with raised level pictures and different textures
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Rhythm and movement

Maria enjoys rhythm and movement. She likes PT activities and going to the
Snoozelan room, a sensory room with a waterbed and visual and sound stimuli around.

Maria engages in turn taking activities when the teacher starts rhythmical activities
such as bouncing. She quiets down when the teacher bounces her and sings to her. She seerﬁs
to pay attention to it and enjoy these activities.

Maria likes movement and speed. During observation the teacher reported that when
they go on car tﬁps Maria always complains when the car stops. One of Maria’s favorite
activities is being pushed very fast in her wheelchair.

When lying on a mat Maria tries to move around by moving body and legs.
Apparently she initiates more movements when she is left free on the floor that when she is
on her wheelchair.

Sensory input

Maria has cortical visual impairment. During participant observations she did not
respond to visual stimuli related to classroom lighting, people and objects.

Maria is reported to have normal hearing. She responds to sound and voices, and
reacts differently to different voices. On occasipns she directed her face towards familiar
people who interacted with her by speaking. She recognizes familiar people by their voices.
When there are unfamiliar sounds in the environment she reacts with body tension,
generalized movements and crying.

Maria likes being touched by familiar people. Sudden unknown sounds or touching
unfamiliar objects frighten her because she cannot anticipate visually (e.g., touching an

unfamiliar teddy bear that made sounds).
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Summary of participant observation of Maria

In addition to the time Maria spends in class with the teacher she also works with the
speech and language therapist, and teacher aides. Therefore participant observation also
collected information about children’s interactions with other adults.

Maria communicated through the use of smiling, laughing, crying, whining, and
changes in muscle tone and movements of her head and right hand. The functions of
communication observed were asking for attention (wWhining or moving and smiling), refusal
(grimacing), asking for more (moving her body), and asking for interaction (hears voice of
preferred person and makes rapid body movements and smiles).

Adults use mostly speech to communicate with Maria during activities. They
comment on Maria’s vocalizations and body movements but they do not expect her to
respond. Maria does not actively participate in classroom activities. Although she requires
physical assistance because of her severe physical disabilities adults did not give her
opportunities to use her hand movements in activities. Often adults do the activity for her and
not with her.

No functional or real life learning activities were used in teaching Maria. Activities
such as playing with switch activated toys and feeling textures in a touch book were
observed. Maria was motivated by the person encouraging her to do the activity. Maria
enjoys activities that involve rthythmical movements such as bouncing. She likes fast
movements such as having her wheelchair moved fast.

Maria uses her hearing well, she can discriminate between familiar and unfamiliar
people by their voices, and she likes being touched by a person she knows. Maria ability to

understand speech was questionable during the observation.
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Because of her physical disabilities she cannot reach out and touch things
independently. When she touches with assistance new objects she becomes frightened and
communicates this through crying and body tension.

Results of participant observation provided data concerning: 1) Communication, 2)
Child’s involvement in activities 3) Aduits’ role in the activities, 4) Rhythm and movement
and, 5) Sensory input. The next session describes results of systematic observations.

Systematic Observations

Data collected for systematic observations results from observation and videotaping
of each teacher/child dyad in four activities. Of the four activities, one was observed after the
intervention process.

Videotapes were transcribed and interactions were dispiayed in matrices that
supported data generation and analysis. Analysis designed to partially respond to research
questions covered, a) identification and counting of communicative initiations of both
teacher and child, b) counting and describing of turn-taking interactions, ¢) coding and
categorization of communication forms of teacher and child, d) coding and categorization of
communication functions expressed by teacher and child, e) identification and description of
behaviors that were more often responded to by the teacher and, f) identification and
counting of missed opportunities for communication.

Counts and percentages of data related to research questions #1 (what communicative
forms and functions used by children), #2 (what communicative forms and functions used by
teachers), #3 (how do teachers and learners engage in turn taking activities), and #4 (what
communication behaviors do teachers respond to), were calculated only to enrich the overall
description of the data. Data from item five (missed opportunities for communication) was

selected across sessions as a common indicator of the teachers’ ability to interact with
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children. Data from observation of this item were quantified and used to compare pre and
post intervention sessions and assess intervention results.

Videotaped sessions represent different activities. Characteristics of the activities are
described according to: 1) the place where it happened, 2) the type of activity, 3) its goals
and expected outcomes, 4) the distance between child and teacher, 5) the position of the
teacher in relation to the child and, 6) the type of contact established.

Results of each case study are presented independently and therefore focus on
different issues within the items selected for analysis. This provides for richer and more
comprehensive information related to each case, since activities and partners are all different,
and therefore interactions might show unique characteristics. The following sections
therefore describe the results of Anna and Maria’s systematic observations separately.

Anna

Four activities were observed and videotaped in Anna’s case. The activities are foam
playing (A4), hand washing (A4A), paper gluing (A6) and music (A10). A10 (music) is the
post intervention session.

Characteristics of videotaped sessions

Videotaped activities A4 (foam playing), A6 (paper giuing) and A10 (music)
happened in the classroom. Videotaped activity A4A (washing hands) happened in the
bathroom. Table 1 shows the main features of each session. Activity labels relate to the
chronological sequence of observations/videotapes.

In session A4 (foam playing) the teacher was in the room but does not have contact
with Anna. The teacher was in the opposite side of the table, watching children playing with
foam. There is virtually no interaction between Anna and the teacher whereas in the
remaining activities the teacher is in a one-on-one relation with Anna, close to her, therefore

creating opportunities for physical interaction or communication.
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In A4A (hand washing), Anna is in close contact with the teacher and probably
understands what needs to be done because she was taken to the bathroom with dirty hands.
Also, the activity involves the use of water and soap which she likes touching and playing
with. Observation shows Anna anticipating/initiating with purposeful movements, such as

putting her hand under the tap to get water.

Table 13 - Anna - Characteristics of Observed Activities

" Distance

Contact
Anticipation .
Session Place Activity Goal Cutcome betwesn Positioning between teacher
cues »
teacher and. i

d

A4A (hand washing) is a daily routine activity, performed several times throughout

the day, which probably helps Anna understand what she is expected to do, eventually
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making her more active. Also, and because it is often performed, Anna has probably learned
more about this activity that about any of the others, which accounts for her success in doing
parts of the activity on her own.

The beginning of session A4A (hand washing) includes a series of turns between
teacher and child, which are a play situation based on movement. During these moments
Anna and the teacher establish visual contact, which only happens again in A10 (music).

In A6 (paper gluing) there is an expected outcome for the activity (in the end there
should be a human figure drawn from gluing pieces of paper) which could have been useful
to get the child involved in the activity, had it not been for the fact that Anna does not show
any signs of knowing what the outcome might be. Although the teacher spoke to Anna
telling her what they were going to do, there is no indication that Anna understood what she
was supposed to do. A drawing of the image on paper, suggesting the desired outcome,
would have helped Anna understand what she is supposed to do.

In A10 (music) the teacher creates opportunities for rhythmical movements, which
Anna enjoys. During the activity there were frequent turn taking interactions and also Anna’s
imitation of the teacher, which were not noticed in any other activity. The rhythmical
component of the activity seems to play a positive role in the development of Anna’s active
participation. In fact, as already mentioned in the description of participant observations,
Anna likes to involve herself in rhythmical movements and enjoys adults responding to her
movements.

Initiations

The teacher initiated interactions more often than Anna. Table 14 shows initiations of
both Anna and the teacher. The highest number of teacher initiations was noticed in A6

(paper gluing), during which there was a clear task to be performed by the child (to glue
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pieces of paper), therefore creating natural opportunities for the teacher to initiate

communication by requesting the child to perform necessary steps.

Table 14 - Anna - Initiations of Teacher and Child
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Sessions

An increase of child initiations was noticed across sessions, which might indicate
according to the definition of initiation, more responses from the teacher and not more
intentional behaviors from the chiid.

Teacher’s initiations usually gave way to interactions of just one turn. In most cases
the child’s response ended the interaction. Still, in session A4A (hand washing) and A10
(music) there were interactions of more than ten turns initiated by the teacher. In A4A (hand
washing), teacher and child got involved in a long interaction during which they played with
movements (the teacher interpreted a movement of the child as a request for interaction and
responded to it by starting a playful interaction that invoived touch and movement).

Turn taking interactions

Amalysis of turn taking interactions was based on the definition of turns included in
the description of methods. Both the frequency of interactions (amount of interactions per

session) and the amount of turns in each interaction were analyzed.
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Frequency of interactions

The amount of interactions between Anna and the teacher increased along the
sessions, ranging from very little interaction in session 4, during which teacher and child
interacted 8 times over a period of 10 minutes, to session 10 during which teacher and Anna
interacted 23 times over a period of 13 minutes. Table 15 shows the number of interactions

according to each session.

Table 15 - Anna - Frequency of Interactions in Each Session

Session Duration N° of interactions

Characteristics of observed activities, particularly the nature of the activity itself and
the proximity between Anna and the teacher, apparently play a role in the frequency of
interactions noticed. This assumption lead into further exploring possibie reasons for
differences in turn-taking across sessions.

Exception made for the activity in session A4A (hand washing), which is a functional
activity with an outcome that seems obvious to Anna (hands clean), the remaining activities
all have in common the fact that they are performed in the classroom and there is no clear
outcome for it. In these activities the teacher did not inform Anna of what she is supposed to
do. Anna does not have a way to anticipate what is expected from her.

In A10 (music) Anna is involved in the activity. She seems to enjoy music and
thythm, which in itself might provide her with an outcome for the activity. The rhythmical,

recurring type of activity, during which teacher and child perform sequences of movement
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patterns, seems to create more opportunities for interaction that any of the other
activities. Anna imitates the teacher, which was only noticed in A10 (music), although
reported as a skill in school reports.

The question remains of why Anna imitates the teacher in this activity. Although it
might seem obvious that she imitates because the activity itself requires it, the fact that she
displays imitation skills is important. Why does Anna use these skills in this activity and
does not do it in other activities?

One possible explanation relates to the nature of the activity itself. It is a simple,
repetitive activity. There is no need for higher levels of cognitive operations. No problem
solving needs such as in activity A6 (paper gluing) where she had to figure out what to do
with a piece of paper and glue I her hands, no decision making problems such as in A4 (foam
playing) where she was left in front of a table with foam on top. Imitation of teacher’s
movements is, in this case, enough to be successful. It certainiy brings in confidence and
sense of accomplishment to the child.

It is interesting to note that she does not use the same strategy (imitation as a way to
be successful) across sessions. In A4 (foam playing) and A6 (paper giuing) she apparently
has an idea that something is expected from her although she does not know what it is. Or
she might simply feel more motivated in A10 (music) and therefore more involved in the
activity.

Another explanation relates to positioning of both teacher and child. This is the only
activity that facilitates eye contact, establishing a closer contact between both. The teacher
uses it to stimulate Anna to imitate her movements. She looks for this contact even saying to
Anna, at some point: “ look at me!” Still the teacher does not use this strategy in any of the

other sessions.
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A final hypothesis relates to the nature of the activity and the way it impacts on
Anna’s. Observation showed Anna often tapping on the table during participant
observations, somehow trying to get into a thythmical pattern. She does it on her own
possibly as her own way to bring order into a world that does not provide her with enough
structure. It is possible that an activity that builds up on this type of behaviors, such as A10
(music), brings her more information and therefore raises her level of participation.

Amount of turns in interactions

Most interactions between Anna and her teacher have only one turn. It is usually a
teacher’s initiation and a response from Anna’s. Tables 16a and 16b display the length of
interactions per session according to the number of turns.

An analysis of interactions with higher number of turns (A4A (hand washing) and
A10 (music) shows that these are thythmical interactions in which movement and rhythm are
the basic components. There is no further meaning attached to messages being sent, which
makes interactions flow easily. The patterns shown are very similar to those performed by
mothers and infants during early turn taking episodes. It is the rhythmical and synchronic

nature of the movements that keeps the interaction going.
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Table 16a - Anna —Teacher: Initiated interactions and number of turns

Number of  Session A4  Session A4A Session A6 Session A10

turns (10min) (8 min) (17 min) (13 min) Total
1 6 0 15 13 34

5 1 1 5 2 9
6-10 0 3 0 1 4
>10 0 1 0 1 2
Total 7 5 20 17 49

Table 16b — Anna —Child; Initiated interactions and number of turns

Number of  Session A4  Session A4A Session A6 Session A10

turns (10min) (Smn)  (7mn)  (Bmm) 1O
i 0 0 i i 5
25 1 1 1 3 6
6-10 0 1 1 2 3
>10 0 0 0 0 1
Total 1 2 3 6 12

In A10 (music) interactions with more turns are supported by the nature of the
activity as Anna is supposed to imitate teacher’s movements. The fact that the child imitates
the teacher apparently had a positive impact on the teacher, motivating her to respond and
keep the interaction going.

In A4A (hand washing) the longest interaction refers to the initial moments of the
activity, when the teacher calls Anna to go to the bathroom. Anna resists and the teacher

picks up on her behavior to develop a playful interaction.
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In some cases it was difficuit to analyze the number of turns in interactions, as Anna
sometimes gives quite delayed responses creating overlapping situations in which the teacher
had either given up or already started another turn when Anna takes her turn.

An example of such a situation occurs in session A10 (music). The amount of time
Anna takes to respond raised doubts on whether Anna’s displayed behaviors could be
described as alternating turns. It was decided, as defined in the criteria for coding behaviors,
that although delayed, this was a response. Timing of teacher’s responses seems not to fit
Anna’s timing. The teacher moves from one movement to another, going on with singing
and movements attached, leaving little room for Anna to follow it. There are continuous
changes in the type of movements Anna should imitate which might account for her
difficulties in pacing with the teacher and perform the desired movement.

Behavior forms and functions

Although types of behaviors for both teacher and child were quantified it is not
possible to fully describe these results based only on the number of different behaviors
displayed.

There are differences from session to session not just in the type and amount of
behaviors but also in the combinations of behaviors that were shown both by teacher and
child in each session.

The fact that a behavior form appears more in a given session than in another one
does not imply quality changes in the interactions. Some activities were an opportunity for a
certain type of behaviors more than others, such as in A6 (paper gluing) where the number of
actions on object behaviors is directly related to the fact that the teacher wants Anna to put
glue on paper. Description rather focuses on categories resulting from content analysis and
coding of behavior forms, in an attempt to understand the possible implications of these

behaviors in the development of interactions.
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Anna’s communicative forms

Participant observation has already shown behavior forms that Anna exhibits more
frequently. These are smiling, changes in body position (e.g., raising her head) vocalizations
and movements {e.g., tapping on the table).

For a detailed analysis of these behaviors systematic observations were content
analyzed and observed behaviors coded. Coding was aimed at identifying implications of
those behaviors in the interactions, in the absence of intentionality that could help define a
function for each specific behavior. In Table 17 Percentages of coded behaviors for each

session are shown.

Table 17 -Anna - Behavior Percentages Across Sessions

A4 AdA A6 A10
Action on obiect 9% 31% 6%
Action on own body 2% 12% 2% 4%
Action on person 2% 3%
Material manipulation 19% 20%
Accept movement 3% 4%
Stop movement 2% 3% 5% 10%
Attention to adult 7% 3% 2%
Attention to peer 12% 6% 4%
Body expression 25%
Facial expression 9% 2%
Gestures 22%
Changes in position 15% 31% 8%
Rhythmical.contextualized 22%
Rythmical movements 51% 12% 5% 22%
Physiological sounds 5%

TOTAL 100% 100% 100% 100%

Categorization of coded behaviors resulted in six categories: 1) actions, 2) responses to
being manipulated, 3) attention, 4) expression, 5) movements and, 6) sounds. Table 18

shows behavior codes and its description.



Table 18- Anna - Behavior Coding and Categorization
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Category Code name Code Description

Example
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The category Actions refers to actions on one’s own body, actions on objects and
actions on another person. Of the total amount of actions displayed, Anna’s largest number
of actions relates to acting on objects. In this session Anna is supposed to glue paper. The
nature of the activity creates natural opportunities to use objects, which probably accounts
for the percentage of “actions on object” behaviors. During this session the teacher sat next
to Amna helping her perform the activity, which might also account for her concentrating on
the activity and therefore using objects in the expected way.

Actions over her own body, such as washing her face in session A4A (hand washing)
or cleaning her mouth in session A10 (music) also help define her activity level. These two
examples refer to actions that Anna performed after having been prompted by the activity in
session A4A (hand washing), as she was in the bathroom or by the teacher’s initiation in
session A10 (music) when the teacher gave her a tissue.

Occasionally she acts on a person (a peer), such as in session A4 (foam playing).
When her peer G, who sits next to her, screamed, Anna reached out and touched him.

Under the same category (actions) movements were also noticed that were coded as
manipulation of materials. These were movements related with objects that did not suggest
any purposeful action (ex: the teacher gives Anna a piece of paper to put glue on. She keeps
the paper in her hand, opens and closes her hand repeatedly, without apparent purpose).

The category Response to Being Manipulated includes stopping or rejecting a
movement or accepting a movement.

Anna reacts to being manipulated either by accepting manipulation without acting
(ex: in A4A -hand washing- accepts the teacher washing of her face) or by stopping the
movement (ex: in A10 (music) the teacher makes her perform a movement using hand over

hand: when the teacher takes her hands away she drops her hands). Observations detected
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more attempts to stop manipulation than acceptance, which might be interpreted by the
teacher as refusals or protests.

In some cases it was difficult to analyze Anna’s behaviors. For example, in A10
(music), the teacher modeled a movement by taking Anna’s hands to her ears (as part of the
movements that go with a song). Anna kept her hands in her ears for some time, after the
teacher has started another movement. The teacher had to tell her to take her hands off the
ears. This is most probably a delayed response much in the same way she often does, as
explained in the section related to the amount of turns of interactions. Still her usual response
would be to let her hands drop instead of keeping it in the position that was modeled by the
teacher.

The category Attention includes attending to a peer or an adult. Coding of Anna’s
behaviors resulted in small percentages of attention behaviors throughout sessions (see
percentage behaviors, Table 6). Still, it shouid be noted that coding of attention behaviors
referred to moments when Anna was attentively looking at an adult or a peer with an
expression of interest, without performing any other behavior. Other behaviors could have
been coded as attention behaviors had it not been for the fact that they were carrying other
actions with it, as it is the case in session A10 (music), when Anna repeatedly imitated the
teacher’s movement.

The coding of attention behaviors refers to directing attention to a peer doing
something (such as in A4 -foam playing- when her peer G. screams and Anna turns her head
to him), which is an indicator of a very early communicative ability that apparently has not
been followed by more developed attention behaviors. Although Anna showed occasional
attention to objects (which were coded as “actions on object”) observation did not detect

behaviors reflecting joint attention skilis.



131

The category Expressions includes body movements and facial expressions. Anna
does not cry, move or laugh often. Still, body and facial expressions were detected,
particularly during session A4A (hand washing), when teacher and child involved
themselves in a turn-taking play interaction. The teacher asked Anna to go wash her hands,
Anna moved back, as if refusing to move, the teacher seized this movement and started
playing with Anna, tickling her and allowing for a turn-taking game. The teacher tickles
Anna, Anna draws herself backwards, then moves forward, the teacher tickles her again, she
moves backwards. They go on with this game for a while.

In order to communicate Anna benefits from someone first interpreting her
behaviors. This is consistent with the fact that she hardly ever initiates interactions. She also
seems to benefit from movement and rhythm in the interaction. When these two components
were present Anna takes part in interactions and expresses herself more than in any other
situations.

The category Movements includes gestures, changes in position, rhythmical
movements and contextualized rhythmical movements.

When left unattended, Anna spends long moments performing rhythmical
movements with her hands on the table. She taps on the table, moves hands back and forth,
and taps with her fingers. Such movements were observed particularly when Anna was
playing with foam with no defined outcome, but also across all sessions each time she was
not involved in an activity. These results reconfirmed findings described for participant
observations (see thythm and movement in participant observation).

When an activity involves music, such as in session A10 (music), Amma can be
particularly involved in performing rhythmical movements. In this case behaviors were
coded as contextualized rhythmical movements because they were contextualized by the

activity.



Her movement behaviors often include changes in position. In session A6 (paper
gluing), changes in position were interpreted as possible ways to move away from the
activity. (e.g., turns her head to the side opposite to the teacher; raises her head with her eyes
facing the ceiling; drops her head on the teacher’s arm).

Anna’s commumicative functions

From a communication perspective it is the role of teachers to imply intentionality
onto behaviors expressed by children in order to develop communication (Downing 1999).
Teachers must carefully detect and respond to potential functions of children’s expressed
behaviors according to the contexts in which behaviors occur.

Anna’s communicative functions were not coded and counted mainly because of the
lack of identified intentionality in most of the observed behaviors. Still, observation of Anna
and the teacher interacting provides some clues about possible functions. Suggestions of
possible functions for those behaviors are described below.

Anna shows a number of behaviors that seem to be related to sensory exploration of
the environment, such as keeping her hands on the foam and moving it back and forth,
occasionally feeling it in-between her hands. Teachers can assume such a behavior to be a
request for more and more organized sensory information. Other behaviors, such as looking
at peers when they make some noise apparently are also a search for information. Such
behaviors, when interpreted and responded to by teachers, may provide the child with more
information that will support further learning possibilities.

Anna’s repetitive movements, such as taping on the table with a fixed pattern could
be analyzed as a need for structure in the absence of more developed forms of organization.
Teachers can join into these movements, acknowledging it as potentially communicative and
responding to it by creating turn taking interactions. By joining in, teachers give the child a

feeling of their actions being accepted. Many of the non-responded behaviors, particularly in
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session A4 (foam playing), are thythmical movements that could be used to involve Anna in
mteraction. In A10 (music) the teacher uses this strategy and repeats Anna’s movements
starting a turn taking interaction.

It is not clear if non-intentional behaviors, such as the rhythmical movements Anna
performs, can always be attributed a function by the teacher. In this case it was not easy for
the researcher to find one. Van Dijk (1986) suggests a resonance level of interaction in which
teachers start interactions by imitating children’s movements eventually moving the child to
higher levels of communication. Such decisions become important matters in the
development of teacher preparation programs. Teachers should be able to decide what 1s the
best strategy to start interacting with a child with multiple disabilities.

In sessions A10 (music) Anna imitates the teacher. It is the only session where the
teacher imitates Anna and it provides information on Anna’s learning possibilities.

In session A4 (foam playing) Anna reaches out for water to wash her face. The tap is
closed. This behavior might be considered as a request for water. Again, if the teacher
interprets such a behavior she can respond to it and attach meaning to the child’s behavior,
making it possible for Anna to ask for water in a new situation.

Anna also responds to the interruption of a rhythmical movement by starting it again.
In session A6 (paper gluing) the teacher plays with Anna by bouncing Anna’s head that rests
on her arm. When the teacher stops, Anna presses her head against the teacher’s arm. This
could be interpreted as a request for more of the same activity.

Anna sometimes responds by taking an object that the teacher hands out to her. In
session A10 (music) she picks up a tissue, and in session 6 she picks up the glue. Still these
behaviors happened only on these occasions and cannot be considered as a rule. It is,
nevertheless, a sign that Anna can perform at higher levels by directing her attention to an

object and eventually acting according to the object’s function.
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A detailed analysis of longer tums should provide data on possible functions Anna

might convey, as well as on the functions of the resulting answers given by teachers. Such an

analysis would include gathering data on the teacher’s perceptions of potential
communicative functions through interviewing and video analysis. This type analysis is
beyond the scope of this study essentiaily for time reasons.

Teacher’s communicaiive forms

Teacher’s behaviors were coded and organized in three categories: 1) single
behaviors, 2) combination of behaviors and 3) behaviors that were not directed to the child.
Categories were chosen in order to explore the teacher’s ability to provide the child with
additional information apart from speech or in combination with speech. Appendix G shows
a code list of teachers’ behaviors forms. Table 19 shows behavior forms more often used by
Anna’s teacher across sessions.

Tabile 19 - Anna - Teacher's Communicative Forms

V M V+tM VMM MM MO VO  VHEMMHO VHM+O VND
Ad 3 1 0 0 0 3 i 0 1 0
Ad4A 3 i i 0 ] 0 6 0 i 2
Ab 0 g 1 i i i 2 2 1 0
AlQ 6 7 2 8 i ¢ ¢ 0 Y i

V-verbal; M-motor; MM-hand over hand; O-cbs ect; VND-nondirected to the child

Anna’s teacher exhibited different behaviors according to sessions. The more
frequent ones are combinations of speech and movement, which were identified in activities
A4 A (hand washing}, A6 (paper gluing}, and A10 {(music). These activities have in common
the fact that the teacher is close to the child and the activity involves either movement

(rhythmical activity or a concrete goal (washing hands or gluing}.
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In session A6 (paper gluing) and A10 (music) there were hand over hand behaviors
combined with speech aimed at making Anna complete the activity in A6 (paper gluing) or
perform the desired movement in A10 (music).

The teacher frequently uses speech alone, such as in A4 (foam playing), A4A (hand
washing) and A10 (music). In sessions A4 (foam playing) and A10 (music) the teacher also
used movement alone.

The use of concrete forms of communication such as objects is not frequent in the
teacher’s repertoire. Combinations of movement and object were observed (ex: the teacher
put more foam on the table) in sessions A4 (foam playing); speech and objects (ex: teacher
says: “take it” and hands Anna a tissue) in sessions A4 (foam playing), A4A (hand washing)
and A6 (paper gluing); combinations of speech, hand over hand and objects (ex: teacher says
first you need to put the glue”, while giving Anna the glue and gluing the paper using hand
over hand) in sessions A6 (paper gluing), and combinations of speech, movement and object
(ex: the teacher pulls Anna to the bathroom, gives her a piece of toilet paper and says “ look!
We are going to flush the toilet) in sessions A4 (foam playing), A4A (hand washing) and A6
(paper gluing).

Results of both participant observations and interviews show that Anna more
consistent responses relate to information provided with object support. Systematic
observation did not show the teacher using it on a regular basis. This should probably be
used consistently as a way to ensure that Anna understands information that is conveyed to
her.

Teacher's communicative functions

Teacher’s communicative functions were coded according to the list shown in

Appendix H. In table 20 the functions more often used by the teacher in each session are
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displayed. These codes were used to describe Anna’s teacher communicative functions in her

interactions with Anna.

Table 20 - Anna - Teacher's Communicative Functions

P CA INF C FA 1 PR PC INC 0
Al 2 - 3
AdA 3 3 6 6 9
A6 2 5 16 6 3 i i 6 24
Al0 23 4 3 S

P -question; CA -directs attention; INF-informs C-comments; FA-facilitates action; I-imifates the chiid; PR-

searches for a response-; INC-prompts; O- commands

An analysis of Table 21 reveals that the teacher s highest numbers of functions are
directives, provision of information and comments. Directives occur in all sessions, with a
highest number of 24 in session A6 (paper gluing) where the child had to perform an activity
with a clear outcome (a body picture made of pieces of glued paper). Information provision
also occurs in all sessions with a highest number of 23 in session A10 (music) where the
teacher provides the child with information on what she is supposed to d by using
movemerits that she expects Anna to imitate. A third group of functions includes commenis.
The teacher expresses comments {e.g., “This is nice”) in sessions A4A (hand washing), A6
{(paper gluing}) and A10 (music).

Teacher’s communicative functions are frequently expressed through speech, which
limits the communicative impact it could have on Anna’s, therefore explaining somehow the
lack of responses.

An analysis of a) the forms that are more often used to express certain functions, b)
the combinations of forms this teacher uses more frequently and cj the convergence or
divergence of contents in messages conveyed through the use of more than one form, would
provide interesting additional information and help describe in more detail the
communicative characteristics of this teacher. Such an analysis is not possibie in this study

particularly due to time limitations.
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Behaviors more often responded to by the teacher

Anna displays different types of behaviors. Gbservation assessed whether certain
types of behaviors created an occasion for the teacher to respond more than others.

The types of child’s initiations that the teacher more often responds to are:
miisbehaviors (such as putting foam in her mouth}, behaviors that do noi maich the activity
{such as smashing paper when she should be gluing it} or a behavior that teacher expects
Anna to perform (using glue on paper). Teacher’s responses aim at stopping or encouraging
the behavior.

Although participant observations had shown that the teacher responded when Anna
makes a sound, there were nearly no sounds produced during systematic observations,
exception made in A4 (foam playing), when Anna coughs. The teacher did not respond to
this sound.

Missed opportunities for communication

The ability to detect and respond to potentially communicative behaviors provides an
interactive basis that supports the development of further communicative abilities. Missed
opportunities for communication were assessed by counting the number of potentiaily

communicative acts that were not responded to by the teacher.

Table 21 - Anna - Missed Opportunities for Communication
Sessions
A4 Ada A6 Al
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Percentage
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A4 - foam playing; A4A - hand washing; A6 - paper gluing; A10 - music

The activity that shows a larger number of non-responded behaviors is A4 (foam
playing). During this activity the teacher is far from Anna and does not interact with her
often. Most of Anna’s behaviors in this sessions are not taken into consideration as potential
itiations, and therefore do not create ground for interactions.

The activity that shows a smaller number of missed opportunities is A10 (music),
which is the post intervention activity.

As mentioned before, data concerning missed opportunities for communication were
selected both to describe interactions between teacher and child and also to compare results
of pre and post intervention sessions, as it was the type of data that was less likely to be
interfered by the nature of the sessions.

An amount of 67 potentially communicative acts were missed during the 35 minutes
that represent total time of the three pre-intervention sessions: A4 (foam playing), A4A
(hand washing), A6 (paper gluing). Based on these figures an amount of 1.91 missed
opportunities per minute was calculated.

Considering the duration of the post intervention activity (13”), an amount of 24,8
non-responded behaviors in session A10 (music) was anticipated. The results of the post
intervention session, for non-responded behaviors, indicate a number of 12 non-responded
behaviors.

As the intervention procedure included information on ways to respond to child’s
potentially communicative behaviors, a conclusion can be made that there was a change in
the way teachers responded to potentially communicative behaviors that points out to
possible positive results of the intervention. These results will be further discussed in the

next chapter, in association with results from the rating scale.
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Summary of systematic observations of Anna

Anna displays potentially communicative forms such as smiling, changes in body
position, vocalizations and movements. The results of behavior coding revealed six
categories of behaviors: actions, response to being manipulated, attention, expressions,
movements and sounds.

Although Anna does not show intentional communicative behaviors, she can ask for
a movement to continue when she is involved in turn taking with the teacher.

Anna’s teacher uses speech and speech combined with movement as main forms of
communication with Anna. Her most frequent communicative functions are directives and
provision of information. Whenever Anna shows behaviors that do not match an activity,
misbehaviors, or behaviors that the teacher expects her to perform, the teacher responds to
them with comments or directives.

The teacher misses opportunities for communication by not responding to Anna’s
behavioral forms. Results of the post intervention session show that the number of missed
opportunities for communication decreased after intervention.

Maria

Activities observed and videotaped in Maria’s case were sensory stimulation in the

Snoozelan room (M6 and M7), and foam playing (M9 and M11).

Characteristics of videotaped sessions

Each activity had different characteristics. Tablel0 describes the characteristics of the
four activities videotaped.

Sessions M6 and M7 are both located in the Snoozelan room. In Maria’s weekly
calendar the Snoozelan room appears three times. It is an activity that the school considers as

important for children with multiple disabilities.



In session M6 and M7 (Snoozelan room) Maria and the teacher are in close contact.

Maria lies on a waterbed. The teacher stands on the waterbed making it move, sits next to

Maria or lies next to her. Different visual and hearing stimuli are provided under the

teacher’s selection. The teacher tries to get responses from Maria by changing stimuli. There

is music and visual input from a light that reflects on a mirror surfaced ball hanging from the

ceiling. The ball moves around producing visual stimuli that are seen around the room as

moving spotiights of different colors. Stimuli can be selected to work isolated or in

combination.

The teacher encourages Maria to interact by talking with her, making the waterbed

bounce, tickiing her and changing stimuli in the room.

Table 22 - Maria - Characteristics of Observed Activities

sits next to her,

on herright

hand gide

Distance Contact
Session Place Activity ixfetsicipaiicm Goal Outcome ?;r‘;?m d Posifioning ?eiz;?and
child child
Ms Sngozelan Mana and the Verbal Sensory No No distance. Maralieson  Tactile
Room ieacher plav on the Moving into Stimulation Teacher and thebed. The  hearing
waterbed the child are in teacher either
Snoozelan close contact lies next to her
room or stands
M7 Snoozelan Maria and the Verbal  Sensory  Nao Nodistance. ~ Marialieson  Tactile
Room teacher play on the Moving into Stinulation Teacher and thebed. The  hearing
waterhed the child are in teacher either
Snoozelan close contact lies next to her
room or stands
MS Classroom Playing with foam  Verbal Sensory No = 1 meter Teacheris Hearing
i a sink Positionng  Stimulation belind Mana  Occasionally
on a wedge tactile
Mil Classroom Plaving with foam ~ Verbal Sensory No 46 -50cm Maria ison her Tactile
on the wheeichair  Objectcue  Stimulation wheelchair. hearing
tray e teacher

M6 and M7 - Snoozelan; M9 - foam piayihg n group; Mi1 foam playing one on one
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Maria is verbally informed they are going to the Snoozelan room. The teacher takes
Maria out of her wheelchair and carries her to the room because there are wheelchair access
problems to the room. This might help Maria anticipate where she goes as all other activities
(occupational therapy, physiotherapy, speech and language therapy, lunch, toilet,
playground) are in wheelchair accessible places and therefore Maria is taken there on her
wheelchair. So, although the teacher provides verbal information only, there is more
information that may support verbal information and help Maria anticipate. It is not clear if
she anticipates the situation or if she just reacts to being taken out of the wheelichair,
Observation showed that she also smiles when taken out of the wheelchair to go play on the
floor.

The Snoozelan room provides sensory stimulation. Still observations led the
researcher to think that Maria benefits more form the interaction created with the teacher
than from the stimulation itself. The teacher presents different simuli and waits for Maria’s
responses. Maria seems to react to light and sound by smiling. Her responses to movement
are far clearer than her responses to sound and light. In session M7 she laughs a lot when the
teacher moves the waterbed.

None of the activities has a clear outcome, or “finish” clue. The activity ends when
the teacher says, “ Let’s stop. We are going back to our room”. Again, changes in activities
and environment are not clearly explained through the use of concrete forms of
communication. Maria can only guess what is going on from combinations of speech,
movement and, possibly, memory of previous situations. The teacher does not consistently
use combinations of forms to inform Maria.

Although both activities happen in the same environment and with the same stimuli,

interactions generated between Maria and her teacher is very different. Session M7 revealed
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more interaction turns, more activity on Maria’s side, more responses of the teacher than
session M6. The activity seems to please both Maria and the teacher more in M7 than in M6.

In session M9 (foam playing group activity), Maria lies on a wedge. She is in front of
a table with a sink where the teacher put foam Another leamer plays next to her, also playing
with foam. The teacher anticipates the activity verbally. Again, Maria might get an
anticipatory clue from positioning. The goal of the activity is sensory stimulation through
playmg with foam.

The teacher moves around the classroom, paying attention to other children.
Occasionally she comes close to Maria and interacts with her. The teacher’s contact with
Maria is tactile and verbal. She praises Maria, comments on her playing with foam, and
helps her either with hand over hand support or by correcting her positioning so that Maria
can reach out for foam. Maria smiles, she seems very happy displaying a lot of head
movements. She also moves her arm and hand in the foam container. On occasions she
moved her hand apparently trying to reach her peer’s container.

Particularly in activity M9 (foam playing group activity) it was extremely difficult to
sort out which movements were clearly voluntary movements. After discussion with a
Cerebral Palsy specialist agreement was reached upon which behaviors were to be
considered voluntary and therefore coded.

In M11 (foam playing one on one activity) Maria is on her wheelchair. The teacher
sits next to her, on her right side, near Maria’s right arm, in which she has some voluntary
movements. The activity is playing with foam and the goal is again sensory stimulation. The
teacher anticipates the activity by letting Maria feel the foam container.

In the initial part of the session Maria does not show great interest in the activity. The

teacher mentioned that she had been crying often on that day.



The teacher started interacting with Maria by creating empathy that tumed the
mteraction into an enjoyable one. The teacher spent time talking to Maria, slowly moving
Maria’s hand on the foam can, using speech and saying “ now we are going to play with
foam, look here is the foam... we are going to play...here is the foam can. .. and the foam...
(lets her feel the container and a bit of foam in her hand). When she noticed a smile on
Maria’s face the teacher repeated the movement that made Maria smile. Maria smiled again.
The teacher went on, attentively looking for Maria’s expressions and involving her more and
more in interaction through the use of a rhythmical sequence of movements and speech. This
was a good example of the teacher’s trying to interpret behaviors and responding to it in such
a way that Maria ended up motivated to interact.

Observations of sessions M9 (foam playing group activity) and M11 (foam playing
one on one activity ) showed, much as activities M6 and M7 in the Snoozelan room, that the
emotional interaction developed in these sessions ends up being the most important aspect of
the activity. Although sessions M9 (foam playing group activity) and M11 (foam playing
one on one activity) both share the fact that objects are introduced into the interaction, there
is no progress in the development of interactions based on objects that could provide for
learning opportunities.

This is consistent with statements of Maria’s teacher in the final interview. She said
that if she was to work with Maria on the following year she would not just concentrate on
emotional interaction, somehow assuming this to be the core of her work during the year that
our observations lasted.

Initiations

As mentioned in the description of Anna’s results, initiations are behaviors that start

a communicative act, independent of intentionality.
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Table 23 shows the number of initiations of both Maria and her teacher. The teacher
shows more initiations in sessions M6, M9 and M11 (foam playing one on one activity),
whereas in session M7 the number is equal for both teacher and child.

The apparent decrease of interactions along sessions is, in fact, the resuit of longer
interactions happening between teacher and child, creating less pauses and therefore less
need to re-start an interaction. In the next chapter these results will be discussed in

combination with results of tum taking interactions.

Table 23 - Maria - Initiations of Teacher and Child
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Sessions

M6 and M7 - Snoozelan; M9 - foam playing in group; Mi1 foam playing one on one

Turn taking interactions

The frequency of interactions between Maria and the teacher and the number of turns

of each interaction are displayed in Tables 24a+b.




Table 24a - Marnia - Teacher Iniiated Interactions and Number of Tums
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Session M6 Session M7 Session M9 (11 Session M11
Number of tums Total
(25 min) (20 min) min) (30 min)
i Z i 5 [} 3
2-5 5 2 2 2 11
5-18 4] i i i 3
=10 i 1 ¢ 3 5
Totat 2 3 2 & 27
Table 24b - Maria - Child Initiated Interactions and Number of Tums
Scssionn M6 (25 Scssion M7 (20 Scssion M9 (11 Session M11
Number of wms ) ) ) Total
bistiiy] Featiey) min) (30 min)
i i i G L] 2
2-5 3 & 3 g 6
6-16 G 2 3 G 5
>iG i 2 G G 3
Total 5 5 & g i6

Frequency of Interactions

The number of interactions between Maria and her teacher varies between 14 (six are

chiid initiated and eight are teacher initiated interactions) in session M9 (foam playing group

activity) to six in session M1 1 {(foam playing one on one activity).




Table 25 -Maria - Frequencies of Interactions in Each Session

) ) N°of
Scssion Duration ) )
intcractions
M6 25 13
Pre mtervention
. M7 20° i6
sessions
M9 it i4
Post intervention
: M1l 30 6
session

Apparently there is a reduction of interactions in session M1 1 (foam playing one on
one activity), which is the post intervention session. Still, an analysis of data concerning the
number of mnteractions together with the number of turns in each interaction reveals that
there is an increase in the length of each interaction, which somehow explains the reduction
of the number of interactions along the session. Teacher and child keep themselves involved
in ongoing interactions, which somehow also explains the lack of initiations described in the
description of nifiations.

it is interesting to note that judges’ opinion, based on the Likert-type rating scale
used fo assess communicative interactions at the end of the process, does not confirm these
results. Discussion of such results will be included in the next chapter.

Amount of Turns in Interactions

Length of interactions between Maria and her teacher varies according to each
session. The most typical pattem is interactions of two to five turns. The longest interactions
occur in sessions M7, with an interaction of 34 turns, and M11 (foam playing one on one

activity ), where there was one interaction with a total of 92 turns.
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Maria and her teacher get involved in longer interactions in sessions M7 and M11
(foam playing one on one activity) which could be explained by the following factors: a)
teacher and child got to know each other better along the year. Observation and interviews
showed that the teacher felt much more comfortable interacting with Maria at the end of the
year, b) the way teacher and Maria influenced each other along the sessions. In M7 Mana is
very active and willing to move, and the teacher responds to her activity creating turn taking
interactions during which Maria “asks” the teacher to re-start a movement of the waterbed by
Jumping on it. The teacher pretends to finish the session, while in fact she keeps an
intonation that encourages Maria to keep trying to get the teacher to move the waterbed
again.

A similar situation happens in session M11 (foam playing one on one activity), but in
this session it is the teacher that ends up “convincing” Maria to interact. Maria is very quiet
in the beginning of the session and looks quite uninterested in the interaction. As the teacher
keeps on trying to encourage her to interact Maria gets more and more involved in the
interaction. At some point Maria clearly smiles in response to the teacher’s attempts to start
interaction. The teacher picks up this response and develops a long turn-taking interaction
consisting of playing with movement, speech and pauses that encourage Maria to participate.
This happens after a long period of no responses from Maria’s, and it is an interesting
example of the way teachers should encourage learners to participate.

In all sessions interactions are basically of an emotional kind. There is no outcome
for the activity; the teacher is not trying to teach Maria anything. Interactions are supported
by the pleasure that both Maria and the teacher get form it. There is no development of any
subject, no curiosity needs met, no introduction of a theme, no comments on life happenings,
nothing that could help Maria explore and learn something. Responses are only time ruled,

and not content ruled, as there is not a content to respond to.
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Behavior forms and functions

Similarly to the description of Anna’s behaviors results concerning Maria and her
teacher’s behaviors will be described based on percentages of behaviors and on categories of
behaviors generated from content analysis.

Participant observation showed that Maria uses smiling, laughing, crying, changes in
muscle tone and movements of her head and right hand.

Systematic analysis based on videotape records provided a deeper insight of Maria’s
potentially communicative behaviors. Results are described taking into consideration the
nature of the activities.

Maria’s Communicative Forms

Table 26 displays coding and categorization of Maria’s communicative forms. Three
categories of behaviors were found: 1) facial expressions, 2) body movements and 3) sounds.
The category Sounds included vocalizations and vegetative sounds.

Vocalizations were not included in an identified category as the nature of these
vocalizations was not clear. Maria does not vocalize often (a total of 23 vocalizations during
the four videotaped observations), probably due to her spastic nature, which created some
difficuities to the analysis. Analysis did not conclude about the nature of vocalizations. These
could be either non-voluntary voice productions or controlled voice productions with a

specific purpose.



Table 26 - Maria - Behavior Coding and Categorization

[

Observations across sessions showed that Maria displays different behaviors

-' 'Cfa!-,:ego:y "~ Code Name Code  Behavior deccn;)tlon Example N
Facial Eve EFMO  Anv movement of the eyes that _Blinks
Expression  movement seems related to the context

Smile  EFS Smiles
Laugh EFR Langhs
Face EFMF  Any movement of the face that
movement seems related to the context
Change in EFALT Any change in facial expression that  Suddenly becomes
expression scems related to the context serious when
laughing
Movement Body MC Any voluntary body movement Jumps on the
movemont watcibed
MB Any voluntary arm movement Directs her arm
movement towards a stimuli
Move away MAF Any movement that represents Moves her face
moving away from a stmuli away from the
teacher’s face
Head posttion MPC Any chanoe in head position Raises her head
Stop PM Any stop of inifiaied movement When moving,
movement suddenly stops
movement aftor a
stimuli
Other Vocalization VQOC Anv vocal sonnd "Asgaaa"
Vegetative v Conghs, sneezes

according to the activity. Table 27 shows percentages of the types of behaviors that occurred

more often in each session.
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Table 27 - Mana - Behavior Percentages Across Sessions

M6 M7 MO M11
Eve movement 8% 3% 4% 11%
Smile 22% 13% 11% 19%
Face movement 2% ' 3% =
Laugh 2% 7% 11% - 3%
Changcin ' 4%
Body movement 26% 3% 6%
Arm movement  12% 8% 15% 8%
Move away : 1%
Head position  30% 22% 41% 7%
Stop movement  10% 13% % 4%
Vocalization 6% 8% = 4% : 9%
Vegetative 8% , 1%
Total , 160% 100% 100% 100%

MG and M7 - Snoozelan; M5 foam activity 1 group; M1 1 - foam activily one on one.

The largest amount of behaviors across sessions is head movements. In all but
session M1 {foam playing one on one activity ) Maria displays a lot of head movements. It
shouid be noted that in M11 {foam playing one on one activity) Maria sits on her wheelchair
and the teacher is in a fixed position, which ieads to anticipating less head movement. Maria
does not need to orient her head according to the sound.

Behavior percentages were analyzed together with 1) Maria’s positioning in each
session and 2} the nature of the activity. In both M6 and M7, both in the Snoozelan room
Maria is laying on the waterbed. M6 shows movements of her head and smiles as the largest
number of behaviors, whereas in M7 there is a lot of head and body movements.

In M9 (foam playing group activity ) she is on the wedge with arms stretched forward

and a container with foam that in which she can move her hands. In this activity Maria
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moves her arm around the foam container and out of it. The movement of taking her arm out
of her container was carefully analyzed, as it was not clear it was a purposeful movement.
Apparently she was trying to reach out for a peer. As the teacher did not respond to the
movement it was hard to decide on movement’s communicative function.

In M11 (foam playing one on one activity) Maria is in her wheelchair. She displays
very few movements. The largest percentage of behaviors displayed is smiles and laughs.
The largest percentage of behaviors in M6, M7 and M9 (foam playing group activity) are
movements.

Positioning should be questioned here. In M6 and M7 (both in the Snoozelan room)
Maria lies on the waterbed her positioning is not very correct considering her motor
problems. Still, she is free; her body touches the waterbed that she can move by herself.
Observation showed her using body movements to initiate interaction. In M9 (foam playing
group activity) she has a table in front of her with materials to touch and an opportunity to
use her arms. Again Maria used a lot of movements. When she sits on her wheelchair she
frequently does not have materials to act upon.

Analysis should also take into consideration Maria’s vision problems. She cannot see
and she only reacts to light and shadow. When she sits on her wheelchair she has little way
to control what is going on. Hearing, in the absence of other stimuli or the ability to move, is
not enough to understand what happens around her.

It is possible that a correct positioning that only looks at motor issues in the absence
of accessible materials such as switches or functional objects does not permit Maria to act on
the environment. Participant observations showed that when she was in her wheelchair with
a hand switch to control a tape recorder she did her best to use her arm to switch it on. Most
of the observation time Maria had no materials available to her so she could not use her

hands to explore and control the environment.
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Maria’s Communicative Functions

The teacher often implies intentionality to Maria’s behaviors using her own words to
express what she thinks Maria is trying to say. The functions the teacher implies to Maria’s
behaviors are: 1) comments, such as in session M9 (foam playing group activity) when Maria
smiles after feeling foam in her hand the teacher replies as if she was Maria “ that feels
good!” 2) requests, such as in session A when Maria starts to move the waterbed with body
movements and the teacher says” do you want to playing?” and started bouncing the
waterbed strongly; and 3) guestions such as in M6 (Snoozelan room)when the teacher, after
having started visual stimuli responds to Maria’s head movement by saying “what is this?
Lots of light?” Although some behaviors could be interpreted as refusals, such as in M11
(foam playing one on one activity) when Maria moves her head away from the teacher, the
teacher did not imply intentionality into the behaviors.

Participant observations showed the teacher responding to refusals. When exploring
together a touch book, the teacher seized Maria’s movements and said “ Oh! You don’t want
to work?” The teacher’s implying intentionality was mostly done through verbalizing what
she thinks Maria wants to express. Although correctly interpreting Maria’s refusal the
teacher did not respond Maria’s function of refusal. For example, during the session in which
Maria expressed refusal to go on with book exploration, the teacher the teacher acknowledge
the refusal but went on exploring the book. It is, however, important to note that the teacher
implies intentionality to Maria’s behaviors assigning functions to Maria’s forms. It was a
way to start interaction. Because the teacher’s response did not match Maria’s functions

Maria did not understand that her message had any meaning.
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Maria’s Teacher Communicative Forms

Behaviors of Maria’s teacher were coded according to a list displayed in Appendix
G. In Table 28 Percentage of forms more ofien displayed by the teacher across sessions are

shown.

Table 28 - Maria’s Teacher Behavior Forms

\ M ViM PM  AcOQ IM  MEC V+OB] V-M
M6  36%  25% % 1% 8% 1%
M7 35% 21% 21% 1%  15% 7%
MS  60%  26% 12% 2%
Mil  13% 6% 63% 3% 14% 1%

V-verbal; M—'metar; MM- hand over hand; O- obyj ect, VND -nondirected to the child

The teacher uses speech to communicate with Maria in all sessions. Teacher’s use of
speech 1s higher in M9 (foam playing group activity), during which she often moves away
from Maria. The teacher tried to maintain contact with Maria by using a lot of speech.

The teacher used a large percentage of speech and movement behaviors in session
Mi1 (foam playing one on one activity), clearly related to the type of activity, which is in
itseif required a sequenced combination of movement and speech. The post infervention
session M11 (foam playing one on one activity) also shows the teacher using for the first
time objects together with speech (The teacher iets Maria feel the foam container, then lets

her feel the foam on her hand before starting the activity).

Maria’s Teacher Communicative Functions

The teacher’s most frequent functions vary according to each session. In Table 29
display a summary of the communicative functions more often used by the teacher is

displayed. The code list used to code the teacher’s functions is in Appendix H.
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Table 29 - Maria’s Teacher Behavior Functions

-

CA INF C FA AA ROT 1 CvPD PR EC INC O N

M6 3 3 g2 6 6

[—
V]
[y
-

10
M7 7 5 i8 8 2 5
MS 5 2 15 2 i 6 3
Miit 6 16 20 S 3 H 55 4 1

P —guestion; CA -directs attention; INF-informs C-comments; FA-facilitates action; I
imitates the child; PR-searches for a response-; INC-prompts; O- commands

in session M6 (Snoozelan room) there are searches for responses (PR) followed by
expressions of affection (EC) and comments (C). In session M7 there are also comments and
search for responses (PR).

In M9 (foam playing group activity) there were commenis (C) and playing double
pari {CVDP). This probably relates to the relative positioning of teacher and leamer. The
teacher is not in close contact with Maria, and she tried to keep contact through the use of
speech by either commenting on what is going on or using speech to express what she thinks
Maria wants to say.

The highest number of functions shown in Table 18 refers to the performing of a
routine, in M1 I {foam playing one on one activityj (ROT -59), which is directly related to
the nature of the activity that requires a sequential series of movements and speech to be
performed. These behaviors were included in a category called Roufines.

Apart from Routines, which is a function that is totally depending on the activity, the
teacher’s most frequent functions across the observed sessions are comments and searches

for response.

Again it should be noted that, most as in Anna’s case, this analysis did not include a
study of the forms used in the expressed functions. This might provide for more information
on the consequences of its use in Maria’s receptive communication. Still the time available

for this study made impossible this type of analysis.




Behaviors more often responded to by the teacher

The teacher responds to Maria’s vocalizations and cry. Movements of the whole body
are also responded to, although they usually occur together with either vocalizations or cry.
More subtle movements, such as arm or hand movements are not responded as consistently.

Some of these movements, due to Maria’s severe motor problems, are difficult to
analyze. Still, both in participant observations and video analysis of systematic observations
showed arm and hand movements that were not responded to by the teacher. In the final
coding of Maria’s behaviors both what could be hand movements or arm movements ended
up being coded in just one category. Maria has very little dissociation abilities and it was just
not possible to figure out if she was trying to move her hand and ended up moving her arm,
or if she was using an arm movement to direct her hand to something because of her inability
to dissociate hand movements.

Missed opportunities for communication

Maria’s behaviors are often attended and responded to by the teacher. Observation
showed that the teacher progressively responded to more behaviors. In sessions M9 (foam
playing group activity) there was a percentage of 2,7 behaviors that were not responded to by
the teacher and in Session M11 there were no identified missed opportunities (Table 30). It
should be noted, however, that the duration of activity M9 (foam playing group activity) is
11 minutes, whereas for the two other activities time ranges between 20 and 30 minutes. This

might account for the reduction of non-responded behaviors in session M9 (foam playing

group activity).



Table 30 - Maria - Missed Opportunities for Communication

Sessions
AMs M7 M9 M1t

10 L

Percentage
W
[}

40

56

Based on the three pre-intervention sessions the expected number of missed
opportunities per minute was calculated, in order to compare pre and pos intervention results.

From a total of 32 non responded behaviors across the 56 minutes that represent the
total time of the pre intervention sessions, an amount of 0.57 missed opportunities per minute
was calculated. Using this figure, an expected number of 9.77 missed opportunities for the
post infervention session was obtained. The observed number of missed opportunities in the
post intervention sessions is zero. This leads to the conclusion that there are differences
between pre and post intervention sessions in the teacher’s responding to child’s potentially
communicative acts. Still, it should be noted that the nature of the activity (with a strong
thythmical component]j and the way it was developed by the teacher (actively searching for
Marna’s responses) somehow created natural opportunities for Maria’s responses to be
picked up by the teacher.

Summary of systematic observations of Maria

Maria’s communicative forms were coded in three categories: facial expressions,
body movements and sounds {(e.g., vocalizations and vegetative sounds). The teacher implies
intentionality to Maria’s behaviors identifying communicative functions such as requests,

comments, refusals and questions.
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Maria’s teacher uses speech to communicate with Maria. Her more frequent
communicative functions are comments, and searches for response.

Maria’s behaviors that are more frequently responded to by the teacher are
vocalizations, crying and movements of the whole body.

A decrease of missed opportunities for communication was noticed across sessions.
In session M11 (foam playing one on one activity), the post intervention session, there were
no identified missed opportunities related to responding to Maria’s behaviors.

Systematic observations provided in-depth information concerning the
communication between teachers and children, as well as data that supported the assessment
of the intervention process. In the next section data results of initial and final interviews with
the teachers will be presented.

Interviews

Two mterviews with each teacher were conducted, one before and one after
mtervention. Results will be presented separately according to each case.

Results of the mnitial and final interviews are displayed in matrices that help compare
responses and draw conclusions. These matrices are in Appendix .

Interviews revealed information on 1) child's characteristics, 2) communication, 3)
teacher's former training, 4) teacher's former experience in Special Education, 5) teacher's
work with the specific child, 6) teacher's professional expectations in this position 7)
teacher’s opinion about the intervention procedure and, 8) support that teachers get from
school.

Anna’s teacher

Anna’s teacher is a preschool teacher with no previous experience in working with

children with multiple disabilities. She does not have training in Special Education, but has

had some experience with children with special needs in inclusive settings. In service
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training related to the education of children with multiple disabilities is not provided by the
school to new coming teachers.

During the initial interview Anna’s teacher mentions that it is very frustrating to
work with Anna because Anna does not respond and does not interact with people. People
are also not very attracted to her because she drools, smells bad and is often not well taken
care of.

The teacher thinks that Anna has very limited interests. Anna’s only initiation is
picking up piay dough in the shelf, as she likes to keep a piece in her hands.

Although Anna does not respond to other people's initiations, the teacher thinks that
this 1s because Anna does not want to answer, as "she can understand oral language". Anna’s
teacher statements about Anna’s speech comprehension are inconsistent. She points out that
Anna does not show signs of understanding people talking to her, that it is difficult to know
what she likes or wants, that her responses are inconsistent and, altogether, that she does not
communicate. As the researcher tried to understand what she meant by inconsistent
responses, the teacher described situations in which Anna suddenly responded when she was
not expecting her to.

Teacher -" 1 was about to put her gloves on, we go out, and I said to her “give me

your hand” and she put her hand forward!"

Interviewer - did you have the gloves in your hand?

Teacher -Yes

Interviewer -“Did you have your hand put forward, when you said that?”

Teacher - “1 might yes, I think I might have. I am not sure."

The use of objects in context apparently increases Anna’s understanding. This is

consistent with informal information from the teacher aide who said that Anna goes to the



159

bathroom when given a piece of toilet paper. Still, observations showed that this is not
noticed and valued as an important clue to communicate with Anna.

When asked how does Anna make herself understood, the teacher mentions that
Anna often cries without apparent reason, refuses to do some activities, throws things on to
the floor when she does not want to do something and, in general, *can express herself when
she does not like something". This information contradicts Anna teacher’s statement about
Anna not communicating, but apparently the teacher is not aware of that contradiction.

The teacher points out, once again, that Anna’s responses are very inconsistent,
making it very hard to figure out what to do with her. There is only one thing Anna is
consistent about, which is getting play dough from the closet. It is her only initiative.

When asked how she organizes her work with Anna the teacher said that it is hard to
get her to do anything because she uses a body jacket that does not allow her much free
movement. The teacher thinks that she should insist on autonomy skills, such as toilet
training, but it is hard to combine a toilet training schedule with all other activities that Anna
has outside the classroom. The teacher thinks she autonomy his the first priority in working
with these leamers, although she considers outside activities such as swimming an horse
back riding as very important t0o.

Anna’s teacher considers the possibility of working with these children in the future.
She says it is too early to make decisions on that, but she likes this job, and might like to go
on next year. Referring to the lack of information about learners with multiple disabilities the
teacher mentions her need for more information; some training that gives her strategies to
communicate and develop plans to work with learners like Anna.

The final interview collected data on the effecis of one-year work with Anna, and

also on the teacher's opinion about the intervention procedure.
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The teacher thinks that Anna has not changed much during the year. She keeps
showing inconsistent responses and her behaviors change from day to day. Anna’s teacher
stresses this point several times throughout the interview, as Anna's most important
characteristic:

There are days in which she laughs and is very funny, even threatening us with

iappropriate gestures; other days she just stays there, absent.

Asked about Anna’s educational needs, the teacher states that she should have paid
more attention to Anna. Anna needs one on one attention to be able to do anything, although
I think Anna should not get it all the time. As for the type of activities, she mentions music
and story time as important, together with more time spent in toilet training,

Her experience as a teacher of children with multiple disabilities was a difficult one.
Still, had it not been for the fact that she really has to leave school, she might consider
continuing teaching these children. She thinks of this year's experience as a positive one and
would not mind trying it again for another year, building on the experience of this year. If so,
she would like to have another teacher aide and work closer with the Speech Language
Therapist to have more clues on what to do with Anna.

When asked about her opinion concerning our stay in the classroom, Anna’s teacher
said she felt uneasy in the beginning, but ended up liking it. Referring to the intervention
procedure she says: “she (Anna) didn't really change much in terms of communication, but at
least the results served your goals, right?” It was clear that the teacher viewed the
researcher’s presence in the classroom as something that would eventually benefit the study,
but did not consider it as something that might benefit her own work and ultimately Anna’s

performance.
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Maria’s teacher

Maria’s teacher is a preschool teacher with no formal training in special education
and no experience in the area of multiple disabilities. Her former jobs included some
experiences in inclusive settings. Children with special needs in those settings had less
severe problems. She did not get any previous information in issues related to education of
children with multiple disabilities.

In the initial interview the teacher stressed that she thinks this type of work is "not
compensating.” She thinks that teachers should not stay in this kind of job for too long
because children have limited success, which causes work to be frustrating.

One of the main interests was the way Maria and her teacher communicate. The
teacher points out that Maria "makes herself understood” and that her main communication
forms are smiles, vocalizations and general movements. Maria can express pleasure,
attention and displeasure and pays a lot of attention to people speaking.

When asked how she would describe Maria, the teacher said, "She is very easy... she
1s always happy and very easy to please".

She is quite sure Maria does not understand speech alone, but can anticipate routines
such as meal times, probably relying on clues such as time, smell, place, and possibly some
speech associated.

Maria is provided with a head switch that she uses to activate a tape recorder. She
used it during an activity inciuded in participant observation. The head switch broke and
Maria was encouraged to use a table switch but the teacher thinks it is too hard for her to
activate it due to her motor problems. Actually she is often left without any switch at all.

Teacher’s work with Maria concentrates on sensory and motor goals. The teacher
thinks Maria benefits from being in contact with soft and warm materials, and that she needs

to use more of her arms. In her planning the teacher felt it difficult to plan for activities
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because of the severeness of Maria's motor problems, which make her rely on hand over
hand support to be able to perform any motor activity. The teacher regrets not having more
support from professionals in school, as she thinks it is "impossible for people to find the
right answers all by themselves."

Contacts with the family are kept through a book where both the teacher and the
parents write daily, describing Maria's experiences, needs and problems. Although the family
does not often come to school, they participate in everything the school asks them to.

Researcher’s impression throughout the interview was that the teacher was not very
comfortable talking about Maria. She gave very short responses and had to be prompted with
probes so that she would go on talking about Maria.

During the final interview, which was carried out after intervention, it was clear that
the teacher had leamed to understand a lot about Maria. The teacher seemed very
comfortable with our talking about Maria and in fact seemed to enjoy talking about the child.

She pointed out that Maria has problems anticipating from tactile information but she
can do better if tactile information is combined with other kinds of information, like speech
or routines. She believes Maria is able to understand objects when related to routines, such as
knowing that a spoon belongs to eating time. She questions Maria's cognitive functioning but
relates her poor performance to the lack of visual information. She thinks that the lack of
vision makes comprehension difficult and causes her to take longer to respond.

Maria's abilities to understand verbal input are still not clear to the teacher.
Apparently Maria can identify names but, apart from that, most of what she understands
seems to come from routines and not exactly from speech alone.

Although she had a warm welcome at the school, the teacher regrets that there is no
cooperative work between classroom teachers and the therapy professionals (Occupational

Therapy, Physiotherapy and Speech Language Therapy), which caused her to have some
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difficulties in the beginning. Again she stressed how important it would have been for her to
have other professionals help her with planning in the beginning of the year. So the
intervention process, although providing her with useful clues for her work with Maria, was
late, as "it should have happened in the beginning of the school year" to help her design a
more structured intervention for Maria.

The teacher thinks that suggestions on the use of touch cues, objects or reference and
calendars as useful strategies that she would like to work on in the future, had she decided to
keep her job in that school. Instead of working on the emotional interaction only, which was
mostly what she did throughout the year, she would concentrate on structuring and providing
clues for Maria. By doing so the teacher believes she could put more demands on Maria’s
responding and therefore teach her more. The information provided during the intervention
gave her " a reason to work with Maria" and 1deas about what to do.

The final impression after this interview and from former interactions between
researcher and teacher during the intervention was that the teacher had in fact understood the
essential questions about Maria’s education.

Interviews provided information concerning teachers, their involvement in the
process of teaching children with multiple disabilities, their needs and expectations about the
children in this study, and their views of the intervention process.

These data will be used in the discussion of participant and systematic observation
results, as well as in the discussions of some of the results of the Likert-type rating scale.

Likert Type Scale

The Likert-type presented the following statements to raters: 1) The activity helps
facilitate interactions, 2) The teacher incorporates turn taking into the activity, 3) The child
initiates communication, 4) The teacher responds to the child’s initiations, 5) The activity is

enjoyable and motivating for the child, 6) The teacher interprets child’s behaviors as
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communicative. 7) The teacher paces interaction according to the child’s needs, 8) The
teacher misses opportunities for communication and, 9) The teacher develops interactions
that provide opportunities for iearning.

Resuits of the Likert type rating scale were described through the use of modal values
for each item and session. Table 31 shows modal values for each session and item.

Modal values of each pre intervention session were compared with the post
intervention session to assess the intervention procedure. Graphics comparing modal values
of each pre intervention session with modal values of the post intervention session are shown

m Appendix J.

Tabie 31 - Modal Values for Both Cases

Anna Maria
Post- Post-

Pre-intervention inferv. Pre-intervention interv

Ad AdA A AlD Mo6 M7 MS Mii
FDI 4 + 4 + FDI £ + 2 4
IAT i 2 2 3 IAT 2 3 2 3
Cic z 4 2 4 CiC 4 4 3 4
RIC 2 3 2 2 RIC 2 4 2 3
AAM 4 4 g 2 AAM 3 4 3 3
ICC 2 4 2 3 HE 2 4 2 2
RRF 2 z 2 i RRF s 3 2 2
POl i 2 1 2 POIL 2 2 2 2
PA 1 z 2 2 PA Z 3 2 3

FDI-Activity facilitates Interactions; LAT-Teacher includes tumn-taking; CIC-Child initiates
communication;

RIC-Teacher responds to child inifiation; AAM-Enjoyable and motivating activity; ICC-
Teacher interprets child’s behavior as communicative; RRF-Teacher paces interaction; POI-
Teacher misses opportunities for interaction; IPA-Interaction provides opportunity for
learning
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Distribution of responses was tested through the use of the Kolmogorov-Smimov
goodness of fit test in order to determine agreement among judges. D values and significance
levels for item and session are shown in tables 32 and 33.

Although according to results of systematic observation, changes were noticed in
both teacher and child’s behaviors, these changes did not provide for an increase of the
quality of interactions as shown by Likert-type scale results. These findings will be discussed
in the next chapter together with data resulting from participant observations and systematic
observations.

Still, an analysis of the results of each session and item shows patterns that provide
for a better understanding of teacher/child interactions and offers to the researcher some
clues that should be used to implement the quality of communication interventions. Due to
individual differences in the observed cases, findings for each case will be discussed
separately.

Anna

Mode results of judges’ responses are displayed in Table31. D-values and
significance levels for sessions A4 (foam playing), A4A (hand washing), A6 (paper gluing)
and A10 (music) are displayed in Table 32.

An analysis of mode values and significance levels for each item and session reveals
that item POI (The teacher misses opportunities for communication), item RRF (The teacher
paces interaction according to child’s needs) and item TPA (inferactions provide an
opportunity for learning) had a mode response of 2 exception made for session A10 (music)
and item RRF (the teacher paces interaction according to child’s needs) in which the mode
value is 1. (item POI was reversed, as the direction was opposite in meaning to the other
items). On the other hand, all judges agree (mode 4) that “The activity helps facilitate

interactions” (item FDI) across sessions.
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Significance levels of agreement show that results on items RFF (feacher paces
interaction according (o child’s needs) and POI (the teacher misses opportunities for
communicaiion) are significant at .01 in all sessions. Resuits of item IPA (inferactions
provide an opporiunity for learning) are significant at 01 in sessions A4 (foam playing) and
A6 {paper gluing), and at .05 in sessions A4A (hand washingj and A10 (music).

Responses varied for item CIC (The child initiates communication). In session A4
(foam playing) and A6 (paper gluing}) the mode is 2 whereas for sessions A4A (hand
washing) and A10 (music) the mode is 4. Looking at the characteristics of activities one can
see that A4A (hand washing) and A10 (music) are activities in which the leamers is more
mvolived, which might account for more initiations. Agreement among judges was not
significant in this item.

Table 32 - Anna — D-Values Per Session and Item and Significance Levels

A4 sig AdA sig A6 sig Al9 sig

Activity faciiitates inferactions { FDA) 02 037 010122 0331 .01
Teacher includes turn-taking (IAT) 0408 010292 05 0,446 01 0.119
Child initiates communication {CIC) LSS e L
Teacher responds to child initiation (RIC) 0.331 01 0285 .05 0.408 .01 0.361 0
Enjovable and motivating activity (AAM) 0.162  0.285 .05 0.446 01 0.246
Teacher interprets child’s behavior as communicative (ICC) 044¢ 0102 e
Tonchior tases interartion (RRE) ; 0485 0104 010524 010408 01
Teacher misses opportunities for communication (POI) G35 D 045G 01 05 A% a5 9
Interaction provides opportunity for leaming (IPA) 0485 .01 0285 .05 0,331 .01 0284 .05

N= 26: critical values .05: 0,27; .01: 0,32
item RIC (The feacher responds io child’s initiations) shows a mode of 2 in ali but
session A4A (hand washing), in which the mode is 3, meaning that the teacher usually does

not respond to the child’s initiations. Significance levels for this item show that responses are
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significant at .01 in sessionsA4 (foam playing), A6 (paper gluing) and A10 (music). The
highest rating, in session A4A (hand washing), is significant only at .05.

Still, in item ICC (The teacher interprets child’s behavior as communicative) judges’
responses vary according to sessions. Judges “Disagree” in sessions A4 (foam playing) and
A6 (paper gluing) (mode 2), “Agree” in session A4 (foam playing) (mode 4) and “Somehow
agree” in session A10 (music) (mode 3). It is interesting to notice that sessions A4A (hand
washing) and A10 (music) are also the ones that are rated as having more child’s initiations
(see responses in item CIC - child inifiates communication). Apparently, when child’s
behaviors are identified as communicative the teacher responds to them. An analysis of D
values reveals that results are significant for sessions A4 (foam playing), A6 (paper gluing)
and A10 (music) at .01, and are not significant for session A4A (hand washing).

Turn taking as shown by item IAT (The teacher incorporates turn taking into the
activity) is not consistently developed by the teacher according to observed sessions.
Responses vary from a mode of 1 in session A4 (foam playing), to a mode of 2 in sessions
A4A (hand washing) and A6 (paper gluing), and a mode of 3 in session A10 (music).
Session A10 (music) was the more interactive session, during which the teacher asked Anna
to imitate movements, which she responded to by imitating teacher’s behaviors. This might
account for the higher rating of turn taking in this session. Still, no significance level was
found in results from session A10 (music). Results of sessions A4 (foam playing) and A6
(paper gluing) were significant at .01 and results of A4A (hand washing) were significant at
.05

Judges’ opinions on the level of motivation provided by the activity (item AAM)
varies also. In sessions A4 (foam playing) and A4A (hand washing) judges “Agree” (mode
4) that the activity is motivating but they “Disagree” (mode 2) that activities in sessions A6

(paper gluing) and A10 (music) are motivating for the child. Again, it is interesting to note
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that A10 (music), although providing for more opportunities for tum taking, and actually
showing more child’s initiations and child’s responses is not considered as a very motivating
activity. Results of sessions A4 (foam playing) and A10 (music) for item AAM (enjoyable
and motivating activity) are not significant, but results of session A4A (hand washing) have a
.05 significance level and A6 (paper gluing) has a .01 significance level.

Another interesting aspect is that activities A4 (foam playing) and A4A (hand
washing) both show an opportunity for the child to freely explore at a sensory level, by using
foam in session A4 (foam playing) and water in session A4A (hand washing). This might
account for the level of motivation shown and provides information on the kind of activities
that Anna likes.

Judges agree (mode 4) that the activity facilitates interaction (item FDI) in all
sessions. Only results of sessions A4 A and A10 (music) are significant at .01 levels.

Pre and post intervention mode differences analyzed in conjunction with significance
levels, revealed that differences found are based on results that do not always show
significant levels of agreement and therefore intervention did not impact on interactions
between teacher and Anna. Item ICC (teacher interprets child’s behavior as communicative)
and (the teacher misses opportunities for communication) shows differences based on
significant levels if comparing A4 (foam playing) to A10 (music) and A6 (paper gluing)
toA10 (music). Still in sessions A4A (hand washing) differences were not found for these
items.

Ttem IAT (teacher incorporates turn taking into the activity) is the only one that
consistently shows higher results in the post-intervention session (A10 (music)). Stiil,
analysis of agreement among judges found that these results were not significant at any level,

which decreases the relevance of such findings.



Summary of Anna’s results

Results of the Likert-type rating scale used to assess interactions between Anna and
her teacher reveal that the teacher misses opportunities for communication, does not provide
for learning opportunities, does not pace interaction according to Anna’s needs. Although
agreement was found on responses related to the teacher not responding to Anna’s
initiations, judges’ responses related to Anna initiating communication were not significant
in any session, therefore leading to the conclusion, much as in participant and systematic
observations, that Anna does not initiate communication.
Maria

Mode resuits of judges’ responses are displayed in Table31. D-values and

significance levels for all sessions and items are shown in Table 33.

Table 33 - Maria - D-Values Per Session and Item and Significance Levels

M6 sig. M7 sig. M9 sig. M1 sig.

Activity facilitates interactions (FDI) 0.2 041801 0,173 0,155
Teacher inciudes turntaking (IAT) 04 0102 031 .050309.05
Child initiates communication (CIC) .- 0.15 0464 010264 02
Teacher responds to child imitiation (RIC) 0263 G2 0,355 .05 0,309 .05
Enjoyable and motivating activity (AAM) 7 0,309 .05 0464 .01 0,127 0264

Teacher interprets child’s behavior as communicative (ICC) 030905 0.199 0201 0309 .05
Teacher paces interaction (RRF) 02105026 030 01 0A18
Teacher misses opporiunities for communication (POI) ~ 9.509.01 0263 0509 01 0418 01

Interaction provides opportunity for learing (IPA) 0418.01 0264 0,327 .01 0.401.01
N=22: critical values 05: 0,294; 01: 0356
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The most consistent result in Maria’s case is the missing of opportunities for
communication that. The mode across sessions (item POI was reversed, as the direction was
opposite in meaning to the other items) is 2 and results are significant at .01 in sessions M6,
MO (foam playing group activity) and M11 (foam playing one on one activity).

TItem RRF (The teacher paces interaction according to child’s needs) there is a mode
response of 2 in all but session M7 that shows a mode of 3. Results of sessions M6, M9
(foam playing group activity) and M11 (foam playing one on one activity) are significant at
.01.Significance levels were not found in results from M7.

Judges’ opinion on item IPA (interactions provide an opportunity for learning) show
differences between sessions M6 (Snoozelan room) and M9 (foam playing group activity), in
which mode is 2 and sessions M7 and M11 (foam playing one on one activity) which show a
mode of 3. A significance level of .01 was found for results of M6, M9 (foam playing group
activity) and M11 (foam playing one on one activity). Results of sessions M7 did not prove
to be significant.

The activity helped facilitate interactions (FDI) in sessions M6, M7 (Snoozelan) and
M11 (foam playing one on one activity), as the mode response was 4. Session M9 (foam
playing group activity), during which Maria was laying on a prone position playing with
foam and the teacher was not in close contact with her, had a mode response of 2 therefore
indicating that the activity does not help develop interactions. Distance seems to play a role
in the development of interactions, particularly so in Maria’s case as she has visual
impairments and probably depends on proximity for acknowledging partner’s role in
interaction. Significance results report that only the result of session M7 is significant.

Responses indicate that the child initiates communication (item CIC). There is a

mode of 4 in sessions M6 and M7 (Snoozelan room) and a mode of 3 in sessions M9 (foam
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playing group activity) and M11 (foam playing one on one activity). A significance level of
.01 was found for results of session M7.

The teacher responds to child’s initiations (RIC) in sessions M7 (mode 4) and M11
(foam playing one on one activity) (mode 3). In sessions M6 (Snoozelan room) and M9
(foam playing group activity) judges believe that the teacher does not respond to the child
initiations (mode 2). Sessions’ results of M9 (foam playing group activity) and M11 (foam
playing one on one activity) are significant at .05.

Turn taking (item TAT), as analyzed by judges, s often not present in the videotaped
activities. In M6 (Snoozelan room) and M9 (foam playing group activity) there is a mode of
2 and in sessions M7 and M11 the mode is 3. A level of .05 was found for significance of
results of sessions M11. Other results of this item are not significant. Resuits of session M11
will also be analyzed taking into account data from the systematic observations, which
showed an increase of turn taking opportunities in this session.

Except for session M7, in which there is agreement that the activity is motivating for
the child (mode 4), judges only somehow agree that sessions M6 (Snoozelan), M9 (foam
playing group activity) and M11 (foam playing one on one activity) are motivating (mode 3).
Conceming item AAM (enjoyable and motivating activity) agreement was found among
Jjudges for session M6 (Snoozelan room) at .05 level and M7 (Snoozelan room) at .01 level.

It is interesting to note that the environment is the same in activities M6 and M7
(Snoozelan room), and the type of activities that the teacher develops is similar in both cases
(teacher and child lay on the water mat, listen to music and play). In M7 there is more turn
taking, more responses to child’s initiations and more interpretations of child’s behaviors as
commumicative than in M6, which might account for judges expressed opinions. M6
(Snoozelan room) was the first videotaped activity, and it occurred earlier in the school year.

As mentioned before, the teacher was new in school and had no training in working with
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children with multiple disabilities. This might explain different levels of empathy and
closeness between teacher and child during the first videotaped activity.

Pre and post intervention mode differences analyzed in conjunction with significance
levels revealed that differences found are altogether not significant and therefore intervention
did not impact on interactions between teacher and Anna. A remark should be made about
item IPA (interactions provide an opportunity for learning), which shows results in M11
(foam playing one on one activity) are significant and higher than in sessions M6 (Snoozelan
room) and M9 (foam playing group activity).

Summary of Maria’s results

Judges responses on items (feacher paces interaction according to child’s needs),
POI (the teacher misses opportunities for communication) and IPA (interactions provide an
opportunity for learning) indicate that interactions between Maria and her teacher have
significant problems related to pacing the interaction according to Maria’s needs, seizing
opportunities for communication and including learning opportunities into the interactions.

Analysis of differences between each pre intervention session’s results and post
intervention results inform that intervention did not impact on the quality of interactions
between Maria and her teacher.

Results of both Anna and Maria’s cases show that 1) missing opportunities for
communication, 2) problems with pacing interactions according to the child’s needs and, 3)
developing interactions that do not provide for leaming are the most salient characteristics of
teacher/child interactions across sessions. It shows, also, that the intervention procedure that
was carried out, although creating change in the way teachers respond to potentially
communicative behaviors (see results of systematic observations) was not comprehensive in

providing teachers with better interactive abilities.
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These results indicate a need for an approach to interaction and communication that
takes into account not just individual behaviors but also looks at interaction issues that
include time and learning opportunities. Training in the area of communication fo; learners
with multiple disabilities should therefore incorporate specific information aimed at
influencing teachers’ abilities in these areas.

A detailed discussion of results will be presented in the next chapter, which combines
and discusses results of participant observations, systematic observations, interviews and the

Likert-type rating scale.
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DISCUSSION OF RESULTS

This study has two major outcomes. The first one is the description of

communication interactions between two teacher/child dyads; the second is the result of an

intervention procedure carried out with teachers. Discussions of results are based on the

research questions that oriented this study:

1.

2,

What are the communicative forms and functions used by children?
What are the communicative forms and functions used by teachers?
How do teachers and leamers engage in turn taking activities?
What communication behaviors do teachers respond to?

Why do teachers miss opportunities for communication?

What are teachers' expectations about communication with these
children?

Do teachers miss fewer opportunities for communication after an
intervention procedure?

Does intervention improve teacher’s interactions with children with

multiple disabilities?

The discussion pulls together resuits of both Anna and Maria’s cases as a way to

highlight similarities and contrast differences. A summary is presented at the end of the

discussion of each research question with the exception of questions one and two that are

summarized together. The decision to summarize the two questions together aims at

facilitating an understanding of the characteristics of interactions in what forms and

functions are concerned.

Answers to questions one to six relate to the communicative interactions of the two

dyads. Answers to questions number seven (do teachers miss fewer opportunities for

communication after an intervention procedure) and eight (does intervention improve



teacher’s interactions with children with muitiple disabilities) relate to the mtervention
process.

Different data collection and data generation methods were used in this study. In
order to comprehensively analyze and discuss results, data was organized in a matrix that
puts together results gathered from different data collection methods according to each
research question. The matrix is included in Appendix K.

Because observations were concerned with children in school time activities, a
summary of issues concerning contexts in which observations were carried out will be
presented first. Such information helps integrate the discussion of findings.

Contexts

Two ten year old children were observed whose time in school 1s mostly filled with
performing kindergarten activities and attending pull out services for Occupational Therapy,
Physiotherapy and Speech and Language Therapy. Both children have muitiple disabiiities
and do not speak. One child is ambulatory and the other one uses a wheelchair.

Learners spend most of their time in therapy services or in the classroom. With the
exception of washing hands, activities observed are not functional and not age appropriate.

Teachers do not have training in multiple disabilities and observation showed that
they do not view communication as a priority in children’s educational programs.

Anna’s teacher does not present a positive profile of Anna. She thinks working with
her is frustrating because Anna does not attract attention and does not interact. Maria’s
teacher points out the need for traming so that she can meet Maria’s communicative needs
adequately. Both teachers would like to have more support from other members of the team.

Although they do not speak or understand speech, both children have many pre-
linguistic forms of communication that convey communicative functions. It is interesting to

note that Anna, although ambulatory, is very passive, has a slow pace of processing
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information and does not have social functions. One cannot help but wonder that Anna may
be passive because people do not expect much of her and don’t like to be near her.

With Maria, adults have a unique approach; they play the double part by giving
words to Maria’s pre-linguistic behaviors in a conversation. They give words to Maria’s
comments, requests and refusals. Although teachers’ actions continue with their own agenda,
their playing double part show that they are sensitive to Maria and consider her as a
communicative partner.

School time activities aimed at preparing children for adult life are not considered in
observed children’s schedules. In addition to that, performed activities are not anticipated
and have no clear outcome.

A question remains of what do children understand from such activities. In Anna’s
case, she might get some clues from observing the environment, but it is not clear how much
she understands from that. Taking into consideration that Anna does not understand speech,
which is the main way to convey information in class, she is left with no indication about
what goes on and about what she 1s supposed to do.

Maria has limited access to information due to her motor and visual disabilities. Cues
that might help her understand the environment such as developing anticipations with
concrete information and routines are not used consistently to support information given
through speech, leaving her with a fragmented picture of what goes on around her.

In both cases children are not provided with enough (organized) sensory information
that compensates for their difficulties in assessing information. The information they get is
fragmented because of 1) limitations related to sensory input, 2) limited opportunities for
accessing experience, 3) lack of compensatory modes to access the environment, such as
augmentative communication devices, or use of concrete information to assist

communication and, 4) lack of environments in which they are individually assisted and



177

communicated with, in order to compensate for the lack of incidental access to information.
This should mean one on one intervention that aims not just at facilitating contact with the
world but also at assisting information processing, so that children can get as many
organized and meaningful experiences as other children do.

A conclusion in both cases is that activities children perform in school are not
functional and not age appropriate and therefore do not provide children with learning and
communication opportunities. Another conclusion is that children are not provided with
necessary assistance that supports access to the environment and encourages communication.

Discussion of Research Questions

Question #1: What are the communicative forms and functions used by children?

Analysis revealed that children’s expressions are at a pre-linguistic level of
communication in both cases. Anna responses increase when speech is augmented with
objects and gestures. Observation showed that she cannot understand speech alone. Maria’s
teacher reports that Maria can benefit from the association of speech, tactile information and
routines.

Anna does not show intentionality in her behaviors. Her ability to interact is,
therefore, depending on the teacher’s ability to respond and to imply intentionality to her
behaviors, which does not occur in most cases.

Due to the lack of intentionality it was not possible to observe communicative
functions used by Anna. It is possible to imply request and refusal functions into some of her
behaviors but usually there was no response from the teacher acknowledging it.

Maria shows intentional behaviors although the array of available communication
forms is limited by her motor disabilities. The teacher responds to Maria’s behaviors
frequently, although her responses are, often, just acknowledgments of Maria’s behavior

through verbal comments. The teacher verbalizes what she thinks Maria intends to express
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through her behaviors, thus creating opportunities for Maria to develop her intentional
behaviors. The functions that the teacher more often detects from Maria’s behaviors are
comments, refusals, questions and requests.

A question remains about Maria’s ability to understand speech, which might decrease
the effect of such strategy. Speech understanding at a linguistic level was not detected,
although Maria showed signs of discrimination of people’s voices and the teacher states that
she discriminates people’s names.

Question #2: What are the communicative forms and functions used by teachers?

In essence, there is a gap between the level of communicative forms teachers use
and children’s receptive communication level. An analysis of the communicative forms used
by teachers shows that speech is the preferred communication form of both teachers,
although there is no indication that children understand messages being conveyed through
speech alone. Movement is often associated with speech in both cases as a natural form,
most in the same way people usually combine movement with speech.

Strategies to increase understanding of spoken messages, particularly the
combination of concrete communicative forms such as objects with speech, were not
detected. Teachers’ functions are mostly commands and provision of information in Anna’s
case, and comments and search for responses in Maria’s case.

Summary of findings for questions one and two (what communicative forms and
fumctions do teachers and children use): Considering that children do not understand speech
alone, communication at a receptive level is fragmented due to the lack of concrete
communication forms to augment speech used by both teachers. As a consequence,
opportunities for interaction both at a social and at a leaming level are endangered.

Both children communicate at a prelinguistic level. Maria’s communicative forms are

responded to by the teacher. Anna’s forms are not looked as potential communication.
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Concrete forms of communication, such as objects or touch are not used consistently to
develop communication.

Information gathered about forms and functions used by both children and adults
leads to the conclusion that in both cases communication needs are not met at this level
therefore leaving the two children with little opportunities for successful interactions.

Question #3: How do teachers and children engage in turn taking activities?

Turn taking has several levels in communication and language development. In this
study the researcher found two categories of tums: Social interactive turns and turns that
involve content. Turn taking as a basic social interactive (Bruner, 1981) activity is defined,
as stated previously in this study, as two people alternating tumns with body movements,
thythm synchronicity, and shared empathy. Content turn taking, for the purpose of this study,
reflects the ability of two people jointly attending to and interacting with objects. Content
turn taking implies the ability to shift one’s attention between objects and people interacting,
which was defined as coordinated joint attention by Bakeman and Adamson (1984).

In Anna’s case the few number of turn taking sessions observed were mostly social
interactions and they were short sequences of mostly one to five turns based on movement
and thythm. Content turn taking also happened in one observed activity, although Anna was
not as involved as in social interactive turn taking moments. In that case, the teacher induced
Anna’s turns by prompting her to perform part of the activity (prompting her to put glue on
paper). A question remains about Anna’s ability to involve herself in content turn taking
without the teacher’s support. Observation did not show examples of such situations.

Anna needs more opportunities for social tum taking. The teacher does not
understand the importance of turn taking in her approach to Anna. Perhaps in Anna’s case,
and because she is still at a social level of interaction, social turn taking needs to be

expanded while proving her opportunities for content turn taking. The objects that the
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teacher and Anna use together were not meaningful and motivating. Objects/matenals (e.g.,
paper, glue, foam) did not provide a shared topic of interest. Functional objects such as water
and soap in hand washing motivated Anna. This functional activity might have allowed an
opportunity for Anna and the teacher to wash their hands together and could have provided
for a long chain of turns.

In Maria’s case, turn-taking moments were also mostly by social interaction in the
pre intervention sessions. The post intervention session showed Maria and the teacher
engaged in content ruled tum taking, That is the foam container and the foam (objects)
facilitated a sequence of turns. The foam and the foam container were a shared topic of
interest. Their joint interest in the foam led to a long sequence of social interactive turn
taking. It was obvious that both enjoyed the interaction. Mutual enjoyment of an activity or
an object sustained tums.

Maria’s teacher has a natural ability at social turn taking. This may be because she
empathizes with Maria and tries to figure out what Maria enjoys. For example, Maria’s
response of smiling when the teacher tickled her arm in M11 (foam playing one on one
activity) motivated her to do it again and naturally expanded the routine. Turn taking
requires thythm between two people. The teacher paused and waited for responses from
Maria before she continued the routine. Her pacing was adjusted to Maria’s responses
naturally. This teacher’s natural ability to take turns and pace to Maria’s pre verbal
communication provides a strong basis for further training in communication.

One point to consider in the analysis of turn taking is the level of interest in objects
shown by both children. Anna does not show a particular interest in objects (nor in people
for that matter), whereas Maria is very interested in people and reacts to objects when they
are brought to her. It could be predicted, based on these data, that Maria’s involvement in

turn taking around an object might be higher than Anna’s, which again indicates a higher
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level of interactive development. Still, such an involvement requires information to be
brought to her in forms that she can understand and access (e.g., objects combined with
speech).

A question remains of how Maria can further develop joint attention skills/content
turn taking in the absence of visual information. Although Bruner considers joint attention as
an innate ability (Bruner, 1981), stimulation needs to be provided in order to support the
development of such ability. Therefore it seems that Maria needs an abundance of
information provided through touch along with the speech information that she now receives.
As Vygotsky (1978) and Piaget (1926) state, there are clear relationships between cognition
and communication. Maria needs to develop concepts and communication through content
turn taking with real life objects.

Barber et al (1995) point out that there is not enough information to support the
conclusion that children with multiple disabilities” ability to engage in social interaction
activities determines further development into joint attention skills. Although children with
multiple disabilities can easily get involved in social interaction without being taught so the
same may not true for joint attention and content turn taking. Programming for children with
multiple disabilities must therefore focus both on social and on content interactions if
information is to be gathered that supports the assumption that they do or do not develop
joint attention and coordinated attention skills. Children with multiple disabilities must be
carefully and thoughtfuily taught the things other children learn naturaily. Observation has
shown that turn taking that involves coordinated attention to people, objects or environments
was usually not part of teacher/child interactions.

On the Likert-type scale there are four items related to turn taking that will be
discussed here. They are item IAT (the teacher incorporates turn taking into the activity),

item CIC (the child initiates communication), item RIC (the teacher responds to child’s
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initiations), and item ICC (the reacher interprets child’s behavior as commumicative).
Results that will be discussed are only those that are statistically significant.

In Maria’s case the raters somewhat agreed that the teacher incorporated turn taking
in the post intervention session M11 (foam playing one on one activity). Raters agreed that
the child initiates communication in session M7 (Snoozelan room). Raters disagreed that the
teacher includes turn taking in sessions M6 (Snoozelan room) and M9 (foam playing group
activity) Raters also disagree that the teacher interprets child’s behaviors as communication
in session M6 (Snoozelan room) and M11 (foam playing one on one activity).

In Anna’s case raters disagree that the teacher included turn taking in sessions A4A
(hand washing) and A6 (paper gluing). They strongly disagree that turn taking was
developed in session A4 (foam playing). Raters disagreed that the teacher responds to the
learner’s communicative initiations in sessions A4 (foam playing), A6 (paper gluing) and
A10 (music) and somewhat agreed that the teacher does so in session A4A (hand washing).

In what concems the teachers interpreting the learner’s behaviors as communicative,
raters disagree in sessions A4 (foam playing) and A6 ( paper gluing) and somewhat agree on
session A10 (music).

There is no statistical significance for results related to Anna inifiating
communication. This is an interesting result that probably relates to Anna’s passive behavior
and lack of initiation noted during observations.

Summary of findings for question three (how do teachers and learners engage in turn
taking activities): it is possible that the two observed cases are developmentally at different
levels of ability to engage in turn taking. Anna mainly interacts at a social interactive level.
Maria might engage in turn-taking involving joint attention as long as objects are brought to
her. In Maria’s case, and although Maria easily involves in interactions, the teacher often

stops interaction after one turn.
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Turn-taking moments observed during systematic observations were not valued by
raters to be a relevant issue of interactions between teachers and children. Several reasons
might support these opinions. Firstly, observed turn taking moments were often short and of
little number, particularly in Anna’s case therefore not creating an impact in the judges when
it comes to making a general assumption on the subject. Also, the fact that judges might not
have identified children’s responses could have directed them into concluding that there were
no turns when those turns involved subtle movements, such as in the case of Maria.

Both teachers engage in social interactive tum taking. A question remains about
children’s ability to involve in content turn taking in the absence of systematic training.
Although Bruner (1981) states that both functions are innate, in the case of children with
multiple disabilities social interaction seems to develop without children being taught,
whereas the same does not happen for joint attention.

Apparently, content turn taking involving joint attention to objects is not as easily
developed by teachers in both cases. Still, it should be noted that unless teachers and children
involve themselves in turn taking that includes attention to objects there is little opportunity
for learning in their interactions.

Question #4: What communication behaviors do teachers respond t0?

In Anna’s case, the teacher responds to Anna’s inappropriate actions such as putting
foam in her mouth, by telling her to stop. Responses are verbal comments or directions. She
responds to Anna’s appropriate use of materials by verbal praise. The post intervention
session, however, showed the teacher imitating Anna’s thythmical movements (tapping on
the table). This could be caused by either Anna’s greater involvement in the activity (music)
or the teacher’s increased awareness of imitation after intervention since imitation, as a

communication strategy, was included in the intervention plan.



Anna is passive and when she does nothing she is left alone rather than being
encouraged to do activities or to interact with people. As stated with the previous question
related to forms Anna does have a range of pre-linguistic forms of communication that are
not acknowledged or responded to. Perhaps lack of responses by the teacher contributes to
Anna’s passivity.

Maria’s teacher usually responds to behaviors that she considers communicative.
Maria shows positive social responses to people which, in turn, encourage people to respond
to her. The teacher responds to cries, vocalizations and to movements of her entire body.
More subtle and isolated movements such as voluntary arm or hand movements are not
noticed and therefore not responded to. The teacher also interprets Maria’s behavior by
playing double part ( or“giving voice”) to her non-verbal behaviors, speaking what she
thinks Maria wants to say. This strategy may have a positive influence in Maria’s
understanding of what communication is about.

Summary of findings for question four (what communication behaviors do teachers
respond to): Teachers respond to children’s behaviors whenever they imply intentionality
into behaviors. Nonintentional behaviors are often not identified by either of the teachers as
ways to engage in interaction. Recognizing non-intentional behaviors as communicative and
selecting behaviors that provide for more opportunities to engage in interactions with
children with multiple disabilities probably requires specific training in preverbal
communication that none of the teachers have.

Research is needed in the effects of the “giving voice” strategy. Apparently this
strategy influences positively teacher/child interaction.

Question #5: Why do teachers miss opportunities for communication?

Systematic observation showed that teachers miss opportunities for communication.

Results of the Likert-type scale confirmed that teachers often miss opportunities for
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communication. Although non-responded behaviors are an important indicator for success in
communication, other issues were brought to attention that need to be considered in the
analysis of missed opportunities.

A first issue relates to choosing behaviors to respond to. Not all behaviors are to be
responded to, and there are no rules that define which behaviors should be responded to. As
Sigafoos et al (2000) suggest teachers should define potentially communicative acts in order
to determine which behaviors are more subject to response.

How do teachers decide on the behaviors that should be responded to? In Anna’s
case, the teacher is mostly looking for responses. She does not look for behaviors to respond
to, she mostly complains about Anna not responding. The teacher is not aware of the fact that
her contribution is essential for communication with Anna. The fact that Anna has a low
activity level with no identified intentional behaviors and that there are more children in
class, might account for the teacher being less attentive to communication opportunities.
Identifying potentially communicative acts is probably more difficult when the teacher does
not have knowledge and practice in seizing potentially communicative acts and when the
empathy developed is not high. It is also probably more difficult when the learner does not
show communicative intent. Finally, Anna does not show interest in communication, which
may decrease teacher ‘s expectations about communication.

In Maria’s case the teacher keeps a social interaction that conveys emotion. Her
caring for Maria might help the teacher identify and respond to communication
opportunities. She likes being with Maria, enjoys interaction with her and is atentive to
Maria’s behaviors. Still, interactions do not include opportunities for communication
development. Content is rarely included in interactions, no new information is transmitted,

which leads to communication interactions that do not expand. Failing to include new
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information and not attempting to develop content of interactions are also, in some way,
missed opportunities for communication.

A last comment on missed opportunities relates to the small number of ways to
express themselves that both children have. Children’s use of few expressive forms leads
inevitably to less communication opportunities. It requires specific training to be able to
move from communicating spontaneously using personal skills, to being able to reflect and
search for opportunities for communication specifically related to needs of the population of
pre-linguistic multiply disabled children. Again, it should be stressed that the lack of
communication severely interferes with the development of learning opportunities, therefore
leaving children with no chances to learn.

Summary of findings for question five (why do teachers miss opportunities for
communication): Teachers miss opportunities for communication because they do not
identify potentially communicative acts, because they do not include new information in
their interactions and because they do not provide occasions for communication and
diversified experiences that could compensate for children’s limited expressions and limited
experience. Teachers also miss opportunities because they do not know how to identify
unconventional and prelinguistic communication behaviors used by children with multiple
disabilities who do not speak. Therefore, training is needed so that teachers learn to identify
those behaviors on a consistent basis and provide responses that support communication
development.

Question # 6: What are teacher’s expectations about communication with these children?

Based on initial data collected about teachers and on interviews, the two teachers
have different views about communication. Anna’s teacher does not provide coincident
responses to questions related to Anna’s communication abilities. She refers to

communication as the prime area to be developed in Anna’s program, but she shows no
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expectations about Anna’s ability to communicate in the absence of speech. Teacher’s
expectations at the end of the research process were the same as in the begmnning.

Anna’s teacher locates the cause of communication problems in the child. She thinks
Anna does not do enough in communication, she thinks the child refuses to communicate.
The teacher thinks that Anna does not respond to speech because she does not want to. Still
the teacher also says that Anna shows no signs of understanding people talking to her and
that she does not communicate. This reflects poor understanding on the teacher’s part of
Anna and of communication in general. Again this points to a need for teachers serving with
multiple disabilities to have training that helps them understand the importance of their role
in addressing the unique communicative needs of children with multiple disabilities.

Nevertheless, the teacher’s attitude towards Anna changed throughout the year. In the
last observation the teacher imitated Anna and kept interactions going for some time. This
could be either related to the activity or it could mean that the teacher has raised her
expectations about Anna’s communicative abilities. In any case, the teacher acts differently
although she is not aware of the change. This may point to the need for intervention
including reflection on practice as an important part of the intervention process.

Maria’s teacher on the other hand considers communication difficuities her problem
and not the child’s. She thinks that learning to communicate with Maria is important for
communication to be improved.

Maria’s teacher responds to Maria’s behaviors as communicative. She thinks it is
important to identify nonverbal behaviors and interprets behaviors it in order to communicate
with Maria. She considers communication as a priority area to be developed in Maria’s
program.

At the end of the research process the teacher had increased her expectations about

communication. She points out the need to learn more about communication with children
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who are at a pre-linguistic level and she has expectations about future intervention with
Maria. She thinks that, with more learning on her part, communication can be improved and
Maria can be asked to participate more actively in activities.

It should be noted that children’s characteristics might account for the differences in
teacher’s attitude towards communication. Anna is not as socially communicative as Maria
and her behavior does not attract as much attention as Maria’s. More specifically Anna does
smile and laugh a lot. Smiling and laughing are two pre-linguistic forms of communication
that in all people are clear social forms and invite other people to respond. This might
explain to some extent differences in teacher’s expectations. Also, it is interesting to note
that expectations are higher for Maria’s teacher who thinks difficulties are her responsibility.

Summary of findings for question six (what are teacher’s expectations about
communication with these children): teachers view communication differently in each case.
Anna’s teacher thinks that Anna has communication problems that reduce opportunities for
interaction. Maria’s teacher recognizes that communication with Maria depends on her own
ability to learn more about communication and therefore provide Maria with the means that
help develop interaction.

Anna’s teacher does not identify changes in the communication process, particularly
in what concems her own ability to interact with Anna. Maria’s teacher recognizes that the
intervention process was important and provided her with practical suggestions to increase
her communication with Maria.

Question #7: Do teachers miss fewer opportunities for communication after an

intervention procedure?

Intervention results take into account data from systematic observations and the
results of the Likert-type scale. Results from systematic observations demonstrate that in

both Anna and Maria’s case, there is a decrease in the amount of non-responded behaviors in
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the post intervention session. These findings are not corroborated by resuits of the Likert-
type scale.

Ttem RIC of the Likert-type scale (the teacher responds to child’s initiations) shows
that raters agreed that teachers do not respond to children’s initiations. Their agreement was
significant for all sessions in Anna’s case. It is interesting to note that although judges did
not significantly agree that Anna initiated communication they agreed that teachers do not
respond to initiations. A question remains of weather judges think there is no initiation and
consequently rate that there is no response to initiation, or they think that there is initiation
and still the teacher does not respond. In Maria’s case, raters’ agreement was only significant
for sessions M11 (foam playing one on one activity) and M9 (foam playing group activity).

Ttem POI (the teacher misses opportunities for communication) on the Likert-type
scale also showed that raters agreed that the teachers still miss opportunities for
communication in the post intervention sessions. Raters” agreement is highly significant
(.01) in both cases.

Questions arise as to why there is a discrepancy between the researcher’s systematic
observations of non-responded behaviors, which shows that there was a decrease in non-
responded behaviors, and raters’ agreement that teachers miss opportunities and do not
respond to the learner’s initiations.

First, perhaps the observers seeing video sessions one time did not allow for detailed
observations that were permitted by systematic observation. Systematic observations counted
the behaviors that were not responded to by the teachers. In the Likert-type scale’s responses,
raters were asked to give opinions about whole sessions. Raters may have overlooked
teachers’ non-linguistic responses such as touching the child as effective responses. Raters
might also not have identified all behaviors as potential communication. During intervention

for both Anna and Maria the need for responding to all behaviors was addressed and
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explained to the teachers. In essence initiations (opportunities) and responses to behaviors
may have been too subtle for the raters to observe. The researcher did not explain what is
meant by missed opportunities because it was not brought up as an issue during the piloting,
which might have been in fact, necessary. It might be the case that judges consider as missed
opportunities for communication other issues apart from behaviors that were not responded
to by the teacher.

Second, and particularly in the case of the missing of opportunities, it is possible that
missed opportunities for communication include, in judges’ appreciation, other issues apart
from non responded behaviors. In fact, other statements included in the scale could also be
central to the missing of opportunities, such as the nature of the activities (item FDI), which
might or might not provide for communication opportunities, the pacing of interactions (item
RRC) that encourages or discourages the child to communicate, or the including of learning
opportunities in the interaction (item IPA) that may provide for new contents to be
developed.

Summary of findings for question seven (do teachers miss fewer opportunities for
communication afier an intervention procedure): according to analysis of systematic
observations the number of non-responded behaviors decreased after intervention in both
cases. Raters’ analyses of post intervention sessions still do not show a decrease of missed
opportunities for communication. It is possible that other items apart from non-responded
behaviors were taken into consideration by raters when assessing missed opportunities for
communication. It is also possible that raters did not detect some of the initiations and
consequent responses. An important point to consider is, nevertheless, that raters’ opinion is

that there is no increase of communication opportunities.
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Question # 8: Does intervention improve teacher’s interactions with children with muitiple

disabilities?

The analysis of missed opportunities for communication during systematic
observations, which took into consideration children’s behaviors that teachers did not
respond to, showed that teachers do leave many children’s behaviors un-responded to, but
also that this number can be decreased through intervention.

An analysis of responses on the Likert-type scale pertaining to the post intervention
session does not indicate that there are significant differences in teacher child interactions.
Ttems that more closely relate to interaction, which are RIC (the teacher responds to child’s
initiations), RRF (the teacher paces interaction according to child’s needs), POI (the feacher
misses opportunities for communication) and TPA (interactions provide an opportunity for
learning) are rated low and do not indicate difference from the pre intervention session.

In both cases teachers mentioned the need to increase interactions as an important
concern for them. The programs designed both included strategies for increasing interaction
through reducing the number of non-responded behaviors, as well as alternative modes of
communication (such as tactile cues in Maria’s case) or strategies to increase child’s
initiation (such as increasing participation in setting up activities in Anna’s case).

A major question remains that relates to the time teachers had available to
experiment the program (one month), which seems to be too short a period of time to
produce effects in teacher/child interactions. It was only the fact that the school year was
about to finish and both teachers were moving out of school that dictated the time of
implementation. A second question relates to the absence of support from the researcher
during the implementation period, which might have helped teachers to become more

comfortable with using the program. Recent research on teacher preparation (Janssen, 2001)
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related to communication with deafblind children in fact points out to the need of ongoing
support in order for teachers to be able to improve their communicative interactions.

Summary of findings for question eight (does intervention improve teacher’s
interactions with children with multiple disabilities): An intervention procedure focusing on
the decrease of the number of non-responded behaviors, and on provision of strategies that
respond to teachers expressed communicative needs does not in itself improve teacher’s
interactions with children with multiple disabilities. More research needs to be done that
deals with longer periods of program implementation and ongoing support along the

implementation.

Findings related to the eight research questions will be considered in the next session

as a basis for defining the implications for practice resulting from this study.



IMPLICATIONS FOR PRACTICE

Results from observations of the two studied cases reflect frequent needs of leamers
with multiple disabilities i.e., the need for meaningful experiences that include normal life
activities, and the need for communication opportunities embedded in the activities.

Despite research in prelinguistic behavior teachers still do not view communication
as a priority in programs for learners with multiple disabilities. They do not interpret pre
linguistic forms of communication and they do not imply intentionality to learners’
behaviors. Observed activities did not promote communication or concept development.
Still, in both cases teachers mentioned that communication was a priority for their practice.

Assuming that learners with multiple disabilities have to be taught everything, from
basic to abstract concepts, one cannot help but wonder how do activities such as gluing paper
or playing with foam help a ten year old learner develop communication and teach such
learners how to better cope with the future. In the absence of adequate training that supports
decision-making, teachers in this study referred to their knowledge as preschool teachers and
applied developmentally based models of intervention, leaving out essential information
such as learners’ age and its consequent needs.

Literature review stated that communication skills develop within the context of
social and emotional relationships with others (Wetherby, Alexander and Prizant, 1998)
particularly through early interactions between children and their primary caregivers (Dore,
1985). The studied teachers did not view learners as communicative partners. Interactions
with more than one turn were seldomly noticed. Playing double part, like Maria’s teacher did
is a good starting point, as it develops caring and empathy, but it is the teachers’
responsibility to take these interactions to the next level by incorporating content and

learning opportunities in the interactions.
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Multiple disabled leamers have complex communication needs, and communication
affects all aspects of development. Why is it that these leamers have teachers with no
training who both felt they needed more support that they got?

As a result of this study, two implications for practice emerge: a first one deals the
need to develop communication centered programs that prepare teachers to work with
learners with multiple disabilities; the second one relates to the need to set up intervention
guidelines for communication intervention with learners with multiple disabilities who do
not speak.

Teacher Preparation
Schools’ needs

In the absence of policies ensuring that learners with multiple disabilities will be
taught by teachers with specific training in the area, such learners are often left in the hands
of less trained professionals who have no knowledge of what to do as teachers of such
learners and therefore waste time with activities that do not provide for learing and do not
prepare learners for the future. In such cases, any paraprofessional with good caring qualities
would most certainly carry out the same role with a significant reduction in wage costs.

In Portugal, leamers with multiple disabilities are often taught by unqualified
teachers who cannot meet learners’ communication and learning needs. Good practice in the
area of teaching leamers with multiple disabilities should include teachers with specialized
training whenever possible. In-service training that addresses specific learning needs of this
population should be available for teachers with no specialization who work with leamers
with multiple disabilities.

Meaningful communication that relates to normal life activities should be held
central in any program designed for learners with multiple disabilities. An activity that is not

valid in communication is not a valid activity with these learners. Teacher training programs,
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therefore, need to include opportunities for teachers to question their practice and to problem
solve in ways to incorporate communication into all aspects of the curniculum.

It would be unrealistic to separate educational needs of learners with multiple
disabilities from special education needs in general and from the national policy in special
education. The inclusion model that is being used in the country, although presenting
potential for educating learners with multiple disabilities particularly in what concerns access
to normal life opportunities, still needs to be adapted to the needs of such a population. More
than adapting the population to the model, there is a need to adapt the model to the needs of
the population. Placing a child with multiple disabilities in a regular school without
providing for his/ her individual educational needs is a means of exclusion. Such educational
needs include the need for trained teachers that know how to develop programs for these
learners and how to incorporate communication in all areas of the program. Information
about learners with multiple disabilities and their communication needs should therefore be
included in existing programs of regular education teacher’s preparation if inclusion is to be
considered a valid approach to the education of learners with multiple disabilities. Moreover,
in-service training with an emphasis in multiple disabilities and communication needs should
be compulsory for special education teachers working with such leamers.

Best practices

Training in the area of communication with learners with multiple disabilities should
prepare teachers to assess leamers’ communication needs and to design intervention plans
that meet those needs. Best practices in teacher training should therefore include
opportunities for teachers to develop: a) positive expectations, b) theoretical knowledge and,
¢) practical skills about prelinguistic communication and about the way communication

should be used to support teaching and learning.
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Positive expectations should be central in teacher’s beliefs about their work. In our
study, and particularly in the case of Anna’s teacher the teacher did not view Anna as a
potential partner and did not have positive expectations about her participating in
communicative interactions. Teacher training programs must provide opportunities for the
development of teacher’s awareness of learners as communicative partners and of positive
attitudes about learners’ ability to participate in the learning process as long as adequate
means for communication are provided. Beliefs about what learners can do in future life, as
long as their leaming needs are provided for, should support positive expectations that help
set up a positive intervention. Such expectations should also include an awareness of the
possible roles of the family and the community as providers for meaningful environments
and communicative opportunities as well as partners in decision-making concerning
educational goals. By acknowledging these roles teachers become involved in a collaborative
process that enlarges expectations, provides for ongoing support and eventually reduces
stress and negative feelings about the process.

Finally teacher preparation programs need to understand the importance of teacher’s
positive perceptions of their own skills and responsibilities, as a basis for successful
intervention as teachers of leamers with muitiple disabilities (Soto and Goetz, 1998). As
stated by Raudenbush, Rowan and Cheong, (1992) teachers who believe they can teach well
are more likely to believe that learners can learn well.

Theoretical knowledge refers to providing teachers with in-depth information related
to communication in general, to communication development with an emphasis in
prelinguistic communication, to communication characteristics of interactions with leamers
with multiple disabilities and to the need for communication intervention to be based in
meaningful contexts that set the basis for access and development of contents. Theoretical

knowledge must also include information that enables teachers to understand the importance
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of real life experiences as central in the education of these leamers. . None of the teachers in
this study had knowledge on issues related to the communication challenges of the pupils
with whom they work.

Important as it may be for the success of teachers’ intervention, theoretical
knowledge in itself hardly prepares teachers to become efficient in their role of teachers of
learners with multiple disabilities in the absence of strategies that help them understand how
they can best implement theoretical knowledge into their practice. Therefore, programs must
include ways to help teachers integrate theory and practice in their intervention.

Practical skills must also be part of teacher training. Teacher’s practice should reflect
and be based in theoretical knowledge related to the specific needs of the population they
work with. Training programs need to include strategies such as supervision of practice that
helps teachers reflect and discuss results of their work. Reflections over practical experiences
that integrate discussion of theoretical implications of the communication options used in
such experiences are a good strategy for integration of theory and practice.

Both teachers in this study used mainly speech to communicate with their pupils.
Changing communication behaviors is not always easy for teachers who are used to speech
as the main form of communication. Training and experience may be needed for an adult to
become fluent in the use of less used communication modes such as signs, or objects (Kaizer
and Goetz, 1993). Tt requires time and supervision to learn to respond to the communicative
needs of the leamer (Janssen, 2001). Teachers should leave preparation programs with skills
both in the use of techniques to apply, including the ability to use altemnative means of
communication and in reflective habits that lead them into questioning their practice as a
basis for assessment and intervention change whenever necessary.

These questioning habits should include the ability to assess their communication

efforts when confronted with learners who do not use speech to communicate. Observation
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of teachers’ own acting as partners in communication through the use of videotapes should

provide a solid basis for discussion. Such strategy follows orientations that stress the need for

reflections to be based in direct observation of teachers’ practice (Schon, 1992).
Communication Intervention

Analysis of the results of this study points out to three main issues related to teachers’
intervention. First, teachers do not engage in turn-taking interactions and do not develop
conversations with learners with multiple disabilities. Second, teachers do not base their
interventions in real life experiences that provide for learning contents and support the
development of communication. Finally, teachers do not show knowledge of strategies to
increase communication and learning opportunities within turn taking interactions.

Any educational model to be used in the education of learners with multiple
disabilities must take into consideration these issues. Learners with multiple disabilities often
do not have incidental access to the world around them, they do not experience the world
like other children do, and therefore need to be taught to interact with diverse environments
and people. Meaningful interactions embedded in real life activities are essential for learning
and communication development. (McLetchie and Riggio, 2002, Downing, 1999, Siegel
Causey and Downing, 1987).

Normal children are exposed to information and interactions at all times, which
creates redundant experiencing opportunities that ensure learning. Learners with multiple
disabilities do not have access to incidental learning and therefore need programs that
provide “over emphasizing, over meaning and over repetition” (Bairrdo, 2001). Providing
learners with diverse commum'cation experiences embedded in real life experiences are
valuable ways to guarantee that such concepts are met. Real life teaching guarantees that

emphasis is put in meaningful experiences that provide a solid basis for communication and
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learning. Also, real life experiences have a natural potential for meaningful repetition thus
providing for natural opportunities for generalization.

Communication and learning: a graphic model

A graphic model was developed that describes the way communication and learning
mteract and how concepts such as tum taking and real life experiences should be put together
in the development of communication plans for learners with multiple disabilities.

Graphic models are useful tools to support organization of knowledge and help
provide insight into relationships among various concepts. Such models can be used to
represent and organize information about a formal domain of knowledge or they can be used
to communicate an individual’s knowledge about a topic (Novak and Gowin, 1984). The
design of the graphic model used concept-mapping techniques, which proved to be useful to
support the development of metacognitive processes in learning. (ibid). Drawing of the
model was supported by the use of *INSPIRATION*, a specific software for concept
mapping drawing. Figure 3 displays the graphic model.

This model intends to provide a visual support for decisions to be made when
programming for communication intervention with learners with multiple disabilities in
school settings, and assumes that development and learning happen through the development
of interactions in real life activities. It is consistent with Vygotsky’s assumptions (Vygotsky,
1993) that disabilities in itself are not the main problem of a child with special needs. It is
mostly the impact of the disability in children’s participation in activities that limitates

development.
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Figure 3 - Communication and Leamning
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Leamers’ interactions with real life experiences should therefore be increased
through conversations between leamers and their communicative partners. Such
conversations create opportunities for leaming about environments and also for learning
about what to ask, what to request, what to question or what to refuse in the same
environments.

Development of tum taking interactions

Social interaction

Observations in this study showed that teachers develop basic social interactive turn
taking with leamers but they do not work on interactions in order to increase number of turns

and therefore support the development of conversation abilities. Maria’s teacher in
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particular, often involved herself and Maria in tumn taking interactions based on movement
and rhythm; still, she did not show the use of strategies to increase the number of turns and to
create longer conversations.

Turn taking is the basis for conversation. Teachers need to read and respond to
children’s signs encouraging the development of more and longer turns in conversation.

Development of social interactions that are synchronic and time ruled is an important
basis for the development of basic communication skills that enable teachers and children to
trust and enjoy each other. Such interactions are usually based in movement, rhythm and
repetition, and reflect the way interactions happen in early turn taking between mothers and
infants (Trevarthen, 1977). In social interactions, children and teachers mostly attend to the
other person as a partner in interaction. The teacher takes a child’s movement, repeats it and
waits for the child to give notice that he/ she wants the movement to continue. By doing so
the teacher engages in interaction with the child. The teacher can also initiate a movement
the child likes, wait for the child to give a sign and then produce the movement again. Van
Dijk (1986) refers to these interactions as resonance, meaning that the teacher mostly
provides resonance for children’s behaviors. Social interactive turn taking, as shown in the
model presented in Figure 3 supports the development of person-to-person interactions that
set the basis for topic ruled interactions.

Content turn-taking

In this study, teachers did not engage in content turn taking interactions. In both
cases, interactions between teachers and learners were noticed only at a social interactive
level, with the exception of A6 (paper gluing) during which the teacher asked Anna to act on
objects. Still, the teacher did not take this as an opportunity to work with Anna in terms of

conversation, and interactions were reduced to one turn in most cases
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The teacher’s ability to take social interactive turn-taking into more developed
conversations around topics, is essential for leaming. In content tum-taking conversations
must be centered around an object, a person or an event. It requires that teacher and child
have coordinate attention skills that enable them to jointly attend to objects and to shift
attention between information provided by objects and information provided by partners in
conversation (Mundy and Willoughby, 1998). It is the teacher’s role to seize what objects,
persons or events most interest the child and use it as topics for conversations. Through
conversation more topics can be introduced and longer tumns can be encouraged.

Development of real life experiences

Intervention centered in real life experiences has been reported in the literature as a
basis for communication development and learning (Cripe and Venn, 1977, Miles and
Riggio, 1999, Downing, 1999). Activities observed in this study, with the exception of A4A
(hand washing) were not real life experiences and therefore did not provide for opportunities
to increase learning about environments, about activities that are performed in those
environments and about people acting in such environments.

The use of real life experiences in educational intervention with learners with
multiple disabilities is based in several assumptions:

- Real life experiences are experiences that are meaningful to the individual child in
the context of his/her life, family and community and therefore provide context of
interactions.

- Real life experiences provide for meaning that is easily grasped by children as it
relates to their own needs.

- Real life experiences, because they are part of the learner’s normal life, have a

potential for repetition that supports learning.
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- Real life experiences have clear outcomes that support the learner’s understanding
of means-end processes.

Teachers using real life experiences should make sure that experiences happen in
normal environments in order to provide for context and meaning. Normal environments are
environments where the activity usually takes place.

Selection of the most significant activities in an environment, as well as the actions
that learners will learn to perform in an activity, need to be carefully planned so that meaning
is made clear in learners’ minds at all times. Additionally, teachers must select and include
new partners whenever possible. People who are part of an environment or activity should be
asked to interact with learers so that the number of natural communication partners is
enlarged and learners leam to communicate with as many different partners as possible.

An analysis of the model presented in Figure 3 helps understand the role that
environments, activities and partners have as topic providers for learning conversations that
are supported by real life experiences. Such conversations increase opportunities for leaming
about the world and about leamers’ participation in real life experiences.

Strategies to Increase communication opportunities

Communication is both a means and an end in the leaming process of a leamer with
multiple disabilities. Leamners need to develop communication but also need to use
communication in order to learn about new subjects.

Results of this study suggest a set of topics that should be considered in the
development of communication opportunities for learners with multiple disabilities. These
topics are: 1) identifying interpreting and responding to leamers’ behaviors, 2) encouraging
initiation, 3) use of appropriate forms of communication, 4) support the development of
communicative functions, 5) increase the number of turns in interactions, 6) pace interaction

according to learers’ needs, 7) select appropriate topics of conversation and, 8) use routines
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for anticipation and repetition A discussion of each topics follows, together with examples of
strategies to be used.

- Identifying, interpreting and responding to learners’ behaviors - Learers with
multiple disabilities often communicate through the use of non-conventional forms such as
movements, eye gaze or objects. In the presented study, teachers often missed opportunities
for communication because they failed to identify and respond to learner’s behaviors as
communicative. For example, Anna’s teacher did not pick up Anna’s movements in session
A4, when Anna was playing with foam, as a basis for the development of interaction.
Teachers need to learn to identify behaviors as potential communicative acts (Sigafoos et all,
2000) and select the ones that better support the development of interactions.

Useful strategies conceming this issue include: 1) observing and attending to
learners’ behaviors, 2) imitation of learners’ behaviors, 3) identification of behaviors that are
more likely to be responded to according to the context and the activity, 3) responding to
these behaviors using appropriate forms, and 4) making sure that the initiated conversation
includes several turns.

- Encourage initiation - Leamers with multiple disabilities need to be kept active in
the communicative process. Teachers in this study showed more initiations than children,
which reflects less attention being given to supporting and expanding of children’s
initiations. Encouraging initiation supports the development of choice making and prevents
learned helplessness (Seligman, 1975) that is often a characteristic of leamers with multiple
disabilities. Both teachers in this study spoke to children leaving little space for children to
initiate communication using appropriate forms In Anna’s case, most of Anna’s behaviors
were left un-responded to, which does not encourage initiation.

Appropriate strategies to encourage initiation include: 1) waiting for learners to

initiate a movement before starting a conversation 2) providing learners with alternatives
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within an activity to encourage choices, 3) responding to learners’ behaviors in meaningful
ways so that leamers feel that their initiations are useful and create a response in a partner.

- Use appropriate forms of communication - Communication should be supported by
the use of forms that are part of learners’ communicative repertoires. This study reports
teachers to use speech as the main form of communication although there is no indication
that learners understand speech alone. Teacher’s speech should always be augmented with
the communication forms that best suit learners’ communication needs. Such forms are often
at a prelinguistic level such as movement or objects.

Developing the use of appropriate communicative forms can be accomplished by: 1)
carefully selecting which forms serve the individual leamner, 2) introducing more than one
form whenever possible to enlarge communicative opportunities (e.g., a child who can use
pictures might also benefit from using objects or gestures), 3) using selected forms
consistently when communicating with the learner, 4) providing for new communicative
forms whenever leamers show that they can be given more abstract levels of communication
(e.g., if a child uses just objects to communicate, it is useful to assess his/ her abilities for
using pictures or gestures. The decision should depend on the learner’s abilities) and, 5) use
speech always augmented with communicative forms selected for the individual learner.

- Support the development of communication functions - Particular emphasis should
be given to requests, negations and calls for attention, which are basic functions related to
early communication levels. Particularly in Anna’s case, the teacher did not imply
intentionality into Anna’s behaviors, reducing Anna’s awareness of the communicative
potential of her behaviors. In Maria’s case, although the teacher implied intentionality and
therefore provided for different communicative functions, there was no strategy used that
helped Maria in understanding which communicative forms could she use to express the

communicative functions implied by the teacher.
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Modeling of different functions in context, creating communicative opportunities for
the use of different functions, and providing leamers with appropriate communication forms
to express communicative functions are effective ways to develop and diversify the use of
communicative functions.

- Increase the number of turns in interactions - Interactions that rely on one turn are
frequent in communication processes with leamers with multiple disabilities who do not
speak. This study found that longer turns in teacher child interactions were usually related to
social interactions and did not support topic exploration. Communication between Anna’s
teacher and Anna was frequently made of an initiation on the teacher’s side and a response.
The teacher did not pick up on Anna’s responses to encourage more turns.

Although social interaction is an important basis for the development of further
interactive skills, content turn taking needs to be explored and extended in order to support
introduction and exploration of meaningful topics from real life activities Teachers need to
encourage interactions to grow longer by responding and expanding on learners’ turns and
by including in such interactions meamngful topics that provide content and support further
learning,

A useful strategy to increase the number of turns is to always respond to learners’
turns, therefore leaving to the leamer the decision to end a conversation. Other strategies
may include 1) starting by developing social interaction turn-taking that helps leamers
understand partners’ role in conversations 2) introducing new topics in conversations, to
keep leamers interested and motivated to interact, 3) introducing more information
concerning the same topic and 4) making sure ieamers understands that the teacher expects
them to take their turn, which includes the teacher’s ability to wait for responses.

- Pace interactions according to learners’ needs - Leamers with multiple disabilities

often have information processing characteristics that require teachers to wait for answers
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lIonger than what normal conversations would lead them to expect. The presented study
indicates that teachers do not pace interaction according to learners’ needs, therefore
reducing opportunities for the leamer to have his/her turn in a conversation. In A10, the
music lesson, the teacher did not leave time enough for Anna to imitate gestures that went
with the singing. Anna often started a movement when the teacher was already busy with a
new movement.

Unless teachers learn to pace their turns with learners’ turns, interactions will be non-
synchronic, leading to frustration on the teacher’s side and to withdraw on the learner’s side.
On the long term such asynchrony will result on a decrease of interest in interaction.
Developing expectations about leamers” ability to take turns in a conversation and providing
time for the learner to respond are two basic issues that teachers need to incorporate into
their practice as effective communicative partners. A useful strategy to pace interactions is to
always believe that the leamer will take his tumn even if delayed, and to believe that the
learner’s turn is as much important, if not more important than the teacher’s turn.

- Select appropriate topics of conversation - Teachers in our study did not
incorporate topic ruled conversations in their practice. Observed interactions were basic
person-to-person interactions. They did not introduce themes in conversations and did not
explore potential topics introduced by children (e.g., in A4A, when Anna and the teachers
were washing hands, Anna reached for water but the tap was closed. This could have been a
topic for conversation).

Such limitation in teacher’s intervention leaves learmners with no opportunity to
explore environments and therefore reduces learning opportunities. Again, the use of
meaningful activities based on real life experiences is an important strategy to provide for
conversation topics Within an activity teachers should: 1) select what topics to talk about,

taking into consideration that it is not possible to talk about everything in the environment, 2)
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make sure that the topics introduced contribute to the increase of leaming according to each
learner’s individual needs, 3) introduce vocabulary in forms that the learner uses and 4)
make sure that topics are motivating for the learner.

- Use routines for anticipation and repetition - Leaming involves the ability to use
whatever is learned in all appropriate contexts. The use of activity-based routines is an
important basis for repetition and use of learned skills in context. (Cripe and Venn 1997).

Studied teachers did not value routine based activities as a means to increase child
participation in the activities. Two exceptions should be pointed out, one in Maria’s case
session M11 (foam playing one on one activity), during which the teacher sets up a
thythmical routine for the interaction, and another one in Anna’s case session A4A (washing
hands) in which teacher and child perform a predictable routine. In Maria’s case the
interaction is a social interactive one and does not provide for topic exploration. In Anna’s
case the teacher did not use the contents of the routine based activity as a basis for topic
exploration and learning.

Teachers should organize activities in sequentially predictable ways, to help leamers
understand how an activity is developed and what the leamer is expected to do in an activity.
The use of routines in real life activities also supports repetition as activities are often
performed in learners’ lives. This will ultimately encourage awareness of teacher’s
expectations, encourage initiation and support feelings of success.

As teachers participating in this study both left school at the end of the school year,
definition and implementation of individual communication goals resulting from observation
and intervention analysis was not possible. This is considered as a limitation of this study.
Other limitations of the study, as well as suggestions for future research, will be presented in

the next chapter.
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SUMMARY, DISCUSSION AND CONCLUSION

This chapter includes an overview of the whole study. A summary details the
fundamental topics addressed in the study, whereas the discussion highlights new questions
raised in the process, limitations of the study and implications for future research. A final
conclusion is also presented.

Summary

This study observed and described interactions between learners with multiple
disabilities and their non-trained teachers and studied the impact of an intervention process in
the interactions. A case study design involving two teacher/child dyads was used to support
data generation. Methods of data generation included the use of participant observation,
systematic observation, interviews and an opinion scale.

Results of the study indicate that studied teachers did not spontaneously develop
communication skills that respond to learners’ communicative needs. The use of appropriate
forms and functions to communicate, the ability to develop turn taking interactions that
convey information, the ability to detect opportunities for communication and to
appropriately respond to learners’ potentially communicative behaviors, and the ability to set
up environments that provide for communication opportunities and learning were found to
be areas in need that must be included in training programs for teachers working with this
population.

The study also shows that intervention based on teachers” expressed communicative
needs, although decreasing the amount of learners’ behaviors that are not responded to by the
teacher, does not substantially change interactions.

Implications for practice resulting from data analysis were defined and a model of
decision making for the development of programs to be used with learners with multiple

disabilities was designed. Based on that model suggestions of possible strategies were
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pointed out that may help teachers define their intervention with leamers who have multiple
disabilities and do not speak.
Discussion

This study intended to describe and explain how teachers and learners with multiple
disabilities interact when speech cannot be used as the main form of communication. The
researcher expected to bring light to this question and, by doing so, to create ground for the
development of better learning conditions for these learners. The decision to include an
intervention process in the study was a way to go deeper into the exploration of good
practices for developing communication and learning.

Answering the selected research questions carried along the raising of new questions
that will be matter of discussion here. A first issue deals with the nature of this population.
Although both were considered as multiply disabled, the two case studies in this research
project had very different characteristics. Little is known about the learning abilities of
learners with multiple disabilities. Attempts to use information resulting from research in the
so-called normal population have provided little if no support at all to the understanding of
such leaming abilities. Variations in the combinations of disabilities as well as individual
variations in the effects of each disability create unique situations that require long-term
research processes if information is to be gathered about learning characteristics of this
population. Taking this into consideration, the results of this study cannot provide more than
a small increase in the understanding of the needs of these leamers.

A second issue relates to educational settings for these learners. Results of this study
indicate the need for teachers with high expectations, knowledge and skills. Such needs
imply the need for organizations taking care of this population that have also expectations
about learners’ learning abilities and that view themselves as educational resources that

encourage teachers to effectively teach learners with multiple disabilities. Teachers in this
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study both felt that the support they needed was not provided to by the school. As a
consequence, teachers in this study did not view themselves as educational partners that
value communication as the basis for the increase of learning opportunities

Another issue that rises as a consequence of low expectations is the lack of good
examples of educational programs for learners with multiple disabilities that include
communication and learning as essential elements of teaching. Training teachers to work
with learners with multiple disabilities would benefit from the use of good examples that
helps raise teachers’ expectations and that believe that such ieamers can be taught.

Communication with learners who do not speak and who function at a prelinguistic
level of communication is another issue of reflection. Observation in this study indicated that
turn taking at the level of social interaction could be developed between teachers and
learners in the absence of teacher training. Although teachers do not know what to do to
improve interactions, particularly in what concems creating longer turn taking sequences,
they spontaneously engage in occasional turn taking interactions based on empathy, rhythm
and movement. The same does not happen for content turn taking. Although it can be said
that leamers do not engage in content turn taking because they did not have formal teaching,
a question remains of why did teachers manage to develop social interaction and not content
turn taking. Issues related to the ability of leamers to use objects and to alternate attention
between objects and partners require further research.

A final question deals with communication and learning, and the combination of
such topics in the development of programs for learners with multiple handicaps Approaches
in education of learners with multiple handicaps are not always coincident in the way they
view communication and the way communication is embedded in educational plans

Although both teachers valued communication as they ranked it to be important in learners’
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programs, observation showed that they did not use appropriate means of communication to
support learning.

Communication should not be viewed just as a means to exchange information
concerning the development of other learning areas. Communication must be considered as a
major curricular area in all programs with particular emphasis in the case of learners who do
not use speech to communicate. Teachers should be able to devise creative strategies that
both look at communication as a goal and that use communication as a means for the
increase of learning opportunities.

Reflection over these topics drove the researcher into defining limitations of this
study. These limitations will be discussed in the following section.

Limitations

The presented study intended to provide in-depth understanding of communicative
interactions between non-trained teachers and learners with multiple disabilities in school
contexts. Therefore information related to the communicative characteristics of studied
children in contexts outside school was not collected, leading to a picture of each learner’s
communication abilities that is limited to their performance in school.

Development of communication intervention requires the teacher to assess
communication in contexts that are part of learners’ daily life. Although an assessment of
communicative abilities of learners in this study was carried out, which included gathering
information concerning communication in the family, such information was used as a basis
for characterization of learners’ communication and not as a basis for the development of
communicative strategies in the intervention program.

Intervention used teachers’ expressed communicative needs to develop a
communicative plan. It did not include recommended guidelines for the use of real life

experiences as a basis for communication development in learners with multiple disabilities
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(Cripe and Venn, 1997, Miles and Riggio, 1999, McLetchie and Riggio, 2002). The
researcher assumed that this would be too difficult a change to be made in teachers’ ability to
intervene with learners, which did not comply with the available time for this research.
Therefore an option was made for an intervention based on activities that were part of the
classroom schedule.

Intervention also did not include strategies to respond to the communicative needs
that the researcher may have noticed. This decision most certainly had an impact on
important aspects of communication, such as the use of the most appropriate forms and the
development of content turn taking interactions.

Available time for data collection was also a limitation. As a consequence, results of
observations were not systematically discussed with teachers before intervention. Such
discussions could have brought light into what teachers intended to achieve when performing
a particular activity or using a communicative strategy, and might help understand teachers’
difficulties therefore providing for a stronger basis for intervention planning.

Researcher’s use of videotapes may have influenced teacher/ child interaction. A
video camera in a classroom is intimidating and increases teachers’ awareness not just of
being observed but also of observations being kept recorded. Although the researcher tried to
minimize such effects, by using a fixed camera and by not using the viewer, the effect of this
type of observation can have consequences in teachers’ communicative behaviors that are
difficult to assess.

Another limitation relates to the fact that both teachers knew that the last videotaped
observation somehow aimed at assessing change in interactions. Emphasis was put on
children’s behaviors more than on teachers’ behaviors throughout data collection. Still,
teachers were obviously aware of the implications that their own behaviors had in children’s

behaviors, which might have somehow influenced their own performance during post
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intervention sessions. Although aware of these issues, the researcher found no way to
overcome such limitations and therefore opted for considering it a possible bias.

Finally the fact that a communication program specifically designed for the two
studied cases was not implemented and assessed stands also as a limitation of this study. The
researcher believes that the design of such a program should take into consideration not just
the way communication happens between teacher and learner but also the results of an
ecological assessment that informs on the learners’ abilities to communicate in all contexts
of their lives as well as the communicative needs in each context. Furthermore, any
communication program should provide orientations for communication improvement in
assessed contexts. The limited time available for research and the fact that both teachers left
school at the end of the school year made it impossible to design such a program.

Time availability and the fact that both teachers school at the end of the year made it
impossible to assess long-term effects of the intervention process. Such an assessment is vital
to determine usefulness of the strategies used.

Indications for further research

This study raised questions on issues that may benefit from future research. A first
area relates to what is meant by a model of communication for learners with multiple
disabilities. Although research on forms and functions used with the population of multiple
disabilities is available, (Siegel-Causey and Guess, 1989; Mirenda, Donnelan, Mesaros and
Fassbender, 1984) there is a need for research pointing out to other areas of communication,
and particularly to the way turn taking develops in such learners. In our study, learners with
multiple disabilities showed spontaneous social interactive turn taking abilities and
difficulties in engaging in content turn taking abilities. The study did not provide detailed
assessment of learners’ ability to engage in coordinated attention activities that lead to

content turn taking. As pointed out by Barber and al. (1995), there is not enough knowledge
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to conclude that learners with multiple handicaps that engage in social interactive turn-taking
are able to reach content turn-taking abilities. Research on the ability to engage in content
turn taking and on the effects of teaching in the development of content turn taking skills is,
therefore, necessary. It is also important that more research informs on the abilities to
develop coordinated attention and content turn taking in the case of learners with multiple
disabilities who are visually impaired.

Communicative interactions with learners with multiple handicaps develop through
turn-taking interactions much in the same way interactions develop with any other learner.
Still, within such interactions there are issues that need to be explored in order to support
better quality in communication. How to select behaviors that best benefit from being
responded to, how to pace interactions to allow for an active participation of the learner, how
to select, within a given context, contents to explore that provide for better learning
opportunities are among the topics that require further research. Good practices in the area of
communication with learners with multiple disabilities often show examples of teachers who
know both how to develop communicative interactions with learners and how to use
communication as the center of the learning intervention. Research must explore such
practices and identify which characteristics generate good examples of teachers of learners
with multiple disabilities who use communication as the center of their intervention andasa
foundation for learning. As an example, strategies such as “giving voice” to children, such as
Maria’s teacher did, need to be explored in order to assess its effectiveness in the
development of communication skills for children who do not have speech abilities.

A final issue that requires research deals with the characteristics of learners with
multiple disabilities and expectations for learning. Little is known about the way such
learners learn and how to best provide for their learning needs. Behaviorist models of

teaching have already shown that this population learns based on cause and effect strategies.
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Still, those models have not been able to teach students how to adapt learned behaviors to
diversified people and environments or how to develop control over their own life.

What is also left to be known is the way learners with multiple disabilities process
information when such information is fragmented, limited and difficult to contextualize due
to difficulties in accessing environments. What and how can these learners learn given their
unique characteristics is not clear to professionals. Until more is known about learning
characteristics of this population, teaching will always lack the fundamental support that
allows professionals to accurately define their intervention based on each individual’s
characteristics and learning styles.

Conclusion

This study begun with the researcher’s interest in understanding how communication
processes between learners with multiple disabilities and non-trained teachers take place.
Observations and an intervention procedure provided extensive data that helped understand
the way learners and teachers attempt to communicate. The results of this study show that
such communication processes are fragmented and do not provide for learning opportunities.

Throughout the study, the researcher had frequent opportunities to discuss such
issues with professionals involved in research and in the education of these learners. Such
discussions represented crucial learning moments that supported further reflections and
provided the researcher with a more comprehensive view of the themes of communication
and learning in the case of learners with multiple disabilities. Moreover, the use of research
methodologies required for data collection and data analyses helped improve an attitude
towards research that should underlie any intervention, either in teacher training or in direct
consultation with teachers in the field.

Communication is such a complex process. It requires two persons to want to be

involved with each other and share meaningful messages. Studying communication involves
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close observation of both partners and their roles in the process. Studying possible changes
in communication between learners with multiple disabilities and their teachers must
therefore focus on changes teachers can introduce in interactions, as they are the ones that
possibly have more control over the process. Focus on changes in learners’ behaviors has no
effect if teachers do not change. Changing interactions means changing the way both
partners interact.

Although this study clarified some aspects of the communication process between
teachers and learners with multiple disabilities it also created the need to continuously
explore the subject in order to provide for better educational services and support teacher
preparation in this area.

Issues of multiple disabilities and learning deserve some specific comments. These
comments refer to the concepts of success, progress, ability to learn and teacher’s
expectations. Unless these concepts are part of teachers” beliefs when working with learners
with multiple disabilities, this population will be left with no opportunity to learn.

Unfortunately this is still often the case. It requires specially trained teachers to
recognize and improve learning potential in learners who do not perform in the same way as
the so-called normal population does. In the absence of well trained teachers with positive
expectations, multiple disabled children are often left in the hands of less skilled, less trained
or less committed teachers that consider this type of learner as someone who cannot learn,
make progress or have success, simply because the approach they use to teaching does not
match learners’ individual learning needs.

Responding to individuals’ communication needs is essential and has a strong impact
in all areas of the curriculum. This should be considered as a first priority in the development
of learner’s programs. Teachers need to communicate effectively with learners in order to

teach them properly.
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Results of this study increased the belief that unless communication is considered the
center of all programs for learners with multiple disabilities, such learners will be left
unattended in their most basic needs, i.e., the need to have people communicating with them,
the need to understand the world around and the need to inform people in their environment
about their wishes, their refusals or their choices. As Vygotsky pointed out, it is not the
disability in itself that produces limitations, it is the inability to interact and cooperate with
the world around that limits children with disabilities in their development of higher mental
functions (Vygotsky, 1993).

As mentioned in the introduction of this dissertation, we do not know enough about
the way learners with multiple disabilities learn. But there is little question that unless
children are able to interact with environments and communicate with people in those
environments, their developmental process will be seriously affected and their access to
school opportunities will be decreased.

A possible conclusion is that partners in general, and teachers in particular, should
direct their attention to communication while working with learners with multiple
disabilities, providing them with meaningful ways to interact with the world around so that
learners can access and share information, make decisions, express preferences, and

influence the world in a way that will ultimately increase their quality of life.
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Form and Questionnaire Used in Teacher Characterization

Dados do professor

1 - Idade
30/35 36/40 41/45 46/50 mais de 51
2 - SexX0i;iviin Foorrennn M

3 - N° de anos a trabalhar com criangas multideficientes

4 - Formagdo em Educagéo Especial ....... Sisviaens N.

Em caso afirmativo por favor especifique o tipo de formag&o

5 - Formagio em Educacdo de Criangas Multideficientes.......... N T N

Em caso afirmativo por favor especifique o tipo de formag&o

6 - Numero de anos a trabalhar com esta crianga

7 - Tempo diario de trabalho com a crianca

1-2 horas

2-3 horas

3-4 horas

4-5 horas

mais de 5 horas

8 - Areas relevantes na educagdo de criangas multideficientes

Segue-se um conjunto de 4reas relacionadas com a educagdo de criangas com

Multideficiéncia. Por favor ordene-as, atribuindo o niimero 1 a area que considera mais




relevante num curriculo para este tipo de criangas, e 0 nimero 8 a que considera menos

relevante.

Numero Area

atribuido

Autonomia nos cuidados basicos

( comer, vestir-se, usar a casa de banho)

Desenvolvimento motor

Integragdo sensorio-motora

Treino da visdo

Treino auditivo

Desenvolvimento da comunicagéo

Desenvolvimento cognitivo

Desenvolvimento da Socializagdo

9 - Auto-avalia¢do da competéncia comunicativa
Considere a seguinte escala, para avaliar os seus conhecimentos relativamente a area da
comunicagio com criangas multideficientes. Coloque um circulo a volta do namero que

melhor corresponde a sua avaliagdo:

1 2 3 4 5 6
Totalmente Insuficientes  Suficientes Razoavelmente  Bons Muito

insuficientes bons bons

240
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Perguntas utilizadas no questiondrio aos professores

1 - Qual &, na sua opinido, o papel da escola junto de criangas multideficientes?

2 - Que actividades costuma desenvolver com a(s) crianga(s) multideficientes com quem

trabalha?

3 - Quais sdo as suas maiores dificuldades no trabalho com essa(s) crianga(s)?

4 - Que estratégias utiliza para ultrapassar essas dificuldades?

5 -Como é que os professores podem ser auxiliados no seu trabalho com criangas

multideficientes?

5 - Algum outro aspecto que gostasse de acrescentar?



242

OunL dp BINOOIJ
eossad ewn op edussaid e opuodsay

(30zey e ©se anb o 2gooi1ad anb e1og

WoLS 9 WeIUd SBOSS9d .Omuﬂvaoﬁ\i BU BIOUY)SISUOD BONOJ

ounrI 9p vIndoid

SBAURLIO SB IOD [/] OY[eqel) 0oN0d

JBSOUI BU 9)USWIEOTUNLI 9)eq B[d anb g1as anbiog
[enprArput orody
J[PATU 9183 © 18I0[dXQ 9P OpepISSI0aN '800q B Wod eIo[dxy

(B[OD rIadsa as anb 0 2qadI9 ] ‘SPBPIANIL BU 3SSIIJUT 00N0J

"BSOUI BU OAOU 2P d)eq RUUY -

LLIOS BUUY . BUTUSUI BYUTUL B I9ZB] © IS onb 0 0Bjug,, "8Yo2yd0q
® oy[-opueiade B[o WI0D BOULIg "BUUY B 9S-93LI(J 'ISH BIOA
‘oduro) wng{e ojueInp BpRU ZBJ OBN ‘LLIOS "BSOW

eU a1 ‘ope| O eied BI0qED B BITA "OBW € BH3(RI € BISOOUD BUUY
"BYUIZOS BOTJ BUUY "9Jed O BIed 1es 18y -

[1eA195qO © sepered OgISO SESURLIO SY “T 9 ") SIJUS BSISAUOD] -

ongsex e[o anb oaou op emooid o BI[0A ‘I5{ -

191eq OB SOBW SB BUIY)[Y "BAI0J SIBUI (WOJ BSAW BU SORW SB WO 9jeg
‘sojuatour Jod eap 2d or ap nres ISy ‘BYWIZOS IS Y

“ojuowreIogI|

esowr vu 9jeg ‘oonod win as-edrojeq "opw eu [aded o wue

i

"OgUI 23qOS Opw epnfe 157 |

“00Q g 0-BAQ'] 'SOBUI SB Sequie Wwod [aded o euede euuy

‘opej 0 eied eyjo euuy ‘[oded o 1edsel v euuy epnfe 1sg |

SeOnI[BUE SBION

sojuaweriodwo)

[4¢4

(1oded 1100 © 1ESseI) T V seonieue sejou 3p ojdwdxy - |

uoneAIssqQ yuedionie € Jo ssa001d [BONA[RUY JO s0usnbeg

D XIANAddV



243

9J8 BNUNUOD /BINJILIS WN BIUOIUS B]2 0BYD O Bled SeIsoo eyep opuen)  eied eouelq eyjoj e eISe]y "0BYd O eaed [oded Iejiop e enuURUOd BUUY
“BIR "0BYO Ok eied ©)Iop "ey[Q "onnou e3dJ 8I0J 0-83Idp 9 0-BY[O

‘oyuIpeooq winu e3a4 *0gyo ot ered 1ezI[sop o[-} o opedses [oded

JUIBSSa1UI Y] OBN] ¢ 1onb oeN ¢0gyd o eied ses1oo e)1ap anb pias anbiog ap soyurpeooq euedy -ojuelj  eied oouelq [oded op ey[0] € ©ISLIV
BYUIZOS BPEXIOP I BYUUIZOS B1S? BUUY

‘ogwl eNNO eU [oded wa T, "800q BU OBW B WO JSH € 9S-BISOIUH

‘Te3SeI B BI[OA "OYUIPEOOQ WIN BISBY "0-BIIA ‘OPESSAIAUI Je UI0D OB

1ozey € )50 onb 0 0qeotad ogN  eu wo) onb [oded o ered reyjo s0a1eq "sojuswowr Jod epndruewr Uty

‘segser ered [aded oyj-gp ‘e-ejrearpuy ‘e[op 9d Ov BI[OA P |

(opEpIANOE B 9qeo1ad onb 10§ BIS? 'ISH "OJNUI 35-BQRQ ‘8O0 BU OBUI ‘BSOUI BU OqED © B)ISP BUUY |
*98-1BSSaI3)UI 90a1ed ORU BUUY 9 BILS D)

o8eaI ogu BUUY "OBW B SY[-BYUBLIE ‘D)~

eYUIZOS SOjuaow 10d B PUUY ISH € BPBIUAS BARISO 9PUO [BIO]

ou 8)$2 “0) Op exapes e onbiod ves eu 0gdIsodsip € 2s-e1[V "0’ L

SOJ[NPE SOP SOQILIUSUIIAOUI STRIA] WO BIUS *0) “BYUBW 3P eLIq ewn z3) anb ‘0 op weley py Xy

essed os anb 0 oqes OBU Y WAES O WRIUS SBOSSOJ nres IeIxny

(39ze] 2Aap anb o aqes ogN

‘esowl eu ey ‘[oded o oaou op vuede euuy -

SEONI[RUR SBION

ET——— e e Y3575 372514 e o e it 5

sojuarelrodwo))

eve



244

{BININNSO BIND0IJ "0ITUNLI OJUSWIAOIN

[2qI0A ojuswerodurod win & wopuodsalr so)npy

,euuy eresuad onb () “oedeondxe wes ‘ajuadal Sp nopnur pePIANIY

(39ze} 2A9p anb o agadiad efa anb 1ag

BSOW BU J9Jq OB OWILI BINJOIJ

‘0gyd o exed opn JejIOp

OBW B JOXAUI B BNUNUOY) "SOIGR] SO WOJ “SOpIi Zej euuy

. ZEJ 9S OBU OSSI BUUY,, :"XNY

[eamn3 wos wn ZeJ "TeziedoA dp eigd euuy -

«(BUUY ‘10§

anb O V'BZI[BO0 A “'}(] OBW B BUBQY "eIadso visy euuy erojuad sg-
euuy Jeajuad exed BAODSS BLUN JBISN( TBA ISH

‘1eSsel1 e epnle ogw 91qOS OBJA '1SH

oqund 2 SOpap OpuBUId}[L ‘LSO |

BU OB © WOD 19)8q 9P OJUSWIAOW O BJ[OA "OBW eU [aded 0 wod |
e1odso puuy "o-eirede euuy “Jedsel ered [oded oaou wn agj-ep 1sg
oyund

Op 9 SOPAP SOP OPEUIS)[B OJUSUIIAOUI WIN WO BSOUI BU 9)Bq BUUY -
‘as-opuedueleq ‘ermduid 9 BSIW Bp OpI0qaX

OU SOBW SBNp SB BXI,] "SOZOA Sepjodal ‘@soul BU SOEW Sk WI0J d)ed-
"BOUBIq BY[OJ B

wo) 0s ef "0gyd o eied [oded ap OYUIPEOOq WN SIRW BINY "AFUOT Siew

1444

seorjrjeue SejoN

sojuswenodwo)

e




Wies o wenua

SBOSS ] "ORIUSAIONI BU BIOUYISISUOD BINOJ

*SOJ[APE P DJULISUOD ORSRIUILUIAOUL

BUIN B B[OP 9s-E)Seje o)npy

seduBLID SE WOod [/ OY[eqes 0onog

Wby

(SepIpad SaPEPIATIOR JuZT

p1R OWa) SIRUT AP RIRS10a1] RIud] RIsodsay]

ee, vp eiderd],
SV

Teuoredno() opnadeso .
14

aX1eoud ap ofor

(44

il II |

[oded 1ej00 2 1eSsey

1V

SvC

Sewd] dp vIndoId :SepeAIdsqo SOPEPIAIIOER SEP SEONI[BUE SBIOU Op 9SAUIS - 7




246

Hry

2udIdJIp enno ooy

9 BSI00 BLUN ZIP ()], "9IUDISISUOIUT OBSRULIOJU]

‘ogdedionred e reanuaour
Jed sowny ap ©201) 9p BAREIUS) Janbjenb ey
ORU “0ROORIOIUI B OBU ‘OBIRJOPOW BY OBN

OB O BIRd SBSIOD BIOP anbh 2IaS anbio

BUIZOS BPEXIOP

"enno zej 030[ o BSI00 BWN ZI(] *SAIUISISUOIUI

sazaA Jod 0ps O}npe Op $O0SRIDI0S SY

TGP R RAR) B oub

OPURENILE YPEPIAROD ¥ RIS V19 40

ope

UGS, 0MA, BARSAER 9 O PO
0}[NPE OP BPRY[RIOP ORIUSAIDUI BUIN WOS
1oze) aa3p anb o eqies e[o anb os -esodsy

SOJNPE SOP SIQILJUIWIAOW SIRJA]

.
Il

e[eq ep eidero],

(S2010q 1eLjud ) 0ARIQO 0 2 jenb eloA

210 dnb 3 S01231q0 Weyud) anb SIPEPIANIE BZI[Rd Y

[euonedno() eonngdesa ],

| SR osNeReRRpUeN oRN |
L

pssed os

onb 0 2qes OBU Y/ WIALS d WERIUD SLOSSIJ

aX1BOUD Op 0Fo[

v

SV

£V

[oded 1ejoo o Jedsey

IV

9T



247

"0sst & epemiqey

)50 gl onb 2 se5100 SEP BLIOIEW ¥ I0ZI[BOI

ap zedes o ogu anb ooaxed siepy “EpessIUISOP
duawiei0) aoated ogu ejo onb syuessazolu g

"V eesuad onb () ‘ordeorjdxo
wds “gyuadal ap nopnu OPEPIANIY

SOO0! Iezijeal viec BZIjNN OgN

JOPEINAUIOD OU O119]2 3 BSned ap SA0VEAI RISRANERR

OBLU 21GOS SORUI OI[IXNE BIIA0Y
BXIROUD [0 9 BUIN © 2Un $829d se ayj-no ]
euonse[d e Jeoty ay-OXId(]

;08109 0BdIRIAIUI WF

1

e[ey ep eidero .
SV

jeuomedno(y eonnadelo ]
134

dxXIeOUD 9p odof

v

[oded rejoo o Jesey
184

LvT



248

(OLIBIUO0D 0 NQ) {Teuorouny

©[o ered opwr ep euronserd

© JeI)) OLIPSS309U IS

{[eLIOSUSS

ogdeidauy jeoosord

europserd e anb pios
anb O ‘ogw eu eUONSe]d op
OYUIPEOOq tm 19} 9p €)S0H

[1oe) opdeunioyul ey
opuenb Joyjour n8ea1 90918

Leyissaoau

onb op [or) orode win g10g
OBUI BU SJUSW[EULION

o) onb euroysed

© woy oyy anb 21508 0BN

AL
& JeIo[dxo op opepISSe0aN
“200q & W09 eIo[dxF

0309[qo op orode woo
WapIO UM BEP OPIS 12} 3]
op stodop odws) ewm3[e op
wyy Oe 3 9puodsal opuend)
Iopuodsax

& odwe) OBp oY OBN.
(sepipad sapepranoe
Iezijear exe odwo) sreuwr

9P BIESIORI] "BIUS] B)sodsay

[errosuss ogdesojdxg

8¢

ejsodsar op ogprue|

BUUIZOS BPEXIOP H

soj)npe
SOP SIQ3EBJUSTUIAOUI STRJ 49

essed os onb 0 oqes ogu

'V TWOES © WEIUS SBOSSOq

woes 9 Wenus
SL0SSoq "0gdusAIIuL
BU BIOUQISISUOD BONOJ

SBOUBLIO | P

104 Se 0o [/] OYJeqen 09n0J | ¢

oympe op [odeq

BUUY - SO0SSAS SELIPA SEp SEON[EUE Sejou op 08dezLofae)) - ¢



249

" Wos o' 93801 OBN.

0opdeIqIA B IULS
opueInooxd ‘0joe} BIOOSSY
{i40peA®IS 0 OJSIA

191 9p stodap wos or oFesy[

©00q B SESI0D BAY] (

****JedURp B NOSOUI0D
9 BOISIIUI & NIANO B[O BIP

wn anb ngoyes BIOPEONPY

"SO}[pe 9p AJUBISUOD
0BSLJUSIIAOUE BUIN

YH "B[Op 9S-EISEJE OJNpY
"0SS & BpEMIqRy
)59 gf onb o sesio0.

Sep BLIOTEUN € Jezj[eal

ap zedeo 5 ogu onb soored
SIEJN] "BPESSAIUISIP
Sjuaue}o) a0ared

Opu 2[o anb ojuessazoqul g | ¢

eumdss no

euopse|d owos ‘remndrueur
anb eyuo) onb srerioye

op 35083 g[o onb a10701 XNV

SUBISJIP BNO
030] 2 88100 BN ZIP O],

*9JUQISISUOOUT OBSRULIOFU] X

"BIjN0 Z&J 050] 9 BSI00
BUIN. Z|(] "SIJU)SISUOOUL

sozoa 10d ogs
0Jpe Op SAQJEJOI[0S Sy

(esaul Q) "ogdeordxs wos ‘dpuadar

JeLiosuss ogderojdxyg

6v¢

(Vv e1esuad onb

p NOpMI 9pEpPIANDY

©)s0dsox op OPPHUST

- oympe op jodeq



250

wos ok seusde oFeoar

29 95 OIB[0 BOIJ OUX OBN

exno 1onbrenb

& onb op [yog) opdenuyse
© stewr 1i3eor 90o1ed

(seuade ogdeiqia
B 110 WOS OB 0g308al 10§

‘ogSedionred
B Jeanuooul Jed

AAEN mo_uh.—«_‘,oﬂv &00.5 O.ﬂv ﬁ\rmugnu

Teriosuas ogsesojdxg

0s¢T

)sodsax op ogpnusg

sonbenb ey ogu ‘ogdoeraur
Y OpU ‘0gJR[OpOur By OgN
o)npe

O EPEY[EISP 0BSUSAISUL
BN WAS JOZBJ 9ASp onb

0 eqres g[o anb os -v1adsy

- oynpe op [aded




251

'sogol zeziyeas ered ezinn
ogN “Iopenduioo ou 0}19J0
9 BSTIEO 9P $9058[01 99213

[eLIosuos ogderojdxy ©)50dsa1 op 0BpHuST oynpe op jodeq

874



252

OpEZI[EMXa)u00
OO OJUSTIAOI

OPEPIALOE B LIOO SOPEUOIOR]S SOJIWLL SOJUSUIAOIAL I

SAUAIIP SOPEPIANOE
W WEIOUSPIAS 95 anb 2 0JX3JUO O UI0O SOPBUOIOE]I OBU ‘SOJUR] ‘SoAnHadal SOIUSTIIAGI

OOTUILI OJUSWIIAOIA]

eANIOIUL Jonbjenb WOO SEPRUOIOR[OL OBU OJUSIEUOISISOd O SIQ3BISIY ogdisod op eduepnA
opeolIuSis ojusrede W00 SOBUX SEP OJUSUHAOI 0]$20)

SBJOIBO ‘OSLIIOS [eroe] ogssardxyg

0d100 op ovﬁmﬁuﬁw OJUSTUIAOIA] Tesodroo ogssaxdxyg

©50]00 win eied TEG[0 0 SFHIp OuNjE () ©59]05 OB OBSUATY

Joze] B §159 9150 nb 0 snFes opusoared oynpe op 0gsosmp Bu JBY[O Op 0BIBUSLIQ 0Jnpe ok opdu}y

ogdisod e
BPEU W JRI3)[e WS “10ssajoxd ojod 0pesojoo 10§ oub wie ogdisod eu SORW SE WPIURW OUNE O
Iopzonpa ojod operorul opusIIACW WM JodUIOLSJUT Ja1onb BLSUOWSp ounye O

OJUSUIAOUI 3P OBSENGOY

OJUSUIIAOUI 3P 0BJESSa)

OPIUIFap 0ARIS(QO WSS SIBLISJEUI IS 9XAWI OUjE O siews1ew op opdendiuein

£30]00 N0 0}NPE - B0sSd BANO B SJUSWIBLOIOUSUI WAFLIP 95 onb SONBUIAOI Seossd Ao ORPON.

"OpEPI[EUL BUIN 1S} ‘SOPISLIP OES onb WS OPHUSS Ol SIBHISTEW op
ogdendiuew ep os-wenSuysi(T) 9pepHeul unS[e oo 0309(qo Wn WrezKHn anb SOJUSUIIAOI

0dx0s oudod oe soAgejol 5 SpepIjEUY Tensuowep waoared onb SOJUSWIACHY
ojuswreLIoduiod ap OBSLISA(

$0393[q0 21q0s opdoy
odroo oudoxd o axqos ogsoy

031pgd op JUON

Ty

SULIO{ IOIABYE S USIPIIYD) JO ISI 9pOD)

d XIANAddV

(44



0AlEIOFIA

001[200A WIS Jonbjend) 0BdeZI[e00 \
ojusurAow 9p ogddnirour 1onbyen) OJUSWIIAOW 3P WaSeIeq
ed9qeo ep ogdisod ep ogderayfe Jonbpen) eSoqeo ep ogdisod

JIOLISJUE OJNUIIISS B SJUSUIBALR[OI

ojusweiseye Auasaidor anb ojuswuraour senbreng) OJUQUIE)SEI Y

05e1q Op OLIZUNOA OJuRUIAOW Jonbeny) 03eIq Op OJUSUNAOI

250qed 2P OLIPUN[OA OjusTHIAOW Jonbjend) . B30qED BP OJUSWIAOTA!

o0y Bp
[SAJU & BPROIILISA 0pssaIdys op ogdeloje Jonbjend) 0gssaxdxa op ogdersyy
0]X9)U09 O WO OPLUOIOB[AL
edored enb aoe} ep ojuswAOwW Jonbrend) 90BJ BP OJUSWIAOIAL
; o
OSLIIOS
Soyjo sop ojuswrAow Jenbrend) SOYJO SOP OJUSTIAOA.
OJuewe)I0dwod ap 0BSMI0Sa(q 081pod op SWoN

BLIEJA

1394



Initial Interview

254

APPENDIX E

Interview Protocols

Recolher dados sobre: ‘ éuesiﬁgs i
Percurso pedagégico do - H4 quanto tempo é professor/educador? |
professor ~ Tem trabalhado sempre com criangas com deficiéncia? !

Opinides do professor sobre o
trabalho com criang¢as com
MD

Conhecimentos sobre MD

Conhecimento da crian¢a em

estudo

Tipo de comunicag¢do utilizada

com a crian¢a em questao

Dificuldades a nivel da

comunicago

Conhecimentos sobre

comunicacio

Necessidades

Formas de responder a

necessidades

- Porque trabalha com estas criangas?
- O que acha deste trabalho?
- O que considera importante na programac8o para estas criangas?

- Alguma vez teve alguma formagio nesta area?

Fale-me da.......

Que coisas ¢ que ela gosta de fazer?

Que capacidades encontra nela?

Quais sfo as maiores dificuldades que ela tem?

- Consegue comunicar com......7

- Como comunica com a ela(e)?

- Como acha que ela(e) o/a entende?

- Conte algum episodio que demonstre como comunica com ela(e).
- Tem algumas dificuldades na comunicaggo com ............ ?

- Que coisas € que ela(e) consegue comunicar-lhe?

- Que coisas gostaria de poder comunicar-lhe e ndo consegue?

- Como se sente quando tenta comunicar com.............. ?

- Conte-me uma episodio que ilustre dificuldades que possa ter a nivel da
comunicagio

- Interessa-se por este tema?

- Tem alguns conhecimentos sobre formas de comunicacdo com estas criangas?

- Sente alguma necessidade de aprofundar estes conhecimentos? Porqué?
- O que acha que necessita de ser feito para melhorar a comunicacfio com estas

criancas?

- Acha que ha necessidade de formagdo a este nivel?

- Como acha que essa formagao deveria fazer-se?

- Estaria interessada em discutir algumas das observacdes feitas na sua sala?
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Final interview

r

§

A evolugio da crianga

Actividades u ensa serem uteis para o Como organizaria no futuro as actividades

trabalho a nivel de comunicagfio com estas  para proporcionar as criancas as melhores

criangas oportunidades de comunicagdo?
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APPENDIX F
Intervention Programs
Anna

A Anna ¢ uma crianga independente, que procura com frequéncia resolver as suas
necessidades sem recorrer ao adulto. Normalmente ndo mostra qualquer comportamento de
iniciativa comunicativa.

Imita gestos e identifica objectos do dia a dia . Por vezes parece compreender alguma
linguagem oral, quando ligada a situagdes reais e acompanhada de gestos ou objectos.
Responde a solicitagdes do adulto, mas apenas em situagdo de relagdo um a um.

Por vezes interessa-se pelo colega do lado, mexendo-lhe.

Gosta de materiais que possa manipular, nomeadamente plasticina, tintas e espuma.

Reage sobretudo a estimulacdo tactil.

Em reunido com a educadora, na qual foram visionados segmentos de videos feitos a
partir de actividades de sala de aula, foram discutidas algumas das necessidades
comunicativas da Anna e identificadas trés aspectos fundamentais a desenvolver:

- ter uma forma de pedir o que quer (em particular 4gua, que ela necessita de beber
com frequéncia)

- aumentar as interacgdes com o adulto

- aumentar o envolvimento nas tarefas
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Sugestdes de intervencio

- Organizagio da
actividade/ tarefa

Ter um copo em local
onde ela o possa

encontrar com facilidade

Ter um adulto em
interac¢do um a um com
ela durante um
determinado espago de
tempo em cada
actividade

Realizar tarefas em

conjunto (pdr papel nos

lugares, por as tintas, ir

buscar plasticina etc.)
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- Organizagio da
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Maria

A Maria é uma crianga simpatica e reactiva a estimula¢do do adulto. Gosta de ouvir
musica e acciona um interruptor quando quer ouvir mais. Reage positivamente a presenga de
adultos conhecidos e a actividades de manipulagdo de tintas ou espuma, sorrindo e mexendo-
se. Gosta de trabalhar no Snoozelan, sendo muito activa na solicitagdo de movimentos.

Em reunido com a educadora, na qual foram visionados segmentos de videos feitos a
partir de actividades de sala de aula, foram discutidas algumas das necessidades
comunicativas da Maria e identificadas aspectos a desenvolver, tais como:

- ter uma forma de explicar & Maria o que se passa a roda dela

- aumento de oportunidades de interac¢do com o adulto
Sugestoes:

Seleccio de objectos

Os objectos servirdo & Maria para relacionar a informag&o dada verbalmente com a
experiéncia, na auséncia de informacéo visual ou de movimento exploratorio. Atraves do seu
uso sera possivel aumentar a informag&o e proporcionar 8 Maria capacidade de antecipar
acontecimentos.

- Seleccionar um conjunto de objectos que ela utilize normalmente em actividades.
Exemplos:

- Cassete para ouvir musica

- colher ou babete para o almogo

- casaco, ou chapéu ou mochila para saidas

- fralda para ir & casa de banho

- frasco de tinta (com um material de textura rugosa colado, para identificagéo)

- embalagem de espuma (identificado com um material de textura diferente do da tinta).
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Utilizacdo dos objectos
Fazer a Maria sentir na mi0 o objecto que se relaciona com a actividade, antes da

actividade acontecer. Acompanhar com informagéo verbal (agora vamos comer, vamos

pintar, etc.)

No decorrer das actividades, proporcionar a Maria oportunidades de exploragdo tactil
dos objectos todos que se relacionem com a situagdo (ex: tocar a mesa, tocar a bacia de
plastico onde sc pde a espuma, tocar o plano inclinado). Usar informagéo verbal a0 mesmo
tempo.

Pistas tacteis

As pistas tacteis sdo também um auxiliar na antecipag@o de actividades,
nomeadamente actividades que se referem ao proprio corpo (tird-la da cadeira, mudar-lhe a
fralda, deita-la, etc.) Sdo toques que se fazem no corpo da crianga e que indicam a parte do
corpo que vai ser manipulada, (ex: tocar-lhe na mio antes de vestir o casaco) ou o
movimento que se vai seguir (tocar-lhe nas costas antes de a deitar)

Sugestoes de pistas :

- levantar-lhe ligeiramente os ombros antes de a tirar da cadeira ou de a levantar do
puf.

- tocar-lhe no rabo antes de a sentar

- tocar-lhe na cara antes de a lavar

- tocar-lhe nos pés antes de calgar os sapatos

Acompanhar todas estas informag¢des com linguagem oral
Desenvolver trocas comunicativas

Sugestdes:

Escolher uma actividade de que ela goste (ex: Snoozelan)

- iniciar um movimento
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- parar 0 movimento
- esperar que ela dé um sinal de recomegar o movimento
- recomegar o movimento logo a seguir
- se ela fizer alguma tentativa de movimento diferente, imitar o movimento que ela fez.
- continuar os turnos de interacg@o até que ela deixe de iniciar movimento.
Dar aten¢do a qualquer movimento ou som que a Maria produza e interpretd-lo de forma
comunicativa respondendo-lhe.
Associar musica a0 movimento
Uma vez que a Maria gosta de musica, relacionar musicas diferentes com
movimentos diferentes (ex: baloigar, bater no colchfo, rolar), aumentando deste modo a

informagdo relacionada com cada musica que ela ouve.
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values of the post intervention session (A10) (Legend on the next page)

APPENDIX J

Modal values of pre and post intervention sessions

272

Modal values of each pre intervention session (A4, A4A, A6) compared to modal
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Maria
Modal values of each pre intervention session (M6, M7 and M9) compared to modal
values of the post intervention session (M11)

5

FDI IAT CIC RIC AAM ICC RRF POI IPA
5
TG 7 M7
\ - i ~Mi1
! _— S
2 f g
1
0 T T
I IAT cIc RIC AAM Icc RRF FOI IPA
5
1 ‘
, S ] M9
e i -Ml11
21 §. 2 B 4 -
1
]
FDI AT cx RIC AAM xc RRF POI ra

Legend: FDI-Activity facilitates Interactions; LAT-Teacher includes turn-taking;
CIC-Child initiates communication; RIC-Teacher responds to child initiation; AAM-
Enjoyable and motivating activity; ICC-Teacher interprets child’s behavior as
communicative; RRF-Teacher paces interaction; POI-Teacher misses opportunities
for interaction; IPA- Interaction provides opportunity for learning
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