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ASSOCIATION FOR EDUCATION OF THE VISUALLY HANDICAPPED

‘Known first as the Instructors of the Blind, and later incorpor-
ated as the American Association of Instructors of the Blind, AEVH
began in 1853 with a national meeting of suoerlntendentﬁ of six-
teen residential schools for the blind. Except for a few years
when national emergencies prevented, conventions have been held
biennially since that time. At the 1968 convention, the name of
the organization was changed to Assoc1atton for Education of the
Visually Handicapped.

In 1952 the Workshop method of national conferences was adopted

and membership was broadened to include al!l who were interested in
improving the educational opportunities of visually handicapped

. children. In the Workshops, educators are able to define problems
and work actively toward their solutions. Under the teadership of
their own elected officers, workshops may continue in common efforts
between national conventions, often producing newsletters or taking
action at regional meetings. Student chapters have now been formed
at several universities and several state chapters are functioning
very effectively. .in the planning for the next biennium !s a pro-
gram for regionalization which will provide regional meeti=-s with-
in reach of our members all over United States and Canada.

AEVH publishes a newsletter called the FOUNTAINHEAD, a volume of
- selected papers from:its biennial conference, and provides the-pro-
fessional journal, EDUCATION OF THE VISUALLY HANDICAPPED, for its
members. The organization also participates actively in teacher
and houseparent certification, training institutes, the develop-
- ment of special standards, the encouragement and report of research
in the field, and cooperation with national and international
agencies and organizations interested in the education of visually -
handicapped children and youth. The popular AEVH brochure on educa-
tion of the visually handicapped as a career is annually sent to
many guidance counselors and young people who seek information rele~
vant to their own choice of a profession.

AEVH is affiliated with The Council for Exceptional Children, a
Department of the National Education Association.

For further information, write' AEVH Executive Secretary, 1604
Spruce Street, Philadelphia, Pennsylvania 19103.




MEETINGS

The following is a list of the ‘conventions of the American
Instructors of the Blind (1853-1871), the American Association
of Instructors of the Blind (1872-1968), and the Association
for Education of the Visually Handicapped (1968-1972):

Ist Meeting: August 16-18, 1853, at New York, New York
2nd Meeting: August 8-10, 1871, at Indianapolis, Indiana
3rd Meeting: August 20- 22 1872, at Boston, Massachusetts
shth Meeting: August 18-20, 1874, at Batavia, New York
5th Meeting: August 15- 17, 1876, at Philadelphia, Pennsylvania
6th Meeting: August 21-23, 1878 at Columbus, Ohio
7th Meeting: August 17-19, 1880, at LOU|SV|]le Kentucky
8th.Meeting: August 15-17, ]882 at JanesV|1]e, Wisconsin
9th Meeting: August 19-21, ]88&, at St. Louns Missouri
10th Meeting: July 6-8, 1886, at Nel \York New York
11th Meeting: July 10-12, 1888, at Baltimore Maryland
12th Meeting: July 15-]7, 1890, at JagksonVIlle, I1linois
13th Meeting: July 5-7, 1892, at Brantford, Ontario, Canada
I4th Meeting: July 17-19, 1894, at Chautauqua, New York
15th Meeting: July 14-16, 1896, at Pittsburgh, Pennsylvania
*16th Meeting: July 12-14, 1898, at Lansing, Nlchlgan
17th Meeting: July 9-11, 1902, at Ra]elgh North Carolina
*18th Meeting: July 20-22, 1904, at St. Louis, Missouri
19th Meeting: August 21-23, 1906, at Port]and Oregon, at
Salem, Oregon, and at VYancouver, Washington
20th Meeting: July 14-16, 1908, at Indianapolis, Indiana
21st Meeting: June 28-July 1, 1910, at Little Rock, Arkansas
22nd Meeting: June 25-28, 1912, at Pittsburgh, Pennsylvania
23rd Meeting: June 28-30, 1915, at Berkeley, California
24th Meeting: June 4-7, 1916, at Halifax, Nova Scotia, Canada
25th Meeting: June 24-28, 1918, at Colorado Springs, Colorado
26th Meeting: June 21-25, 1920, at Overlea, Maryland
27th Meeting: June 27-30, 1922, at Austin, Texas
*28th Meeting: June 23-27, 1924, at Watertown, Massachusetts
*29th Meeting: June 21-25, 1926, at Nashville, Tennessee
*30th Meeting: . June 25-29, 1928, at Faribault, Minnesota
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23-27,- 1930, at Vancouver, Washington
27-July 1, 1932, at New York, New York
25-28, 1934, at St. Louis, Missouri

22-25, 1936, at Raleigh, North Carolina’
27-30, 1938, at Lansing, Michigan

24-28, 1940, at Pittsburgh, Pennsylvania
26-30, 1944, at Little Rock, Arkansas
24-28, 1946, at Watertown, Massachusetts
21-25, 1948, at Austin, Texas

26-30, 1950, at Philadelphia, Pennsylvania
29-July 3, 1952, at Louisville, Kentucky
27-July 1, 1954, at Batavia, New York
24-28, 1957, at Worthington, Columbus, Ohio
22-26, 1958, at Vancouver, Washington
26-30, 1960, at Donelson, Tennessee
28-July 2, 1962, at Miami Beach, Florida
21-25, 1964, at Watertown, Massachusetts
26-30, 1966, at Salt Lake City, Utah
23-27, 1968, at Toronto, Ontario, Canada

28-July 2, 1970, at New Orleans, Louisiana

25-29, 1972, at Miami Beach, Florida

”

*“Copies of convention proceedings or selected papers for these
meetings may be purchased by writing to the Association for Educa-
tion of the Visually Handicapped, 1604 Spruce Street, Philadelphia,
Pennsylvania 19103.
1932-1940, and 1944-1960 are also still available.

Copies of the Indexes for 1922-1930, 1931,
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MULTI-HANDICAPPED: THE KING OF CHALLENGERS
Verna Hart, Assistant Professor

George Peabody College for Teachers
Nashville, Tennessee

AL just don't know what to do with Johnny,'" says a teacher. 'l
don't know what to do with ‘that' class,'' exclaims a principal.
""What will we do with all of these children?" questions a superin-
tendent. And ''We don't want those kinds of kids in our school,"
comes from the alumnae.

All of these questions are referring to the growing numbers of
multi-handicapped children. what to do with them, how to educate
them, who should teach them, and where they should be directed in
terms of potential employment are of concern to all of us working
with blind children with multiple problems

Rather than waiting for the answers, there are things that each of
us can be doing now to bring closer the day when we will have bet-
ter information on what to do. First, no pupil should be viewed as
hopeless. Many stories could be told about children who have been
excluded from programs because they were too low functioning and
who, with intensive work, have been able to perform in regular
classrooms with sighted children. At the present time there are

no tests, no diagnostic instruments, and no Special criteria which
can be used to determine future success or failure of a child in a
program. Because of this it is important to give all children the
opportunity to learn. This should not be a brief trial period, but
_ a period long enough to program them in many areas.

Second, we have to stop trying to make the children fit the molds
and begin making molds to fit the childrén. Too often we talk of
individualizing instruction and then act as if individualization
means having individuals conform to our preconceived standards.
Reading, writing, and arithmetic have become our Trinity. Failure
to have a child succeed in these areas, whether in Braille or print,
becomes a personal reflection on us as teachers. Recent court




decislons have stated that all children, no matter how retarded or
how dlisturbed, have the right to education and treatment. The fact
that we .must provide for them means we must think in new terms of
educational models. Allowances are made for the cerebral palsied
child who has so much brain damage he is ubable to coordinate his
hands to read Braille, or his eyes to- read print. At the same
time, however, we fail to make allowances for the chiid who may
have extensive damage to the brain in the language area and thus
be unable to make sense of dots or letters. We must accept the
fact that some children will not become readers, or writers, or be
able to figure complex sets of numbers. There should be no stigma
attached to these children, either in our eyes or in theirs. Each
child must be valued for his uniqueness, not his conformity.

The latest data gathered about our visually handicapped youngsters
show an increasing use of listening skills for those unable to read.
We must accept the fact that we have to work as hard at developing
listeners as we do in developing readers. Babies are not born able
to distinguish sounds and their meanings. Too often parents of
visually limited children are not aware of the need to develop such *
discrimination, and their children arrive at school with no more
listening ability than a young infant. In many homes the constant
blare of the TV deadens meaningful sounds, and the children, to
protect their own ability to function, learn to tune out sounds.
Thus useful sounds also become tuned out. We must teach the child-
ren to attend to sounds, to ascertain which are meaningful, to
delegate others to the background, ‘and to orient themselves to
those which can aid them in their surroundings.

4
How realistic are we in our programming for multi-handicapped
children? Often these children receive a watered-down curriculum
from what their visually handicapped schoolmates receive. Such a
watered-down curriculum puts them even farther behind academically,
for these children start out behind the others and need more, not
less, to compete successfully. ’

Every subject, every lesson plan should be geared to one thought.
“"Why am ! teaching this? Will what | am teaching today make a
difference in the child's ability to-function independently when

he leaves school?" Are we busy teaching the products of South
America to a child who is unable to care for his own needs inde-
pendently? Are we bysy teaching mathematical concepts to young
adults who don't yet know the value of money or the amount It takes
to provide their basic necessities?
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Recent studies are presenting more and more evidence that w2 are
willing to tolerate the differences of those with abnormal behav-
ior or appearance if they are pleasant, likable people. Perhaps
our number one task should be to make our children nice people to
know. Assigned as a teacher to a residential school's family style
~ dinner table, | watched as one teen-aged multi-handicapped girl used
her hand as a pusher for her mashed potatoes and gravy. She filled
her spoon, held baby-fashioned in her other hand and wolfed down
the food. She put her spoon down to pass. a dish of food to me. As
| received the dish, thoroughly messy. wnth mashed potatoes and gravy,
| commented on the use of her hand as a pusher.and on her use of

the spoon as well as the manner in which she held it. |In disbelief
she argued that there was nothing wrong with the way she was eating,
because someone would have told her if there was. It is often such

seemingly unimportant things that keep our chxldren from being
accepted and acceptable.

Surveys show that contacts with handicapped children increase others'

acceptance of them. Let's make sure that the contacts are positive

ones that show what visually handicapped youngsters can do instead
~of what they cannot do. '

Dr. Ed Martin, in the March 1972 issue of Exceptional Children gave
some interesting figures regarding our children who will be leaving
school in the next four years. He stated only 21% will be fully
employed or go on to college. Forty zercent will be underemployed
and 26% unemployed. Ten percent will be in sheltered seitings and
3% totally dependent. |'m sure our rate of employment for multi-
handicapped blind stucents will be even poorer than this. |If we
are to be successful in our educational efforts, the figures for
employment must increase.

So often stress 'is placed on teachers to have pupils perform aca-
demically that all efforts are placed in this direction. Will such
efforts result in a better employmeni record for the students?

Rather than a watered-down curriculum, let's think-about new direc-
tions for our multi-handicapped. Academic skills should be stressed
as tool subjects only, with scholastic aspects receiving emphasis
only. if it will make a difference in the student's functioning level
when he leaves school. Communication skills should be emphasized,
not on . reading and writing per se, but on whether the student can
receive instructions, understand them, 'and carry them out. -Can he
process what we are saying enough to ask questions concerning what
he does not understand? Has he been taught to think or to spout

3




back information that has no meaning? Can he carry on a social
conversation? The ability to communicate is of vital concern,
However, a child may become too verbose and lose meaningful communi-
cation. Has he been meaningfully taught some of the cues that he
should be getting from his listeners if he is too verbal? Has he
had experiences to talk about? Often our multi-handicapped child~
ren have had even less experience than their visually handicapped
peers. |f any of us have been hospitalized or isolated for a per-
iod of time, we notice how quickly our conversation deteriorates.
Any young mother tied to a home by many small children quickly re-
flects her environment. |Is it any wonder that our children who
have had so few experiences have little to talk about?

Experience alone will not lead to communication. Carefully laid
plans with specific behavioral objectives must be made hefore the
experiences, and well thought out carry-over must be completed after
each experience, no matter how insignificant the actual experience.
If it was worth having, it is worth following througn.

Major emphasis needs to be placed in any curriculum on interpreting
relationships. Our children-need to be made sensitive to the reac-
tions and needs of others. Overprotected children become the center
of their own universe, with all things coming to them and with no
need to reach out and share with others. To perpetuate such acti-
vities in the school setting does a grave injustice to the children.
They must learn early that life is both a give and take situation.
Analyzing another's feelings is important, and the fact that child-
ren have multiple piroblems does not mean they are incapable of de-
termining other's feelings or that they lack ‘them themselves. Many
behavior problems are caused by the inability of teachers, counsel-
ors or houseparents to interpret the relationships they have with
the student and vice versa. . Students must recognize that any situa-
tion between two people can create problems and they should be
taught techniques for avoiding conflicts as well as resolving them.

Self-care skills are extremely.important in a student's ability
eventually to become independent. Not only should they be able to
dress, toilet, bathe and care for all their personal needs, but

_ they should be aware of basic health care. Dirty fingernails are
not only offensive to many of those who observe them, they are also
a source of bacteria and infection. Both health and social aspec*ts
should be stressed. Parents and houseparents should not be expected
to do this alone; each person working with the student must be

aware of particular problems the student presents and ways in which
they can be remediated. Open discussions are necessary. Letters
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to Ann Landers should never have to be written about our students
if we do our jobs well.

Self-care skills should also include basic social graces that those
with vision can learn incidentally. Our visually handicapped must
be specifically taught and if pupils come to us lacking such graces,
we should be the ones to teach them. We should not become guilty

by default if a child does not know he may be offending someone by
poking his fingers into his eyes, rocking, wiping his nose on the
back of his sleeve, or publicly masturbating.

Self-care skills should include those that pertain to the child's
“functioning safely within his environment. Such safety habits
include good mobility skills. Teachers often ask me if | feel
mobility should be taught to their multi-handicapped pupils. The
answer is an emphatic yes! The multi-handicapped children are
often less able to take advantage of clues from the environment and
so need more orientation and mobility training. This alone can
often make them more acceptable and able to. function within their
environment. Economically, mobility makes a dollar and cents dif-
ference. Those who have good mobility are better able to find jobs
and to keep them. |If abie to move around and function well within
their settings, they are more accepted and less stigmatized as

"di fferent.'" Mobility skills should not be confined to specific
class periods. Each day, from the time he arises until he retires,
the child is practicing mobility skills.

Development of good work habits and attitudes toward work needs to
be built into  ne curriculum. Employers will often .put up with less
production if a.worker is thorough, punctual, and reliable. These
qualltles are not developed at age sixteen but should be started at
age six or even befure the child enters school. Many of our stu-
dents fail to succeed in a job placement because of poor attitudes
or work Hpbits and not because of inability to carry out the work.
Somewhere, these habits must be taught, for they do not suddenly
appear when a teen-ager appears for his first job.

Many of our multi-handicapped students will not be able to function
in other than a sheltered environment. We need to throw out some
of. our preconceived ideas about what must transpire within such a
setting., Keeping' good workers'' in a sheltered setting when they
could be functioning in a regular position is often justified in
terms of ''they're more comfortable there” or ''our production would
go way down--they're our best workers.' . Keeping such workers does
them an injustice, however, for they fall to learn to become com-
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fortable with their seeing peers, and retaining them keeps the

mul ti-handicapped from a chance at sheltered work experience.
Sheltered experiences should be for those who need them, and, hope-
fully, should be a stepping stone to more gainful employment. Such
sheltered work experiences should be as innovative as possible.

New technical advances are constantly being made in industry and
counselors and directors of workshops should be aware of contract
jobs open. Such jobs can be begun in a sheltered setting and then
transferred when the workers are ready.

Use of leisure time should also be taught. Nowhere in our curri=
culum do we discuss how much beer one might consume without becom-
ing drunk. Realistically, however, this is a problem that presents
itself when the fellows drop into the corner bar on the way home

from work. - [f we are to prepare our students for the '‘real world,"
smoking, drinking, drugs, and sex must all be discussed realistically
and candidly. The use of leisure time involves more than sticking

an earpiece into the ear and turning on a transistor radio.

We must be mindful not only of what we teach but of how we teach it.
The issue of accountability is with us. |It's important to think

of the functional aspects of what and how we ‘teach but we must also
be professionally concerned with our contractual obligation. Do we
earn our salary each day that we report for work? Do our children
learn enough relevant information each day to warrant our paycheck?

At the same time that ‘the courts are telling us that all children
must be taught, we are expected to be accountable for what we teach
them, how we treat them and for the total outlay of money spent in
relation to effort expended. At no time in our history have those
working with handicapped children had more pressure exerted upon
them,

Efforts to educate and treat more handicapped children are being
_expanded while we at the same time are constantly refining the in-
formation garnering process pertinent to these children. While the
storage of facts increases, court decisions have opened these
records for inspection to parents of the children we serve. Pro-
blems with confidentiality of records have become an issue.

Multi-handicapped students have more problems than normal children
and their files tend to be more voluminous. We, as the personnel
involved with these students,need better information on how to
keep rccords, and what to put into them. The danger of computer
banks, the masses of intelligence and achievement testing results,

6
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and the availability of psychologists, counselors, and others to
our population makes information especially vulnerable to breaches
in confidentiality. We are liable for such breaches at the same
time that we seek the right of privileged information. Al}l of us
must learn to live with the threat of lawsuits as we work with our
multi-handicapped population.

Thus far ['ve talked pretty generally.in terms of what the children
need and very little about how to work with them. Basically, there
are a few simple concepts that should be kept in mind by all those
working with the child. The mental age of an [.Q. score is a-much
_better indicatcr of where to begin-than the chronological age. If
a child is 12 with an 1.Q. of 75, he will not be functioning as a
twelve year old. His mental age will be that of an eight year old
and his abilities will probably be around those of an eight year
old. His language will probably closely correlate with his mental
age, too. This, then, becomes the starting point. Why frustrate
the.child and yourself by beginning at a level where you will both
fail? The mental age, then, gives a rough estimate of the level of
functioning. Begin basic planning there and revise it as the need
arises.

A good knowledge of child development is the best aid all can have
. in building a curriculum. Knowing the ages at which a child can
recognize shapes, colors, and think abstractly will heip in build-
ing a sequentxal program.

A knowledge of task analysis is also needed. Each ‘task presented
to the children must be examined in terms of what goes into the
activity. Often children fail, not because the activity was too
high level, but because too big a step was given at a time. Ve
often try to get children to skip before they can hop. Analyzing a
skip shows that it's a double hop. Such analysis can be carried
out in the school and after school activities. A child may not be '
able to subtract because he lacks basic number combinations. He
may be able to do rote counting but not learn money because he has
never learned one-to-one correspondence. By breaking down the tasks
and analyzing them in terms of the learning problems the children
present, we can prevent many difficulties and can help the children
gain real success. A knowledge of what to present through child
development and how to present it through task analysis gives us
almost unlimited background for working with the students. Coupled
with the idea of oniy teaching relevant things, teaching multi-
handicapped children can be a very rewarding experience.
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Often classes fer multi-handicapped have been given to teachers who
have not succeeded with regular classes. The children are isolated
and given no special services. Nothing can do more to jeopardize a
program than putting a poor teacher with children who have severe
learning problems. The more severe the problems, the better the
teacher must be to meet these problems and the more help she will
need to work with them. These children do not learn by themselves
or merely through exposure. They must be taught and their needs
demand the best resources in the building. No one technique will
be successful with all children. The best teachers are needed and
workers must learn to use the 'W-W Approach'" - whatever works - and
be prepared to defend it. ''Nothing succeeds like success.' And
after success with the multi-handicapped, those who havs been assoc-
iated with them will agree that working with more mlnlmally handi-
capped children no longer seems a chal]enge
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IS LISTENING THE ANSWER?
Roy J. Brothers, Behavioral Research Scientist

Educational Research, Development & Reference Group
American Printing House for the Blind
Louisvilie, Kentucky

Development of Effective Listening Skills

Listening skills are developmental in nature. Everyone associated
with the learning environment, whether it be in the home, the
—--school, or the dormitory, .is in a position to influence the child's
ultimate level of listening performance. The degree of influence
will be highly related to the types of behavior that arei encour-
aged. Too often we have not specified for the student how he can
maximize his chances to learn, nor have we provided structured
opportunities for him to develop positive listening habits. |'m
referring now to learning specific study skills for listening. It
has been consistently demonstrated that in adopting specific study
techniques, learning effectiveness has been increased (Kranyik &
Shankman, 1963; . Morgan & Deese, 1969; Robinson, 1961). We need

to consider very carefully how study skills and techniques gener-
ally associated with study by reading can find application-in the
aural learning experiences we provide.

It is my purpose to specify some approaches that can be used by
the teacher and the student to increase the chances of effective
listening and subsequent learning. For purposes of the discussion
the term teacher refers to any individual having control over the .
arrangement of the listening experience. ) . -

Opportunities to Practice Listening

- CLonsider for a few moments what the teacher can do to encourage

effective listening skills. First, we need to provide a variety
of taped or recorded material. The materials should reflect an-
informational ‘input from a wide variety of content areas. Social
studies, literature, and science should be presented as well as .
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special areas such as poetry and foreign languages. Reference
material in the form of a dictionary and encyclopedia are currently
being developed. To take advantage of the recorded materials-al-
ready available you should be familiar with the catalog of mater-
ials available. The Talking Book program and Recorded Educational
Aids to Learning are two available through the American Printing
House for the Blind. There are many commercially available cas-
sette recordings which focus on the development of listening skills.
The Educational Developmental Laboratories has a series with pri-
mary levels especially adapted for use with visually handicapped
students. There :is a publication currently available and one in
preparation which list other firms producing recorded instructichal
materials (Leach, 1970). Excellent recorded textbook materials at
the high school and college level are produced through Recording
for the Blind.

It is quite important that the content of the material be appro-
priate and-meaningful to the student. For this reason the teacher
must also be ready to prepare tapes for listening. The individual
needs-and abilities of the students should provide the structure
and format for the recording. The increased availability of com-
pressed speech tapes will provide further opportunities to empha-
size listening as an effective learning medium.

Providing opportunities for listening is an integral part of the
familiarization process; however, listening skill development will
not be an automatic outcome. There are other things the teacher
must do to complement the opportunities for practice. This brings!
us .to the second major way we can influence the development of
listening skills.

Interaction with the Message

The students must be encouraged to interact with the message. We
promote such interaction when we pause in our teaching to ask ques-
tions of the class. Hopefully, somne of the students will even be -
anticipating what the questions might be. We are all familiar

with thez many techniqgues they use when they try to anticipate ques-
tions for a test. in the final analysis the student must ask ques-
tions of the matarials, so this level of student involvement is
highly desirable. It's.ancther instance of developing independence,
independent study skills. '

Asking questions of the material assists the student to focus on
his purpose for listening and to organize the information received
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around that purpose. Here are some questions the teacher can ask
and encourage the students to ask about what they hear. ‘Ask your
students:

{1} What was the main idea? |It's essential to identify the main
ideas presented. Without this step, meaning may be vague and re-
call will be adversely affected. The message may use a list of
facts to support a main idea and the student must learn to distin-
guish between the main idea and the facts that support it.

(2) What was the nature of the selection? Was it funny, sad, ex-
citing, or perhaps controversial? The emotional involvement of the
listener may certainly affect comprehension.

(3) Did parts of the selection provide a word picture? At this
point it should be recalled that the teacher should exert some con-
trol over the selections being used to develop listening skills.
Especially with younger blind children, some selections will be
more descriptive than others and meaningfulness will be -directly
related to the range and variety of their prior experiences.

You may also ask, '"What part of the selection provided a summary
or conclusions?'' |f you are listening to obtain an overview or
the general organization, this may be the level at which you want
them to work. Ask, 'Were there cue words which alerted you to
important parts?' - For example, the student should be quickly
.alerted to words and phrases such-as '"in conclusion,' ''the main
idea is," or '"remember." A statement may also be repeated in a
slightly different way. When there is a repetition it should give
the listener a clue as to its possible importance. A change in
:voice, intonation, or emphasis or even a pause may 'signal an im-
portant detail or point. These are clues which the knowledgeable
listener will use to advantage.

Another question should relate to the sequence of events. The
‘ability to sequence is an important listening skill especially for
blind children. |In addition to asking for recall of a sequence,
ybu can provide informal exercises in following a sequence of di-
rections. With practice, a series of oral directions may be
increased in number and complexity to further the uevelopment of .
mobility skills.

A final question may ask, "What generalizations were made?'' A
usefu! hint is to encourage the students to listen for illustra-
tions, examples, or lengthy explanations, all of which the author
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may be using to develop a generalization.

These questions may be posed by you, the teacher, or by the stu-
dents as they gain experience with the listening task. it's impor-
tant to let the students know there will be questions and generally
to expect a certain number. The format for questions should be
flexible. There is a need for oral questions prior, during, and
following a listening session. Written study questions can also
play a part as they require students to attend for specific facts.
The teacher may also monitor the learning experience of the group
in other ways. For example, you can use non-verbal responses to
evaluate the students' progress. Have the students raise their
hands at appropriate times. When working with a small group you
may direct them to ''raise your hand when you hear a'main idea' or
"raise your hand when you hear a summary statement or a clue word."
This approach will allow you to follow-up on inaccuracies or mis-
interpretations which may be evident. 1t will certainly increase
attending behavior which is so important for listening effective-
ness. Mention should be made of the teacher's attitude toward
listening and aural learning. Expect your students to listen.

Get into the habit of giving directions only once. It is realis-
tic to expect that with practice our students will be ready and
able to listen the first time with higher degrees of accuracy.

In discussing the questions that should be asked of the students,
reference has been made to the importance of listening with a pur-
pose in mind.. Once the student recognizes the purpose for lis-
tening he can select the type of questions to ask and assume some
responsibi-lity for how he listens, whether distributing the lis-
tening over time or re-listening more than once. |If the purpose
for listening is to gain information he may listen for main ideas
or summary statements. He can generalize from the information
given and compare statements with his own past experiences. His
questions may focus on the what, where, or when type. For general
_information probably one listening will be sufficient.

I the purpose for listening is to attaln a high level of compre-
hension, he' must make an interpretation of what he hears and his
questions wi:ll be of the why and how type. It is a good approach

- to have the student put the message into his own words. ~You may
want to initiate this process by asking the student, "'What do you
think about the message content?'"' The ease with which he is ab]e
to organize the material will largely determine whether re-
listening is necessary.
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Independent Listening Behavior

There is a third way in which you can influence aural learning,
but it is perhaps the most difficult of all. The student must,
assume responsibility for active listening. You are in the ideal
p051tlpn to assist the student to reach this goal.

(1) The student must become aware of the message format. If he is .
listening to a textbook he needs to know if it has an introduction
or preface section, if it has a summary, study questions, or topic
headings. He should want to know if italicized words are defined
in the text or if there is a glossary included. |In addition to
knowing the format, it is especially critical that he know how
these parts may be used to full advantage. Introductory segments,
study questions, and topic headings are all useful in obtaining an
overview and structuring the content for organization. Perhaps it
goes without saying that when the meaning of key words is unknown,
listening will not be effective.  In the event some of these parts
are not included, special arrangements may be made to tape a list
of topic headings or to write out the table of contents. Tech-
niques to develop an adequate vocabulary should be encouraged.

New words may be defined based on the context of the message, but
further use of a dictionary is highly recommended along with the
general development of spelling skills. Graphics in recorded form
‘present many problems for the listener and whenever possnb]e a
-written interpretation should be provnded

(2) The student must use recording devices with ease. Complete
familiarity with the equipment is essential. There are many indi-
viduals with their own personal systems for the retrieval of
recorded notes and information. Time limitations do not permit a
discussion of these approaches, but the problems of retrieval have
been recognized. A system is needed for indexing tapes, both as
to the kind and placement of audible signals. Labeling and stor-
age for cassettes may not be as pressing a prob]em but some system
is required.

(3) At the present time many students are using the variable
speed capability with good.effect. 1In the near future when com-
pressed speech capabllltles are more readily avallab]e, it will

" become even easier to sklm or scan the material.

(4). A frame of reference may also be obtained when using a per-

sonal reader. Let the reader know the types of information you
are interested in obtaining. In keeping with this approach, it is
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imperative that the student know the types of information that will
be most useful to him.

Listing the topic headings, usually represented in bold face type,
quite often provides a basic outline for organizing the material
and taking notes.

At this point let me outline what -| feel are the basic steps for
active listening. The student should be alert to the message.
First, the listener should anticipate the message, by this | mean
to obtain a frame of reference or the sequence of ideas that will
be developed.

* Second, the student should listen, listen with a purpose .in mind--
listening for general or specific facts, for general comprehension
and understanding.

Third, the listener should evaluate the message in terms of this
purpose. He should make an interpretation and generalize to infor-
mation already available to him.

Fourth, there should be provision for review. [t seems highly pro-
bable that he will take notes which will represent his organiza-
tion. Note-taking is highly desirable since it increases atten-

. tiveness, prevents side-tracking, and acts to promote further
review and ultimate understanding. The final step is to test one-
self informally in preparation for a formal test that should always
be expected. :

An attempt has been made to offer several specific suggestions re-
garding the teacher's role in facilitating the development of lis-
tening skills. For purposes of review they were:

b

(1) To provide a variety of opportunities for listening.

(2) To ask questions of the materlal and encourage the students to
ask questions.

(3) To specify the purposes for llstenlng, to provide technlques
which will alert the student to clues in the message.

(4) To provide suggestions for using recordings more effectively,
procedures for retrieval of information, and complementary note-
‘taking skills.
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In summary let me say listening is just one method visually handi-
capped students have of gaining information. OQur major concern
should be how that information is used in the learning situation.
If you are asked, '"Is listening the answer?' consider how listening
can be used to develop independent study skills and answer in the
affirmative. '
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AN AURAL STUDY SYSTEM DESIGNED FOR THE VISUALLY HANDICAPPED
June E. Morris, Behavioral Research Assocjate

Educational Research, Development & Reference Group
American Printing House for the Blind
Louisville, Kentucky

The Aural Study System designed and built at the American Printing
House for the Blind (APH) did not just evolve, but rather was the
product of several years of systematic study into the processes and
procedures involved in aural learning Ly the blind... The impetus
for such research was the oft noted slow reading rates for those
who read by braille. Information on these has been concisely 'sum-
marized by Nolan and Kederis {1969) where it is abundantly appar-
ent that brail]e; ét best, is a poor means of communication

At the beginning of the sixth decade of this century, personnel in
"APH's Department of Educational Research became concerned over the
slow reading rates of the blind an: became interested in the.aca-
demic utilization of listening as a possible means of alleviating
the problem. Search of the literature revealed that, at that time,
only one study- (Lowenfeld, 1945) was.reported where learning through
reading and listening had been compared for a blind population.
Results of this study showed listening to be the superior mode of
communication under a number of circumstances and the faster mode

under all circumstances.

The first listening study conducted by APH was done in collaboration
with the University of Louisville (Bixler, Foulke, Amster & Nolan,
1961) and concerned comprehension of rapid speech by the blind.
Results indicated that, within limits, this approach would be feasi-
ble. However, at this point it became evident that, because af the
dearth of information concerning aural learning by the blind, the
scope of the research effort needed to be extended beyond mere use
of compressed or speeded speech.

Shortly thereafter, APH conducted a pilot study (Nolan, 1963) of
the relative learning achieved through reading and listening by
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blind children. Results of this study revealed '"'no significant
differences between listening and reading, amounts of practice or
their interaction. ... listening time was about one-third that for
reading [p. 315]." These results were a valuable addition to those
‘reported by Lowenfeld (1945) as they were obtained from subjects
reading the now commonly used braille grade two whereas Lowenfeld's
subjects had read the then commonly used braille grade one and
braille grade one and a half. Following the encouraging results of
Nolan's pilot study, APH obtained a grant from the Institute of
Neurological Diseases and Blindness of the National Institute of
Health to study in greater depth reading and listening in learning
by the blind. The studies conducted in this series were reported
by Nolan (1966, 1968). They provide uncontestable evidence that
listening is the superior mode for learning a variety of subject
areas, in terms of efficiency, for both elementary (grades 4-6)

and high school level students regardless of whether they read by
braille or large type (Morris, 1966). Another finding of interest
resulting from these studies was that of reading rate for the

three types of text material used; namely, literature, science, and
social studies. Using materials appropriate in reading difficulty
for the grade level of their users, it was found that the average
reading rate for ithe three types of material for elementary stu-
‘dents in grades 4-6 ranged from 50 to 60 words per minute for
readers of braille and from 69 to 74 words per minute for legally
blind readers of large type. Braille reading high school students’
reading rates ranged from 65 to 74 words per minute while their
large type reading counterparts read at rates ranging from 80 to
86 words per minute. These rates were determined from passages of
approximately 2100 words and are considered realistic for study
type material. The figures empirically substantiate the fact that
the reading deficit, in terms of time required, fcr users of large
type is practically as severe as that for users of braille; conse-
quently, their need for a more rapid mode of communication is prac-
tically as great.

Other information obtained through this series of studies pointed
'up a serious probtem of incompatibility between playback equipment,
recording formats, writing equipment, and the techniques employed
by students when using recorded materials to study. This problem
was a result of the equipment and #aterials having been made for
recreational purposes rather than scholastic use:. This, coupled
with the fact that the number of students depending on recorded
materials was rapidly increasing, made it quite evident that a
growing need existed for complementary hardware and software

geared to aural study.
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Early in 1968 a grant was obtained from the U. S. Office of Educa-
tion, Bureau of Educaticn for the Handicapped, enabling APH to con-
tinue with its listening research. One of the specific aims of
this project was to design and build a system for study using
recorded texts that would coordinate design of playback equipment,
recorded book formats, and response systems around the goals for
efficient study. Also specified was that the system be evaluated
through user tests. Initial specifications for the resulting Aural
Study System for the visually handicapped were determined from
three sources. First, findings from individual interviews with
public school students in New Jersey w ~ regularly studied from
recorded textbooks (Nolan, 1966) were reviewed. Second, an analy-
sis was made of the tasks involved in studying from recnrded mate-
rial {Morris & Nolan, 1970b). And third, blind college students
who traditionally studied from aural material were queried as to:
their ideas about recorded textbook format and as to the aurai
study methods they had worked out for themselves. Additionally,
these students were asked for suggestions concerning both materials
and equipment that would provide for more efficient use (Morris & -
Nolan, 1970a).

Working from these specifications, the Aural Study System was de-
signed. It included four major compcaents. These were an espec-
ially made record player incorporating the many special features
designated as desirable for study purposes, a stereophonic record
made for use with the special record player, a written key for use .
in locating piaces on the record, and a written supplement con-
taining text material more easily used in written than recorded
form. : '

One of the primary requirements for the Aural Study System was that
it provide a means for rapid place finding; this being identified
as the greatest problem students have in their use of recorded
"materials. With this goal in mind, the Aural Study System was:-
designed incorporating two indexing features making possible both
gross and fine search. When used in conjunction with each other,
.they enabled a user to find any desired place on a record with
‘only a brjef search period. :

The original experimental recording made for use with the system
was of a unit on Latin America taken from a world history book
(Stavrianos, Andrews, Blanksten, Hackett, Leppert, Murphy & Smith,
1962) for tenth through. twelfth grade use. The unit was contained
on two sides of a 12-inch recoru recorced at 8-1/3 rpm.. This re-
preserted 67 pages of .the ink=print edition. Narrow bands about
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1/16 of an inch wide divided the experimental recording into 11
parts; six parts being on side one and five being on side two.
These bands had a cingle groove leading through them so that the
stylus would be led from the end of one part to the start of the
next part without physical .intervention by the user.

The record itself was cut stereophonically, meaning that within
each groove there were two tracks. Uniike commercial stereophonic
systems in which both tracks are played simultaneously, the Aural
Study System was constructed to play the two tracks independently.
Therefore, different information could be, and was, provided on

the two tracks of the record. On one track, the content track,
text material was recorded at the rate of 8-1i/3 rpm. This material
was carefully edited in accordance with the consensus of suggestions
coming from the student interviews and the task analysis and
included page numbers which were read at appropriate places within
the text. On the second track, the index track, index information
was recorded at the rate of 66-2/3 rpm--cight times faster than

the conten. track. Index information contained on the index track -
of the experimental recording consisted of page numbers; however,
it could have been any kind of pertinent information. The posi-
tion of the page numbers on the index track coincided with their
position on the content track making it possible for a user rapidly
to locate a specific page on the index track, then shift .to the ~
content track, and immediately hear the content of the desired
page. On both tracks a sound signal was inserted immediately to
precede the page announcements. This was done to serve as an
attention getter.

A written key accompanied the record showing the parts found on
each side and the pages found within each part. With this infor-
mation, a user seeking a particular page could locate the page on
the .key and immediately learn the part in which it would be -found
and the side of the record on which the part would be located. By
also noting the range of pages found within the sought part, the
user could estimate how far into the part the sought page mlght
occur. :

The player was built with a variety of special features of which
the most unique were related to its indexing capability. OQCne of
these was a photoelectric sensing device mounted in the tone arni
which could be used to detect the bands on the record. -Whenever
this photoelectric sensing device passed over a band an audible .
signal, or bee:, was emitted. The. other means of |ndexnng comblned
the player's multitrack capability wnth its rapid scanning
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capability. By engaging either the fast forward or fast reverse
operations, the turntable automatically shifted to its scanning
rate of 66-2/3 rpm, and, simultaneously, the index track of the
record was engaged. Thus, if a user was looking for a page the key
had informed him was in the fourth part of the record, he would
slowly move the tone arm inward across the record counting the
""beeps'' as he went. At the fourth ''beep' he would know he was at
the start of the fourth part. Then, he would estimate how far into
the part the page might occur, set the stylus down there, and en-
gage the fast forward mechanism. At the first page announcement,
he would either have found the page or know what correction was
needed. |f he was looking for a subsequent page he would continue
using the fast forward until the page was found. |f he discovered
he had gone too far into the part, he would engage the fast reverse,
and back until the sought page was located. '

The tone arm of the record player was of a new type featuring sty-
lus pressure light enough to prevent record damage. This tone arm
was one that moved horizontally across the record rather than
having to be raised before being moved. In addition to the photo-
“electric sensing device, it contained a retractable pickup car-
tridge which incorporated a mechanism for positively identifying
the record edge.

Other special features of the record player included a turntable
pause mechanism featuring instantaneous turntable stop and start.
This device enabled a user to stop, as to make a note, without
having manually to back the turntable to correct for the glide

that occurs on standard models when the turntable is stopped.
Another feature unique to this record player was its variable speed
control. With this, turntable speed could be increased halfway

up to the next faster turntable speed setting or lowered all the
way to the next slower turntable speed setting. As the player was
built with a three speed capability (33-1/3, 16-2/3, and 8-1/3 rpm),
combined use of the turntable speed control and the variable speed
control would give a user control of turntable speed over a con-
tinuum ranging from 4-1/6 to 50 rpm thus enabling him to pick any °
desired playback speed. Being a mechanical adjustment, naturally
distortion would be introduced as the playback speed varied from
the rate at which the record was manufactured to pilay.

The record player had hand controls for all operations which
included tone, volume, and off-on in addition to those already
mentioned. Additionally, it had a foot control for the fast for-
ward, fast reverse, pause, and play turntable operations. By use
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of the foot control, a student's hands would be freed for other
things such as note-taking or thé examination of graphic material.
Other features included an option of either speaker or headphone
use.

From information obtained in the student interviews and the task
analysis, it was apparent that certain parts of textbooks are more
useful in written form than in aural form. To meet these needs a
written supplement was provided in braille. However, parallel
braille and large type editions are envisioned.

‘The written supplement accompanying the experimental record was a
book containing a title page, a table of contents, and 34 sections.
Each section was numbered and referred to on the record by its num-
ber (e.g., see supplement 7-9). In this case the seven represented
the unit, Latin America being the seventh unit in the text, and the
nine represented the ordinal position of the section within the

- book of supplemants. Included in the 34 sections were an outline
of headings, three spelling lists, nine maps, seven graphs, a chart,
one table, seven sets of study questions, one set of unit acti-
vities, three sections of references, and an index. The index made
it possible for a user to find the page(s) where specific items
would be found. Important as this is to any student, it is a fea-
ture usually lacking from recorded textbooks because of the un-
wieldiness of its use in recorded form.

A1l components of the Aural Study System complement one another-.
Together, they provide a means for a visually handicapped student
to obtain information in a thorough and highly efficient manner.

The original models of the four components of the Aural Study
System were critiqued by a group of blind persons of professional
status who were knowledgeable in the use of recorded materials.
Their suggestions were compiled and reviewed by in-house committees
at APH to determine what modifications should be made in the equip-
ment and materials comprISIng the system

After these modi fications were-lncorporated into it, the next step
in the evaluation of the system was to try it out, or field test
it, with blind students. This was done in two initial phases.
F:rst, 36 students who were readers of braille were taught to use
‘the system. These students ranged in grade placement from 5
through 12. Training was given during one regular class period on
each day for the first three or four days of a week. On the fol-
lowing day a test was administered to measure the effectiveness of
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the training. Results showed that the students could learn to use
the components of the system quite easily. Problems in use of the
player, the written supplement, and the record were documented so
that further modifications could be made on subsequent models and
versions. The second phase of the field test occurred approxi-
mately two months after the first. 1t involved the 24 high school
level students who had participated in the first phase. These stu-
dents were given one day of review and then spent three class

" periods (one per day) performing study type tasks using the system.
Only high school level students were included in this phase of the
field evaluation as the text material was not appropriate for use
with students at lower levels. Following the training period,
these students were tested on their ability to use the system to
‘perform study tasks.) "Results demonstrated that these students
could use the Aural Study System to perform the required tasks.
These tasks included locating information for and writing out
short form answers to specific study questions, copying quotations
verbatim, outlining, and summarizing. Although the quality of

the written responses varied, no particular difficulties were en-
countered in use of the various parts of the Aural Study System or
in its use as an integrated system.

The third phase of the field test will be conducted during the
1972-73 school year. [If students can use the recorded version as
well as, or more effectively than, the written, advantages to its
use would include cost, required storage area, and the fact that
one version could be used by all visually handicapped persons.
rather than separate braille and large type editions being re-
quired.

At the .time work commenced on the Aural Study System it was de-
cided to develop it as a disc system in the belief that much of
the information acquired from development of a disc system would
be applicable to tape systems as well. Such thinking was justi-
fied as many of the new features appearing on tape systems for
~use by the visually-handicapped, open reel and cassette, are those
that were identified as desirable through the Aural Study System
project.’

One of the primary goals of the Aural Study System project was to
provide a manual for use by the visually handicapped containing
information on how to study from recorded materials. Additionally,
this manual was to provide recording information for these stu-
dents and their personal readers that could be used in making
their own nonprofessionally rechded'tapes better suited to meet
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their needs. Such information would include suggestions on how to
incorpnrate indexing information on the tape, how to handle head-
ings, graphic material, picture captions, study questions, refer-
ences, footnotes, quotations, new words, proper nouns, etc. This
manual should become available during the upcoming school year.

In summary, it is abundantly clear that visually handicapped stu-

dents can learn and do learn through their aural channels far more
.efficiently than through their tac¢tual channels or their impaired

‘visual channels. Consequently, it behooves us, their educators,

to acknowledge this simple fact and apply our efforts accordingly.
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VOCOM* 1 - SPEECH COMPRESSOR EXPANDER
Dr. John H. Park, Jr.

PKM Corporation
St. Paul, Minnesota

It is generally conceded that we can comprehénd the spoken woru at
rates that are double or even triple normal speaking rates. The
difficulty is our physical limitations in articulating the words
and syllables. For the. last quarter of a century researchers have
endeavored electromechanically to speed up speech and maintain
intelligibility. Considerable success has been achieved, but,
heretofore with a costly, difficult to use instrument. The VOCOM*
, now available from PKM Corporation is much less expensive, easy
to-operate, and results in more intelligible rapid speech. The
implications for the education of the visually handicapped are
obvious. The blind student can now ingest- information as rapidly
as the sighted student can read. The mind and ear are not limiting
factors, students should be given this new alternative in learning.

“l. Word Rafes

Most people are familiar with word rates from recent interest in
speed reading. Some sighted people have been trained to read as
fast as 2000 words per minute. In the average printed book there
are about 300 words per page so the fast reader speeds thru seven.
pages in a minute or a 350-page novel in less than one hour. Most
_people do not-read that fast. In fact, the average sighted high
school student reads at a rate of 250 words per minute so that he
would read our 350-page novel in about 7 hours. The severely
visually handicapped reader can read print at about half this rate
or 150 words per minute so our book would take him 12 hours to
read. The blind student may read braille as fast as 100 words per
minute so for him the above novel consumes nearly 18 hours for com-
"pletion.

Talking books for the blind are.produbed at the American Printing
House for the Blind ih Louisville, Kentucky, and American Foundation
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for the Blind, New York, and distributed nationally by the Library
of Congress. Numerous state and local groups also produce such
material. These talking books are available in the form of discs,
reel-to-reel tapes and cassett tapes. The reader for these mate-
rials usually verbalizes at Jeast at 100 words per minute and .
rarely faster than 160 words per minute. At these rates improve-
ment over reading print material or Braille for the visually handi-
capped is not significant.

The problem is not the ear but the vocal apparatus. There is even
physiological evidence that not the hand but the ear is quicker
.than the eye. Our listening comprehension rate is better than 300
words per minute and for.some may go as high as 800 words per min-
ute. The problem is to produce speech compressed to these rapid
rates and still maintain intelligibility. This has led to consid-
erable work in the field of speech compression spanning the last
quarter of a century.

Il. What is Speech Compreésion?

Basically speech -compression is the transformation of a passage
spoken at a normal rate into a replica that contains the same ver-
bal message but occupies a shorter time span. ldeally the com-
pressed version would have the same intelligibility as well as
maintain the same tone and. voice quality as the original. There
are numerous ways to increase word rates each with its own advan-
tages and disadvantages. The most obvious is to play a recording
at a faster speed. Play a 33 1/3 rpm record at 45 rpm, for exam-
ple. This is called the speed changing method. If you don't .
speed It up too much you can understand it, but the tone is cer-
tainly changed and you won't be able to recognize the speaker.
With some very sophisticated equipment called the harmonic compres-
'sor you can alter the pitch and then playback faster to restore
original pitch and achieve compression. The same intelligibility
as the speed changing method is obtained and voice quality is
closer to the original.

Another method that has proved the most popular for the last fif-
teen years because of the available equ1pment is the sampling
method. In this method very short pieces of the original material
are periodically deleted and the remaining pieces brought together
to make a continuous discourse. "The deleted segments are so short
that the original tone and voice quality are maintained. Further-
more, intelligibility is also maintained up to 250 to 300 words
per minute. This method is- also called systematic deletion since
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segments are deleted systematlcally without regard for the portion
deleted.

The method of compression employed in VOCOM* | is called Selective
Deletion. In this compression method the verbal material ‘is inter-
rogated and the informationless pauses and highly redundant vowel
sounds are drastically shortened. The transitional elements (most
consonants) are maintained intact to preserve intelligibility.

With this method original tone and voice. quality are maintained.

I11. History of Speech Compressors

Some early researchers accomplished the sampling method of speech
compression by taking speech recorded on magnetic tape and cutting
out 1/4" to 3/L4' segments and splicing the retained segments to-
gether. The concept was proven but .those who did the spllc1ng were
ready for a long vacation.

" With the advent of large, high speed general! purpose digital com-
puters clever things could be done and any method of speech com-
pression could be accomplished. The problem obviously is the cost
to produce a compressed copy. No matter how costs come down we
cannot supply every teacher or group of teachers wich a computer
that will accomplish the desired task.

A special purpose machine easy to use and not t?o expensive was
needed. In the early ]950's a group in Germany' and a group at the
University of l11inois“ came up with such a device. The device
electromechanically performed systematic deletion. Basically it
consisted of a tape player, a tape loop with rotating heads and
another tape recorder. The device first marketed by a German firm
was called the Tempo Regulator. |t was later improved and marketed
as the Eltro Rate Changer Mark 11 and currently Mark 1iIl. The
University of 11linois gave Discerned Sound of California exclusive
' patent rights to their invention which is currentiy marketed as the -
Whirling Dervish. These machines suffer from several basic disad-
vantages and hence have not enjoyed widespread use in the education
of the visually handicapped. These disadvantages are: 1. They
are expensive.($3500 or more). 2. They are difficult to use, in
most cases a skilled technician is required. 3. They are diffi-
cult to maintain and adjust. 4., They suffer from the basic dis-
advantages of systematic deletion, intelligibility drops off rapid-
ly with word rates in excess of 275 words per minute. There aré
electronic speech compressors under. deveTopment which will probably
overcome dlsadvantages 2 and 3 They may in a few years result in
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a significant price reduction but they will never oVercome 4.

VOCOM* | introduced by PKM Corporatlon in April of 1972 overcomes

all of the above disadvantages. It is compact (the size of an over-
night case), ;ightweight (17 1bs.), easy to use, maintenance free’

" and currently sells for under $1000. Furthermore, it is the only

compressor that uses Selective Deletion so higher word rates can

be obtained. The hope is that now compressed speech can come out

of the research laboratory and into the classroom.

V. Impltications for Secondary Education of the Visually Handi-
capped .

Because of availakble equipment almost all subjective testing done
in the past used the sanmpling method of compression. Preliminary
tests show that speech compressed using Selective Deletion is more
intelligible and more comfortable to listen to.

An early piece of research3 done by Foulke, Amster, Nolan and
Bixler shows that, even with the sampling method of compresslon,
comprehension of blind listeners for both literary and science
material decreases only slightly as word rate goes up from 175
words per minute to 275 words per minute. Numerous other studies
of comprehension of compressed speech give the same resuits. De-
gradation at faster rates |s due in part (if not entirely) to the
compression method.

Another facet of speed ]lstenlng is the increased efficiency. |If

a student gains only half the information in a passage but covers
twice the material in the same time his knowledge intake per unit
time is still the same.. In point of fact he comprehends much more
than half. Tests have shown that in measuring information per

unit time that 275 words per minute is the most efficient listening
rate. The compression method in all these tests was systematic
deletion.

In the use of compressed speech in the educatlon of the visually
handicapped student we must be aware of his verbal abilities. The
sighted student learns to read printed matter in first grade. He"
is already accustomed to listening and comprehending at perhaps 80
words per minute. His reading ability slowly increases and by Lth
grade the average student reads at 150 words per minute or hlgher
By high school his reading rate is 250 words per minute and in many
.cases much higher. 0n the other hand a blind person has never had
material presented to him faster than about 175 words per minute.
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As the sighted student is trained to increase his verbal skills and
improve his reading rate so the blind student needs training to
increase his verbal skills and improve his listening rate. Once
trained, unlike speed reading, the capacity for speed listening is
maintained. Since aural material presented to the ear forces the
word rate on the listener, blind students can be trained to listen
to faster and faster rates and compete with sighted students in
reading rate.

]Schliesser, H. "A device for time expansion used in sound
recording,' Funk und Ton, 1949, Vol. 3, No. 5.

2Fairbanks, G., Everett, W. L., and Jaeger, R. P., '"Method
for time or frequency compression -- expansion of speech,' IRE
Convention Record Part 8, Information Theory, 1953, pp. 120-124.
(Al;o in Trans. IRE Prof. Group on Audio, January, 1954, pp. 7-
12.

3Foulke, E., Amster, C. H., Nolan, C. Y., and Bixler, R. H.,
"The Comprehensnon of Rapid Speech by the Blind," Exceptlonal
Children 29, (1962) pp. 134-141,

14Nolan, C. Y., and Morris, J. E., "Effects of Motivation and
Word Rate on Aural Comprehension,'' Proceedings of the Second Louls-
ville Conference on Rate Controlled Speech, October, 1969, pp. 224-
231, .

29




A COMPARISON OF THE EFFECTIVENESS OF
STANDARD PRINT AND LARGE PRINT IN FACILITATING
THE READING SKILLS OF VISUALLY'IMPAIRED STUﬁENTS
Dr. Kim €. Sykes, Assistant Professor

Department of Habilitative Sciences
College of Education, Florida State University
Tallahassee, Florida :

The Problem

Educators of visually impaired children are increasingly concerned
to help them make the maximum use of residual vision by: (1) dir-
ect training of visual skills, (2) use of low vision aids, and (3)
use of large print materials.

This concern has been brought into focus by the realization that
the majority of visually impaired children--including many in the
legally blind category=--are print, not braille readers, and that
the increasing reading load in schools today, together with the
trend ‘toward educating visually impaired children in the public
schools, puts an inordinate burden on the handicapped child unless
he can utilize the same materials as his peers and be assisted to
achieve comparable levels of attainment in the tool subjects.

Though objective evidence is lacking regarding the relative merits
of standard print and large print in facilitating the reading skills
of visually impaired children, a trend towards greater use of large
print can be observed, especially in the last five years with the
entry of a large number of publishers into the Targe print market.

Purpose of the Study
The purpose. of the study was to determine whether. visually impaired
"high school students performed differentiy on measures of compre-

hension, reading speed and visual fatigue on standard print and
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large print material, and what relationship preference for a parti-
cular size of print had on reading performance. Additionally, it
was decided to explore any differences between the performances of
partially sighted and legally blind students.

It was hypothesized that visually impaired high school students
would attain higher scores on the standard print test than on the
large print test, and that partially sighted students would score
higher than legally blind students. |t was also hypothesized that
visually impaired stucents would perform equally wel] on preferred
and non- preferred size of print.

Design of the Study

Subjects
Twenty-four legal]y blind and 17 partially 519hted students took

part in the study. AIll students had been judged capable of reading
print and had received a very thorough optometric evaluation and,
when necessary, had been fitted with corrective lenses for near
vision.

Procedure
In order to equalize practice efforts and fatigue factors favorlnn
either standard print or large print, the students were randomly
divided into four groups and the presentations of the standard
print and equivalent large print forms of the Davis Reading Test

" were alternated., All students were tested lnd|V|dua]]y by the
writer. They were free to choose whatever low vision aids they
required and were allowed as much time as they needed in order to
complete the test.

Materials o
Two equivalent forms of the Davis Reading Test, consisting of read-
ing passages followed by multiple-choice questions, were utilized.

Test modifications

The Davis Reading Test was made available in standard (10-point)
orint and in large (18-point) print. The reading passages were
placed on the left-hand pages with the multiple-choice questions
opposite them on the right-hand pages.

Test conditions ‘

The students were tested under flexible conditions. Each student
was free to choose his most comfortable reading distance and level
and angle of illumination.. Optical and non-optical aids were freely
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available and unlimited time was given in which to complete the
"~ tests.

Test measures

The students read the timed test passages silently and responded
orally to multiple-choice questions which were scored by the exam-
iner. Measures of comprehension, reading speed, reading distance.
and visual fatigue were obtained. After completing the second test
the students were asked to state their preferred si.e of print.

Analysis of the Data

The hypotheses concerning preferred size of print were analyzed
using a two-tailed t-test concerning means on related samples.
Ail other hypotheses were tested using a three-way analysis of
variance,

Conclusions

The prediction that visually impaired students would perform better
in standard print than in .large print on measures of comprehension,
reading speed and visual fatigue was not accepted. However, per-
formance was as good on the standard print test as it was on the
large print test on the measures of comprehension and reading speed.
The comprehension of both the legally blind group and the partially
sighted group was as good on standard print as on large print, and
both groups read standard print as quickly as they did large print.
Furthermore, the legally blind students found standard print no more
fatiguing .to read than large print. The only advantage conferred
by large print was found among the partially sighted students who
experienced less. visual fatigue when reading large print than when
reading standard print.

Partially sighted students read faster than legally blind students
but the two groups achieved comparable Ievels of comprehension.

Performance was found to be as good on the non- preferred print size
~as it was on preferred print size.

Large print offers little advantage insofar as reading distance is
concerned, and no advantage to those students -using strong correc-
tive lenses. ‘

Visual acuity was not related to performance on the measure of com-
prehension, but both standard print and large print were read faster
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by those students with.-higher acuities who also experienced less
visual fatigue on large print.

Speculations regarding the relationship of |.G. to performance were
inconclusive. '

The writer therefore concludes that standard print 'is as effective
as large print in facilitating the reading skills of comprehension
and reading speed for both legally blind and partially sighted
students. Large print appears to offer an ease of seeing for those
students whose visual acuities approach the normal range, but offers
little advantage in an increased reading distance. No reliance is
to be placed on a subjectively determined preference for a certain
size of print. Higher visual acuity enables both standard print

and large print to be read faster but does not facilitate compre-
hension any more than does lower visual acuity.

Recommendations

The students in this study were fortunate in having thorough and
repeated optometric evaluations that included correction for both
distant and near vision. Specific assistance was given to motiva-
tional problems and in aiding the students to understand and use
their optical aids effectively. The students also received direc-
tion in the utilization of visual skills, the initial thrust of
this recent]y introduced program being toward the teaching of print
reading and the overcoming of emotional barriers to reading. It

is recommended that this type of assistance be provnded for all
visually impaired children. Parental education and involvement is-
seen to be crucia] since the parents of a number of students were
procrastinating about allowing their chlldren to be fatted w1th the
necessary optical aids. :

" There is reason to believe that those visually impaired individuals
who have received correction for near vision and who can see well
enough to read print should, in most cases, be able to -use standard
print materials.  Attention must be given, however, to providing
optimum readtng conditions. Large print will continue to have
value for many people with very low acuities who cannot for physi-
cal or psychological reasons use standard print, or for those whose
work demands an increase in the s;ze of print.

Evidence presented in this study points out how unreliable visual
acuity is as'a guide to reading ability, though higher acuity un-
doubtedly facilitates reading speed. It is therefore recommended
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that emphasis should be placed on an individual appraisal. of each
visually impaired student to ascertain his functional use of vision.
An objective measure of the reading skills of each individual is
needed, rather than placing reliance on a subjective preference for
a certain size of print or on offering guidance based on a measure
of visual acuity.

Despite the adequate illumination in the room in which they were
tested, most of the students in this study chose also to use an
“angled reading lamp at high intensity when taking the test. It is
therefore recommended that an adequate number of reading lamps
having variable intensity levels be made available in classes for
the visually impaired. :

For those who read by holding the hook very close to the eyes, it
is considered better to move the bcok rather than the head when
scanning the lines of print. The writer found that the majority of
students used the latter method and most of them made frequent
changes of posture, some holding the book close up to the face,
others placing the book flat on the desk and hunching up over it to
read. Very few chose to use a reading stand. It is therefore
recommended that students be taught how best to read by moving the
book in front of the eyes. Research is recommended to devise a
means of holding the book at eye-level that would enable the indi-
vidual to move the page horizontaily across his field of vision and,
at the end of each line, move the page vertically and across to the
beginning of the next line.

Where large print materials have to be used it is recommended that
“the size and weight of the book be reduced, and that the binding be
such that the pages can be flipped over to be held against the back
of the book--a very effective means of reducing its bulk.

This study is limited in that the period of reading demanded of the
students- was rather brief. Research-is therefore indicated to de-
termine which size of print best facilitates longer reading periods.
Research is.also needed to explore the use of large print materials
vis-a-vis optical aids. It could be that it is less fatiguing for
some individuals to read large print-without optical aids than it

is to read standard print with the help of optical aids. In view of
the slow reading rate of the visually impaired students it would be
of interest to determine whether rapid reading techniques might fos-
ter speed of reading. Also it must not be forgotten that if a stu-
dent reads at a very slow rate his main mode of imput may have to be
an auditory one to overcome the difference in reading rate between
the sighted and the V|sually impaired.
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DEMONSTRATION OF THE
PEABODY LANGUAGE DEVELOPMENT KIT LEVEL # P
Kay Loss, Speech Therapist

Arkansas School for the Blind
Little Rock, Arkansas

What is language--and what is it that we as teachers ‘are trying to
develop when we begin a language development program?

Dr. Tina Bangs, who is prominent in the field of language and
learning disorders, defines language in its broadest sense as com-
munication. Communication begins as action and results in some
kind of response between people.

Teaching children to become aware of, to modify, and to control
their own actions which automatically illicit some response in
others, is what language development is about. But it is more!
‘Language develops from concrete experiences. One good graphic il-
lustration depicts language as a tree. Its roots are sensory ex-
perlences which need as nurturing soil- an accepting and stimulat-
ing environment plus time for growth and maturation. The trunk of
the tree .represents the interpretation of ‘the stimuli received by
the senses--hearing, seeing, smelling, tasting, and touching. The
limbs of the language tree are listening, thinking, talking, read-
ing, and writing. Now language becomes an expression of what has
been recelved and interpreted or conceptualized. ‘

In a program for language development the foremos t goal is to pro-
vide concrete sensory experiences for the child in an environment
that is stimulating and accepting. Allowing the child to mature
and -.grow at his own rate, giving him time, is essential. It is
necessary to utilize a multi-sensory approach to stlmulate all of
the senses each child has working for him.

The Peabody Kits are designed to stimulate the receptive or sen-
sory channels, especially auditory, visual, and tactual. These
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Kits enable the child to build concepts, that is, to interpret,
sort, code, and associate what is received through the senses, and
finally to express himself vocally or motorically. 'The emphasis

is on tistening, thinking, talking, and understanding speech and
verbal relationships through activities that are hlghly motivating.'
(Peabody Manual, Level #P, p. [X)

There are four levels of the Peabody Kit: Level #P, Levels #1, #2,
and #3. Level #P Is the most recent and the lowest level. In
1967-1968 this Kit was introduced to expand the materials downward
so that an early and continuous language program could be provided
for children with mental ages of three through ten. Although the
.materials in the Kit were designed for the overall language devel-
opment of disadvantaged and retarded pre-school children, they do
work effectively for visually impaired children in kindergarten

and first grade.

The #P Kit contains a manual with 180 daily lessons. Although a
few lessons are not well received by individual groups of children,
the manual is generally well planned and easy to use with a mini-
mum of preparation. Some of the activities stressed in the manual
are listening, following directions, naming, remembering, sentence
building, sound identification, describing, guessing, pantomining,
and touching. '

There are two metal carrying cases. - The smallest case is 14" x
8% x 11", It contains a set of 396 vocabulary building stimulus
cards. These 7" x 9 cards are in color and are reiatively free of
shadow.. Many are outlined in black making them especially effec-
tive for children with low vision. The stimulus cards_are litho-
graphed on triplex-laminated playing card stock and plastic coated
for durability. The weight of the card makes labeling in Braille
easy and effective. 7 The upper right hand corner of each card has
been snipped making concepts of top-bottom, and right~left easy to
demonstrate. This card file encompasses the broad general areas
of clothing, -animals, food, transportation, toys, household items,
community helpers, number concepts and story cards.

Other manipulative materlals are in abundanre, and are especially
enjoyed by children who are visually impaired. Three colorful pup-
pets (P. Mooney, Elbert the Elephant, and Gasless Goose) come to
life for the children through stories and activities. There is a
P. Mooney Bag which is large and made of cloth. Activities which -
stress memory, guessing or identification by touch are enhanced by
the P. Mooney Bag. Magic becomes possible in the classroom by a
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wave of the P. Mooney-Stick or wand. Helping children pretend,
stimulating the imagination is a vital part of this language pro-
gram. For introducing songs for lai guage .development there is a
xy lophone with hammer as well as six music cards. Two hundred-
forty plastic chips in eight colors are useful for behavior modi-
fication tokens, counting, color concepts, or devilopment of fine
motor skills. Forty-five magnetic geometriC‘shapes provide stimu-
lating manipulative activities to teach shape, size, and color.
Twenty-two other magnetic strips are included to teach concepts of
length and width.

The ]arge carrying case can be used to display the magnetic materi-
als. In addition it provides storage for twenty-one plastic fruits
and vegetables. It is always desirable to provide initial experi-
ences with real objects and then to proceed to three dimensional
replicas followed by pictures. The colorful, life-like plastic
food items are durable and well received by children because they
like to eat and enjoy handling and talking about foods.

Two solid manikins and thirty-three items of vinyl clothing are
housed in the large case. These materials have not proven effec-
tive for me for groups larger than four. The small number of mani-
kins and the difficulty in manipulating the vinyl clothing causes
confusion and frustration when the group .is large.

These materials, as well as one disassembled manikin consisting of
nineteen body parts, are -useful in teaching body parts and naming
clothing appropriate for the season and occasion.

Included in this Kit are ten 7' records with P. Mooney stories and
songs for language development. Sounds of the environment to
develop gross sound.discrimination include: Sounds of Animals,
Sounds of the Home, Sounds of Ways to. Travel, Sounds of Toys,
Sounds of People, Sounds of Places, Sounds of the Circus, Sounds
of the Department Store, etc.

Not suitable for Braille students are six 28" x 43" story posters.
If the children have falr]y good vision, the posters are excellent
stimulus materla]s ' '

To make the Peabody Kit work for the deve]opment of this global
aspect of language there are several important considerations.
Language or Talking 'Time should be scheduled as part of each week's
activities. ldeally, daily lessons should be presented. Our
school provides three thirty-minute sessions each! week.
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This is a talking time for the children. The activities are child-
centered and taking turns and assuming ]eadershlp roles is an im-
portant aspect of this program.

The manual proceeds from easy to more difficult and thus using it
sequentially is important.

Within one lesson there may be stress upon such aspects of ]an-
guage as:

1. Having a conversation.

2. Taking turns.
.3. Increasing vocabulary.
b, VerBa]iziﬁg feelings.

5. Gross auditory discrimination.
‘Each lesson acéomp]fsheﬁ‘its.goa] without reading, writing, or
drill as we usually think of it. It should provide a break in the

daily school routine when spontaneity, conversation and act|v1ty
are encouraged and rewarded.
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TOYS FOR TOTS

Lyndall D. Zimmerman, Technical Supervisor

Special Education, Title VI
Springfield, I1linois

Introduction

During the last ten to twelve years, a general awareness of the
potential of young children and the importance of parents in chil-
" dren's early development has permeated the thinking of educators
and - researchers alike. Young children and their parents have been
discovered! The Age of Aquarius is gone; the Age of Early Child-
—hood Education is here. A forward thrust is being focused on early
identification and intervention programs. At present, educators
appear to be in agreement concerning the value and need for early
education but are not in agreement as to how it should be done.

The literature is bulging with reports of the many efforts in ex-
perimental early education--projects, studies, and claims of inter-
vention programs, all designed to compensate for the many develop-
mental disabiiities of young children WIth various physical and/or
environmental deficits.

instructional Materials Center Project

This paper concerns a two-phased project developed by the Instruc-
tional Materials Center, State of Illinois--a project designed for
developing a parent-involved program for severely, visually handi-
capped pre-school children. PHASE | concerned children aged 0-3
years; PHASE |1 concerned children aged 3-5 years.

PHASE |

PHASE | of this project was a unified effort of the Instructional
" Materials Center, State of I1linois, and the Title VI, ESEA pro-
gram in Springfield, 11linois. In the pre-planning stage, Gloria:
Calovini, Director of the Instructional Materials Center, Illinois,
presented the idea to the Title V| personnél and invited its coop-
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eration. This combined effort was strengthened by the assistance
and talents of a working committee composed of 18 additional I11i-
nois people interested in young children, including parents.

Goal

The goal of PHASE | was the development of three sequential toy
kits for the very young blind child to use in his home, with paren-
tal guidance. Each kit was developed for an approximate age group.
KIT #1 for 0-1 year; KIT #2 for 1-2. year olds; and KIT #3 for 2-3
years.old. Commercial toys as learning materials were evaluated
and selected for their value in challenging and stimulating se-
quential development in the child. The kits were not meant to be
all inciusive. An informational booklet, written to the parent,
was included for parent guidance .in the use of the toys in the kit.
Included also in each kit were two comprehensive guides: 'Guide
for Parents of Pre-school Visually Handicapped Children' written

by Dorothy Bryan and published jointly by the Office of the Super-
intendent of Public Instruction, The instructional Materials Center,
Child and Family Services, and three regional Title VI projects in
[1linois in 1970; and ''The Visually Impaired Child: Growth, Learn-
ing, Development~- Infancy to School Age'' by Carol Halliday of the
American Printing House for the Blind, Louisville, Kentucky, in
1970. The instructional Materials Center accepted the responsi-
bility for distribution of the kits. . At present,.12 kits have been
~distributed for field testing.

Philosophy and Rationale for a Parent Involved Program

A1l children, including the visually handicapped, come into the
world as tiny, stirring, curious, littie, reflex beings. Each
begins to learn at birth and each will become a product of all his
experiences. All have basic needs. First learnings are involved
with moving. The infant is said to be in a sensory stage--he
reacts to sounds, tastes, sights, smells, touch, and movement. For
the young blind infant, the visual channel is missing, but for most,
the other sensory channels are intact. All children, including the
blind infants, react to feelings and emotions--as they are held,
fed, bathed, or changed. Through these early learnings, each be-
comes aware of himself, then others, and then his environment. As
he becomes a toddler, he will explore, discover, and assimilate a
lot of information from his ramblings. His curiosity forces.him

to be highly motivated by the materials around him. As he ‘con-
tinues in this sensory stage (from 1 to 2 years), he continues to
listen, to smell, to taste, to manipulate, to move, and to look.
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His general motor patterns, both gross and fine, develop and he
learns to handie himself. He rolls, sits, crawls, walks, runs,

and jumps. He pushes, pulls, grasps, and releases--all movements
he will later transfer into such activities as holding a spoon,
grasping a cup, and buttoning his coat. With the general motor
patterns pretty well under control, his specific motor patterns
develop--especially eye-hand coordination, which he will later use
in reading and writing. Because the blind child ''sees with his
hands'' and discriminates auditorilly, he will develop "ear-hand"
coordination. Along with the special motor pattern deve lopment ,

the child begins to babble and talk. As his language develops, he
begins’ to put names and meanings to his sensory experiences and
moves on to the perceptual-motor stage of development. All this
busy work is called PLAY. For all young children, . play and learn-
ing are inseparable, and through their playthings; meaning is given
to their world. Because play is a way of learning by doing, and
toys are the essential tools, the reward will be greater if such
play 'is in an enriched stimulating environment with a good emo-
tional climate. The child is busy getting his prerequisites for
entering first grade and academic work. Whether this future educa-
tion will be developmental, or remedial will depend upon the founda-
tion laid in his early years. The way he feels about himself, his
own self-respect, confidence, and worth, will be a combination of
his own sense of trust, his own sense of autonomy and his own sense
of identity. All this will depend on how well he has been accepted,
stimulated, and appreciated. The little blind child is unique. He
has the needs of all other children, plus more. To experience his
world, he will need more motivation, encouragement, and instruction.
He needs a systematic |ntroductlonvto.his world, to -people, to
things around him, and even to himself(3). He will need to be
helped to develop his own self-awareness, his awareness of others,
and his awareness of the space around him. Because he cannot see,
he needs to be handled more, talked to, and shown how, if he is
going to explore and understand his environment. He needs to have
his curiosity stimulated--and if he is going to get anything from
his toys, he will have to be shown how to find and play with them.

'AParént fnvolvement

Responsibility falls heavily on parents as the first teachers a
child knows. Whether the child learns to trust, or mistrust; feels
capable of making his own decisions, or doubts himself; whether he
has self-initiative, or guilt; whether he is |ndustr|ous or will-
ing to let others do for him--all his own feelings about hlmself
will be dependent upon how well his parpnts performed their tasks
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in his early years. Self-worth and a sense of dignity are impor-
tant to us all, .The greatest need of a young blind child is to
have parents who understand his prob]em, can adjust to it, and can
foresee his immediate and future neéds. Parent understandlng and
participation are especially needed by’ the young blind child in
his earliest years. The current trend in educaiion is to include
parents as an integral part of ali education programs for handi-
.capped children. Not only does this involvement help produce a
more capable child, but it also provides for the needs of the par-
ent. Through encouragement to develop his parental skills, the
parent may be helped himself as he goes through such emotional
levels as shock, panic, denial, and retreat, before he can finally
adjust to his child's disability.

Home guidance programs help a parent in several ways:
1. Knowing where a chf1d is in his developmental sequence.
2. Knowing how to look ahead to the next step in his development.

3. Knowing how tao use techniques and equ1pment in he]plng hlS‘
child move to the next step.

4. Understanding the importance of daily practice {(for both child
and parent).

5. Understanding that for the very young, input is necessary be-
fore output can be expected

The intent of this project was to provide information and yuidance
to the parent In the use of challenging and stimulating toys for
sequential development in self-awareness, gross and fine motor
ability, language and cognitive ability, and social skills for the
very young biind child. The toys seiected for the kits were com-

mercially-made toys. It was hoped that with parental interest~and
involvement, the experience for both child and parent would be.
enjoyable.’

Procedure

A statewide committee was selected and invited to attend a two-day
workshop. Representatives of toy companies were also invited to
attend and display their wares. At the first workshop, the com-
mittee was divided into four groups. Preceding the presentation of
the toy representatives, the committee members were briefed on the
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evaluation techniques to be used (see evaluation charts). Follow-
ing presentations from the ''toy boys,' each member was asked to
evaluate each toy on an evaluation sheet, designed and prepared in
advance, keeping in mind that the toy would be used by a blind
child. The groups were divided under the following headings:

Group | Toys for Early Motions
Group 11 Toys for Gross Motor Motions
Group 11l Toys for Fine Motor Motions

Group IV Miscellaneous

In general, the factors for consideration in the selection and

evaluation of the toys were:
1. The purpose the toy serves in Eccomplishing its aim.
2. Interest of the child--Is it fun?

3. Adaptability of the toy for various uses and age groups (multi-
purpose). '

L. Opportunity for development of:
Body image concepts.
Gross and fine motor ability.
Directionality, laterality, and spatlaI awareness.
Balance and coordination. :
Manipulative, constructive, creative ability.
Early concepts. : .
Identification. :
~Social and emotional behavior--''joy of living."
Language and communication.

5. Safety factors: trustworthy, well made, durable, non-toxic,
rounded edges.

6. Ease of handling. For the infant, is.the toy large enough it
* cannot be swallowed? Is it soft and cuddly? Is it light?

7. Ease of keeping clean.

‘8. Does the toy provide for early sensory development (hearing,

feeling, tasting, kinesthetic, smelling)?
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9. Does the toy attract?

The data were compiled and on the second-day of the workshop, re-
‘turned to each group, who then met separately to summarize, classi-
fy, and list the value of each toy as to its auditory, tactile,
kinesthetic, and body image concept stimulation. Before dismiss-
ing, the entire committee reconvened. Catalogs and forms were
provided foi the final selection of toys in-each-'group. A writing
commi ttee was appointed for preparing the booklet for the parent.':
At a second two-day workshop, the final selection of toys was made,
and the booklet presented and discussed before preparatlon for
final publication.

Slides .

The Instructional Materials Center now has a stereo-slide presen-
tation for use in workshops and a booklet explains the purpose,
the sample toy, and the manufacturer for each.

PHASE 11

PHASE 1| of this Instructional Materials Center project again was
a committee project-~this time with 24 members, some from PHASE |
and some new members. ‘

Goal

The goal of PHASE 11 was the development of a comprehensive ''Guide
for Parents' for blind children ages three to five. Whereas the .
emphasis in PHASE | had been on the use of commerlcial toys, the
. emphasis-in PHASE |l was on activities and games for sequential
development in self-awareness, gross and fine motor ability, lan-'
guage, communication, cbgnitive ability, and social skills. Again
the committee was divided into groups, each group assigned to pre-
pare sequential activities for one area of development. Following
the first workshop, these groups met at convenient places through-
~out the State. and compiled their materials. At the second two-day
workshop, -each group presented its work for discussion by the en-
tire committee. A writing committee was appointed and following
several meetings, completed the ‘guide. This is now in the hands of
the publisher and should be ready for distribution September 1972,
Seven sections are included»jn'this,guide‘to be published as an -
easily understandable chart-like manual.  Each page-will have three
vertical columns, each representing an age level--3, 4, 5. The
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seven sections are:

| WHAT DO | TOUCH? (Tactile Discrimination)
Size ' '
Shape
" Texture
Temperature .
In School

Il WHAT DO | HEAR? WHAT DO | SAY? (Auditory Discrimination)
Where |Is The Souhd? ~
How Are Sounds Different?
What Does The Sound Mean?
Is The Sound Important?
What Do | Hear?
How Do | Answer?
What Do | Hear At School?

111 | USE MY BODY. (Body Image)
~ This |s My Body
This |s Your Body

v | CAN DO IT. (Self-Help)
Let's Eat '
| Can Dress Myself
~.Go To The Bathroom
Wash My Hands And Face -

I
I
| Brush My Teeth
I

Comb My Hair
Y THE . CHILD LOOKS AT HIMSELF (Identity) .
Who Am 17
- Who Are My Friends And Famn]y?
| Like Myself

| Like My Family
ThIS Is My Home--My Yard 4

VI WHAT DO 1 SEE7 “{Minimal Vision)
~ At Home :
. In My Nelghborhood
At School

Vil LET'S WALK. (Moblllty--Motor Development)
i Walk At Home : . _

- In The Yard :

- In My Nelghborhood

U




At School

| Can Stand Straight

Run

Jump

Hop

Skip

What Do | Smell At Home?

in The Yard And Neighborhood
Distance And Direction

Number
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EVALUATION OF TOYS FOR YOUNG BLIND CHILDREN
(Six Months To Three Years)

TOY DESCRIPTION
GROUP T ' AGE LEVELS .
'EVALUATION FACTORS - 0-6 | 6-12 | 12-18 | 18-24 | 2:3,
EARLY MOTIONS - ‘ mo, mo. mo. mo. yT.

Offers Results From. Random Motions

Encourages Use of Both Hands

May Be Used With One Or Both Hands

Useful For Grasp And Release
Training

Useful For Reaéh And Placement

Encourages Babbling

| Sound Attracts

'Action‘Attracts

EncoufageS‘Leg Motions

Eﬁcourages Locating Toy

Devélépstarly Tactile,
~ Discrimination

GivesvSatiéfactibn»fipleésing'»,

u7

A ruiToxt provided by ERl




EVALUATION OF TOYS FOR YOUNG BLIND CHILDREN
(Six Months To Three Years)

TOY DESCRIPTION

GROUP II
EVALUATION FACTORS
GROSS MOTOR

AGE LEVELS

0-6
mo.

6-12 | 12-18
mo. mo.

18-24
mo.

[#2]

yT.

Requires Big Motion Action (trunk,
arm, legs)

Encourages Locomotion

Offers Resistance For DNevelopment
of Strength

Provides Opportunity For Problem
Solving

Develops Body Image Concepts

Develops Spatial Awareness

Encourages Balance Activities

Requires Steady Movements

Encourages Shoulder Metions

Encourages Leg Motions

Gives Satisfaction Of Achievement

Auditor& Facilitation

i}]ﬁ

48




EVALUATION OF TOYS FOR YOUNG BLIND CHILDREN
{Six Months To Three Years)

TOY DESCRIPTION
GROUP TT1I AGLE LEVELS
EVALUATION FACTORS 0-6 | 6-12 12-1 18-24 2-3
FINE MOTOR mo. me. mo. mo. yT.

Requires Fine Coordination

Develops Tactile Discrimination

Encourages Wrist Motion

Encourages Elbow Motion

Encourages Supination

Encourages Opposition

Encourages Size Discrimination

Encourages Form Perception

Encourages Concentration

Requires Steady Movementis

Pevelops Body Image Concepts

Encourages Pincer Motions

Auditory Facilitation
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EVALUATION OF TOYS FOR XOUNG BLIND CHILDREN
-(Six Months To Three. Years)

f

TOY . __ DESCRIPTION
GROUP 1V . AGE LEVELS
EVALUATION FACTORS 0-6 6-12 12-18] 18-24 2-3
MISCELLANEQUS ‘mo. mo. mo. mo. | yr.
:
Safe Non-toxic Rounded Corners /
Large Enough - Child Cannot
Swallow
Sturdy - Well Built - Trﬁstworthy. /

Easy To Clean, Wash Or Sterilize

Sound Attracts

Action Attracts

Encourages Persistent Effort

Can Be Used In Various Positions

Adaptable For Simple Or Complete

Movements

Gives Satisfaction Of Achievement

Encourages Speech

Eﬁcouragés‘Rhyphm
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EDUCATIONAL MATERIALS FOR EARLY CHILDHOOD EDUCATION

Fay Woody Leach
Educatlonal Materials Research & Development Specialist

American Printing House for the Blind
Louisville, Kentucky

Materials selection-is. one of the last steps in the process of
educational programming. Briefly, the process .could be divided
into six general steps: ‘

1. Know the child (or group) with whom you are to work. An under-
standing of his characterlstics should include both abilities and
dlsab|l1t|es :

2. Consider the areas of educational concern. There are differ-
ent methods: of categorizing educational goals. These goals should
in¢clude: motor skills, mobility or premobility skills, self-
concept formation, communication skills, 'self-care and daily. living
skills, sensory development, and cognitive processes.

3. Outline the behavioral goals for each of the above educational
~concerns. These should be specific goals such as developing hand
grasp. or learning to ldentlfy parts of the body.

L, Program’ your educatlona] procedures. These need to be detanled
- and. sequentla]

5. Lecate and utilize materla]s and equapment

6. Eva]uate the entire procedure

There is a‘wealth of mater'a]s avaiiab]e for use with the young
blind child; ‘many of these require little or no adaptation.. Two.

materials llstlngscprepared through the Instructional Materlals o
Reference Center at i“he American -Printing House for the Bllnd are:

.“1.351;: ;"il



1. "Commercially Available.|Instructional Material!s for use in the
Development of Elementary Readiness Skills in Young Visually Handi-
capped Students''

2. '"'"Commercially Available Recorded Instiructional Materials for
the Development of Communication Skills'

The area in which there seems to be’the greatest need for adapting
or developing new materials, especially for multiply handicapped
visually impaired children, is language deve]opment At the ele-
mentary level, much of what is available in ]anguage materials is
too visually orlented

A number of guides which aid in the knowledge of materials used by
visually handicapped students have been developed in recent years.
"The Visually Impaired Child: Growth, Learning Development -

" Infancy to School Age' (APH 8-5104%, 50¢) by Carol Halliday and
'"Toys for Early Development of the Ycung Blind Child'" available
through the Jllinois IMC are examp]es of these.

Materials selectlon must be ‘thought through very carefully. The "
following questions can be used as a guide in selecting instruc-
tional materials for young blind or multiple handicapped visually
“impaired children. The relevance and significance of each ques-
_tion wi'll depend upon specific needs and purposes:

ol s a multl-sensory approach empha5|zed?_ Is the deveiopment of
the senses, preferably more than Qhe sense modality, promoted?

2. Are the materials multl~purpostve7 Can théy be, adapted in a
number of ways? ' '

3. s practica?ity stressed? Is there a focus on everyday situa-
tions and prevocatlona] skills?

h.- Is simplicity |ncorporated lnto the design? Are non-essential
elements eliminated? . _ " '

5.  Are the materials highly motlvating? Do they‘have built-in
rewards? Do they use a high |nterest low vocabulary approach?

6. Is the learnlng of basic skr]ls and knowledge incorporated?
. Are .these materials designed . to help teach élementafy‘contepts
which may be accomp]tshed by other chlldren through tncndental
learnlng? :
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7. Are the materials structured for sequential learning? Are they
programmed from the very simple to the more complex? -

8. 1s each item sturdy.and durable? Can it be used by older child-
ren who function on very elementary levels?

9. Are these materials as safe as possible?

10. Do the materials deal more with concrete experiences than with
abstract concepts? |Is the child involved in learning by doing?

11. Do the materials focus on the development of communication and
language? |s the area of listening skills development fostered?

12. 1s ?ndependent functioning promoted?
13. Can the materials be used by parents?

14. Do the materials provide for repetition? Are they designed to
present the same concept in a variety of ways?

15. Do the materials meet the needs of the older child? Are these’
items of particular value in the light of a limited quantity of
“instructional materials available for older multihandicapped
visually impaired children funttionihg on an elementary level?

16. Do the materlals aid in reaching the educatlonal obJectlves
_ outllned7

Instructional materials,use can be greatly increased by taking time
to brainstorm concerning new and creative ways to use items in-
addicion to those uses which are readily apparent. A simple work-
play tray could be used to teach directional concepts, textures,
comparlsons and location, to name:just a few concepts. All these
would be in. addltlon to .its obvious purpose of fac:]ltat:ng acti-
vity and storage. .

In summary, let me say that there are three questions regardlng

instructional materials that teachers face: - (1) What is avail-
able? (2) .How do -l choose the best materials for-my students?

(3) How do !I- get the most use’ from the materlais I .have? "

Findlng answers‘to‘alj three of thesefquestlons will greatly im-
prove the educational program for visually handicapped children.
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i S
MOVEMENT EXPLORATION AND GYMNASTICS
\ ' FOR VISUALLY HANDICAPPED CHILDREN
Elizabeth” Rae Parker, Teacher

Texas School for the Blind.
Austin, Texas

1. A major problem encountered by many visually handicapped individuals
is an inability to move freely in space. | This restriction of move-
ment is often considered to be the major disability with which the
individual must learn to cope. Therefore, during the spring of
1971, a study was designed. to test the effects of a gymnastics pro-
gram on the orientation and mobility skills of young, visually
handicapped children. It was hypothesizea that the children who
participated in a 5-week gymnastics program would have signifi-
cantly superior orientation and'mobility skills when compared with
chlldren who d|d not partncrpate in the gymnastlcs program.

The subJects of this study were 30 students enrolled at the Texas
School for: the Blind, Austin, Texas. .The children were homogeneous
according to sex, age, and amount of vision (partially sighted or
totally blind). One child of each matched pair was randomly as-
signed to a control group and one to an experimental group. A
modification of the Orientation and Mobility Scale for Young Blind
Children by Francis Lord was admnnnStered to the children. Follow- :
ing the pre-test, the experimental group part|C|pated in a 5-week
program of gymnastics which consisted of activities in tumbling,
trampollne and balance beam.’

The gymnastlcs program consisted of'the tradltlonal skllls taught
to children in each of the three activities. .-The children met ‘
with my staff and me- for 45 minutes a day, flve days a week (Five
undergraduate physical education. majors from the Unlver5|ty of
Texas assisted with the program.) The ¢hildren spent approxlmately
25 minutes working on.tumbling skills, 10 mlnutes a day practIC|ng

- on the balance beam, and five minutes every ‘other day practicing
on the trampoline. This short amount of trampoline time was
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unfortunate but necessary because the trampoline was too small to
accommodate more than one child at a time, and no more than eight
or nine children could practice in one class period. Formal lesson
plans were not followed because it was felt that the children

should be allowed to progress at their own. rates. A total of 2]
tumbiing stunts were taught. These ranged from the simple log roll
and forward roll to dives over rolled mats and head stands. Also
included were several partner stunts such as the ''Chinese get-up,"
"leap frog,' and 'squash pyramid."" The children learned 12 stunts
on the balance beam, such as stepping over a 'wand and walking on

the heeis. Nine stunts were learned on the trampoline. In addi-
tion to the basic stunts, most of the children learned to do a

- dogey drop to a front drop, and several learned to do forward flips.
The control grcup did not receive the concentrated. gymnastics pro-
gram, but did participate in the regular physical education program.

The Modified Orientation and Mobility Scale used for this study

consisted of six items. Item | measured the quickness and skill
with which the child could navigate stairs. .ltem |l measured the
child's ability to judge the height of a bench, climb on a bench,’
and jump off without losing his balance. Items Ill and 1V measured

dynamic and static balance, respectively. The accuracy with which
the child could orient himself by making 90 degree, 180 degree, and
360 degree turns was measured by ltem V. ltem VI measured the dis-
* tance a child veered when trying to wa]k a stralght line.

Analysis of post test data revealed sngnlflcant differences  between
the contrel and experlmental groups -on static balance and orienta-
tion as measured by the facing-movements item. The control group
was able to balance for a significantly longer time than was the
experimental group (significant at the .05 Tevel). The experimen-
tal group was significantly (beyond the .01 level) more accurate .
"in facing movements than the control group. No explanation for

the regression of the experimental group on the static balance

item could be determined. The investigator could only suggest

- that the item was not an'adequate measure of static balancing skill.

~The gymnastlcs program WaS benef»clal to. the children in a number
of ways.  First, miscular strength was greatly improved. Children
‘whOSe-muscular_development was so poor. that they could not even get
onto the trampoline or balance beam by themselves were able to.do
so by the end of the five: Weeks; ‘Second, each child's confidence
in himself greatly improved. Chl]dken .who would cling to the wall
when walking down. stalrs began to move down the stalrs confidently
and with no asslstance Those who were afrald to try new.stunts
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finally developed an eagerness to try anything new. Third, statis-
tical analysis of the data showed that, as a group, the children
were able to orient themselves much better after the - -ogram than
they were before it. | believe that the tumbling and :rampoline
activities were especlally beneficial. To succeed, the chiid must
know where each part of his body i's in relation to the other parts,
in relation to the tumbling mats or trampoline bed, or in relation
. to his partner. Both statistical analysis and observation of indi-
vidual children indicate that a child who learns to orient himself
when in the unusual gymnastics positions also learns to orient him-
self when in the normal upright position.

While |.obtained some very encouraging results from the gymnastics
program, there remairied one very important question: What can a
teacher do to help children who are not motorically ready for suc-
cessful participation in tumbling and gymnastics? The answer, when
| firally found it, was simple, and | began developing a program in
“"movement exploration.“ Movement exploration may be defined as a
problem-solving approach to helping the child understand the use of
his body in movement. The program has four main purposes: (1) to
develop the motor skills necessary for participation in the sports-
skills program which beglns |n the fourth- grade year, (2) to devel-
op greater confidence in one's body and in-one's ability to exer-
cise some control over the enV|ronment (3) to develop orientation
skill, and (4) to develop an adequate body image, which includes
not oniy the ability to name body parts but also the ability to
know where the body is and what the individual can make his body

do for him. :

Before beginning a movement exploration program, the teacher must .
be sure that the children are able to name their body parts. Much
of the program involves asking children to do various thirgs with
“hands, knees, legs, etc. Time will be wasted if the teacher must
stop to show each child the location of a particular body part.

The child begins the program by exploring his "personal space.''
Personal space is all the area within reaching distance of the fin-
gers and toes. Ways of moving within this space are discovered.
‘For instance, the child is asked to move one arm, then move the
~other arm, move one leg, move the other leg, and then flnally move
his head, keeping all these parts going at once. ~he is asked
to keep both hands on the floor and see how many ways he can move

- while in thIS pOSItIOﬂ

‘Next, space is extended somewhat ‘and the child learns -that space
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has an 'up' and a ''down'' when he climbs on chairs or desks and

jumps off them. He discovers that space has an ''over'' and an
""under' by jumping over some objects and crawling under others.

As a child's confidence improves and he gains more knowledge about
his body, he learns some simple tumbling stunts. He also begins
experimenting with new heights by climbing to the top of a ladder
or hanging by his knees from a bar placed high above the ground.

At this point in the program, most of the children are capable of
handling a short amount of"free time at the end of each class peri-
od. This is an excellent time for the teacher to become an obser-
ver of each chlld's progress.

After six to eight weeks of movement exploration, some children
will be ready to experiment with more advanced gymnastics. Includ-
ed is tumbling as well as balance beam and trampo]ine

The final result of such a-program is not the same for every child.
Individual differences in body build, attitude, and interest must
be considered. However, the child will have been given the oppor-
tunity to develop the confidence and physical ability needed to
participate in the games and sports which he enjoys the most.
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FEDERAL PROGRAMS AND THEIR IMPLICATIONS i
FOR THE VISUALLY HANDICAPPED

Dr. Douglas C..MacFarland, Chief
Division of Services to the Blind
Social & Rehabllltatlon Service

‘Department of Health Educatnon-& Welfare
Washlngton, D. C.

As you know, it was originally p]anned that our Administrator,

John Twiname, would speak to you. This is a particularly busy time
for him, and therefore he could not be with you. | do want to
bring you his greetings ‘and tell you of his sincere interest in
serving the blind -and visually impaired and of his strong support
for programs that will benefit them.

Vocational Rehabilitation is truly a State-Federal partnership,
and therefore, our greatest effort and most of our half-billion
dollar appropriation goes for supporting the basic programs in the
States. The money is-divided 80% Federal, 20% State. The State
is responsible for provision of 'all services. These include, but
are not limited to, physical restoration, diagnostic evaluation, -
counseling, rehabilitation adjustment services, pre-vocational
tralnlng, ‘'vocational training, placement, and follow-up services.
Thls is the vocatlonal rehabllttatlon cycle. :

It would be absolutely superfluous for most of you attendlng thls
conventlon to describe in detail .any of the above mentioned ser-
vices. You are familiar with them and in most instances provide a
‘vital part of the continuum that ultimately: leads to self- support
or at the very least self help and self care.

The Act ‘governing our admlnlstratlon prOV|oes service in many other
areas that make it possnb]e to carry out successfully the rehabili-
_tation cycle noted above.  For example, there are grants for the

- provision of services to States where such services are new to that
State..  The matchlng'ratto here for the first three years 'is ‘on the
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basis of 90/10. 'The Act also authorizes construction money for
workshops and rehabilitation facilities and grants to help staff
such facilities. Technical assistance is provided through a panel
of experts to zssess current needs and prOV|de consultation re-
garding improvements.

In the same portion of the Act money is made available for stipends
to trainees who may need to undergo extensive training in workshops
or similar facilities along with a small approprlatlon for con-
tracts with industry. - These are designed to increase the .interest
of large and small companies in the employment of severely disabled
persons. - Of course, many of you are familiar with our regulations
which permit third party funding, designed to develop cooperative
arrangements With other State agencies, hospitals, schools, etc.,
in order to extend vocational rehabilitation services in State
agencies other than those directly concerned with vocational reha-
bilitation. The only requirement here ‘is that the personnel be
under the supervision of the funding agency even though physically
housed eisewhere. Through this arrangement the concept of voca-
tional rehabilitation has been substantially expanded in a number
of States. Alabama, located in this region, is a fine example of
how third party funding can be utilized to expand the. State program
and, consequent1y, services to disabled c1t|zens
Thus far we have been ta]klng about portlons of the Act .dealing
with services that are client centered. In order:to carry out :
successful]y,a truly meaningful ‘program to the handicapped of this:
_country, it is essential not only to make services available to.
them, but to design.mechanisms that will provude training for the
fspecnallzed personnel needed in the program :

ReSearch Demonstratlon, and Tralnlng have been integral ‘parts of
our vocational rehabilitation- program since -the amendments:.to our. -
Act of 1954, These revisions made it posssb]e for us to inaugu-.
rate and maintain long-term. tralnlng programs in med1cune, psycho-
logy, social work, »rehabnlttatlon counsellng, mobrllty instructiony
rehabilitation teacher training, p]acement training for. counse]ors"
working with the blind- as well as many other disciplines.- Through"

" these-grants; we .are able to. provide initial support- for faculty

as well -as stnpends for |nterested stndents ‘ W

A portlon of the tralnlng money is set a5|de for short term traln-lﬁ
ing programs, workshops and special training. courses, usuqlly a-
~week or less .in duration.” Such programs acquaint emp]oyed person‘
nel wnth new’ technlques ln the fleld and afford an opportun:ty for o




. the exchange of ‘ideas amqng professionals. The short-term training
‘concept also permits the bringing together of experts in various
fields to discuss new or expanded employment opportunities (in our
case for the blind and severely visually impaired) and to develop
guidelines and methods for opening new areas of vocational oppor-
tunity. Short-term training grants may be given to universities
or-non-profit organizations or agencies interested in the conduct
of such training. The somewhat phenomenal growth of our program in
the past 18 years would not have been possible without basic sup-
port from our research and demonstration programs. A great deal of
money has been spent since the Act was broadened in 1954 to develop
hardware, study and implement new teaching techniques, and to eval-
uate sociological change with respect to the effect of society on
the blind and visually impaired and how positive attitudes can. be
cultivated and’ negatlve behavior modlfled

The demonstratlon aspect of our program has had a profound effect
on ‘expanding services and introducing new techniques. Two fine ex-
amples of how demonstration money was used during-the past decade
and a half will suffice to illustrate my point. Although mobility

~ training for the blind had proven its worth and had been demon-

- strated successfully at veterans centers and at our vocatiohal re-
habilitation facilities, it was $till necessary to provide the '
initial support in a .number of instances to encourage communities,

- including some ‘residential schools for the blind, to provide full-

~ time training. The second illustration was the establishment. and
initial support . of- optlcal aids cllnlcs, of WhICh 35 were developed
over .a-ten- year period, '

To round out our research and demonstratlon pICtUIe, | should like
to include.a brlef ‘comment concerning our International Division.

' "Using excess currency generated by our Public Law 480 funds, we

have for the past several years taken reSpon5|b|l|ty for the ini-
tiation of model rehabilitation programs in developing nations.

~ The goals: of the programs are simple. They are to introduce and to
- expand rehabilitation services to disabled persons wherever excess
currencies ‘are available to do so, and through these demonstrations
to. gain knowledge that is applicable here in the United States.
These missions are. belng accomp]nshed . In add|t|on, we  are ga|n|ng
tremendous propaganda beneflts that would not be p055|ble in any
other way. | . am sure that you would agree that rehabilitation.is.
‘the most posctlve way to. extend goodwnll and- understand|ng to our.

= world nelghbors

‘So'much'for:vocational-rehabilitation:within thermeanjng'of the
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Act. The question remains, however, how has it been meaningful to
blind and severely visually impaired citizens. Let me give you a
few facts that are not highly publicized but will provide a mea-
sure of progress

-0f the estimated 437 thousand blind persons in the U. 5. today,
105 thousand have been rehabilitated in accordance with. our defi-
nition. 65,000 were rehabilitated into .gainful employment. The
remaining 40,000 were trained as housewives or unpaid family work-
ers. Of the 65,000,520 are employed as teachers of sighted child-,
ren, 550 as. computer programmers, 2,100 as medical transcribers.
The remainder are in professional, managerial, clerical and sales,
industrial) (skilled, semi-skilled, unskilled), and sheltered work-
shop employment. The flgures quoted above do not include the
severely visually limited wno have. been rehabllltated but are not
considered ''legally blind."

. I
On one hand thIS mlght be con5|dered a rather impressive record.
[t is also a fact, however, that we have merely scratched the sur-
face and with ‘the rapld]y changing.economy, advance of techno]ogy,
and continuous rearrangement of human resource priorities, we cou]d
easnIy suffer severe setbacks unless we redouble our efforts..

How do we'in the vocational rehab']itation administration view the
~ future? One measure of course is -a current assessment of blind

persons in training. At present, there are more than 3,000 blind
persons attending col]eges and universities. -2:;,500 are enrolled in
commercial courses. in business co}leges, 2,000 are receiving-train-
ing.on the JOb or in specific trade srhools The statistic, how-
ever, that is of grea‘est interest to all of us is the 8,500 blind
students now attending junior and senior high schools. A]though we
have always had excellent cooperation with both resxdent|a1 and
‘public schools, much closer teamwork will ‘be necessary to assure
success for theSe young people.. It is no 1onger a matter of lack
of training facilities or opportunity, but the great need is for
careful plannlng in order to fit into an lncreaSIngly complicated.
society. - It .is important to guide-the student.into a field which
“fits his abilities, is satlsfylng for him, and will have Jasting
benefits, " rather than encouraglng the youngster to follow thegla--.
mour trail. In spite of great social and economic. Lhanges which
are occurrlng now and ‘will continue in the future, opportunities .
will always be avaliable for the Well-tralned btind or severely -
visually impaired person.  However, we" must tratn him in skills
that -will be needed tomorrow if we are to. face up to reality and
o he]p the student do lnkewnse Such - reallty may be 1llustrated by
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the fact that second best can earn a silver medal in school compe~
tition-but won't earn bread in the wor]d‘of work.

Thanks for letting me share some ideas with you. | hope that the:
sharing we had this morning and which was manifested at the con-
ference can be expanded so we can build the strong hridges that

are needed in all communities if we are to do the job expected of
us by those we serve.
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A DELIVERY OF COMPREHENSIVE SERVICES TO DEAF-BLIND CHILDREN
'AND THEIR FAMILIES THROUGH THE REGIONAL STRUCTURE
DahIBurns, Coordinator

Mid-Atlantic Regional Center for Deaf- B¥tnd Chlldren
Raleigh, North Carolina

There has been misunderstanding nationally regarding the term
""deaf-blind." A-review of the term now might be helpful. Under
- the provisions of P.L. 91-230, the Education .of the Handicapped
Act, services are of fered to children who have both auditory and
visual 1mpa1rments, the combination of which causes .such severe
- communication and other developmental and educatlonal ‘problems
that- they cannot be accommodated in such edication programs either _
for the hearing. handlcapped or for the v1suallg handlcapped child.

Under the program of the Natlonal Center for -Deaf- Bllnd Youths and
Adults, services are offered to youths and adults who have both
»'substantlal visual and hearing losses such that the combination of
the two causes extreme dlfflculty in learnlng :

“The - rube]la epldemlc of 1964 65 swept across thIS natlon leaVIng
an estimated 20, OOO children with one or a combination of the fol-
lowing handlcaps Cataracts, heart malformations, hearlng defects

- mehtal retardatinn and brain damage. = In addition to this group,

another 20 ,000 pregnanc1es were termlnated |n mlscarrlage or Stl]l‘

'.blrth,

We! estlmate that there are h 60G chlldren who can be termed deaf-t
blind as a result.of the 1964 65 .rubella epidemic.”  In.the Mid-
At]anttc Region alone we have |dent|f|ed Loe deaf blind ¢hildren.

’fTwo Program; for: the Deaf- Bl:nd in the Unated qtates Guam; Puerto,."
_‘RICO and the Vlrgln Islands K

. Two programs ‘serve deaf tllnd persons in the Un|ted States, Guam,
Puerto Rlco and the Vlrgln Islands. One.is for children and the




other for youths and adults. The program for children is adminis-
tered by the Bureau of Education for the Handicapped, the U. S.
Office of Education. Under an agreement with the Social and
Rehabilitation Administration, The National Center for Deaf-Blind
Youth and Adults serves deaf-blind youth and adults.

- Centers and Serv1ces for Deaf-Blind Children

Ten Reglonal Centers for Deaf- Bllnd Chlldren, each headed by a
regional coordinator, pFOVJde services for from five to seven
states. These regions do-not follow the boundaries of HEW regions,
but répresent a group of states that voluntarily agreed to form a
.region. 'One agency in each region agreed to take the respons&-
bility for coordinating services and programs in the region. In
some regions a state agendy has the administrative responsibility
and in others a prlvate institution or agency is the admlnlstrat-
'|ng body.

Each center is respons&ble for establlshtng a reglster of deaf-
blind children. From this information grows the programs and ser-
vices which prov&de direct services to deaf-blind chlldren, their
‘famllles, and personnel . worklng with them, :
“while understandab]y each region is unique because of'dlfferences :
in:geography, population and services: avallable, they offer to some
degree the fOIIOWIng serVIces
o Ewa]uatlon and dlagn0515
2. Resndentlal programs
“3. -Day. school programs
L, Home teachlng
5_h'Paren;a] gﬂidance'
_6.A lh-serviee treining"‘
7. Respite care. -
8. —Tranéportefion_i |
9. Coocdihatfng»of'ageneiee N
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10. Research and socio!oéical studies
11. Local, state, regional and nationa] workshops

12. Survey and analyscs of legislation and recommendatlons and
support for new legislation

13. .Coordination of colleges and universities to provide educa-
tion for personnel working with deaf-blind children and their
families and for parents

'lhf Infonmation and referral services

15.. Cdoperatton with colleges and universities in providing sUm-
mer courses and short term courses .for teachers, aides and __ .

_parents :
6. Summer pregrams’fbr deaf-blind. children and their -families

17. Formation of and cooperation with parent groups

18. Public information

19. Locating and obtaining additional funds, i.e., Title VI-B,
"_Otcupationa] Education;'Traineeshib Grants--Private Sources

20. - Cooperation with |nst|tut|ons to prov1de practncum for stu-
dents : -

“21. Recruntment of. personne]
22. Malntalnlng ar reglstry of deaf bl}nd chlldren_

23. _Reglstry of. agencies responsnble for services to deaf b]lnd
i ch|1dren and, thelr famllles :

- 24, Cooperatlon wlth Natlonal Center for Deaf- Bllnd Youths and
: Adults : : :
T : . :

"25{” Cooperation Wlth a]] agencnes that serve deaf b]lnd chlldren

The Natlonal Center for Deaf B]lnd Youths and Adults i: ' o

The 1967 amendments to the Vocattona] Rehabn]itatlon Act author-
,llzed the creation of the Natlonal Center For Deaf-Blind Youths:,'




and Adults. . The CEnter serves any deaf-blind person who is 21
years of age and younger-persons who. have made the fullest possi-
ble 'use of educational opportunities available to them and who
might benefit from- rehabilitation or habilitation.’

The National Center was established over two years ago and is oper-
ated by the  Industrial Home for the Blind, Long Island, New York.
Its purposes are:

1. To provide rehabilitation or habilitation training for dea’-
blind youths and adu]ts based on their needs, interests and
capacntaes ' , » '

2. To conduct research designed to minimize the handncapplng
“effects of deafness and blindness.

3. ‘To provide professional and technical training for personnel
' working with deaf-blind youths and adults.

L. To provide public information that wnll lead to the under-
standnng of deaf-blindness. .

Presently the Center is housed in temporary facnlltles but will
move to a specially designed, permanent headquarters on Long Island
in about two years. -This will allow for a major expansion of ser-
vices. ‘The National Center now operates three regional offices in
Atlanta, Georgia; Chicago, I1linois; and Glendale, California.
There dre plans to |ncrease the number of reglona] offlces in the
near future : . S e

_The staff of the reglonal offlces assists state and local ‘agencies

~in serving deaf-blind persons’ in their home communities when possi-
.ble, and makes- referrals to the National: Center for a rehablllta-’

‘tlon and: tralnlng program when lndlcated ‘ :

Conclusion:

The Reglonal Centers for Deaf- Bllnd Chl]dren and the National Cen-
‘ ter for. Deaf-Blind Youths and Adults are cooperating. in an effort
to provide an unlnterrupted continuum of special education and
rehabilitation program.for deaf- blind chlldren, youths and adults.
Together they seek the cooperatlon of all individuals ‘and .agencies -
‘servnng thlS populatlon L R




DIAGNOSTIC SERVICES AND PROGRAMMING FOR DEAF-BLIND CHILDREN -

\

York Hudglns

Director, Georgia Center for the Multi-Handicapped &
Consultant, Vlsually Impaired, DeKalb County Board of Education
“Atlanta, Georgia

po

Picture for yourself a little glrl, named Sherry, very typical ‘in
appearance and in physical, neurological, and mental abnormalitiec
of rubella syndrome children. She is now 7 years 2 months old.

Her appearance has not changed significantly in the last year and
10 months. She has gained some weight and made developmental gains.
She and her parents have a ltifetime of problems, but these don't
appear as unsurmountable as they did 2-3 years ago. The main thing
going for her now and some 80-90 children in Georgia very similar
to her {s that she has someone -besides her parents concerned and
providing support to see that she makes maximal progress. Three
years ago, she would have been relegated to a state institution for
custodial care, likely for the remainder of her Ilfe Today she ‘is
in the deaf-blind developmental training- educaLlona] program at the
Georgla Academy for: the B]ind .

Shesry's management, deve]opmentai and subsequent tra|n|ng or edu--
cational prob]ems can be attrlbuted to. rubella in utero or materhal
rubella. " The epidemic of 1964-65 produced approximately.30,000
‘rubella syndrome .children. Another 20,000 were stillbirths or died
in early infancy. Medical science.has determined that virtually
every organ may be ‘affected by congenital rubella with the most .
typical anomalies being deafness (in vaTtying degrees), congenital.
heart disease, blindness (in varying degrees), and mental retarda-
tion, again in varying degrees. A rubella syndrome child mlght .
have any one -or a fomb|nat|on of. these condltlons

l remember qguite V|V|d]y, as many of you do, otr blennlal conven- -
tion .in Toronto, Canada, in 1968, when Dr. Louis Cooper presented a

. most effective slide presentation and gave a very frank and factual

‘discus$ion of the medical ‘and educatlonal implications for rubella,.
syndrome children. - At that trme, ~think | breathed a sigh. of
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relief that my 'bag'' was the education of blind children, and not
involvement with these pathetic creatures. | didn't dream that a
short year and one half later, | would be devotlng my full profes-
sional energies to their We]fare

In December, 1969, | accepted the challenge of developing a compre-
hensive diagnostic evaluation center for deaf-blind children in
Georgia. This program has become a reality beyond my greatest ex-
pectations. We provide the, comprehensive work-up that is needed to
determine how a severely involved multihandicapped child is func-
tioning, but we go far beyond the diagnosis and recommendation.

-One of the unique aspects of our program is the follow- through we -
are .able to provade for the children and their parents. . |f we
bring children in for a two to six weeks educational, psychological
“and medical evaluation, and the child returns home to regress to a
former state,; then we have done nothing. If the ‘final report goes
to a community agency where it's scanned and filed away, then we
have done little more than spend the citizens' money. But we have
done -something worthwhile when a child, after evaluation, is placed.
in a program which meets his immedrate developmental or educatlona]
needs .. : .

Now. back to Sherry. Like a large parcentage of rubella syndrome
chlldren, she came to our center quite emaciated. Upon-entrance:
she weighed 24 pounds. ~ At the time of her discharge, almost two
months ‘later, she still weighed. 24 pounds. The mean Wenght for a

5 year old female is 42 pounds. ThlS 18 pound difference is quite
‘significant for a five year old. Her arms and .legs, as her entire
body, were quite spindly and frail. She was a listless child with-
_out ‘apparent strength and energy for active involvement. with peers
or the environment. ‘In’her developmental. hlstory there were de-
finite perlods of appa"ewt lack of appetlte and generaI]y a failure
to thrlve

Sherry was. not weaned from the bottle; she was' consumnng regutar
table foods which:had been blenderized and which she took from the
bottle. She could not eat solids as she had difficulty. swallow1ng'
and she would not chew. These cnaracterlsttcs .the failure to
thrive and difficulty swaIIOW|ng and chewnng, a]so are typlcal of
- many rubella syndrome chlldren v e

~ Sherry had a c"'dlac problem dlagnosed as patent ductus arterlosusr
" This presented no prob]em from a tralnlng and educatlonal stand-‘
ponnt Cow L
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Sherry had bilateral congenital cataracts, postoperative. Even after
the operations there zontinued to be a clouding of both pupils.
Glasses were not prescribed to replace the removed lenses because,

in her case, she was functioning at such a low developmental level
that she could not wear them appropr|ate]y .

She demonstrated no funct|onal hearing. Whether or not this was

. due to a profound bitateral hearing loss or whether her problem was
_a central nervous system disorder was not easy to determine. She
could not be conditioned to respond to auditory stimulation in a
traditional manner. |t was necessary for the audiclogist to look - .
for reflex action and startle responses. For all practical pur- |
poses, however, she functioned as a profoundly deaf chy1d. Natu-
rally, she had no meanlngful communlcatlon system beyond laughlng
and crynng

Sherry was not toilet trained and. showed no discomfort when soiled.
She, unlike many rubella children we see, had some ambulation.

This was by crawling and sliding across the floor. She could not
walk, and initially could not support her weight without assistance.

Other more involved chiidren have had absolutely no “ambulation and
cannot muster sufficient strength to even sit without support. Some
have demonstrated bizarre ambulation through surplne crawling, i.e.,
scooting. across the floor on their backs

Some were constant llght gazers and appeared to derive their great-
" est satisfaction from flicking -their fingers directly in front of

their eyes and engaglng in other perseveratlve mannerlsms for self--
‘stlmulat/on ' S

I-beiieve it goes:without saying that many of these children were
Tunctioning at-a level'of severe to. profound mental'retardation.

Although Sherry was quite delayed physncal1y as well as developmen-
tally, our consultants and staff saw. enough developmental galns to
provide us with what | believe'is some realistic hope. While:

the program she began - relaC|ng to objects. and people in a meanlng-
ful way and her attention span increased. = She made improvement in
‘ ambu]atlon to: the extent ‘that she:could walk for. long periods while . .
‘holding someone's hand. :.She- progressed from. blenderlzed foods to.
some' table - foods and cou]d ass|st with spoon feedlng She learned
to drink from a cup. : : S

Sherry s p]acement |s approprlate for her for the present She

\'
B
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might never make sufficient educational gains to justify a long-
term educational program,. and one day, 'she might be placed in a
state institution. Even if this is the case, the time, energy, and
money expended in her behalf will have been well spent. As a result
of early diagnosis and training, she will be ambulatory, she will be
a self-feeder, and she will be able to care for her own personal
needs, and’ she will have developed the basis for a communication
system. | predict she will make even more progress than this. |t
is still much too early to rule out the possibility that she will
make sufficient progress to become a contributing member of society.
As | stated earlier, our program began operation in late 1969. By
June, 1971, we felt.we had worked with and programmed for most of
the severely involved rubella deaf-blind children. At that time we
altered the criteria for acceptance into our program to include
children 12 years of age or younger who have a major sensory de-
ficit, that is, deafness or blindness, in combination with other
handicapping conditions. But even. at this time, we infrequently
learn of, and work with, a deaf-blind child who.is a product of the
epidemic of 1964-65.

Our diagnostic program is available at no cost to children of our
state due to the fact that our most substantial funding comes from
Federal sources. Our center's operation is a joint endeavor of
the DeKalb County, Georgia, School “System; Elks Aidmore Hospital,
which is a convalescent and rehabilitation hospital;: the'Department
of Special Education, Georgia State. Department of Education, and
the Southeast Regionai Center for Deaf=-Blind Children.

| might add at this point, and | -don't hesxtate\doxng it since this
is a convention of educators and others concerned with the welfare
of the blind, you are doing a heck of a lot more for your multi-
-handicapped popuiation thar many others working in the field of
"special education. - | believe most of us (and I include myself with
you) are aubscribing to the philosophy of serving chlidren - all
children —‘rather than handicapping conditions

Let me say in ciosnng that we have been fortunate in bringlng to-
gether qunte a team of educational, psychological, medlcai, and
'social service profeSSIonaIS|n order to accomplish our major goals -
- these being the identification of the. population; provndlng medi-
~cal, psychological, and educatlonai diagn05|s, parentai counseiing,
and appropr|ate piacement of chiidren served :
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DEVELOPING A VOCATIONAL PROGRAM IN A
RESIDENTIAL SCHOOL FOR THE BLIND
D. Gary‘Coker, Principal

Tennessee_Schooj‘for the Blind
Donelson, Tennessee

There is one. purpose for vocational education and that is turning
out graduates who'can perform effectively on a job. You can have
the most elaborate curriculum, the most dynamic instructor and go
through all the motions of teaching but if the students can't per-
form on the job, the program is a failure.

One ‘of the first developmental steps for a school is to decide what
approachi  to vocational education it will take: (1) provide techni-
cal tralnlng so that students. have a salable skill; (2)_provide_
workt exper ence backgrcund so he can improve hlS_SkI]] through
further practice; (3) or a combination of skills and experience.
What is best for one school is not necessarily good for all.

In Tennessee, We ‘choose to take both approaches. In the area of
technical training, we offer office occupations which consists of
five years -of typing, two vears of- bookkeep|ng, filing and general
office work,..and one year of general business. In industrial arts,
we offer two years of advanced work in radio e]ectronlcs, metals,
and woodworking; and four years of piano tuning.” These courses are:
designed  to allow “the student to go from-the classrcom to on- the-
job trdining. :

The second-phase of our program is work experience. .Junidrs,
seniors, and special students may attend regu]ar_c]asses in the
morning and work .in the afternoon. This progtam is designed to_
- allow the student to work a minimum of 15 hours a ‘week. In all
instances, placement has been of f campus with normal worknng con-
fdltlons : : : :

| want to share with you some of. the successes and failures
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involved in daveloping the two areas | have mentioned. | think of
any curriculum program in three phases: (1) preparation, (2)
development, (3) improvement. In the preparation phases {after
you have the money) you set up course objectives. In skill areas,
+ these objectives are based on task analysis. In work experience
these objectives are based on general knowledge, .applications,
resumes, interviews, employee relations, etc. Your objectives
should be stated with behavioral outcomes;, i.e., what kind of
things should the student be able to do at the end of a course.

Even for students enrolled in a work experlence program, it is .
important to have at lvast one class pernod a day with the teacher.

Another thng to be consldered in your preparatlon is who is going
to be allowed to enter the course. What about pre-requisites,:
course-work, -age, academic achievement, etc.. The. fewer the re-
strictions, the larger the number and the greater the neced for
individualized instruction. In skilled areas, there are definite
_pre-requisites. For example, we suggest that fcr office occupa-
tions, the student should have successfully concluded two full
years of typing and general business.. To enroll in industrial arts,
a sequence beginning with general industrial arts ‘to the third
~year of specialization is required. Pre-requisites for.work ex-
perienge are llmlted to basics. that deal with work. laws - such as '
age, etc. We do rot-set up academic achievement as a pre-requisite.
This allows the student who may be having dlfflculty in the aca-
demlcs ‘to be successful in cooperative education. We have found
that the local Junior Achievement organ1zat|on provides an. excel—j
‘lent pre requxslte for students |n cooperatlve education. . _ j

i
i

‘Once “you have comp]eted the preparat|ona1 phase, you develop the |
curriculum. Here you outline instructional units in terms of . |
specific tasks. At the end of ‘each unit, the. student should be :
ab]e to do somethlng that he couldn t do before .

It is :mportant that durtng the deve]opment process, a JOb‘
oriented point of view is adopted Thls keeps : the subJect matteri
're]evant o SRR , _ ;

Dur:ng the deveiopment stages, determsne job avallabt]lty and do

¢ task analysis. “Locate employers and make a job analysis of what
is required, its importance, its learning dlfflculty Then match
the student .and "the job. Forget numbers' Don t place students
for the sake of p]acement Co - S

The task-analysjs’helps‘the teaEher.to individualize instruction
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and avoids a lot of irrelevant content. . S .

The development of a program must include various typeq of' ' per-
formance or instructional procedures. for reaching your ObJeCtheS
Here we see a great deal of diversitication, but all moving toward
the. same obJectlve Some will use simulated work experience that
may be sub-contracted and is done on campus. Others may have on-
campus jobs or controlled workshops. The approach must be deter-
mined by the population with which you are working. These ap-

. proaches are what | call instructional procedures. But our suc-
cess is still determined by the student who is gainful]y'employed.

The third phase of deVe]oplng a program.is what | call |mprOVement
A course should be as up to date as'.a morning newspaper. .This
.phase is probably the simplest to check but one of the most.criti-
cal. All too often-we have a student on the job and feel we have
completed our task. There are two important aspects in this phase.
The first involves checking student performance against the objec-
tives and secondly, ‘checking the.objectives against the job. When
a’'student is enrolled in classes, evaluation techniques are readily
available, However, after he leaves, continue to check on his pro-
gress. Call him on the phone, send a questionnaire, talk with his
supervisor. Go back to your job analysis ‘and ask spec1f|c ques-
tions. To answer the questlon ”how s he d0ing“ doesn't require
mucH analysis. : ' - :

in Tennessee thls past year, we had the follownng breakdown of
placementS' . : :

Total,wages earned By'a]] students. - L $2 621. 40

.. Total hours worked by all students - - . 2 ,291
. Total students placed for wwrk: experience - '
"~ - and diagnostic evaluation S o 18
" Placements B :
Child _care aides : 5
‘Restaurant food service L 9 B
Piano tuning - S w7 EETT L2
~ Transcriptionists = S L 2
 Highest wage/hour” earned at end of year ~1.95
‘Lowest wage/hour earned at end of year 1,60

Students enrolled in permanent vocational work :
experlence,~'average wage earneﬂ "‘; ~1.70

“We also had- four students that were not employed ’We‘havefhad'
three to. be dtsmlssed S

-
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In summary, | would like to say that vocational education is not a
panacea but it does offer a great deal of opportunity for students:
if well planned. In smail.schools, it will cause schedule diffi-
culties, especially in residential schools who have athletic and
music programs occurring in the afternoons. Let's explore job
opportunities that are not tradltlonally thought of in the area
for employment of the visually handicapped. -We know students can
be successful in vending stands, piano tuning, etc. Let's get out
and do some job analysis, set up curricula with objectives based
‘on these analyses and use whatever instructional methods necessary
to get the student on the job. Don't bore the student in the
-classroom with irrelevant facts After you've done all these

things, smile, work and pray, and I'm sure the’ program w:]] be
successful. :




"GIVE A MAN A FISH*AND HE CAN EAT FOR A DAY. TEACH HIM
HOW TO FISH AND HE CAN EAT FOR THE REST OF HIS DAYS. .

Isaac D. Clayton, Coordinator
Work-Study & Work-Experience Programs

Maryland School for the Blind
Baltimore, Maryland

In any local economy, new industries emerge; some grow, others die.
As a result, the occupational compOS|t|on and skill requirements of
the work force change through the years and past manpower needs are
an uncertain guide to future requirements. Extensive projections
of these changing ‘manpower requirements are needed to ensure pro-
per planning’ of vocatlonal educatinn programs and tralnlng facili-
ties. :

No.single acceptabie methodology exists to- predict emp]oyment needs
by occupation. Some of the principal methods used are employer
surveys, JOb opening data, and. |ndustr|al emp]oyment trends.

A]ready exlstlng studies did not prOV|de concrete evndence that

‘could 'serve as.a total basis for developing Vocational Education

Program projects appropriate -for the blind and partially- sighted.
Therefore, from March 1 through August 31, ]972,_under a grant
from the Mary]and Department of Education, Division of Vocational -

.~ and Technical Educatlon, the Maryland: School for the Blind is con--

ducting a survey to: - {1) determine ‘occupational opportunities for
the blind and partlally sighted in the ‘State of Maryland, (2) de--
termine the employment history and present job placement of vis-
ually .impaired adults who attended-the Maryland School for the-
B8lind from 1951 -thréugh 1971, and (3} develop a p|?ot Vocational
Educatlon Program in accordance wnth the f\ndings inot and “2”

; above

~ The.content of . thss Daper should be assessed in the llght of the

history and current status of vocational education curricula in

_ schools’for the blind at the national and local level. .
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In an effort to ascertain the current trend in industrial ar.s and
vocational education programs in residential schools for the blind,
the writer developed a questionnaire seeking information regarding
said programs; the questionnaire was sent to the 4l resndentlal
schools in the United States -

Tables 1 and 2 on the FOIIOW|ng pages attest to the sobering state
of our pre-vocational and vocational programs in terms of truly
preparing the visually impaired student for the world of work.

Over the years, vocational and technical education has increased
on a.very limited scale in schools for blind children, as compared
with quite extensive deve]opment ih the public schools. The range
and quality of opportunities in vocational education programs for
the blind has not kept pace in curricula or physical facilities.

It is reasonable to assume this lack is due to reliance upon_ the
post-graduate experlences which students have under the auspices
of public agencies charged with this responsibility. The oppor-
tunity of receiving post-graduate training or schooling, however,
seems to be available only to a select few. Generally;"those
“b1ind students with a higher capacity for learning (20% to 40/)
are the. ones who do, and rightfully so, receive the bulk of ad-
"vanced education and training. HOWever this is serving the needs
of the minority, and it is time that educaLors of "the blind.also
serve the dire needs of the less able majority through realistic
vocational educatlon programs_that will provide vnsua]]y |mpa|red
children opportunities for trannlng and emp]oyment in suntab]e and L
vsatlsfylng occupatlons o . -

Many educators of the bllnd have recent]y ‘shown an upsurge ‘of in-
terest in the 'less |ntel]ectua]ly endowed majority of the|r school
enrol]ment because of (1) the growing belief that eveTryone is en-
titled to use his. abllltnes--whatever _they may be--in a productlve
way, and (2) the cost of dependency as compared wnth self- suffi-
ciency. R : :

Too often, vocational educational programs in schools for the
blind have been predicated upon an a]ready established and satu-
'rated labor market; we have been remiss in exp]orlng new -avenues
of occupatlonal trannlng and placement.‘ :

The prob]em is. four fold ‘(1) Plannlng and maklng occupatlonal
. .projections as»ldentlfled by .the various labor market- projection
‘methods, = (2) - establishing appropriate vocational education. .
facilities for blind school age children, (3) - deve]oplngrfealis-
tic® vocatlonal educat}on programs for blind children that will .

3




TABLE I

School | Enrollment | Pre-Voc: & I Program Maximum College
No. - M F Participants | Bound
1 181 33 21 60. 25%
3 . 174 15 12 40 60%
4 140 8 8 ? 33%
5. 86 4 8 55%
6 140 20 18 0 33-1/3%
7 207 .70 50 150 20% -
8 185 26 3 45 25%
9 .31 9 7 :
10 43 0 0 0 0
11 165 60 . 30 100 . -50%
12 112 - 23 6 40 20%
13 85 22 - 30 40% -
14 7133 35 -5 42 40%
15 122 35 . 10 60 10%
16 110 20 .3 - 45 60%
17 277 11 24 277 50%
18 ! .
19 277 89 63 177 23%
20 79 23 22 59 0
21 90 20 .35 20%
22 - 198 . 28 0 . 35 50%
23 168 12 12° - 5%
24 186 - S5 40 100 65%
26 :
27 . % : o
28 163 27 24 31 75%
29 -+ 342 102 77 200 31%
30 - 33 6 -0 .33
31 © 171 .56 46 109 25.3%
32 L 124 36 - 27 63 35%
33 o . o |
34 260 - 40 10 - 60 30% . -
35 195 - - ? 20%
36 . 165 46 - . 37 ~ 83 ‘Unknown
37 43 12 .- 12 10% ..
38 185 54 24 120 - 65% -
39 266 75 20 o130 40%
40 67. -8 11 1y 0
41 104 .| 27 11 52 30%
42 133 .-} .36 |33 69 40%
43 135 128 - 20 100 | 40%
44 110 - - 33 .33, 170 .| 45% i
45 - | 7153 1 45 | 40 | 100 55% - . -
Total .| - '5838- [ 1249-(21%):| 755 (12%)], 2646 S




TABLE 11

R
e

School{ Specific | Salable | - Limited Attend .

No. |Occupation | Skills | Hobby ¥kill~ ~Local Exploratory
: Development | Voc. Tech :

1 X ‘ X X 9

2. X X 0 - X

3 X X X X 0 X

4 X 4 9 . X

5 X X , 1 X

6 X X 0’

7 X X . 10 X

8 -~

"9 X 10

10 X 0 X

11

12
13 X 0

14 .

15 = .

16 _ . X X

17 X X X X : X

18 X X X 0 X

20 _ : X

21 X N x |, X 0 X
22 ' X : X 0 X

23 .

24 X X : X
.25 ¢ \ X 0 X
26 o X X ; X
27 X X X 0" . X

28 o X X X
29 o R - - - B

30 X .7 X 6
31
34 - X .- 0 X
35 X . X X 0 X

36 X X 0 X

37 '

38 | X . : X

39 RS - X X X - X

41 X X ! X 110 X

42 ‘ ~X X~ X S0 X
43 S ‘ : L o

X




better equip them for employment in today's and tomorrow's:compe-
titive :and/or sheltered labor market, and (k) diminishing the
existing pre-~vocational gap between the school "and other agencies
charged with post-school training and eventual placement.

Recent surveys at the Maryland School for 'the Blind and other
schools for the blind {(Dauwalder, D. D., Education Training and
Employment of the Blind, 1964, p. 68) |ndicate the need for effect-
ing complete. vocational! education programs and developing the
necessary physical facilities for their impiementation. The statis-
"tics indicate that 60% to 80% of the students are not endowed with
college ability. This, coupled with the growing number of multiple-
handicapped blind children reaching school age each year (currently
more than one-third of the enrollment at the Maryland School for

the Blind fall into this category), vividly outlines the magnitude
of the problem. :

[ .

. DESCRIPTION OF ACTIVITIES

}. A questionnaire will be sent to 2,000 selected employers in the
State of Maryland. C : .

" The questionnaire will be validated by personal interviews with
a randomized selection of the respondents, both positive and
negative, and will be tabulated by areas to provide the data

~for correlatlon purposes : .
Further valldatxon wxll be prov1ded by relating results of thls

. ~survey with information ‘available from Maryland State Depart-

.‘ments of Emp]oyment Security. o :

2. A questlonna|re wull be sent to former students who attended
the Maryland School for the Blind from 1951 through 1971 and
foilowed: -up 'with personal |nterv1ews where necessary

3. Approprlate statlstical analysus of tne data will be performed
: to test the nu]l hypotheses stated above

b Educatlonal curricula w111 be deslgned for Pilot Vocatfonal
' Education Programs as. 1nd|cated by the results of. stepsfl
through 3. :

R o _':USE}TQ BE MADE OF 'FINGINGS
1. The results of_this'studyAWE}] be used to'estahlish_realistic'
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and meaningful vocational education curricula at.the Maryland
School for the Blind based on the salable skills which need to
be developed to meet. the requurements of the current and pro-~
jected labor market. .

2. The.results WI]] be disseminated and published in order to pro-
vide other vocational education programs for the blind with the
occupational information, most of whnch is not available from
any other source.

3. Although this study is limited by design to the Maryland School
for the Blind, it will have considerable applicability to other
metropolitan areas and will indicate the methods by which simi-

" lar surveys. could be developed.

L. The results of this study will have general educaticnal signi-
~ficahce; as a method for relating particular vocational educa-
- tion problems to occupatlonal opportunltles
'5. The results will be used in maklng appropriate changes in the
existing Maryland School for the Blind vocational program. .
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- GUIDANCE: FOR WHOM? FOR WHAT? BY WHOM?  HOW?

Geraldlne T. Scholl, Professor in Education
Specnal Educatlon

’fﬁhiversity of Michigan

Ann Arbor, Michigan - &
There is a story told about a woman who entered the hospital. She
needed an appendectomy; she got a hysterectomy; but what she really

wanted was a facelift. The story undoubtedly illustrates the sta-
tus of many recipients of guidance- and rehabilitation services to-
. day. Many get what they don't really need; others get what they
don't want; still others don't want what they really need and may.
or may not get

_Thls is an age of accountabllaty for the deI;very of services.

The dellvery system must demonstrate that its services are needed
and wanted by the recipients and furthermore, that the services
~rendered are effective within stated goals’ and objectives.  On-
going evaluation of the entire delivery system is essential to ar-
rive at this determination. Within this context;, therefore it '
may be well to review school ‘guidance. services from ‘the point of
~ view of for whom are services offered, to what end, who shou]d
render them and how should they be dellvered

. It goes wnthout saylng that most gundance personnel would agree
-that their services are and shovld be given in approprlate quality
“and quantity to students. This is an ideal that is''probably far-

~from reality. MWilhelmi (1970) found in his study that blind sub-

- jects with a higher level of intelligence received the greater.

- amount of money and the greater degree of counseling during their .
rehabllltatlon As a matter of fact, for his.lowest.group, sub-
jects with a measured.l.Q. 50" to 84, there was a negative corre-"

‘lation between degree of counseling and all three criterion varia-
btes which he used for determining vocational success ‘namely,,

. income earned, percentage of time worked since completlng school,
‘and socio-economic status. The negative correlation with earned '

" income was significant at the .05 level. For the.to*al.population




he used in his study there was almost no relationship between
_counseling and any of the criterion variables used for vocational
success. When the amount of money spent on a client was used as a .
measure related to degree of counseling, it was found to be a sig-
nificant predictor variable on]y for his second group of subJects,
that is, those with measured |.Q.s between 84 and 100.

It is always difficult to generalize.from research completed on
one group to a total population. However, some of these findings
raise some interesting questions. Do counselors tend to spend
their time, financial resources and energy on the upper intellec-
tual group who may not really need their services in order to suc-
ceed? Are counselors giving the wrong kind of service to the
clients who have a lower level of intelligence, so that such coun-
seling may actually interfere with the rehabilitation process?

Are clients across the board given the sane ''treatment'' when in
reality there should be some dnfferentlatlon and variation of
counseling?

If we are to attain the objective of giving service to all, we
neex to develop a variety of delivery systems in order that each
is given what he needs to the degree that-he needs it. The same .
mixture of serV|ces may not be appropriate for all in equal mea-
sure. : .

Changing societal conditions raise many questions.regarding the
purposes of counseling, that is, to what vocational goals are we
directing students. It was estlmated some' years ago that the aver-
age person changes occupations at least three times during his
~working. life. This figure probably needs to be revised upward in
the light of the increas.ing number of occupatlons ‘that are becom-
ing obsolete. ‘An illustration from our own field lies in the ex- .
citement and flurry with which- blind persons were steered into ‘
computer programming. Now, a few. years later, some are haV|ng
dlfflcu]ty getting jobs and the future of the occupatlon is pre-
sently in-doubt. For whatever field we are QU|dtng young persons_
to consider as a vocational possub|l|ty, we, as well as they, need
to understand that the possibility ex[sts‘that they may _not be able
. to pursue. that career for their entire working life. This calls
into question the'practice of training for specific'jobs' It is
undoubtedly questionable to direct efforts in a specific dlrectlon,
instead, emphasis should be- placed on broad general tra|n|ng that -
_may transfer to the spec;flc : D :

[ .
'It is estlmated that there are presently approxlmately 3000
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visually handicapped students ‘in colieges and universities across:
the country. With the changing job market and the impossibility
of many current college graduates to obtain employment commensurate
with their level of training, one wonders what kind of guidance and
counseling these 3000 students have had or are getting. Natura]]y,
one may ask the same questlon regarding the thousands of normal
young people who are in college too. But the question becomes some-
what more critical when dealing with a handicapped population. fIn
times past, the handicapped person and those from minority groups
needed more training in order to get a job. This generalization
may. not be appropriate at the present time when employers are look-
ing for those with lésser training so that they do not need to pay
them on a higher salary level. Our studies (Scholi et al., 1969;
Bast, 1971; Wilhelmi, 1970) all found that under- empioyment rela-
tive to training is a common characteristic of the employed popu-
lation among the blind. Indeed Wilheimi (1970) found that with
brighter subjects additional training did not contribute to greater
success as measured by his crsternon variables.

At least two questions come to ‘mind regarding this aspect of gui-

~dance.  Will anyone 'in the future be able to obtain the job he
wants?  Will everyone be able to get a job? Several years ago |
“raised the question of whether it is realistic for us to prepare i
our handrcapped population to look forward to job placement. It '

e,

would seem from a review of present societal conditions that em-
ployment may not be a feasible objective for our entire population
whether. they are handicapped or not. If this be true or possible,
 then the’ emphasic in educational programs must change in order to
l-prepare students for satisfying. and productive living in an unem-
'ployed setting. . ln addition, the question of obtaining a job com-
mensurate with. abilities arises. It may be more reusonable to em-
phasize in educational programs those aspects of education which
"will . broaden iife's -experiences apart from the job. In such an
instance, individuals should receive help in |dent|fy|ng activities
“which wnll make 1ife" away. from the job meaningful and interesting

to compensate -for the eight hours’ spent on the job that are routine.
and dull. There still seems’ to be a shortage of workers in the.
technical and service occupatvons However; many of.these are rou-"
~tine and not challenging in and of . themselves.- Perhaps job train-
ing should include instruction on how to survive a dull job by .
“having an interesting 1ife away from the -job.” 'All. of.these obser-
vations would seem to suggest that satisfaction of do:ng a job-

well and/or devotlng one's.entire life to a particilar job is out-
" moded. ‘These may- be questlons and issues which should be. dxscussed
.and well thought through as we are plannlng educatlonal programs.

~ for the future. - :

ERTNS




Many of the foregoing issues are related to the ques’ion of who
should be doing the counseling. Bast (1971) found that when inter-
agency cooperation was instituted, successful placement of clients
was achieved even when all factors, including potential of the
clients, seemed to point in the direction of lack of success. Is
t. 2 task of guidance and counseling too large to be performed by
any one person within the educational setting? It is possible
that those engaged in such an activity within a SpeleEC school -
may be setting their sights on too narrow a .range of occupational
choices due, not to their own inadequacy, but to the impossibility
of knowing about everything in this day and age. . in addition,
perhaps some are setting goals too high for some students-and too
low for others so that reality is not taken into account. In re-
viewing records for our study {Scholl et al., 1969) we found for
some clients an unusual. number of case closures followed by re-
openings within a short'period of time. In addition, many clients
were placed in one training program after another, usually totally
unrelated to each other. This may indicate a tendency to recom-
mend a training program at a particular momert that seems toflook
good without giving, thought to whether this really meets the needs
of the client or whether he really wants that kind of training.
Certainly, the recent‘experience in computer programmning would
support this possibility. It is necessary %o be reality-based and
at the same time mlndful cf the needs and capaC|tles of cllents.

The success of any one individual is dependenr upon -the-efforts of
numerous professionals . working in a team approach in he]plng him
solve h|s‘prob]ems The .time has passed when a guidance counselor
can work: in isolation in’ a school settirg ‘without also taking into -
account the- contributions which teachers; houseparents, parents,

and other agency personnel may make in. order fo assist the visually,
handicapped:student. In addition, the knowledges and skills of
other.professionals are needed. = Current study and assessment of .
what ‘is going-on in the world of business and industry are also

] abso]utely essentia). ' : ' ‘

We turn now to the “how{“ Studies in work for.the blind (Bast,
19715 Scholl et al., 1969), as well as those in other fields, .
stress the importance of self concept in success, whether this be
academic or vocational. This implies that,there must be an assess-
ment of persona]lty characteristics and an ‘intervention program
undertaken very.early in the child's llfe beglnnln ‘with parent
educatlon during the pre-school years. Many experiences. in the
'real" world must also-be provided since contact with the normal
is essential in order to arrlve at a reallstlc appralsa] of one' s-‘

S
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own abilities. Bast {(1971) found thaf his employed group had the
following personality characteristics: 'more permissive, accepting,
open-minded, less authoritarian and self-centered. He suggests
that certain personality traits may contribute to vocaticnal suc-
cess to a.yreater degree than overall ''‘good adjustment.' - The blind
beggar as described by Scott (1969) may.be well adjusted but may
lack_ the necessary personality characteristics in order to be suc-
cessfully employed, according to our definition. More specific
‘personality assessment and programs of intervention should be uti-
lized in preparing students for potential employment.

An important aspect of the "‘how'' must also include attention to

the increasing need for the team approach. Compartmentalizing cer-
tain functions within % school or within a delivery system, which
includes schools and various social agencies, cannot meet an objec-
tive of working together on the common objective. Schoal and
“agency personnel must be in constant communication if thws obJec-
tive is to be reached. . :
Another important aspect of the "how'' is the increasing necessity
of involving the student as well as his parents, wheh appropriate,
in the total process. The age of decision-making apart from the
person involved is over as, rncrea5|ng]y, individuals are demand-
~ing that they be heard and be involved in the plocess‘ When this
- comes about, there.wili be different practices :in record- keeplng
as Well as different procedures for evaluatlon ‘ :

R

Flnalry, as accountablllty is empha5|zed an.apprbpriate method ™
for measuring outcomes..must be developed. A case clostre followed
by a reopening a year or two ‘later is not a success. Perhaps what
is needed is a continuing system of o1 1ow- up that includes re-

'~.ftra|n|ng when and as necessary tnroughout an |ﬂd1vadual's worklng

life.

!n closing, we might return to the beginning story and apply its
principles to what should be done with regard to the delivery of .

guidance services. Efforts should be directed toward helping stu-
dents-know what' they want by continuing exposure to reality. "Then
a delivery system should be planned to help them get what they need
. in o;der for them to attain what they want. The practice of giving
1what ‘the delivery system determtnes is needed, regardless of what
the :actual need or want at a partlcular time: may be, is doomed to
fallure as we move into an era of accountabllnty and c]tent in-
volvemen* in the dellVery of servnces S : -
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INTRODUCTION TO SECTION ON LOW VISION

Elinor H. Long, Chief’of Special Education Services &
Supervisor of Programs for Visually Handicapped

Bureau of Special Education, Departmeht of Education
Harrisburg, Pennsylvania

For nearly fifty years the low vision child who happened to live
outside the large city school .systems which offered ''sight saving"-
classes, or who was unable to achieve academically even though en-
rolled in ''sight saving' was referred to'a school .for the btind for
placement. Here he frequently was a misfit because of the empha5|s
placed on braille, and was often a discipline problem because he
saw enough to get into trouble and usually was an instigator of
various kinds of disobedience in the school or dormitory. By World
War Il many schools for the blind as well as public schools were -
operating -classes specifically for those children who used print,
aithough there was a common ‘tendency to restrict enrollment.to
those whose visual acuity was greater than 20/200. " These classes
also became available somewhat later for those who iused low: vision
aids, and today are.being used for low vision: stlmulatlon activi-
ties. : ‘

The concept that any.degree of vision should be viewed as an asset
to the child and encouraged rather than.stifled was largely the
result of crusading. by Doctor Gerald Fonda, ophthalmologist, of
New Jersey, whose posntlon was reinforced by the low vision.aid
movement. [t was not until the 1960s and. the puoneerlng of Doctor
Natalie Barraga that-a formal educational program leading to im-
"provement of visual functuonlng in children with low distance
~vision was developed and presented '
The' posntlon of the AEVH workshop that is concerned wnth low vision
is that the child who enters our schools with any dzgree of vision
deserves .the right to develop that vision to the fullest potential.
I'f. the.schools subscribe to this philosophy, what will be the im-
plications for admission, for educational. programming and curri-
culum, for instructional, as well as ancillary personnel, for
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dormitory and recreational management, for facal|t|es,-eqU|pment
"and materials?

The fol]ownng papers provide some perspectives from which to view
this problem.

- LOW VISION TRAINING - IMPLICATIONS FOR TEACHER
PREPARATION AND PROFESSTONAL DEVELOPMENT

Don L. Walker, Ed.D.; Assistant Professor &
Coordinator of Teacher Training, -Visvally Impaired

- Department of Special Education
‘ University of Virginia
Charlottesville, Virginia

" The trouble with'educationvis :

The line above might be followed by one or more of several hundred
~ critical 'statements most of which are probably true, to some extent.

| should like to modify’ the preface slightly, and then finish the

statement by saying: - ‘
" The troub]e with teacher education is that the program content is
primarily philosophy-based rather than objective-based. Further-
more, teacher training.is characterized by a heavy emphasis on di-
dactic teaching and vicarious experiences. Permlt me to cite an
examp]e from my own experlence '

STEC

At the University of Virginia we have what we believe .is a pretty
“fair program for training teachers of exceptlonal children. In
keeplng with a national trend toward removal 'of categorical labels,
" and in order, hopefu]ly, to make our program more comprehensuve
and efficient, we decided to explore the possibility. of merging
the first educat|onal methods -courses in the areas of Emotlonally
. Disturbed, Mental Retardatlon, Learnlng Dlsabilitles, and’ Vasua]ly
' Impalred '
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We found a great deal of content in common, such as learning
theory, :diagnostic testing procedures, perceptual-motor develop-
ment, developing instructional objectives, parent counseling, and
language ‘development. - So we decided to schedule the courses in
‘the same time slot and team-teach them under the acronym, STEC:
Strategies for Teaching Exceptional Children.

Topics were selected, with each of the four faculty members taking
a fair portion of the class sessions to make presentations on the
areas in which each felt most competent. Following each presenta=-
tion we divided into our specific interest groups and had seminar
sessions in which we related the topics of the day to our own

area (ED, LD, MR, or VI). Of course, each topic had relevant read-
ing assignments by Whlch the students were to prepare for the up-
coming presentation. : :

We started the semester with Learning Theory, specifically with
emphasis on contrasting the humanistic and behavioristic approaches.
.In the fall of 1971, Skinner's Beyond Freedom and Dignity had just
‘been published and was being widely discussed. - In addition we had
‘just finished an ofientation period for new students which included
two days of lightweight sensitivity training.. The results of this
beginning for STEC.were rather exciting, and quite stimulating.
However, by the end of the first month, after we had moved into the
specifics of teaching strategies, the students became restless and
we reaped some of. the results of the sensitivity training. That is
to say, with only a small amount of..encouragement the students ex-
pressed their feelings about the course. Most of the students felt
intellectually stimulated, but were confused as to what was expected,
~what they were supposed to get from the situation ‘that could -be ap-
plled with children. Most of their comments were negative, but con-
structive. They, for thé most .part, felt the idea of STEC was OK,
but were having trouble relating the content to their own specific
areas of interest. We had related practicum experiences, but appar- .
ently these were |nadequately coordinated.

There is not time to descrnbe the action we took to resolve the
problem, but we feel that with the-heip of the students we made
some definite improvements in the ‘course as we went along. My

+.point is this: We developed the course on the philosophical posi-

tion that most of the content of all of .our beginning methods
courses was based upon concepts which the various areas had in com-
mon, but which needed to’'be applied in different ways, depending on
each child's condition. .| think this was a good, valid, and even
progressive idea. Our problem was that we failed to decide at the
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outset the specific behaviors we expected to see in our students
after each experience and at the end of the course. We neglected
to do the very thing we had been telling our students to do, that
is, to express our outcomes.in specific, observable, behavioral
terms. . As might be expected, this omission did not escape the at~
tention of our students. | don't think this was a unique or iso-
lated experience. On the contrary, 1| think that this is a.common
characteristic of teacher training programs. May | say, it is all
too common throughout education? Look at your own .course of study.
How often do your objectives begin with 'To understand...,'" "'To
really understand...,'" 'To appreciate...'"? How can you tell when
these objectives have been achieved? o :

In-Service Training

Most of the in-service training with which | have had experience
as a teacher and administrator has been similar to our STEC program
at Virginia in that it was based primarily upon considerations
other than behavioral objectives. -More importantly,'emphasis has
been on didactic teaching and vicarious experiences. Those few
experiences which stand out .in my memory as the most valuable were
characterized by some amount of direct involvement, with: < carly
“understood behaviorai goals. However, most in-service training pro-
grams in my experience had about as. much effect on the behavior of
teachers as the-appearance of a political candidate on prime time

" TV has on a group of teenagers. At best they ignored it, at worst
‘they turned it off. After enduring lectures, discussions, movies,
SIides, and many coffee breaks, even perhaps a cocktail party or
two, everyone went back to work at.the same old JOb same old pro-
b]ems same. old teachlng behavior. : o '

Since a teacher's sole reason for existence (professionally, of
course) is to modify people's behavior, those of us in the business
of -training teachers ought.to have specific behaV|oraI objectives
as the de5|red outcome for every course, every in-service training
workshop, even for every class session. Behavioral objectives for
students provide the ultimate criteria for evaluation of teacher
effectiveness, for college professors as’ well as for classroom
teachers. :

Training in‘Utilization of Low Vision
Two years ago a . number of~Gs" were lnvo]ved in an exercise in skll]
. dissemination: which was. carried out under: the stimulation of the

U.S. Office of Educatlon This was -the series of special study
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.institutes on utilization of low vision. The goal was to develop
in teachers -the skills of assessment of visual efficiency ‘and of
training children to make more efficient use of low vision, with
‘the assumption that the teachers would then use these skills to
help their pupils. The goal was behavioral, at least in concept,
and the skills had been validated through research. This' the
blessings of research would at last be translated into practice
and ‘a brilliant shaft of the ‘1ight of knowledge would pierce the
darkness of ignorance.

| had the pleasure oF parttc1pat|ng in four of these spec'al study
institutes, once as a participant, once as a staff member, and
‘twice as d|rector. After all thls,;l think I'm finally beglnnlng
to get the hang of it. Until I tried ‘teaching the subject matter
to my own. graduate students th:s past year, there was: no evidence
before me that our efforts had been successful Informal IanlrleS
‘made of administrators ‘who'se teachers had participated in the in-
stitutes, and direct contacts w1th some of the actual participants,
‘|nd|cated that in many-cases the Skl]]S taught were not being used.
However, after teaching: the theory and the technlques and provid-
ing some supervnsed practice in. adm|n|ster|ng the  visual efficiency
scale and using the results in plannlng trainlnq programs, | was
delighted to see a real change in my own students behavior. When
they hit the practicum trail in the sprin”* .‘Were administering
the Visual Effncnency Measure all over: th“place making profiles,
and planning vision stimulation programs for individual students.

In contrast to many of the teachers. Who had been exposed to the
short term special- study |nst1tutes these graduate students, who
had had ‘no more hours of tralnlng, were really using the skr]]s

I hadn't really changed the format much from that which we used in
some of the institutes.  What | did do Was*change the proportlons--
of time allotted to certain activities. About 20 per cent of: the
time was devotcd to lectures, class discussion, and’ explanation;
about 30 per cent was spent in viewing demonstrations of test ad-
ministration, profile plottlng, and remedial activity deve]opment
and 50 per cent -of the time was spent in supervrsed administration
of ‘the Vlsual Efflc:ency Measure and the relevant activities ‘that
‘followed it. If | could have increased the total time to be spent
"on training in, this area, all of.the increase wou]d have been de-
" voted to superVIsed appllcatlon and evaluatlon

-1 would lnke to sugqest the fo]low1ng hypothesus -When objectives

of training programs are constructed on the basis of the specific
behavtora] consequences desired, and when the programs themse]ves
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proVide an opportunity for trainees to have ‘direct experience, .per-
formance evaluation, and help in correcting problems, the desired
behaviors .are more easily established, and probably will continue
after the training period ends. With the special study institute
as a series of successive apprOX|mat|ons of our own desired be-
_haV|or, those of us who_taught in the institutes have conflrmed
(not developed or created. because they are not new) a few basic
principles for in-service training generally: -

.s»1. Express objectives in specific, observable, behavioral terms,
and make certain that trainees know-what 'they are. For example,
one objective of an iinstitute might be: '"At the conclusion of the
institute each participant will administer the Visual Efficiency
Measure to a visually impaired child within a total administration
time of fifty minutes or less.'" This statement is behavioral, and .
the time llmlt prOV|des a criterion for acceptab]e performance.

2. For each in-service program, narrowly limit the topic and the
range of behaviors expected. 'If the topic is assessment and train-
"~ ing for utilization of low vision, don't. take-six hours of an 18
hour workshop with a.cram course on the structure of the eye, human
growth and development, or theories of perceptton I f the parti-
cipants don't already know this, you aren't going ‘to teach it in
~six hours, but the broadening and ditution of the subJect matter
may serlously Je0pard|ze the success of the workshop in changlng _
the behavnor of ‘the partncnpants . ‘ B

=3, Severely llmlt v1car|ous exper|ences, especnally ]ectures A
jittle of this goes a long way. At least use a variety of media .
for vncarlous expernences to keep peopTe awake until the fun starts.

L. Place heavy emphaSIS on practical appllcatlon of the behavnor
to be learned, and provide adequate feedback so that performance

~ can be :mproved Opportunity for app]icatlon sometimes is impor-

- ‘tant also in demonstratlng to skept|cs that the technlques, when
properly applled reale ‘work. ‘A good example of' this is .the work
which has been done in orientation and mobility in the past ten
years. Anyone who has .worked under a bllndfoid ‘knows how. reinforc-
ing it is to discover that, but for the 'use of the hand 'and forearm
'technlque one mlght have broken his nose 