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ABSTRACT 

This research study investigated the relationship between 

teachers' understanding of the theoretical principles underlying the Van 

Dijk Curriculum for students who are deaf-blind and teachers' 

implementation of related instructional strategies. This study was 

conducted at the Rafael School located on the campus of the Instituut 

voor Doven, a school for deaf children in The Netherlands. six teachers 

who were specifically trained for at least three years in the Van Dijk 

curriculum at the Rafael School were observed and interviewed during an 

academic school year. 

A comprehensive system was developed to examine the dynamic 

relationship between teachers' understanding and implementation. Using 

qualitative research methodology, teacher implementation was documented 

through observations and teacher understanding was documented through 

interviews. A systematic coding procedure was used to analyze the data. 

In general, the findings indicated that a relatively consistent 

relationship was found between teacher understanding and implementation 

for five of the six teachers. The one exception was a teacher who 

demonstrated that she understood the theory underlying the curriculum 

but was not a high implementor of the related instructional strategies. 

Possible explanations regarding this particular teacher's incongruent 

relationship of understanding and implementation are discussed. 

This study demonstrated that a systematic procedure can be 

developed to investigate the relationship of a curricular theory applied 

to practice. Furthermore, this study provides insight into how 

teachers' understanding of theory translates into practice. The 

particular conditions and circumstances under which the relationship of 

teachers' understanding and implementation was investigated in this 

study suggest that a shared philosophy, a theory-based curricular model 
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with integrated strategies, and ongoing staff collaboration and 

administrative support seem to impact this dynamic relationship. 

Ultimately, the goal of any curricular theory is to enhance student 

progress. The teacher is the vital factor in ensuring that this goal is 

achieved. This study supports that teachers are able to understand 

theory and implement it as intended. 



CHAPTER ONE 

Introduction 

The curriculum field of study known as curriculum 
implementation is a response to the fact that 
research, theory and new programs are not used by 
schools as intended (Connelly & Elbaz, 1980, p. 
106) . 

10 

Curriculum implementation often is considered a cornerstone of the 

educational system. When a curriculum is theoretically driven, a 

problem may arise in the implementation of theory into classroom 

practice. The major implementor and translator of educational theory is 

the classroom teacher, who is responsible for interpreting the theory 
_. 

and effectively implementing the theory into practice. 

By law (IDEA, 1990) special education teachers are held 

responsible for assessing students, writing students' instructional 

goals and objectives, and demonstrating student progress. However, 

special education teachers are rarely held responsible for truly 

understanding and appropriately implementing a curriculum that is based 

upon a specific theory. This "true" understanding and "appropriate" 

implementation of theory-based curriculum applied to practice is unclear 

and unexamined in many classrooms. 

Most teaching professionals would agree that teachers are expected 

to understand theory and to implement teaching methodologies and lessons 

derived from the theory. The implementation of a curriculum is vital in 

determining its effectiveness for students' learning. Most curricula 

are generally based on some type of educational philosophy and/or 

theoretical construct (Connelly & Elbaz, 1980; Dunst, 1981; Eisner & 

Vallance, 1974; Guess, Horner, Utley, Holvoet, Maxon, Tucker, & Warren, 

1978; Posner & Rudnitsky, 1978; Hunkins, 1980; Taylor & Richards, 1985) 

that frequently determine the overall design of the curriculum--goals, 

objectives, content (tasks), and type of sequencing and methodology. 
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Ideally, the theoretical basis underlying all the above components can 

be readily understood and implemented into practice (Eisner & Vallance, 

1974; Haring, 1979; Sand & Myers, 1967). In reality, teachers' 

knowledge about a particular theory may not always be reflected by their 

teaching practices within the classroom (Carter, 1990). This 

possibility served as a catalyst for this investigation. 

The main interest in this study is teacher understanding and the 

implementation of a particular educational theory and set of principles. 

As Connelly and Elbaz (1980) stated, "When everything is theoretically 

said; it still remains to be done; and it is done by practitioners with 

their own beliefs and assumptions and with their own notions of what is 

worth doing" (p. 102). Researchers suggest that somewhere in curricular 

implementation the theoretical basis is often diluted or lost (Connelly 

& Elbaz, 1980; Goodlad, 1984; McCutcheon, 1985; Taylor & Richards, 

1985). A need exists for an investigation of teacher implementation of 

t~eory into practice using the context of a theoretically driven 

curriculum. Such an investigation could benefit the field of education 

for all students by guiding curriculum reform, design, and development; 

by enhancing the pre-service training of teachers; and by validating the 

effectiveness of a theoretically driven curriculum. 

This particular study involved six teachers who instructed 

students at the Rafael School for children who are deaf-blind. The 

Rafael School is located within the Instituut voor Doven (The Institute 

for Deaf Children) in The Netherlands. This school uses The Van Dijk 

Curriculum which is an internationally recognized curriculum for 

educating students who are deaf-blind. 

The extant literature indicates that teachers of students who are 

deaf-blind and those with other severe multiple disabilities have been 

making their own decisions about curriculum development and 
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implementation for 30-50 years (Baldwin, 1976; Bullis & Otos, 1988; 

Burton, 1981; Edgar, Maser, Deutsch-Smith, & Haring, 1977; Goldstein, 

1981); Roberts, 1976). This is not surprising because research-based 

curriculum development and validation is lacking in the field of severe 

special needs education (Calculator & Jorgensen, 1991; Cegelka, 1978; 

Haring & Bricker, 1976; Haring, 1979; Sailor & Guess, 1983). 

Having presented an overview of the issues around curricula and 

establishing the focus of the study, the remainder of this chapter sets 

forth the purpose, the significance, and definitions of the study. 

Purpose of Study 

The purpose of this study was to examine the relationship of 

teachers' understanding of a particular educational theory (van Dijk's) 

to their implementation of this theory. Additionally, a major purpose 

of this study was to develop a system to examine this relationship. 

Implementation was defined as the teachers' verbal and non-verbal 

behavior in enacting the instructional strategies that represented the 

theory. The following research question guided the study: Does a 

relationship exist between the teachers' understanding of the 

theoretical principles underlying van Dijk's curriculum and teachers' 

implementation of van Dijk's instructional strategies? 

Significance of Study 

The significance of this study is to contribute to our 

understanding of how teachers understand and implement curriculum. What 

is unique about this study is that this issue was investigated in a 

school which implements a specific theory-based curriculum. Also unique 

is the focus on teachers of students who are deaf-blind. This field has 

been particularly lacking in theory-based curriculum. This study 

provides the opportunity to investigate teachers' implementation of one 

of the few curricula in this field. In a broader perspective, the 
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significance of answering the question benefits the field of curriculum 

by providing a systematic procedure for studying the relationship of 

theory to practice. 

Definitions 

Child-Outcome Characteristics: The foundational learning 

characteristics that the child who is deaf-blind will use throughout her 

lifetime. The four child-outcome characteristics are development of 

attachment and security, development of near and distant senses in 

relation to the world, development of the ability to structure the 

world, and development of communication symbols. 

Instructional Strategies: The teacher-applied methodologies, which 

related to van Dijk's theoretical principles underlying the curriculum 

and lead to the child-outcome characteristics. These particular 

instructional strategies are described on pages 26-40 and were 

discernable through observation. 

Curriculum: A theoretically driven, comprehensive, organized body 

of content to be learned, including the use of pedagogy based upon why, 

what, how, and when to teach a specific population of students in a 

specific school environment. The "why" refers to the educational 

philosophy and theory underlying the curriculum; the "what" refers to 

the educational goals, objectives, and content (activities and 

materials) employed; the "how" refers to the instructional strategies 

implemented; and the "when" refers to the sequencing of the strategies, 

content and activities. The comprehensive organization includes an 

evaluation system to assess the student's progress. 

Teachers' understandings: Observed verbal and non-verbal phenomena 

that can be discerned and coded as representing praxis of van Dijk's 

theoretical principles underlying the instructional strategies. 



Schematizing: According to van Dijk (personal communication, 

1986), the gradual change in concrete and iconic referents to a more 

evolved symbolic referent that still maintains the original meaning. 

14 

For example, a student uses a mug for snack time. Over time, the mug is 

represented only by the handle. Or, for another student, the mug is 

traced with a marker, and over time, the mug is represented by a smaller 

drawing of the mug. 
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CHAPTER TWO 

Review of the Literature 

Within the context of a literature review, chapter Two describes 

the major contextual features of the study: the curriculum, the theory 

applied to the curriculum, the target population, and the Van Dijk 

Curriculum for individuals who are deaf-blind (the theoretically driven 

curriculum used in this study). The review of the literature is 

organized in five subject areas to provide a foundation for the major 

contextual features of this study. The subject areas are the 

curriculum, theory applied to the curriculum, curriculum for students 

who are deaf-blind, individuals who are deaf-blind, and the Van Dijk 

Curriculum. 

The Curriculum 

Walker (1980) stated that: 

curriculum is clearly an iffy subject. It belongs to 
Aristotle's region of the many and the variable where 
certain knowledge is not possible, only opinion -
multiple and various, more or less considered, more or 
less adequate, but never clearly true or false (p. 8). 

Attempts to find a single definition of curriculum demonstrated 

why Walker's statement is ambiguously accurate. "There are almost as 

many definitions of 'curriculum' as there are writers ." (Posner & 

Rudnitsky, 1978, p. 4). Definitions of curriculum in the literature 

include: 

An event: ... to miss the event in the classroom is 
to miss the curriculum (King, 1986, p. 39). 

The complex network of what to teach and how to teach 
it (Ebersole, 1980, p. iv). 

What is taught in school or what is intended to be 
learned (Posner & Rudnitsky, 1978, p. 5). 

Some curriculum specialists define curriculum by its components. 

For example, Taylor and Richards (1985) defined curriculum as: content 
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of curriculum, course of study, educational experiences, subject to be 

studied, subject matter, and educational activities. Gay (1980) listed 

the components differently: identification of educational goals and 

objectives, selection and organization of content, learning activities, 

teaching processes, and evaluation of student outcomes and the 

effectiveness of the design process. 

Dunst (1981) defined curriculum using components (i.e., 

activities, events, experiences, objectives, and goals), and stressed 

the importance of the linkages among these components. These linkages 

were defined as qualitative descriptions of application, such as 

carefully planned and designed activities, and intentionally organized 

and implemented events and experiences. Within this definition of 

curriculum, Dunst (1981) strongly emphasized the philosophical and 

theoretical position to which the curricular components, pedagogy, and 

implementation were founded. He explained that these curricular aspects 

were all logically indicative of the philosophical and theoretical 

perspective from which they evolved. 

Simply summarized, a curricular definition is relative to the 

opinion of the definer. As Sand and Myers (1967) stated "Nirvana is a 

long way off in curriculurnland" (p. 54). This researcher believes that 

Nirvana will not be reached in the field of curriculum. Curriculum, per 

se, is an open system; consequently, varied definitions exist. However, 

when the definitions are collaboratively viewed in their respective 

contexts, a focus results and the ambiguity and variability often 

associated with defining a curriculum are avoided. 

Theory Applied to the Curriculum 

The intent of this section is not to review all known theories 

applied to curricula (e.g., Piagetian, Gestalt cognitive, or behavioral 

theories of human development). Rather the intent is to describe in 
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some detail what is meant by a theory and how it applies to curriculum 

implementation. 

How one defines a curriculum often overlaps with the curricular 

theory that founded the curriculum of concern (Eisner & Vallance, 1974; 

7ay1or & Richards, 1985); they are not mutually exclusive entities. 

When theory is applied to curriculum, one would expect to see an 

inherent relationship between the underlying theoretical principles of 

the curriculum's design and the implementation of the curriculum 

(Connelly & Elbaz, 1980; Sand & Myers, 1967; Taylor & Richards, 1985). 

Sand and Myers (1967) summarized this relationship in the following 

manner: " ... practice without theory to guide it is blind. Conversely, 

theory without the test of practice is empty. Theory and practice 

should illuminate each other" (p. 56). Thirteen years later, Connelly 

and Elbaz (1980) summarized the relationship with concrete examples: 

Theory is applied to practice. Just as physics 
studies physical events and applies ts theory to 
engineering practices, so--according to the applied 
view--social science theories study social events and 
apply their theory to the practice of education (p. 
106) . 

Taylor and Richards (1985) viewed curriculum theory and practice in a 

more global way: "Curriculum theory must take account of the subject 

matter, the learner, the teacher, the milieux and the justification for 

bringing these into a relationship" (p. 177). 

Ideally, the relationship should work as the above authors 

described. However, even if an educational or curriculum theorist 

accepts that a specific theory underlies a curriculum, the fact remains 

that the theory may not be implemented as intended. In other words, the 

pure form of the theory applied to the curriculum often is not found in 

reality (Connelly & Elbaz, 1980). As a consequence, failure to apply 

theory to practice is a problem in the field of education (Brady, 

Linehan, Campbell & Neilson, 1992; Richardson & Anders, 1991). 



Curriculum for Students who are Deaf-Blind 

and Multiply Disabled 

18 

Although many curricula and curriculum strategies have been 

developed in the field of severe special needs education (Falvey, 1989; 

Guess et al., 1978; Orelove & Sobsey, 1991; Sailor & Guess, 1983; 

Sailor, wilcox & Brown, 1980; Snell, 1989; Wehman, 1979; Wehman & 

McLaughlin, 1981; York & Edgar, 1979), few school programs have 

developed curricula for students who have multiple disabilities 

including dual sensory impairments (Haring & Bricker, 1976; Cegelka, 

1978; Haring, 1979; Sailor & Guess, 1983; Stillman, 1993). 

The Colorado School for the Deaf and Blind (CSDB) staff of the now 

dissolved Deaf-Blind Department developed A Prelanguage Curriculum for 

the Multihandicapped based upon van Dijk's motor development approach to 

the education of students who are deaf-blind and multiply disabled 

(Curtis, Madsen-Dunning, Meese, Westover, Yost & Perotti, 1978). Their 

curriculum was similar to the Van Dijk Curriculum (described in detail 

later in this chapter) in that it held some aspects of the theory and 

related instructional strategies. 

Those special educators in the United States who are aware of the 

Van Dijk Curriculum gained the information by one or more of the 

following ways: participation in workshops given by van Dijk himself or 

other professionals in the deaf-blind field, direct consultation 

regarding the approach, participation in teacher programs where some 

information was received on components of the theory and/or curriculum, 

or through the limited literature that is available about the "Van Dijk 

approach." As a consequence, this author and van Dijk (personal 

communication, 1986) have observed that most educators only use certain 

components of the Van Dijk Curriculum in their educational programs, and 

the theory underlying the curriculum is often fragmented or lost. 
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Helmstetter and Guess (1987) developed a curriculum model for 

students with severe sensory impairments that had consistent lines of 

logic (rationale) underlying the content and methodology. Its 

implementation has not been investigated. Therefore, no data are 

available on the impact the model has on student progress, teachers, or 

school program quality. The functional approach, as espoused by Brown, 

Nietupski, and Hamre-Nietupski (1976), Falvey (1989), Orelove and Sobsey 

(1991), has evolved from the melding and evaluation of theories and 

methodologies of special education and is the main curricular rationale 

behind the more recent community-based curriculum models. 

The community-based curriculum models are gaining recognition and 

the developers are providing research to show that the model is 

effective for students with severe special needs (Falvey, 1989; Ford, 

Schnorr, Meyer, Davern, Black, & Dempsy, 1989), especially for junior 

high and high school-aged students. But many teachers and 

administrators continue to struggle to provide and implement high 

quality curricula that is meaningful for students who not only have 

severe intellectual disabilities, but also lack adequate sensory input. 

Individuals Who Are Deaf-Blind 

Individuals who are deaf-blind represent an extremely 

heterogeneous group. While some individuals experience no intellectual 

impairments, many have cognitive delays or other special problems such 

as physical disabilities that interfere with learning (Baldwin, 1993; 

Downing, 1993). Delays may be detected in social-behavioral, physical, 

sensory, cognitive, and communicative domains. The term deaf-blind 

often connotes that the individual may have total hearing or visual 

losses, but most individuals who are deaf-blind have some vision and 

hearing abilities. Therefore, in referring to these individuals, the 
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two terms deaf-blind and dual sensory impaired are used synonymously in 

this study. 

Conlin (1991) stated that in the United states an estimated 6,600 

infants and youths are dual sensory impaired. Based upon the National 

Census for Deaf-Blind Children and Youth, ages 0-21, Baldwin (1993) 

estimated that the expected mean population of individuals who are deaf

blind was 9,965, with a range of 7,657 to 12,274. Approximately 94% of 

these individuals have residual vision and/or hearing (Fredericks & 

Baldwin, 1987), but the majority still may not receive enough consistent 

and clear sensory input to gain meaningful understandings of the world 

around them (Michael & Paul, 1991). 

The unique educational needs of individuals who are deaf-blind are 

emphasized in the federal definition as stated in the Individuals with 

Disabilities Education Act (IDEA, 1990): Public Law 101-476. The 

federal definition states that individuals who are defined as deaf-blind 

have "auditory and visual impairments, the combination of which creates 

such severe communication and other developmental and learning needs, 

that the individual cannot be appropriately educated in special 

education programs solely for children and youth with hearing 

impairments, visual impairments, or severe disabilities without 

supplementary assistance to address their educational needs due to these 

dual, concurrent disabilities." 

Unfortunately, most school-age individuals who are deaf-blind do 

not receive the additional specialized educational services they need to 

facilitate their use of residual vision and hearing, and most 

importantly to develop a functional means to communicate. Baldwin 

(1993) recognized this need in his functional definition for individuals 

who are deaf-blind. He stated "If the deficit in hearing and vision is 

sufficient to require special adaptations in instruction in both the 
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auditory and visual modes to produce maximum learning, then the person 

qualifies to be identified as deaf-blind ..• ", p. 3 (Baldwin, 1993). 

Therefore, individuals who are deaf-blind need special intervention 

methodologies taught by educators who understand the unique needs of 

individuals who are deaf-blind (Baldwin, 1993; Downing & Eichinger, 

1990; Fredericks & Baldwin, 1987; Maxon, Tedder, Lamb, Geisen, & 

Marmion, 1989). 

The lack of special intervention methodologies is mainly due to 

the fact that most students with dual sensory impairments are taught by 

teachers trained only in educating individuals with severe disabilities 

(Downing, 1993; Downing & Eichinger, 1990; Michael & Paul, 1991) and/or 

teachers trained in either educating individuals who are deaf or 

visually imp~ired (Bullis & Otos, 1988; Maxon et al., 1989; McLetchie, 

1993). For the teachers trained in severe special needs, they often 

lack the competencies in educational implications for students with 

combined vision and hearing loss, and for the teachers trained either in 

visual impairment or deaf education, they often lack the competencies in 

educational implications for students who have severe cognitive delays, 

combined vision and hearing losses, and physical disabilities. 

Consequently, this lack of competencies among teachers instructing 

students who are deaf-blind may lead to a lack of appropriate curricular 

instruction for this population. 

The Van Dijk Curriculum for Individuals who are Deaf-Blind 

Teachers who have students who are deaf-blind need educational 

guidelines regarding how individuals with a combined hearing and visual 

loss learn. Teachers need to understand sensory deprivation and its 

effects on a child's learning, and learn teaching strategies that 

address alternate and augmentative ways of learning. Therefore, a 

curriculum that addresses these components is most beneficial. The Van 
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curriculum and the curriculum investigated in this study. 
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The Van Dijk Curriculum for individuals who are deaf-blind is a 

theoretically driven curriculum that is in use by the staff of the 

Rafael School for students who are deaf-blind at the Instituut voor 

Doven in Sint-Michielsgestel, The Netherlands. The curriculum was 

developed by Dr. Jan van Dijk, a renowned educator of individuals who 

are deaf-blind, along with fellow staff members of the Instituut voor 

Doven. Van Dijk's intentions to develop a curriculum for children who 

are deaf-blind originated from his many years of teaching during which 

he "became very aware of the unique status of the child who is deprived 

of hearing and sight from birth" (van Dijk, 1986, p. 374). 

For the purposes of this study, the Van Dijk Curriculum as 

implemented in the Rafael School at the Instituut voor Doven met the 

researcher's criteria for a theory to practice study. The curriculum 

was theoretically driveni it originated at the Instituut voor Doveni all 

the teachers were trained in the van Dijk approach; and, the curriculum 

has been implemented for at least 15 years in the Rafael School. Also, 

the developers of the curriculum were still affiliated with the school, 

expressed interest in the purposes of this study, and were willing to 

have their school staff participate in the study. 

The remainder of this section outlines the theory underlying the 

Van Dijk Curriculum for individuals who are deaf-blind. The major 

child-outcome characteristics, the instructional strategies, and related 

theoretical principles that teachers are expected to understand and 

apply will be presented. 

The Theory 

Van Dijk formulated his educational theory primarily based upon 

Werner and Kaplan's (1963) conception of the normal child's development 
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of representational and symbolic abilities (Stillman & Battle, 1984; van 

Dijk, 1967; Writer, 1987). Further, he incorporated van Uden's concepts 

of the deaf child's development of language (van Dijk, 1967; van Dijk, 

1983); Kephart's observations from work with children with brain-injury, 

and, Buehler, Stern, Gesell, and Piaget's concepts of development in 

normal children (van Dijk, 1967); and, Bowlby's (1973) and Ainsworth, 

Blehar, Waters, and Wall's (1978) psychological concepts of patterns of 

attachment. 

Van Dijk's view of developing a theory for this population can be 

related to Karl Popper's general view of theories. Popper, a 

distinguished philosopher of science, stated that theories "are nets to 

catch what we call 'the world'; to rationalize, to explain, and to 

master it. We endeavor to make the mesh ever finer and finer" (cited in 

Taylor & Richards, 1985, p. 176). Van Dijk theorized how children with 

severe dual sensory impairments initially learn about the world, and, 

ultimately, understand the world through meaningful interactions with 

people and things in their environment (van Dijk, 1967; 1986). 

In his 1967 study, "The Non-Verbal Deaf-Blind Child and his World: 

His Outgrowth toward the World of Symbols," van Dijk explained the 

assumptions, concepts, and principles that organize his theory. To 

logically outline van Dijk's theory, Karl Popper's (1982) model of 

theory building was used. The general theory is stated and then 

restated in the form of several short logically related theses. 

Van Dijk's theory may be represented as a statement about the 

developmental psychology of individuals who are deaf-blind. It 

maintains a perspective of human development as a progressive spiraling 

system of changing internal (neurological) and external (environmental) 

influences. In his theory, individuals who are deaf-blind develop from 
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this progressive spiraling system to become conscious of the meaning of 

their world through their unique learning characteristics. 

The following ten principles represent the components of van 

Dijk's (1967) theory: 

Sensory Deprivation: All children partially or totally deprived 

from birth of hearing and vision demonstrate behaviors that 

neurologically coincide with the subcortical organization of the central 

nervous system (CNS). This subcortical organization is plastic and can 

be influenced to stimulate and develop higher levels of cortical 

organization in the CNS. 

Integration of Sensory Information: The integration of various 

sensory information via hearing, vision, touch, taste, and 

proprioception is an activity of the higher cortical organization of the 

CNS. This integration of the various sensory pathways allows the child 

to more clearly perceive the world. 

Concept Formation: The development of the child's initial 

concepts of the environment is based upon motor patterns that are 

involved in the handling of things-of-action. Most things-of-action 

hold certain attributes that promote specific motor functions and 

therefore lead to concept formation. 

Attachment: The development of attachment and security through 

intimate human contact is essential for self-concept, object formation, 

and subsequent symbol formation. A nurturing, social interaction 

between the child and the teacher allows for the sharing of a situation 

in reference to "the world of things." This intimate contact is 

accomplished through imitative (resonating and/or co-active) movements 

between the child and a consistent, communicative partner 

(response-contingent interaction). 
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Progressive Distancin~: Development can be seen as the 

progressive distancing between the child and the world-of-action, and 

the principle of analogous function (the principle that a learned skill 

progressively can become more internalized and integrated with similar 

skills through different analogous processes). Distancing and analogous 

function are a means by which the child gradually leaves concrete 

understandings and iconic representations of the world and moves toward 

conceptual understandings and schematicized representations of the 

world. 

Structuring: The child becomes conscious that she is the center 

of movement. She acts upon the environment and incorporates experiences 

of ordering time and space. Thus, the child learns to structure her 

world. 

Anticipation: In the child's structuring of her world, the 

building of anticipatory situations leads to expectations and provokes a 

stronger reaction and association to the expected and unexpected 

sequential events. 

Natural Symbols: Through functional, pragmatic associations 

between the child and her world of events, the child attains a 

repertoire of natural symbols: signs, signals, gestures, and referential 

objects. These symbols initially resemble their referents (e.g., miming 

eating to indicate hunger) and later become differentiated, gradually 

generalized, and spontaneously used in other environments. 

Pragmatic communication. The child's use of this repertoire of 

natural symbols for specific purposes is a form of pragmatic 

communication. The emphasis is not on the structure of form, but on its 

use in various situations. What is essential is a "shift-of-function" of 

this repertoire toward symbol consciousness--language. 
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Symbolic Language: The shift-of-function occurs by an inner 

organismic schematizing activity which is a means of transforming 

natural referents to depictive and denotative functions of symbols. The 

child at this level demonstrates behaviors that neurologically coincide 

with higher level cortical organizations of the CNS. 

The theory outlined here is intended to show a developmental 

inter-relationship between the neurological state of the child with dual 

sensory losses and external influences of the child's environment. That 

inter-relationship is intended to lead the child out of a closed, 

limited world of self-absorption to an open world of meaningful 

interactions. 

Child-Outcome Characteristics, Instructional Strategies, and 

Related Theoretical Principles 

The child-outcome characteristics are the desired learning 

characteristics for students who are deaf-blind. The ultimate outcome 

of these learning characterisitics is that these children may interact 

meaningfully within their environments. Four child-outcome 

characteristics have been identified and organize the fifteen 

instructional strategies of the Van Dijk curriculum. These 

characteristics include the development of initial attachment of 

security, development of near and distance senses in relation to the 

world, development of the ability to structure the world, and 

development of natural communication symbols. These child-outcome 

characteristics are presented in such a way that they show a progressive 

order, though that order is not meant to indicate that they are mutually 

exclusive. Many of the child-outcome characteristics are taught 

concurrently with other child-outcome characteristics. Also, this 

integrated relationship holds true for the instructional strategies that 

lead to each child-outcome characteristic. 
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Instructional strategies are the teacher-applied methodologies 

which relate to van Dijk's theoretical principles underlying the 

curriculum and lead to the child-out-come characteristics. The majority 

of the child-outcome characteristics and instructional strategies were 

based upon Jurgens' (1977) work and supported by van Dijk (1967; 1983; & 

1986). Fifteen instructional strategies are listed and the central 

focus of each instructional strategy is described. The underlying 

theoretical principles for each of the instructional strategies are 

delineated for each strategy, and this relationship is shown in Table 1. 

These theoretical principles were previously presented on pages 22-26. 

The description of the instructional strategies grouped by child-outcome 

characteristics follow. 

Development of initial attachment and security. The child-outcome 

characteristic of initial attachment and security is essential for the 

child to develop meaningful and intimate relationships with significant 

individuals in her life. To achieve this child-outcome characteristic, 

the following instructional strategies are used and are termed Resonance 

Phenomenon Strategies. 

Resonance phenomenon strategies initially take place at a 

preconscious level (i.e., reflexive reactions to stimuli, a 

reverberation of physical, vocal, and/or affective behaviors). These 

are strategies that encourage the child to shift self-stimulatory 

behaviors to behaviors that involve other persons and objects. The 

strategies involve close physical contact or near proximity between the 

teacher and child and are based upon what the child communicates through 

gross body movements (e.g., rocking, clapping, jumping, walking) or 

through movements involving objects (e.g., rolling a ball, a car, or 

bouncing on a trampoline). The teacher follows or joins in with the 

child's behavior and begins to lay the foundation for turn-taking 



Table 1 

Distribution of Theoretical Principles Across Instructional Strategies 

Principle 

Sensory 
Deprivation 

RP 

x 

CMS CM NR 

Instructional Strategy 

PI DI D VSI BD PD C SM CC AC SC 

......................................................................................................................................................................................................................................................................................................................... 
Integration 
of Sensory 
Information 

concept 
Formation 

Attachment 
Progressive 
Distancing 

x x 

x x 

x x x x 

x x x 

x x x 

x x x x x 

x x x 

Structuring x x x 

x 

........................................................................................................................................................................................................................................................................................................ -................. . 
Anticipation x x x x x x x 

•••• u •••• u .............................. _ •••••••••••••• _ ................. _ ••••••••• u •••••• _ ................. _ ••••••••••••••••• _ ................. _ ................. _ ••••••••••••••••• _ ................. _ ••••••••••••••••• _ ................. _ ••••••••••••••••• _ ••••••••••••••••• _ ................. _ .................. . 

Natural 
Symbols 

Pragmatic 

x x x x x 

............ :~~: ............. -.............. -................. -................. _ ................. _ ................. _ ................. _ ................. _ ................. -................. _ ................. -................. _ ................. _ ................. -................. _ ................. . 
x x x x 

Symbolic x x 
Comm. 

Note. Titles of instructional strategies are coded: RP=resonance phenomenon, CMS=co-active movement, 
CM=co-active manipulation, NR=non-representational reference, PI=parallel imitation, DI=deferred 
imitation, D=Drawing, vSI=vibrational sound-induced, BD=basic discrimination, PD=pragmatic discrim
ination, C=characterizing, SM=sequential memory, CC=conversational communication, AC=anticipatory 
communication, and SC=symbolic communication. "X" is solely a marker for related principles. 

N 
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interactions. A basic level of communication is built through the 

starting and stopping cues indicated by the child or teacher. The 

teacher must be very conscious of how the child signals to start, stop, 

or continue the activity. Developing rapport and trust between the 

student and teacher is the goal. 

The theoretical principles that relate to resonance phenomenon 

strategies are sensory deprivation, integration of sensory information, 

and attachment. 

Development of the senses in relation to the world: near senses 

(gross proprioception, tactual sense, body image, residual vision) and 

distance senses (residual hearing, residual vision). The child-outcome 

characteristic of the development of near and distant senses is 

essential for the child to learn to use her physical being in relation 

to the world around her. To achieve this outcome, the following 

instructional strategies are used and are termed co-active movement 

sequence strategies, co-active Manipulation strategies, non

representational reference, imitation strategies (parallel and 

deferred), drawing strategies, and vibrational-sound induced strategies. 

Co-active movement sequence strategies are similar to and an 

extension of resonance strategies. The major difference is that the 

student is demonstrating purposeful signals to request continuation of 

the turn-taking act with the teacher involved in the interchange. The 

student learns that she has some control over her world. The teacher 

may use the student's existing repertoire of resonance movements and 

signals and gradually adds physical distancing (as opposed to temporal) 

between the two of them. The movements are expanded to chains through 

the sequencing of two or more movements in a defined learning context 

which have obvious starting and stopping points. Once a motor 

patterned- sequence is learned, change must be planned to add variety, 
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continued complexity, and anticipation. Objects and obstacles are 

introduced in the sequence as well. These co-active activities are 

implemented throughout the student's daily educational programming and 

living routines. For example, the chain can be a task sequence (e.g., 

steps in dressing, cooking, making a bed) or a physical education 

activity such as a motor routine that the student completes in 

designated rounds. 

The theoretical principles that are related to co-active movement 

strategies are concept formation, attachment, progressive distancing, 

and structuring. 

Co-active manipulation is a teaching strategy employed frequently 

with students having a dual sensory impairment, and is often used with 

many of the other instructional strategies. Co-active manipulation is 

hand-over-hand instruction and guidance that may be necessary during the 

students' daily educational programming and living routines. Co-active 

manipulation should be systematically decreased as the student gains 

more control and understanding of her daily activities. The theoretical 

principles related to co-active manipulation strategies are concept 

formation, attachment, and progressive distancing. 

Representational reference strategies are an essential part of 

symbol development. Often these strategies occur with co-active 

manipulation. The child and partner encounter a common thing (inanimate 

or animate) without actually having a referent (a name) for that 

"thing." They find communicative sense; they look together at the 

common thing; together they may touch it or point to it. This act of 

"reference" is mainly social and is a prerequisite to symbol formation. 

Activities are developed in structured daily settings, such as during 

the student's grooming and dressing times where non-representational 

reference strategies are used to help the student understand her own 
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body image or during a learning task to which specific attributes of the 

task are referenced. Also, activities can be spontaneously developed 

during play or transition periods where many opportunities occur to 

share interesting "things" in the environment. Distancing is gradually 

introduced through shaping and fading procedures that ultimately lead to 

a concept level of representation of what was initially referred to non

representationally. This "distancing" can be accomplished through 

varying mediums such as the use of natural gestures, mutual drawing, 

and/or naming the cornmon referent. 

The theoretical principles related to non-representational 

instructional strategies are integration of sensory information, 

attachment, and progressive distancing. 

Imitation instructional strategies are a higher order of co-active 

movement strategies. The student is able to follow the actions of the 

teacher without any physical support (except in the case where a student 

is totally deaf-blind with whom co-active manipulation must be provided 

as an initial imitative model). Temporal distance is gradually 

introduced. The transition between co-active movement sequences and 

imitation is very important. The teacher must employ teaching 

strategies that assist the student to achieve more independence in her 

actions. Movement sequences continue to be used within the student's 

daily educational and living routines. Gradually, these routines become 

more complicated as the student gains mastery of the skills involved in 

the activities. The teacher involves peers as much as possible, and 

therefore, does not always have to be the person who the student 

imitates. The teacher plans activities where students interact and 

imitate one another. 

Two basic levels of imitation strategies are used: parallel 

imitation and deferred imitation. When using parallel imitation 
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strategies, the teacher chooses movements from the student's repertoire 

of movements. The teacher provides a clear model as to what the student 

is to imitate. The imitation is parallel and little time elapses 

between the movement the teacher initiates and what the student imitates 

(unless the student needs more response time). The theoretical 

principles related to parallel imitation strategies are integration of 

sensory information, concept formation, and progressive distancing. 

When using deferred imitation strategies, a temporal distance is 

gradually introduced. Precision of imitation is not the focus. Rather 

the focus is on the student's observation and internalization of the 

teacher's demonstrated actions, and how the student plans and 

demonstrates the observed imitative actions and sequences. 

The theoretical principles related to deferred imitation strategies are 

progressive distancing, structuring, and anticipation. 

Drawing instructional strategies support the use of residual 

vision and allow the student to have an alternative communicative medium 

for the student and the teacher. Drawing together provides a sharing of 

a communicative referent and encourages active rather than passive 

learning behavior from the student. Drawing is used in various ways 

throughout the student's educational program. Drawing is always 

implemented within the context of meaningful daily events for the 

individual student. The choice and use of colors assume a major role in 

the student's imitation and memory building for students with residual 

vision. The teacher always is consistent in how she and the child draw 

the pictures together; the teacher will gradually change the complexity 

of the drawing when the student is ready for the learning challenge. 

Some examples of drawing incorporated within a student's program are: 
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• co-actively tracing objects with the student's finger or with 

a large marker to develop a schematicized object of reference 

for a particular entity. 

• drawing familiar objects based upon their main attributes 

(e.g., the specific color, shape, and size) are used as a 

communicative referent for the student's daily schedule. 

• drawing reference cards illustrating a series of steps that 

the student follows to accomplish a task. (The teacher and 

the student draw these reference cards together once they have 

experienced the task steps.) 

• progressively schematizing drawn referents to more abstract 

forms and pairing the written word with the pictorial 

representation to help the student learn symbol 

representation. 

The student who is totally blind may use raised, two-dimensional 

drawing and/or schematized objects and forms. This is only introduced 

when the student has gained the foundational meaning of objects as 

communicative referents and has demonstrated more abstract understanding 

of tangible referents. Also, the student who lost vision after 

experiencing drawing strategies may transfer her visual conceptual 

understanding to raised, two-dimensional drawings and/or schematized 

objects and forms. 

The theoretical principles related to drawing instructional 

strategies are integration of sensory information, progressive 

distancing, and symbolic language. 

Vibrational-sound induced strategies are designed to encourage 

auditory conditioning and auditory attentive behaviors in the context of 

meaningful activities that occur in natural settings. These 

vibrational-sound induced strategies often are combined with co-active 
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movement sequences, co-active manipulation, non-representational 

reference, and/or imitation strategies. Vibrational-sound can be 

integrated into the activity through a variety of ways: the teacher's 

voice, audio-tape recordings with amplifiers, drums, organs, special 

flooring that conducts sound through vibration, and/or a FM receiver. 

The theoretical principles related to vibrational-sound induced 

strategies are integration of sensory information, concept formation and 

anticipation. 

Development of the ability to structure the world. The child

outcome characteristic of structuring the world is essential for the 

child to develop concepts of order, time, and space. To achieve this 

child-outcome characteristic, the following instructional strategies are 

used and are termed discrimination strategies (basic, pragmatic and 

academic), characterizing strategies, and sequential memory strategies. 

Discrimination instructional strategies (i.e., sorting, comparing, 

ordering, grouping, and choosing) involve two levels: Basic 

discrimination, and pragmatic and academic discrimination. The teacher 

uses level 1 or level 2 depending upon the student's experiences and 

level of understanding about her world. 

Basic discrimination strategies (level 1) are used when the 

student is at a pre-symbolic language level with very little interactive 

skills. These activities are initially designed to teach the student to 

be aware of objects in her environment. Initially, clearly contrasting 

functional objects are used and the student learns to interact with them 

in a meaningful way. Additionally the student learns that the objects 

have distinct attributes that can be compared, sorted, and chosen within 

meaningful contexts. For example, during a grooming activity, the 

student is presented with a hairbrush and shoe. The student should be 
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able to choose the hairbrush based upon past experience and recognition 

of the contextual function of hairbrush. 

Pragmatic and academic discrimination strategies (level 2) are an 

extension of the basic discrimination strategies, but are based in a 

more practical and complex structure. Examples could include setting 

the table, sorting washed clothes, or choosing clothes to be worn. In a 

more academic activity, the student may be learning to use 

discriminatory skills to sort, compare, order, and/or choose 

letters/words from a language experience story. 

The theoretical principles related to discrimination instructional 

strategies are concept formation, anticipation, and natural symbols. 

Characterizing strategies assist the child to build a repertoire 

of communicative referents. By choosing a characteristic attribute of 

meaningful entities, the teacher assists the child to associate 

communicative meaning with the attribute. The teacher must recognize 

the student's preferred learning modality(s) so as to evaluate the most 

meaningful characterizing attribute for the student. The attribute then 

becomes a communicative referent. People, animals, objects, events, 

time (moments as well as the duration of time) and emotions may be 

characterized by the child. Encouraging the child to realize and use a 

characteristic attribute can be accomplished through (1) a natural 

gesture, (2) an associative object (object of reference), (3) a smell, 

(4) a taste, (5) a texture, (6) a sound, (7) a picture (drawing), (8) a 

3-dimensional model, (9) particular landmarks within an environment, 

and/or (10) a written, spoken, and/or fingerspelled word within 

meaningful contexts. For example, characterizing the teacher by a 

pendent is possible if the teacher constantly wears the same one, or 

characterizing swimming by a blue tote bag is possible if the bag is 

used by the student every swim day. 
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Characterizing activities are especially important for the 

development of symbolic language. Over time, the teacher may schematize 

the communicative referent to more of an abstract form based upon the 

student's progress in generalization of the communicative referents 

across environments. For example, the same blue tote bag for swimming 

can be schematized to a drawn representation on the student's daily 

schedule where the blue color of the bag is emphasized for swim day. 

Characterizing the student's world is a means for the student to talk 

about her world, structure her world, and remember her world. 

The theoretical principles related to characterizing activities 

are concept formation, natural symbols, and pragmatic communication. 

Sequential memory strategies are a global means of teaching the 

child memory building throughout the day. Sequential memory strategies 

work concurrently with characterizing and/or drawing strategies. The 

teacher uses schedules or agendas (often referred to as calendar, 

sequence or memory boxes) and the diary (or memory book) to help the 

student understand certain time sequences. These sequences can include 

the beginning and end of a task, event or activity; the schedule of 

events for the day or a spontaneous change in schedule; and, the special 

experiences that have passed or will occur in the near future (such as 

birthdays, holidays, and family visits) • 

The agenda comes in various sizes and shapes depending upon the 

student's preferred learning modes. The use of the agenda works in 

conjunction with the child's daily routine and biological rhythm. The 

balance between the two is extremely important in the development of 

security for the student. 

The diary is a means for the student to record special thoughts, 

emotions, memories of past events, things or people, and special 
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occasions to corne. The child has the opportunity to refer back to her 

diary when alone, together with the teacher, and/or with classmates. 

The agenda and diary can be structured in a format of daily 

activities, weekly activities, or monthly and yearly activities (for 

advanced students). For example, a student just learning to interact 

with the world may have a toothbrush and a cup, a special spoon, and 

wrist band in individual compartments of his or her agenda to represent 

daily activities of the morning grooming routine, mid-morning snack, and 

physical therapy. A more advanced student with residual vision may have 

drawings representing the same activities in a notebook. 

The theoretical principles related to sequential memory strategies 

are structuring, anticipation, natural symbols, and pragmatic 

communication. 

Development of natural communication symbols (signals, signs, 

gestures, pictures, objects of reference). The child-outcome 

characteristic of the development of natural communication symbols is 

vital for the child to gain progressive, interactive access with the 

people arouno her using a meaningful communication system. To achieve 

this outcome, the following instructional strategies are used and are 

termed conversational communication strategies, anticipatory 

communication strategies, and symbolic communication strategies. 

Conversational communication strategies are integrated throughout 

the student's total programming. The teacher must plan the daily 

activities/tasks and organize the learning environments so as to 

integrate conversational communication opportunities for the student. 

The conversational communication strategies are designed to stimulate 

and encourage the student to use pragmatic expressions that are related 

to her daily events. The teacher reinforces any expressive forms that 

the student may do on her own, and encourages the use of new forms 
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receptively or expressively through characterizing strategies. The 

teacher encourages a communicative dialogue within the context of the 

activity or situation at hand. The expressive forms usually begin with 

a signal or natural gesture and progressively build to objects of 

reference, signs, and/or drawings. These expressive forms are 

schematized to more symbolic forms as the child demonstrates more 

generalized understanding of the referents. 

The theoretical principles related to conversational communication 

strategies are integration of sensory information, natural symbols, and 

pragmatic communication. 

Anticipatory communication strategies are founded upon routine. 

For example, when a familiar activity is changed, purposely or 

coincidentally, the child has the opportunity to express her awareness 

that something is different. The teacher must be alert to the student's 

anticipatory state so as to take the opportunity to expand the student's 

understanding of this particular situation and to build memory and 

communication. Also, pleasant and curiosity-provoking conditions can be 

incorporated into an activity to build and elicit anticipatory behavior 

(e.g., wrapping up items in an activity that requires the student to 

guess what may be in the package; finding something interesting when 

going for a walk, or "accidently" shaking up a soda pop and opening it) . 

Anticipation is one of the most essential language development 

components in the Van Dijk Curriculum. The teacher must plan for 

anticipatory situations and seize spontaneous anticipatory situations 

within various activities. 

The theoretical principles related to anticipatory instructional 

strategies are anticipation, and natural 

symbols. 
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Symbolic communication strategies are the bridge between the 

child's use of natural symbols and true symbolic language. The teacher 

uses fading and shaping procedures to refine natural symbols to highly 

schematized drawings, written words, finger-spelled words, formal sign, 

and/or speech that is of the language of the student's culture. When 

determining the natural symbols, the teacher must consider all the 

student's potential learning modalities: visual (e.g., drawing), 

auditory (e.g., listening to the teacher's directions), tactual (e.g., 

signing or braille), and visual-auditory (e.g., written word after 

speech) . 

Symbolic communication strategies help the student use problem 

solving behavior in regard to the constructs of language. The teacher 

gradually expands on the student's existing vocabulary by planning 

lessons in which the student and teacher have a dialogue about the topic 

at hand. Also, the teacher follows the student's lead about a subject 

that may arise from a planned lesson or may spontaneously arise from the 

student. From this dialogue, the teacher guides the student to document 

the conversation or experience via writing, brailling, and/or drawing. 

Using this meaningful experience, the teacher develops reading and 

comprehension lessons for the student. These lessons help the student 

practice identifying targeted language skills such as matching words to 

pictures, answering comprehension questions, alphabetizing vocabulary 

words, and categorizing subjects. These lessons continue to build upon 

each other so that the student always has a meaningful foundation from 

which to expand her language usage. 

The theoretical principles related to symbolic communication 

instructional strategies are pragmatic communication and symbolic 

language. 
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In summary, the child-outcome characteristics, instructional 

strategies, and theoretical principles presented all combine to form the 

fundamental components of the Van Dijk Curriculum for students who are 

deaf-blind. Many of the instructional strategies and principles are 

integrated such that they can occur in practice simultaneously. The 

teacher is the essential figure in ensuring that these fundamental 

components are appropriately implemented to meet individual student 

needs. The goal of this curriculum is to help students become adept in 

understanding and participating in their world. 



CHAPTER THREE 

Methodology 
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This study investigated teacher understanding and implementation 

of Jan van Dijk's theory into practice. The design used in this study 

was modified analytic induction (Bogdan & Biklen, 1992); the qualitative 

methodologies used were participant observation and interviewing. The 

purposes were to examine teachers' understanding of van Dijk's theory of 

educating students who are deaf-blind and teachers' implementation of 

the Van Dijk Curriculum. The qualitative nature of the study allowed 

this researcher to investigate the dynamic factors related to 

understanding and implementation and to identify factors important for 

implementation. These factors were not originally known, but were 

identified through the data collection and analyses completed for the 

study (Becker & Geer, 1960). 

The remainder of this chapter provides a description of the design 

of the study, the study site, subjects, instrumentation and materials, 

classroom observation and interview procedures, and data analysis 

techniques. 

Qualitative Design 

The qualitative design used in this study was modified analytic 

induction (Becker & Geer, 1960; Bogdan & Biklen, 1992). Analytic 

induction is implemented when a specific research problem, question, or 

issue is the focus. The goal of analytic induction is to develop a 

descriptive model that contains all cases of the phenomena in question. 

In this study, the teachers' verbal and non-verbal behaviors 

representing their understanding and translation of van Dijk's theory 

into practice were the phenomena. Most data in analytic induction are 

derived through open-ended interviewing, but observation and 

documentation analysis also can be used (Bogdan & Biklen, 1982). 
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The procedure of analytic induction initially involves a 

formulation of a loose descriptive definition and explanation of the 

particular phenomena (the possible "why" of the study problem). Through 

the collection and the analysis of data, the definition and explanation 

are progressively modified, augmented, and redefined until the 

researcher ceases to find any case of the phenomenon that does not fit 

the definition and explanation. The methodological steps of modified 

analytic induction used in this study are summarized as follows 

(Robinson, 1951): 

1. Early in the research, a rough definition and 
explanation of the phenomena are developed. 

2. The definition and explanation are compared 
to the data as they are collected. 

3. The definition and explanation are modified 
as new cases that do not fit the definition and 
explanation as formulated are encountered. 

4. Cases are purposely sought that may not fit 
into the formulation so as to clarify the 
definition and explanation. 

5. The phenomena are redefined and the 
explanation is reformulated until a universal 
relationship is established, using each negative 
case to call for a redefinition or reformulation. 

The modified analytic induction design was particularly useful in 

this present study because (1) a specific focus for the study 

existed--teacher understanding and implementation of theory into 

practice, (2) descriptive phenomena of the teachers' understanding of 

van Dijk's theory needed to be identified, and (3) a rational 

explanation (model) of the relationship of teacher understanding and 

implementation of theory into practice needed to be formulated. 

Setting 

The Rafael School for children who are deaf-blind at the Instituut 

voor Doven (School for the Deaf) in Sint-Michielsgestel, The Netherlands 

was the study site. The deaf-blind program has been in operation since 
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1964. Rafael School is a residential school and the education of the 

children is viewed as a 24-hour process. Teachers were hired by the 

Rafael School administrative team and received training in the Van Dijk 

Curriculum through mentor team teaching and ongoing support and staff 

development. 

The students with dual sensory impairments who were enrolled at 

Rafael met eligibility criteria as determined by school administrative 

staff. The student-teacher ratio was 1 teacher for every 2 students, 

and 1 educational aide per child. Approximately 50 students, ranging 

from preschool to high school ages, were enrolled in the deaf-blind 

program at the time of the study. Most of the students were from The 

Netherlands; a few were from Surinam and The Netherlands Antilles. The 

program had ten instructional groups based upon the students' ages and 

levels of development. The setting was chosen for this study because of 

the theoretically-driven curriculum implemented in the deaf-blind 

program. 

Characteristics of Students Who Attend Rafael School 

The essential characteristics of the target population for this 

study were individuals who had combined vision and hearing impairments 

and cognitive delays. In this study individuals who are deaf-blind and 

individuals who are dual sensory impaired are used synonymously. 

Within this study, a total of ten students were involved who all 

had dual sensory impairments and cognitive delays. Each of the students 

had developmental delays that involved "a slow or limited development 

attributable to restrictions imposed by biomedical pathologies and/or 

handicapping sociocultural conditions" (Bijou & Dunitz-Johnson, 1981, p. 

305). All the students were ambulatory, but had some motor planning 

difficulties. out of the ten students involved, two were totally blind, 

and the remaining students had some amount of functional vision. All 
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the students had hearing impairments in the profound to severe range. 

Nine out of the ten students wore hearing aids. The one exception was a 

student who had auditory processing problems where a hearing aid proved 

non-beneficial. All ten students were enrolled in the Rafael School 

program and had participated in the Van Dijk Curriculum for at least 1 

year at the time of this study. 

Subjects 

The subjects consisted of six teachers selected from 24 teachers 

in the Deaf-Blind Department. The teachers were selected with the help 

of the Deaf-Blind Department's (Rafael School) administrators. During 

the first meeting of the year, the principal introduced this researcher 

to the staff to explain the research she was conducting. The 24 

teachers were sorted by experience level into classroom groupings based 

upon students' age-levels. The teachers were selected using the 

following criteria: 

1. Teachers had similar number of years 
of teaching experience, at least three years, 
in the Deaf-Blind Department. 

2. Each teacher came from a different 
classroom and teaching level. 

3. The teachers were willing to participate 
in the study. 

After the selection criteria were applied, the pool was narrowed 

to ten teachers. six of the ten teachers were selected randomly through 

a blind drawing with the principal of the Rafael School present as a 

witness. The teachers were selected two weeks prior to starting data 

collection, which allowed for meetings with administrators and teachers, 

briefings, and the planning of observation schedules. The six teachers' 

years of experience and the age-level of the students they taught are 

delineated in Table 2. 
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Table 2 

Teachers' Years of Experience and Students' Age Levels 

Years of Student-Age 
Subject EXEerience Levels 

Teacher 1 5 12-14 

Teacher 2 6 8-9 

Teacher 3 6 6-8 

Teacher 4 7 4-5 

Teacher 5 3 14-15 

Teacher 6 5 6-7 

The six teachers selected were informed about the study, but in a 

manner that had low probability of having any influence on their normal 

teaching behaviors. They were told that the purpose of the study was to 

learn more about the processes of teaching students who are deaf-blind 

and to categorize the kinds of strategies that were being implemented in 

the program. 

Instrumentation and Materials 

Data were collected through the passive participant observer 

method using paper and pencil for note taking and through semistructured 

interviews using an audio recorder. Teacher schedules and contact 

information were obtained from each teacher to aid in the coordination 

of scheduling observations, interviews, and best times to contact 

teachers during non-instructional times. 

Classroom Observation Procedures 

During the classroom observations, the researcher observed and 

described (in narrative reports) the verbal and non-verbal behaviors 

that constituted instructional strategies demonstrated by the teachers. 
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Passive participant observation was the procedure used. In passive 

participation, the researcher was a spectator and did not directly 

interact or participate within the classroom and school setting during 

observation (Stainback & Stainback, 1988). The teachers and students 

became familiar with this researcher by seeing her at all the staff 

meetings and extracurricular school functions. This was done to make 

the researcher more accepted in the school environment and to make the 

scheduling of observations more comfortable for everyone involved. 

Observations were conducted in two phases: Orientation and Investment. 

Phase I: Orientation 

The purpose of the orientation phase was to gain an overall 

picture of the classroom: the structure of the school day, how the 

teachers functioned, and how the students functioned. The researcher 

observed initially to gain a general idea of teachers' behaviors in 

im~lementing theory into practice (the beginning of the analytic 

induction design). This orientation phase involved two whole-day 

observations for each of the six teachers. Days that the teacher 

perceived as typical days with a normal routine were chosen. The whole

day observations were five hours in duration. The student's lunch hour 

was not observed because the teachers had their lunch break at this 

time, and the dormitory teachers taught during the students' lunch 

hours. Also, two half-hour breaks were routinely provided for the 

students and teachers each day. The teachers and students were observed 

during these break times because most teachers continued to teach during 

these break periods. The twelve whole-day observations were scheduled 

across the six teachers over a four week period and each teacher's two 

whole-day observations were separated by at least five days to gain a 

better perspective of the implementation over a longer period of time. 



The data were written as descriptive, narrative reports of what 

the researcher heard, saw, experienced, and thought about during the 

observation (Bogdan & Biklen, 1992). Notes were taken during the 

observations and reviewed immediately afterwards to elaborate on and 

clarify ideas. 
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Basically, the reports entailed two types of narrations: 

descriptive and reflective. The descriptive narration was the account 

of what the teacher was doing and how the teacher was doing it in regard 

to the Van oijk Curriculum. For example, this researcher recorded if 

the teacher paused after giving the student an instruction, because the 

pause was a step in the running account of what was observed. If the 

teacher did not pause after an instruction, it was not recorded as "no 

pause," but instead documented what actually happened in the observed 

sequence. The descriptive narration included where, when, and with whom 

the activity took place; any interruptions that occurred; and, the 

responses from the students. The reflective narration was the 

observer's sUbjective account of what occurred and reflections on how to 

clarify the data for the remaining observations. Mistakes, prejudices 

and any problems were reflected upon and dealt with for the purposes of 

improving the notes. Reflective narrations were designated by the code 

observer's comments (D.C.) at the beginning of an indented paragraph, a 

technique described by Bogdan & Biklen (1992). 

Phase II: Investment 

The purpose of the investment phase was to narrow the focus to 

modify, augment, and eventually redefine the descriptive definition and 

explanation of the observed phenomena. The investment phase entailed 

half hour observations of each of the six teachers in their classrooms 

over a three month period. A schedule of rotating observation times was 

made that allowed for varied times of observation in each teacher's 
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classroom. Each teacher had ten half-hour observations. As in the 

orientation phase, the data were recorded as descriptive and reflective 

narratives. 

Data Coding and Analysis for Observations 

The coding procedures suggested by Bogdan and Biklen (1992) and 

Becker and Geer (1960) were used in this study. The coding procedure 

involved the detailed search of the narrative reports for certain words, 

phrases or patterns of behavior that indicated particular themes. 

Depending on the study, code categories can be determined prior to data 

collection (Robinson, 1951). In the design of this study, the code 

categories were determined prior to the study because the theoretical 

principles, child-outcome characteristics, and instructional strategies 

were in place. The code categories were modified and augmented during 

the data collection and analysis phases when discrepancies or more 

information arose. The data categories used in the final coding of data 

are presented in Table 3. 

This section presents the procedures for verifying the data 

categories, reliability of observational narrative recording, procedures 

for coding the data, and analyses of coded data. 

Verification of the Data Categories 

To verify the data categories, the researcher presented the 

operational definitions of the curriculum components to Dr. Jan van 

Dijk, Director of the Deaf-Blind Program and the curriculum developer, 

and Dr. A. van der Sanden, Director of Staff Services and Research 

before data collection began. Accuracy of the descriptions of the 

theoretical principles, child-outcome characteristics, and instructional 

strategies in relation to the theory were reviewed and discussed by the 

researcher, Dr. van Dijk and Dr. van der Sanden. 



49 

After a thorough discussion, agreement was reached upon the 

identification of ten theoretical principles, four child outcome 

characteristics, and fifteen instructional strategies (see Chapter 2, 

pp. 22-40 for a complete description). These principles, child-outcome, 

and instructional strategies served as the data categories used in 

coding the data. 

Reliability of Observational Narrative Recording 

A reliability check on observational narrative recording was 

completed through half-hour, in-class observations of teachers 

implementing the curriculum. Dr. van Dijk and this researcher 

concurrently observed three of the six teachers and recorded the 

observations in narrative form. The reliability check observations were 

scheduled for one to two hours, once each week, and over a three week 

period before data collection began. The narrative reports were 

compared to determine independent observer agreement. For purposes of 

this comparison, the narrative recordings were divided into units. A 

unit was defined as the words, sentences, or paragraphs that represented 

an unique depiction of teacher implementation behaviors. Each unit was 

analyzed and scored as an agreement if the same teacher behaviors were 

described in each narrative record. 

Reliability was calculated by a unit-by-unit agreement ratio 

described by Kazdin (1982): 

# of agreements 
Frequency Ratio = X 100 

# of agreements and 
disagreements 

The criterion for agreement was at least 80% per observation. All three 

observations passed criterion: observation #1 was 82%, observation #2 

was 83%, and observation #3 was 85% agreement. 



Table 3 

Data Coding Categories of Observational Narratives 

CODE 

I 
I! 

II! 
IV 

iA 
iiAl 
iiA2 
iiB 
iicl 
iic2 
iiD 
iiE 

iiiAl 
HiA2 
HiB 
Hic 

ivA 
ivB 
ivc 

1 
2 
3 
4 
5 
6 
7 
8 
9 

10 

CATEGORY 

CHILD OUTCOME CHARACTERISTICS 

Dev~lopment of initial attachment and security 
Development of the senses in relation to the world 
Development of structuring the world 
Development of natural communication symbols 

INSTRUCTIONAL STRATEGIES 

Resonance Phenomenon 
Co-active Movement Sequence 
Co-active Manipulation 
Non-representational Reference 
Parallel Imitation 
Deferred Imitation 
Drawing 
Vibrational-Sound Induced 
Basic Discrimination 
Pragmatic Discrimination 
Characterizing 
Sequential Memory 
Conversational Communication 
Anticipatory Communication 
Symbolic Communication 

THEORETICAL PRINCIPLES 

Sensory Deprivation 
Integration of Sensory Information 
Concept Formation 
Attachment 
Progressive Distancing 
Structuring 
Anticipation 
Natural Symbols 
Pragmatic Communication 
Symbolic Communication 

50 



51 

Steps for Coding Data from Observations 

The coding system corresponded to the ten theoretical principles 

of van Dijk's theory, the four child-outcome characteristics, and the 

fifteen instructional strategies. The principles, characteristics, and 

strategies were coded systematically to permit clear identification of 

each. The following procedural steps to coding data were implemented by 

the researcher. 

step 1. All pages of the narrative reports were numbered in 

chronological order. 

step 2. The data were read at least twice, first to gain an 

overall understanding of the observation, and second to assist in 

dividing the narrative record into data units. The units were defined 

as the words, sentences, or paragraphs that represented an unique 

depiction of teacher implementation behaviors. The length of a unit 

depended upon a teacher directed change in the interaction or activity. 

The units that were identified were bracketed to represent a data unit. 

The example presented in Step 5 shows two coded data units. The second 

coded data unit was determined because the teacher paused and waited for 

the student to indicate if he wanted more. The teacher directed the 

change in the interaction. Therefore, this particular depiction of 

teacher implementation behavior was coded as a separate unit. Examples 

of narrative observational reports from which the narrative data units 

were derived are provided in Appendix A. 

Step 3. When narrative descriptions of data did not fit the 

coding system these data units were placed in parentheses and noted 

above the unit as uncoded. Discussion among staff which interrupted the 

lesson was considered uncoded, and pure teacher-directives given in a 

non-educational manner were considered uncoded. Examples of un coded 



units are: (unCoded The teacher looks up to answer a question from her 

aide.); (UnCodOd The teacher directs the student "Go get your jacket.) 
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step 4. Reflective narrations that occurred during the 

observations were bracketed and coded as O.C., which represented 

observer's comments. An example of a reflective narration is [O.C.: The 

teacher seems anxious about finishing the activity in time to catch the 

bus to the swimming pool.] 

step 5. The data were read and the codes were assigned. The 

coding system used Roman and Arabic numerals: the child-outcome 

characteristics were represented by Roman numerals I-IV; the 

instructional strategies were represented by lower case Roman numerals 

and the English alphabet: i A, ii A-ii E, iii A-iii c, iv A-iv C; and, 

the theoretical principles were represented by numbers 1-10 (Refer to 

Table 3, page 62). An example of a narrative description follows. 

Code Narrative Depiction 

IiA, 1,2,4 1 [The teacher and Jake are sitting 

side-by-side on the floor mat. The 

teacher's right arm is around Jake's 

shoulders and she and Jake are swaying 

in a slow lateral motion.] 

IvivB 7,8 2 [The teacher pauses and waits for Jake 

to indicate his desire to sway again.] 

(UnCodOd An aide and another student enter 

the classroom.) 

3 [O.C.: The teacher is totally focused 

on Jake's affect and body movement. She 

even cocks her head closer to his head 

to hear his breathing rate.] 
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This coding example represents two child-outcome characteristics: I. 

Initial attachment and security, and characteristic IV. Development of 

natural communication symbols; two instructional strategies: iA 

Resonance Phenomena, bracket 1, and iVB Anticipatory Communication, 

bracket 2; A total of five theoretical principles underlie these two 

activities: 1, 2, 4, 7 and 8. The parenthetical narrative description 

indicates an uncoded data unit. Lastly, bracket 3 represents observer's 

comments (O.C.). 

Step 6. The coding system resulted in 33 codes that directly 

correspond to the total number of curriculum components, including the 

observer's comments and uncoded data category. The codes were fixed in 

their final form. However during the coding of the narrative reports, 

the researcher found that the descriptions of the predetermined 

instructional strategies needed some refinement based upon the observed 

classroom practice. Four changes were made. Co-active movement sequence 

and co-active manipulation instructional strategies were separated and a 

new instructional strategy category was made and labeled co-active 

manipulation. Two levels of imitation instructional strategies were 

identified and coded separately: parallel imitation and deferred 

imitation. Two originally separate categories of sorting and comparing 

instructional strategies, which were under two separate child-outcome 

characteristics, were placed under one child-outcome characteristic: 

development of structuring the world. The categories were collapsed to 

one instructional strategy category having two levels: basic 

discrimination and pragmatic and academic discrimination. A new 

instructional strategy category was added: anticipatory communication, 

under the fourth child-outcome characteristic of development of natural 

communication symbols. 
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step 7. Using the fixed code system, the data were reviewed again 

and each unit of data was transcribed with its appropriate code on a 4" 

by 6" file card. 

step 8. Coded data were organized in a file card system. This 

system used the note cards with the individual data units handwritten on 

the cards and the corresponding codes written on the top of the card for 

quick retrieval for sorting and grouping per teacher. 

step 9. The coded file cards for each teacher were reviewed and 

checked for accuracy. 

step 10. The coded data, once filed, were ready for data analysis 

in the context of the pertinent research question. 

Analyses of Coded Data 

As described in the Classroom Observation section, two whole-day 

observations per teacher were recorded, and ten half-hour observations 

per teacher were recorded. After all the observations were recorded and 

reviewed, the researcher determined that one whole-day narrative report 

per teacher and three half-hour observations were representative of the 

daily sequence of the curricular activities in the Van Dijk Curriculum. 

The first whole-day observation per teacher was chosen for coding, and 

the first, fifth, and tenth half-hour observations were chosen per 

teacher because these observations spanned the three-month period of 

scheduled observations to represent a sampling of teacher implementation 

over an extended time period. 

Using this representative sample of observations, two analyses 

procedures of the coded data provided support in addressing the 

relationship of teacher's understanding of van Dijk's theory to their 

implementation of the instructional strategies. The first examined 

teachers' use of instructional strategies, and the second examined the 

most and least used instructional strategies. 
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Teachers' use of instructional strategies. In examining teachers' 

use of instructional strategies, the coded data units were tallied 

across their respective coded categories per teacher. For accuracy, the 

tallies were checked three separate times. The frequencies of 

instructional strategy use and of demonstrated understanding of the 

related theoretical principles were determined for each teacher. 

Based upon the frequency counts of instructional strategy use and 

demonstrated understanding of the theoretical principles per teacher, 

grouped teacher frequencies for each were calculated across strategies 

and per strategy. Two sets of frequencies were developed for each 

teacher: one for the whole-day observations and one for the three half

hour observations. Because the three half-hour observations were 

representative samples, the three half-hour observation frequency counts 

were collapsed per teacher. 

To determine high and low implementors, the researcher ranked each 

of the total frequencies across instructional strategies and principles 

per teacher from highest to lowest used. Rankings for the whole-day and 

half-hour observations were determined. A rule was then applied to 

determine the high and low implementors of the strategies and 

principles. The rule was that for a teacher to be considered a high 

implementor, the total frequency of use (strategy or principle) must be 

in the top third of the ran kings for both observations (whole-day and 

half-hour). For a teacher to be considered a low implementor, the total 

frequency of use (strategy or principle) must be in the bottom third of 

the rankings for both observations. 

Most and least used instructional strategies. In examining the 

most and least frequently used instructional strategies and related 

principles, the researcher ranked the total frequencies per 

instructional strategy or principle from highest to lowest used or 
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demonstrated for each teacher and for the teachers as a group. Rankings 

for the whole-day and half-hour observations were determined. A rule 

was then applied to determine the most and least frequently used 

strategies and principles. The rule was that for an instructional 

strategy or principle to be considered most used, the strategy or 

principle must be in the top third of the rankings for both observations 

(whole-day and half-hour). For a strategy or principle to be considered 

least used, the strategy or principle must be in the bottom third of the 

rankings for both observations. 

Teacher Interview Procedures 

The researcher interviewed the teachers to determine their 

understanding of van Dijk's theoretical principles and instructional 

strategies. Interviewing was initiated after the observation phases. 

The purpose of interviewing the teachers was to acquire information 

about their understanding of van Dijk's theory and how they identified 

and explained van Dijk's theory in their teaching activities as seen on 

video tape. 

The interviews were divided into two phases: descriptive interview 

and video interview. The interviews occurred using English, ranged from 

two to three and one half hours in length, and were semi-structured in 

format (Bogdan & Biklen, 1992). Each teacher split the interview into 

two sessions. The sessions were scheduled over a four-week period. 

This researcher introduced the interview session by giving the 

following information: 

1. The interview session would last approximately one hour. If 

more time was needed another session would be scheduled. 

2. An interpreter would be provided in case questioned were 

preferred to be asked or answered in Dutch. 



3. Two interview phases would make up the session: (1) the 

descriptive interview, and (2) the video interview. 
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4. In each phase, the questions that appear below were asked, 

but no penalty would occur for questions left unanswered. 

Participants would be encouraged to answer all questions to 

the best of their ability. 

5. Participants were encouraged to ask questions 

regarding the interview procedures, if any needed. 

6. The interviews were audio-taped after permission was gained 

by the participants. 

Phase I: Descriptive Interview 

The purpose of the descriptive interview was to determine if the 

teachers verbally could describe van Dijk's theoretical principles and 

give examples of the implementation of those theoretical principles. The 

following questions were presented to the teachers: 

1. Do you understand the theoretical principle behind 

(e.g., resonance strategies)? 

2. (If so) can you describe that theoretical principle? 

3. (If not or if so) can you describe a 

(e.g., a resonance strategy)? 

The interview questions sequentiallY addressed all of van Dijk's 

theoretical principles as related to an activity that manifested the 

principle(s). If teachers did not know how to explain a particular 

principle or relate the principle to an activity, the 

researcher/interviewer went on to the next principle. 

Phase II: Video Interview 

The purpose of the video interview was to determine if the 

teachers could identify their own teaching instructional strategies that 

were related to van Dijk's theoretical principles. The video interview 



used video clips representative of ten instructional strategies 

implemented per teacher in the study. Each teacher observed her own 

teaching clips. 
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The activity video clips were previewed by this researcher and Dr. 

van Dijk to verify that the clips were representative of each 

instructional strategy and the ten theoretical principles. Dr. van Dijk 

agreed that the activity clips were a representative sample of the 

theoretical principles. The video recordings were taken two weeks prior 

to the interviewing sessions and edited by this researcher and previewed 

by Dr. van Dijk and this researcher during that interim. 

During the interview, the video tape was stopped after each of the 

ten segments sequentially. The researcher asked the teachers the 

following questions per video clip: 

1. Why was he or she doing this particular instructional 

strategy with the student? 

2. What was or were the theoretical principle(s) underlying the 

instructional strategy? 

A translator was present for Phase II (video) interviewing, if 

requested by a given teacher. Phase II of the interview was audiotaped 

once permission was given from the teachers. 

Data Coding and Analysis for Interviews 

The audiotaped interviews of the six teachers were transcribed. 

Using these transcriptions, the data coding system previously described 

in this chapter on pages 51-54 was used to identify the teachers' 

descriptions of the ten theoretical principles and fifteen instructional 

strategies. Lastly, the coded data were analyzed by grouping each 

teacher's understanding according to ratings of accurate, partially 

accurate, or inaccurate for each theoretical principle and related 
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instructional strategies. Each of these ratings of understanding was 

applied to both phases I and II of the interview. 

The three ratings of accurate, partially accurate, or inaccurate 

understanding were determined by the way in which teachers described the 

theoretical principles and instructional strategies of the Van Dijk 

Curriculum. An accurate understanding was an elaborative, 

comprehensive, and rich description of the particular strategy or 

principle(s) in question. To receive a rating of accurate understanding 

a teacher would need to thoroughly discuss the strategy and related 

principle(s) in a way that expressed a comprehensive or "big picture" 

understanding and provide in-depth examples of how and why she applied 

the strategy to her students. A rating of partially accurate 

understanding was given to any response that was specific (isolated to 

one aspect only), fragmented, and/or superficial description of the 

particular strategy or principle(s) in question. In other words, a 

partially accurate understanding rating was received if the teacher 

discussed the strategy specifically in terms of how she applied it to 

one student or if the teacher did not discuss the relationship of the 

particular strategy or principle(s) to other strategies or principles. 

A rating of inaccurate understanding was given to any response that was 

a limited, global, and/or non-answered description of the instructional 

strategy or theoretical principle(s) in question. Examples of 

inaccurate understanding are when the teacher discussed the strategy and 

related principle(s) so globally that her description could apply across 

the range of strategies and principles (Le., "The purpose of this 

strategy helps the child in his developmental growth"); or the teacher 

completely confused a particular strategy and principle with others. 

Additional Data Analysis for Observations 

In reading and coding teacher use of instructional strategies, it 
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was evident that in addition to frequency of teacher implementation, 

other aspects of implementation were not measured by frequency. Results 

indicated a need for more in-depth analysis to better understand the 

quality of implementation in relation to frequency implementation. 

Consequently, an additional analysis procedure (System II) was designed 

to obtain a different and qualitatively richer clarification and 

representation of the teacher's demonstrated understanding of the 

theoretical principles. System II was used with Teachers 1 and 2 based 

upon their ran kings of frequency of use of instructional strategies and 

demonstrated understanding of theoretical principles. Teacher 1 ranked 

the highest in use and demonstrated understanding and Teacher 2 ranked 

the lowest. 

System II 

system II involved operationalizing the ten theoretical principles 

on two levels. The first level is described as "Child Characteristics 

Related to Principles" and the second level is "Teacher Instructional 

Strategies Applied to Child Characteristics and Principles" and are 

represented in Table 4. These operationalized levels were used for 

analyzing the teachers' demonstrated understanding of the theoretical 

principles applied to practice. 

System II was applied by taking each coded narrative data unit for 

the half-hour observations from the first system of analysis (System I) 

and comparing each of the previously met theoretical principles with the 

two levels of operationalized principles. If a previously met principle 

based on System I was not met using its respective operationalized 

principle based on System II, then it was not counted and was considered 

unmet. Once the System II analysis was implemented, frequency counts 

were recalculated for the theoretical principles. 



Table 4 

Operationalized Theoretical Principles on Two Levels: Child Characterisitics and Teacher Instructional 

Strategies 

Theoretical 
Principles 

1. All children partially or 
totally deprived from birth of 
hearing and vision demonstrate 
behaviors that neurologically 
coincide with the subcortical 
organization of the central 
nervous system (CNS). This 
subcortical organization is 
plastic and can be influenced 
to stimulate and develop higher 
levels of cortical organization 
in the CNS. 

Child Characteristics Related 
to Principles 

1. Children who are partially 
or totally, visually and 
hearing impaired from birth may 
exhibit self-stimulatory 
behaviors, ritualistic, 
stereotyped behaviors (e.g., 
finger flicking in front of the 
eyes, eye pushing, rhythmical 
rocking). These behaviors are 
basic compensation to the whole 
child's physical being for the 
lack of normal, sensory 
stimulation. These behaviors 
initially take place at a 
preconscious level (reflexive) 
reactions to stimuli, and as 
the child develops, the 
behaviors become learned and 
more ritualistic due to 
deprivation of bonding, 
nurturance, and healthy, 
consistent interactions. Given 
teacher intervention the child 
learns to shift self
stimulatory behaviors to 
behaviors that involve other 
persons and objects. 

Teacher Instructional 
Strategies Related to 
Principles and child 

Characteristics 

1. Through teacher intervention 
strategies and activities 
(namely resonance activities), 
the child's self-stimulatory 
behaviors can be redirected, 
stopped or changed to allow for 
functional and meaningful 
interactional behaviors to be 
learned. The teacher must be 
alert in recognizing, 
following, and joining in the 
child's behaviors no matter how 
basic and self-stimulatory they 
may appear. The activities 
gradually involve close 
physical contact or proximity. 
The teacher begins to build a 
basic level of communication 
and rapport with the child 
through turn-taking 
interactions and signalling 
dialogue (e.g., gross and fine 
body movements, vocalizations, 
breathing rates, laughing, 
etc.) . 
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(Table 4 continued) 

Theoretical 
Principles 

2. The integration of various 
sensory pathways of hearing, 
vision touch, taste, and 
proprioception is an activity 
of the higher cortical 
organization of the CNS. This 
integration of the various 
sensory pathways allows the 
child to more clearly perceive 
the world around him. 

Child Characteristics Related 
to Principles 

2. Due to the lack of normal 
sensory input (stimulation), 
the child must learn to use his 
remaining senses to receive as 
much information about his 
environment as possible. Given 
intervention, the child learns 
to use his level of hearing, 
vision, touch, taste, and motor 
abilities to progressively gain 
more understanding of and 
active participation in the 
world around him. The child 
learns that through his 
remaining sensory pathways, he 
can associate meaning to his 
world and can gain more 
functional use of his senses 
for interaction and 
communication. Example: A child 
hears a sound (his name being 
called) and is taught to turn 
toward the sound to be tickled. 

Teacher Instructional 
strategies Related to 
Principles and Child 

Characteristics 

2. The teacher develops and 
implements strategies and 
activities that best 
meaningfully challenge the 
child's remaining senses of 
hearing, vision, touch, taste, 
and motor abilities. The 
teacher systematically 
introduces, assesses, and 
maintains the child's sensory 
learning skills in functional 
and meaningful activities. The 
teacher provides learning 
strategies, activities, and 
content to the child that 
addresses/stimulates the 
necessary senses that are 
required of the particular 
targeted learning objective/ 
skill. The teacher is alert to 
the child's unique sensory 
reactions to the strategies, 
materials, and activities 
presented. Example: The teacher 
develops a tangible schedule 
for a child where objects of 
reference are highly motivating 
and have high visual contrast 
for facilitating the student's 
residual vision. 

0') 
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(Table 4 continued) 

Theoretical 
Principles 

3. The development of the 
child's initial concepts of the 
environment is based upon motor 
patterns that are involved in 
the handling of things-of
action: most things-of-action 
hold certain attributes that 
promote specific motor 
functions and, therefore, lead 
to concept formation. 

Child Characteristics Related 
to Principles 

3. The child with dual sensory 
impairments needs to have 
meaningful and functional 
experiences in her environments 
(home, school, & community) to 
become actively involved with 
objects, people and animals 
that provide him consistent 
stimulation, satisfaction, and 
dissatisfaction. The child's 
memory is being challenged 
through the building of motor 
patterns and interactions 
through which he learns to 
recognize, associate, and 
discriminate these things of 
action. Example: A child 
associates a cup with drinking, 
so he learns to hold it 
correctly to bring the liquid 
to his mouth. 

Teacher Instructional 
Strategies Related to 
Principles and Child 

Characteristics 

3. The teacher develops and 
implements strategies to 
provide meaningful and 
challenging learning sequences 
for the child. These sequences 
are "constantly" monitored to 
check the child's interests to, 
discrimination of, and the 
memory of functional sequences 
of daily activities, events, 
and interactions. The teacher 
must recognize the meaningful 
attributes with which the child 
most clearly associates 
meaning. The teacher develops 
communicative referents based 
upon these child-centered 
meaningful attributes of "these 
things-of-action." Example: The 
teacher provides the child with 
a special cup for drinking at 
break time, and it is used as a 
referent in the child's 
schedule. 
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(Table 4 continued) 

Theoretical 
Principles 

4. The development of 
attachment and security through 
intimate human contact is 
essential for self-concept, 
object formation, and 
subsequent symbol formation: A 
nurturing, social interaction 
between the child and the 
teacher allows for the sharing 
of a situation in reference to 
the "world of things." This 
intimate contact is 
accomplished through imitative 
(resonating and/or co-active) 
movements between the child and 
a consistent partner (response
contingent interaction). 

Child Characteristics Related 
to Principles 

4. For the child with severe 
dual sensory impairments the 
world is full of "things" that 
can basically give pleasure or 
displeasure. The child must 
feel secure in his world to 
want to take risks in 
discovering new things of 
meaning. Trusting and bonding 
to specific individuals is 
necessary in learning to take 
certain risks and in developing 
self-concept and self-esteem. 
The child initiates 
communicative responses to the 
teacher's interactive guidance 
which in turn leads to a 
interactive movement dialogue 
between child and teacher. 
Example: The child grabs the 
teacher's hand and places the 
hand on his stomach to be 
tickled. 

Teacher Instructional 
Strategies Related to 
Principles and Child 

Characteristics 

4. The teacher accepts the 
child as he is and follows his 
initial ways of interacting 
with his world. These initial 
interactions are through 
acknowledging and imitating the 
child's self-stimulatory 
behaviors; understanding of and 
addressing the child's basic 
needs of hunger, thirst, 
hygiene, pleasure, and 
consolation; sharing a 
meaningful experience, 
activity, or event; and, 
establishing turn-taking 
behavior between the child and 
the teacher. Mutual sharing and 
turn-taking lead to the child's 
feelings of trust and 
attachment, and establishes the 
foundation for communicative 
dialogue. Example: The teacher 
accepts the child's request to 
be tickled, tickles her, and 
then pauses for a signal to 
continue the game. 
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(Table 4 continued) 

Theoretical 
Principles 

5. Development can be seen as 
the progressive distancing 
between the child and the world 
of action, and the principle of 
analogous function (the 
principle that a learned skill 
progressively can become more 
internalized and integrated 
with similar skills through 
different analogous processes). 
Distancing and analogous 
function are a means by which 
the child gradually leaves 
concrete understandings and 
iconic representations of the 
world and moves toward 
conceptual understandings and 
schematized representations of 
the world. 

Child Characteristics Related 
to Principles 

5. The child with severe dual 
sensory impairments often 
remains in "the-here-and-now
world"--that world which is 
immediate. With the basis of 
trust between or among 
significant individuals in her 
life, the child progressively 
distances herself from needing 
immediate contact and 
satisfaction with animate and 
inanimate objects. Through 
varied meaningful experiences, 
the child gains a repertoire of 
skills that are integrated in 
such that these skills can be 
used in more challenging 
situations. The child becomes 
an active participant and 
learner. Example: The child 
walks to his tangible schedule 
and scans from left to right; 
he takes his "break" reference 
(a mug handle) from his 
schedule and makes the drink 
gesture. 

Teacher Instructional 
Strategies Related to 
Principles and Child 

Characteristics 

5. Through varied experiences 
planned by the teacher that are 
integrated in the respect that 
related skills across learning 
domains are used, consistently 
reinforced, practiced, and 
advanced (until the child 
reaches criterion), the child 
gains a more generalized 
understanding of and a shared 
reference to his world. The 
teacher is an ongoing evaluator 
and knows when to challenge a 
student to reach higher levels 
of understanding, interaction, 
and application of skills in an 
expanded world. Example: The 
teacher distances herself from 
the child as he goes to the 
schedule box. The teacher 
watches how the child scans the 
sequence boxes. She waits. The 
teacher approaches the child 
after he picked up the correct 
referent and stands there for 
30 seconds. She asks the 
student "What's next?" The 
student makes the "drink" 
gesture. 
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(Table 4 continued) 

Theoretical 
Principles 

6. The child becomes conscious 
that he is the center of the 
movement: he is acting upon the 
environment and incorporating 
experiences of the ordering of 
time and space. Thus the child 
learns to structure his world. 

Child Characteristics Related 
to Principles 

6. The child who is severely 
dual sensory impaired learns 
through consistent references 
across settings that he has 
some control over his 
environments and he can be an 
active participant. His self
concept is more identified and 
the child learns that his 
environments are surveyable in 
terms of people, events, 
activities, locations, and time 
sequences. Example: A child 
takes his "break" reference 
card and walks to the lounge. 

Teacher Instructional 
Strategies Related to 
Principles and Child 

Characteristics 

6. Through systematic 
intervention strategies, the 
teacher provides the student 
with opportunities to gain 
independence and 
interdependence over his 
actions within environments. 
The teacher thoughtfully 
develops meaningful parameters 
that help the student to 
understand concepts of time and 
space that are functional to 
his individual sensory and 
learning modes. Example: The 
teacher provides meaningful 
cues for the student to find 
his way to the lounge (e.g., 
the smell of coffee brewing). 
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(Table 4 continued) 

Theoretical 
Principles 

7. In the child's structuring 
of his world, the building of 
anticipatory situations leads 
to expectations and provokes a 
stronger reaction and 
association to the expected and 
unexpected sequential events. 

Child Characteristics Related 
to Principles 

7. Once a child with severe 
dual sensory impairment has an 
understanding of order in his 
immediate environments, the 
child holds certain 
expectations of how that order 
works. The child's anticipation 
of expected events fosters a 
more aroused state; therefore, 
the child is more active when 
presented with novel 
stimulation within a familiar 
routine. Example: A child 
pauses, screams, and throws 
down a new object that is in 
his schedule box. 

Teacher Instructional 
Strategies Related to 
Principles and Child 

Characteristics 

7. The teacher plans, 
implements and creatively "on
the-spot" executes 
instructional strategies and 
lessons that challenge the 
child's anticipatory reactions 
and active learning. The 
teacher's goal is to invoke the 
child to initiate communicative 
responses, thus cognitive 
processes, to novel and 
familiar events within a 
sequential framework. The 
teacher notices that the 
child's toothbrush bristles are 
worn. She knows that this is 
not salient enough for the 
child to understand that a new 
toothbrush is needed. The 
teacher "educationally 
sabotages" the toothbrush to 
break during brushing and plans 
a lesson involving the ideas of 
break, new, and buying a new 
toothbrush, etc. 
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(Table 4 continued) 

Theoretical 
Principles 

8. Through functional pragmatic 
associations between the child 
and his world of events, the 
child attains a repertoire of 
natural symbols: signs, 
signals, gestures, drawings, 
and referential objects which 
become differentiated, 
gradually generalized, and 
spontaneously used in other 
environments. 

Child Characteristics Related 
to Principles 

8. The child needs functional 
ways to expressively and 
receptively communicate. These 
communicative ways are based 
upon the individual child's 
sensory and learning abilities, 
and are founded in meaning 
based upon their use and 
association to real-life 
events, people, and objects 
within the child's world. The 
child progressively learns to 
communicate across different 
people, settings, and 
situations using his repertoire 
of natural symbols. Example: 
The child requests the presence 
of his father by patting his 
own face to represent his 
father's beard. 

Teacher Instructional 
Strategies Related to 
Principles and Child 

Characteristics 

8. The teacher develops and 
implements communication 
systems that are child-centered 
and are used in meaningful 
contexts. Through planned and 
spontaneous activities and 
interactions, the teacher 
consistently challenges the 
child to use and develop his 
communicative skills with 
different people, in different 
contexts, and across different 
settings. Example: The teacher 
uses the calendar/schedule as a 
communication system that 
prefaces, enhances an ongoing 
activity, and ends an activity 
whereby a variety of 
experiences can be referenced 
and discussed in the future. 
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(Table 4 continued) 

Theoretical 
Principles 

9. The child's use of this 
repertoire of natural symbols 
is a form of pragmatic 
communication. What is 
essential is a "shift-of
function" of this repertoire 
toward symbol consciousness-
language. 

Child Characteristics Related 
to Principles 

9. Once a child with severe 
dual sensory impairments has a 
system of functional 
communication, the child is 
challenged to gain more 
schematized and abstract forms 
of communication. The challenge 
is to provide the opportunity 
for the child to reach the 
symbolic language system of the 
child's homeland, which can be 
via formal sign language, 
speech, written language, 
pictorial, or a combination of 
these modes. Example: The 
child takes the picture of his 
father, points to it, and 
requests his father by patting 
his own face and then attempts 
to fingerspell "dad" to the 
teacher by forming the letter 
"d" . 

Teacher Instructional 
Strategies Related to 
Principles and Child 

Characteristics 

9. The teacher plans and 
implements systematic learning 
interventions and opportunities 
to broaden the child's 
repertoire of existing 
communication and to challenge 
the child's possible ability to 
become a symbolic language 
user. The teacher uses fading 
and shaping procedures (e.g., 
paired associations) to 
gradually teach the child to 
understand and use a more 
schematized and abstract 
referent within meaningful 
contexts. Example: The teacher 
draws the child's father, 
mother, and child himself when 
discussing the child's trip 
home for the weekend. The 
teacher points with the child 
to each individual and signs 
the happy greetings they will 
have seeing one another. She 
then writes captions (i.e., 
speech balloons) for each 
figure expressing thier happy 
greetings. 
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(Table 4 continued) 

Theoretical 
Principles 

10. The shift-of-function 
occurs by an inner organismic 
schematizing activity which is 
a means of transferring natural 
referents to depictive and 
denotative functions of 
symbols. The child at this 
level demonstrates behaviors 
that neurologically coincide 
with higher level cortical 
organizations of the CNS. 

Child Characteristics Related 
to Principles 

10. within varying environments 
or during familiar or novel 
routines with a partner, the 
child initiates spontaneous or 
creative use of schematized or 
abstract symbolic communicative 
referents. The child shows his 
understanding that this more 
abstract symbol is a meaningful 
way to communicate his needs. 
Example: While out in the 
community at the pet store, the 
child must by some fish food. 
She has to discriminate among 
two types of pet food: fish and 
bird food. The child smells 
some fish food and feels a bag 
of bird seed. She takes the 
fish food and signs to the 
teacher "Fish eat, yes. Buy." 

Teacher Instructional 
Strategies Related to 
Principles and child 

Characteristics 

10. The teacher recognizes the 
child's communicative abilities 
and systematically plans and 
provides varied learning 
experiences that will invoke 
the child's motivation. Within 
these motivating activities and 
lessons, the teacher implements 
instructional strategies that 
establish a bridge for the 
child to adapt and transfer the 
communicative meanings of 
natural symbols to schematized 
or abstract symbols. Example: 
While at the pet store, the 
teacher plans that the student 
may feed some of the fish and 
birds. During this experience, 
the teacher makes two brailled 
reference cards with the 
student with small bagged 
samples of bird feed and fish 
food attached to each card. 
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CHAPTER 4 

Results 
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The major research question asked in this study was: Does a 

relationship exist between the teachers' understanding of the 

theoretical principles underlying van Dijk's curriculum and teacher 

implementation of van Dijk's instructional strategies? In answering 

this question, the researcher addressed the following three areas of 

investigation: teachers' understanding of the van Dijk's theoretical 

principles through the analysis of interview and observational data; 

teachers' implementation of instructional strategies through the 

analysis of observational data; and the relationship between teachers' 

understanding and implementation. This chapter presents the results of 

the study in the sections: Findings from Interviews, Findings from 

Teacher Observations, General Findings for the Relationship of 

Understanding to Implementation, and Specific Findings for the 

Relationship of Understanding to Implementation. 

Findings from Teacher Interviews 

The teacher interviews were completed in two phases: Phase I: 

Descriptive Interview and Phase II: Video Interview. The descriptive 

interview entailed the teachers demonstrating their understanding of the 

related principles to the instructional strategies by describing the 

fifteen instructional strategies and explaining the purposes 

(theoretical principles) for each. For the video interview, each 

teacher watched 2-5 minute video clips of her teachings that were 

representative of each theoretical principle. Afterwards, each teacher 

explained the purpose and/or theoretical principle underlying the 

teaching. The following sections address the results from both 

interview phases. 
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Teacher Understanding of Instructional Strategies 

The descriptive interview results indicated that all the 

instructional strategies were either partially or accurately understood 

by the six teachers (see Table 5). Teachers 1, 4, and 5 accurately 

understood all the instructional strategies and underlying principles. 

Three teachers (Teachers 2, 3, and 6) demonstrated partially accurate 

understanding of certain theoretical principles underlying the 

instructional strategies (see Table 5). In particular, Teacher 2 

demonstrated the least accurate understanding receiving a rating of 

"partially accurate" for five instructional strategies: resonance 

phenomenon, parallel and deferred imitation, vibrational-sound induced, 

and conversational communication. More in-depth analysis of the 

teacher's specific results are clarified in the Specific Findings per 

teacher section. 

When introducing the instructional strategies during the 

descriptive interviews, the only instructional strategy not initially 

familiar to all six teachers was non-representational reference. Each 

teacher made statements that they had never heard of this strategy or 

did not understand the English to Dutch translation. After describing 

what non-representational strategies were during the first interview, 

Teacher 1 immediately understood what non-representational reference 

referred to and offered another term to describe it--"verwijzer." After 

discussing this term with Dr. van Dijk, "verwijzer" was then used during 

subsequent interviews after the teachers expressed they did not know the 

instructional strategy as non-representational reference. Also, 

Teachers 4 and 5 initially did not know what characterizing strategies 

referred to, and Teacher 2 initially did not know what resonance 

phenomenon strategies referred to. Once these strategies were described 

by the researcher, they all expressed partial or accurate understanding 
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Table 5 

Teachers' Level of Understanding of Instructional strategies 

Level of Understanding 

Teacher 

Strategy 1 2 3 4 5 6 

Resonance Phenomenon 3 2 3 3 3 3 

Co-Active Movement 
Sequence 3 3 3 3 3 3 

Co-Active Manipulation 3 3 3 3 3 3 

Non-Representational 
Reference 3 3 3 3 3 3 

Parallel Imitation 3 2 3 3 3 3 

Deferred Imitation 3 2 3 3 3 3 

Drawing 3 3 3 3 3 3 

Vibrational-sound 
Induced 3 2 3 3 3 3 

Basic Discrimination 3 3 3 3 3 3 

Pragmatic/Academic 
Discrimination 3 3 3 3 3 3 

Characterizing 3 3 3 3 3 3 

Sequential Memory 3 3 2 3 3 3 

Conversational 
communication 3 2 3 3 3 3 

Anticipatory 
Communication 3 3 3 3 3 2 

Symbolic Communication 3 3 3 3 3 3 

Key: Accurate unaerstana~ng - 3, Partially Accurate 
Understanding = 2, Inaccurate Understanding = 1 
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their subsequent explanations during the interview. 

74 

Several themes appeared to be consistent across the six teachers. 

All teachers mentioned the importance in considering the unique 

characteristics of the child, and that the instructional strategies had 

to be adapted specifically for each child. Teacher 1 emphasized 

learning about the etiology of the disability and learning level of the 

child, as well as how the child felt emotionally. The children's 

emotional state was mentioned by all teachers. 

When discussing sequential movement strategies, Teacher 4 related 

the strategies for a child she was working with to a hearing child "who 

hears words in a sequence over and over again. Our children need a way 

to understand order and sequence. This is important in learning speech, 

so for a deaf-blind child, this sequencing is vital for an overview and 

to develop security. Also, this leads to independence." 

All teachers made references to affective learning considerations 

when discussing the theoretical principles. For example, when Teacher 3 

discussed the principles underlying the strategy of resonance phenomenon 

she indicated the importance of fostering attachment and accepting the 

child's unique behaviors. She stated that resonance "stimulates a 

communicative attitude between the child and the educator. The educator 

must be alert and responsive to the most subtle signals from the child, 

because initially this is the only channel open for communication." 

A strong theme emerged from the interviews regarding a shared 

philosophy or approach. All teachers except Teacher 2 clearly referred 

to "Our way of working," "Our kids .... " "How things are done here," 

"How we used to do certain activities here," and/or "that was the old 

way." Teacher 6 even expressed some concern that Rafael (the school 

body) pressured the teachers to do particular anticipatory communication 
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strategies, which she believed should only occur spontaneously and not 

in a planned way. 

Teacher Understanding of Theoretical Principles 

The video interview results indicated that all six teachers were 

able to identify the principles when given a specific video clip of 

their own teaching demonstrating the principle. All six teachers were 

comparably rated in their understanding of the theoretical principles 

represented and each demonstrated accurate understandings. All the 

teachers were able to interrelate their explanations of each principle 

to the whole theory as used in the curriculum. 

Findings from Teacher Observations 

The data from the teacher observations indicated that all the 

teachers were implementing the majority of the instructional strategies 

which were representative of the principles; however, a fairly even 

distribution of instructional strategies for each teacher did not 

result. This section reports results on the teachers' use of the 

instructional strategies, the most and least used instructional 

strategies, and findings from a second system of analysis. 

Teacher Use of Instructional Strategies 

Tables 6 and 7 show the frequency of instructional strategies used 

across teachers for the half-hour and whole-day observations, 

respectively. Each instructional strategy was observed at least once by 

the researcher during the school observations. The majority of 

instructional strategies were implemented by each teacher. However, the 

results indicated a wide frequency distribution of use across teachers 

with the total frequency of instructional strategies ranging from 157 to 

256 for the half-hour observations combined and 146 to 345 for the 

whole-day observations. 

The comparison across teachers for the total frequencies for the 



Table 6 

Frequency of Instructional Strategies Across Teachers for 

Half-hour Observations 

Frequency of Strategy Use 

Teacher 

Strategy 1 2 3 4 5 6 Total 

Resonance Phenomenon 14 1 23 7 14 16 75 

Co-Active Movement 4 11 16 26 13 5 72 
Sequence 

Co-Active Manipulation 16 12 20 24 12 4 88 

Non-Representational 30 13 1 11 5 37 97 
Reference 

Parallel Imitation 0 11 4 20 3 3 41 

Deferred Imitation 12 8 6 6 7 13 52 

Drawing 22 27 0 23 0 18 90 

Vibrational-sound 0 0 0 0 29 0 29 
Induced 

Basic Discrimination 0 0 17 0 1 8 26 

pragmatic/Academic 16 3 2 1 15 7 44 
Discrimination 

Characterizing 29 23 46 26 13 25 162 

Sequential Memory 55 39 6 31 11 40 154 

Conversational 19 4 8 3 4 25 63 
Communication 

Anticipatory 14 9 20 15 16 16 90 
Communication 

Symbolic Communication 24 0 0 0 14 7 45 

Total 256 161 170 194 157 224 
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Table 7 

Freguency of Instructional strategies Across Teachers for 

Whole-day Observations 

Frequency of strategy Use 

Teacher 

Strategy 1 2 3 4 5 6 Total 

Resonance Phenomenon 9 11 27 47 20 20 134 

Co-Active Movement 16 17 21 46 18 12 130 
Sequence 

Co-Active Manipulation 15 23 24 36 13 6 117 

Non-Representational 20 2 2 7 4 9 44 
Reference 

Parallel Imitation 0 2 6 15 1 3 27 

Deferred Imitation 7 4 6 1 2 14 35 

Drawing 26 7 0 40 3 15 91 

Vibrational-sound 0 0 0 1 11 2 14 
Induced 

Basic Discrimination 0 0 4 1 0 0 5 

Pragmatic/Academic 
Discrimination 

16 10 24 9 12 13 84 

Characterizing 11 42 51 43 29 17 193 

Sequential Memory 60 18 38 52 30 24 222 

Conversational 18 3 6 30 18 32 107 
Communication 

Anticipatory 12 7 20 17 16 12 84 
Communication 

symbolic Communication 38 0 0 0 28 9 75 

Total 248 146 229 345 205 188 
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combined half-hour observations and whole-day observation indicated that 

Teacher 1 was ranked as either the highest or second highest 

implementor. Teacher 2 was ranked as either the lowest or second lowest 

implementor. While Teacher 5 was the lowest ranked for the combined 

half-hour observations, she was the third lowest ranked for the whole

day observations. 

Most and Least Used Instructional Strategies Across Teachers 

The results indicated that some strategies were implemented more 

and some were implemented less than other strategies for both individual 

teachers and all teachers combined. For the collapsed half-hour 

observations, the frequency per teacher ranged from 26 to 162 with a 

median of 72. For the whole-day observation the frequency count 

represented a wider distribution ranging from 5 to 222 with a median of 

84 (see Table 7). 

Based upon the ranking rule described in Chapter 3, two 

instructional strategies were ranked as the most used across teachers: 

characterizing and sequential memory instructional strategies. The 

least frequently used instructional strategies were parallel imitation, 

vibrational sound-induced, and basic discrimination instructional 

strategies. possible explanations for specific patterns are discussed 

in Chapter 5. 

Teacher Demonstrated Understanding of Theoretical Principles 

Teachers' demonstrated understanding of the theoretical principles 

were determined based upon their use of the instructional strategies. 

Each instructional strategy is related to certain theoretical principles 

as described in Chapter 3. The totals obtained for demonstrated 

understanding of the ten theoretical principles across the six teachers 

for the combined half-hour observations and whole-day observations are 

shown in Tables 8 and 9. 



Five of the six teachers demonstrated understanding of each 

theoretical principle at least once. The only exception was that of 

Teacher 3 who did not demonstrate understanding of principle #10: 
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Symbolic Language. The results indicated a wide frequency distribution 

of demonstrated understanding across principles. For the combined three 

half-hour observations, the range per teacher was 75 to 545 with a 

median of 428. For the whole-day observation, the range per teacher was 

134 to 690 with a median of 436. 

The comparison of totals per teacher across the ten theoretical 

principles for both the half-hour and whole-day observations indicated 

some patterns in rankings among teachers. Teacher 1 was ranked either 

highest or second highest in demonstrated understanding of principles 

per observation. Teachers 2 and 5 were ranked as either lowest or third 

lowest in demonstrated understanding of theoretical principles per 

observation. The totals for the remaining teachers showed that they 

were ranked generally in the middle. 

Most and least demonstrated understanding of theoretical 

principles. Some theoretical principles were demonstrated to be more 

understood and others less understood for both individual teachers and 

the teachers as a group. These general findings addressed most and 

least demonstrated understanding across the teachers as a group. 

Using the ranking rule as described in Chapter 3, the theoretical 

principles that were ranked in the top third for the half-hour and 

whole-day observations were principle #8: Natural Symbols and principle 

#3: Concept Formation. The principles that received the least 

understood ranking were principles #1: Sensory Deprivation, #10: 

Symbolic Language, and #6: Structuring. Explanations for specific 

patterns are discussed in Chapter 5. 



80 

Table 8 

Frequency of Demonstrated Understanding of Theoretical 

PrinciEles Across Teachers for Half-hour Observations 

Frequency of Demonstrated Understanding 

Teacher 

Principle 1 2 3 4 5 6 Totals 

#1: Sensory Deprivation 14 1 23 7 14 16 75 

#2: Integration of 91 55 34 63 53 98 394 
Sensory Information 

#3: Concept Formation 64 61 102 96 84 51 458 

#4: Attachment 63 36 58 65 41 60 323 

#5: Progressive Distancing 82 81 43 108 37 77 428 

#6: Structuring 71 57 29 61 32 58 308 

#7: Anticipation 101 71 68 78 92 88 498 

#8: Natural Symbols 135 79 80 77 60 114 545 

#9: pragmatic 129 67 56 60 42 97 451 
Communication 

#10: Symbolic Language 45 26 0 22 13 24 130 

Total 795 534 439 637 468 683 



81 

Table 9 

Freguency of Demonstrated understanding of Theoretical 

PrinciEles Across Teachers for Whole-Day Observations 

Demonstrated Understanding of Principles 

Teacher 

Principle 1 2 3 4 5 6 Totals 

#1: Sensory Deprivation 9 11 27 47 20 20 134 

#2: Integration of 72 25 41 139 55 75 407 
Sensory Information 

#3: Concept Formation 59 96 134 151 86 54 580 

#4: Attachment 61 54 74 135 54 45 423 

#5: progressive 83 56 59 143 39 56 436 
Distancing 

#6: structuring 85 39 70 99 50 49 392 

#7: Anticipation 112 57 118 127 91 74 579 

#8: Natural Symbols 118 79 143 151 105 94 690 

#9: Pragmatic 128 61 98 125 103 80 595 
Communication 

#10: Symbolic Language 64 8 0 39 33 21 165 

Total 791 478 764 1156 636 568 
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Findings from the Second System of Analysis 

The original analysis of data (System I) provided findings 

regarding the type and number of strategies and principles that were 

being implemented over a given observational period for each teacher. 

The methods that were used demonstrated that the teachers varied in 

their use of instructional strategies and demonstrated understanding of 

the theoretical principles. In particular, results obtained for Teacher 

2 indicated some obvious differences from the other five teachers in 

frequency use of the instructional strategies and demonstrated 

understanding of the principles. Also, qualitative information from the 

narrative data indicated that differences existed not only in how often 

instructional strategies were implemented, but in how the teachers 

implemented the instructional strategies and demonstrated understanding 

of the principles. 

The researcher proposed that these differences in implementation 

between Teacher 2 and the other teachers may have reflected differences 

in understanding of the theoretical principles. Therefore, the 

researcher developed and employed a second analysis procedure (System 

II) of the narrative data (see Methods section, pp. 59-60). Using 

System II, Teacher 2 was compared to Teacher 1 who was the highest 

implementor based on System I analysis of data. 

In System II, the theoretical principles were operationalized on 

two levels to more objectively determine which principles a teacher 

might not be fully understanding. The two levels of operationalized 

principles served as a scoring method to delineate met and unmet 

theoretical principles that underlie the instructional strategies. 

Table 10 presents the frequency of the demonstrated understanding 

System I and System II analyses. Table 10 also presents the percent of 

change in principles after employing System II. The half-hour 



Table 10 

Frequency and Percent of Change of Demonstrated Understanding 

of Principles Using System I and II for Combined Half-hour 

Observations for Teachers 1 and 2 

Combined Half-hour Observations 

Teacher 1 Teacher 2 

Principle Sys I Sys II % Sys I Sys II % 

#1: Sensory 14 14 0 1 1 0 
Deprivation 

#2: Integration of 91 90 1 55 45 20 
Sensory 
information 

#3: Concept 64 63 2 61 32 48 
Formation 

#4: Attachment 63 62 2 36 27 25 

#5: Progressive 82 77 6 81 53 35 
Distancing 

#6: Structuring 71 71 0 57 48 16 

#7: Anticipation 101 86 15 71 21 70 

#8: Natural 135 132 2 79 58 27 
Symbols 

#9: Pragmatic 129 125 3 67 38 43 
Communication 

#10: Symbolic 45 45 0 26 18 31 
Language 
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observations were selected for analysis using System II because the 

System I analysis demonstrated that the half-hour observations were 

representative of both teachers' implementation behavior across the 

half-hour and whole-day observations. 
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The comparison of System I and System II analyses indicated that 

Teacher 1 maintained similar frequencies in both systems across the ten 

principles with the percent of change ranging form 0 to 15 percent. The 

highest percent of change between System I and System II analyses for 

Teacher 1 was only 15 percent on principle #7: Anticipation. The second 

highest percent of change was 6 percent on principle #5: Progressive 

Distancing. 

As shown in Table 10, Systems I and II revealed different 

frequencies for Teacher 2 with the percent of change across the ten 

principles ranging from 0 to 70 percent. The highest percent of change 

were for principle #3: Concept Formation (48%), principle #5: 

Progressive Distancing (35%), principle #7: Anticipation (70%), 

principle #9: Pragmatic Communication (43%), and principle #10 Symbolic 

Language (31%). The degree of change evidenced when comparing the 

results from Systems I and II suggests that Teacher 2's demonstrated 

understanding of theoretical principles was qualitatively different and 

less complete. 

Relationship of Teachers' Understanding to Implementation 

A key aspect of the research question was the relationship between 

teacher understanding and implementation. The findings of teacher 

understanding to implementation indicated that for five of the six 

teachers understanding and implementation of the instructional 

strategies and principles on both the classroom observations and the 

interviews were consistent. Four teacher (Teachers 1, 3, 4, and 6) 

demonstrated accurate understanding during their interviews and frequent 
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implementation of the instructional strategies and their underlying 

principles. In comparison, Teacher 2 was consistently identified across 

measures as a less frequent implementor of the instructional strategies 

and as having less accurate understanding. The only teacher for which 

the relationship between understanding and implementation was not 

consistent was Teacher 5. While she demonstrated accurate understanding 

in her interviews, her implementation of instructional strategies as 

measured during classroom observations was consistently low. 

The general findings support the relationship of teacher 

understanding to implementation for five of the six teachers. The 

findings further indicate that the majority of teachers were accurately 

understanding the theory and implementing the instructional strategies 

as defined. The findings for Teacher 2, however, indicate that her 

understanding of the theory was incomplete and her implementation of the 

instructional strategies was limited when compared to the other teachers 

as a group. 

Findings for Individual Teachers 

The results presented in this Specific Findings section are 

selected samples from each teacher's interview, specific findings from 

each teacher's observations, and findings of the relationship of 

understanding to implementation for each teacher. The individual 

teacher data presented in Tables 5, 6, 7, 8, 9 and 10 support the 

findings in this section. Each of the six teachers' findings are 

presented successively. 

Teacher 1 

Overall, Teacher 1 was determined to be the highest implementor of 

the instructional strategies. Teacher l's understanding of the 

theoretical principles were accurate and thorough. She explained the 

interconnectedness of the instructional strategies and provided 
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specific examples of how they related to her students. Teacher l's high 

level of understanding was consistent with her level of implementation 

in that she was ranked the highest or second highest implementor across 

strategies. 

Specifically, Teacher 1 used all the instructional strategies 

except for parallel imitation, vibrational-sound induced, and basic 

discrimination strategies (see Tables 6 and 7). During her interviews, 

however, she was elaborate in her explanations of each of these 

instructional strategies and related principles. The instructional 

strategies for which Teacher 1 was ranked high were sequential memory, 

non-representational reference, drawing, and symbolic language. 

Teacher 1 consistently demonstrated an in-depth understanding of 

these instructional strategies and their related principles in her 

interview. Teacher l's description of how resonance phenomenon 

strategies are interrelated to other strategies demonstrates her 

understanding of this interrelatedness. Teacher 1 thoroughly explained 

that resonance is the start of co-active movement for the child and that 

gradually the child progresses to imitation. She explained how 

important it was to consider the unique needs of the child when using 

these strategies. She related this comment to principle #1: Sensory 

Deprivation and principle #4: Attachment in the following example. 

Teacher 1 explained that when using resonance strategies, one "follows 

the child" and takes his first reactions (e.g., self-stimulatory 

movements, or general responses from being touched, held, talked to, 

etc.) and gains trust through turn-taking and developing play 

interactions. She elaborated on principle #4: Attachment and its 

interrelationship to principle #5: Progressive Distancing by explaining 

that playing with the child is important to maintain and develop social 

interactions, sharing, and self-concept and that using resonance 



strategies spans across children's ages. She showed her in-depth 

understanding by relating generalization concepts (principle #9: 
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Pragmatic communication) to her explanation by adding that one can take 

the turn-taking interactions and carry these over to varying situations. 

Teacher 1 provided a specific example of when she and a 13 year old 

student looked at the student's diary or schedule. She followed the 

child's lead as she had explained previously, but with this student she 

followed his lead in the context of having a conversation about the 

drawings representing past experiences. 

Teacher 1 demonstrated her understanding of "the big picture" by 

explaining the theory and instructional strategies as well as her 

understanding of affective learning. Teacher 1 emphasized that when 

using the instructional strategies, one must "seize" the opportunity of 

the student's motivation in a particular lesson, and maintain this 

interest as long as possible. She mentioned that this is our way of 

working here at Rafael. Teacher 1 stated that "it all depends upon the 

student's emotion" at the time of the lesson. She said, "If for 

example, Randy is strongly interested in something, I sign it to him 

because the sign is quicker to meet Randy's high interest level. If 

Randy wants to know more detail, I will write and draw the topic of 

conversation to look at it in more detail." 

Teacher 1 ranked high in use of non-representational reference 

strategies, and her understanding of these strategies was thoroughly 

expressed in her interview. She explained that pointing is a type of 

"verwijzer" (non-representational referent), or a "look of the eyes" 

toward an interesting thing. She wished to clarify that not all 

teachers may understand "verwijzers" in this way, namely the use of body 

language as non-representational referents. She wanted to distinguish 

her interpretations of non-representational referents of body language 
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from the more common interpretations of non-representational referents 

using tangible objects. The researcher discussed this point with Dr. 

van Dijk to clarify this distinction. Dr. van Dijk agreed with Teacher 

l's interpretation and explained that non-representational reference is 

a form of communication that we continue to use all our lives in certain 

moments and situations. He affirmed that when one does not have a 

symbolic name for a particular entity, another way is found to refer to 

it. This could be accomplished via many ways including pointing, a 

glance, or body language in general. 

From these examples, it is evident that Teacher 1 understood how 

the principles and strategies were interconnected. Teacher 1 emphasized 

the importance of considering the unique learning needs of the students 

and understanding how their affective behaviors could influence 

instruction. 

Teacher 2 

Of all the teachers, Teacher 2 demonstrated the least understanding 

in her interviews and was consistently ranked as a low implementor. 

During Phase I: Descriptive Interview, Teacher 2 demonstrated an 

accurate understanding of 10 of the 15 instructional strategies. For 

the remaining five strategies, Teacher 2 demonstrated partially accurate 

understandings. The particular five strategies that Teacher 2 

demonstrated partial understandings were resonance phenomenon, parallel 

imitation, deferred imitation, vibrational-sound induced, and 

conversational communication. However, results from the Phase II: Video 

Interview indicated that Teacher 2 accurately understood each of the ten 

principles when presented in the video clips. 

In comparing the demonstrated use of instructional strategies 

across teachers, Teacher 2 was ranked the lowest implementor for both 

half-hour and whole-day observations. Teacher 2 tied with Teacher 5 as 
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one of the lowest ranked teachers in demonstrated understanding across 

theoretical principles based upon the observation results (see Tables 8 

and 9). She ranked the lowest in the whole-day observation and third 

lowest in the combined half-hour observations across teachers. 

Classroom observations indicated that Teacher 2 used all the 

instructional strategies, at least once, except for vibrational-sound 

induced; basic discrimination; and symbolic communication strategies, 

which clearly were ranked as her least used instructional strategies. 

Of the three lowest ranked strategies, only vibrational-sound induced 

strategies were found to be partially vs fully understood by Teacher 2 

in the interview results. Based upon the ranking rule, characterizing 

and co-active manipulation strategies were found to be most used for 

both the half-hour and whole-day observations (see Tables 6 and 7), and 

Teacher 2 received a rating of accurate understanding for these 

strategies. 

Since Teacher 2 participated in the System II analysis, the 

researcher compared System II results to the descriptive interview 

results. The researcher found that the five instructional strategies 

that Teacher 2 partially understood in her descriptive interview 

reflected several of the underlying theoretical principles of which 

Teacher 2 demonstrated limited understanding. These theoretical 

principles were concept formation, progressive distancing, anticipation, 

and pragmatic communication. 

Examples from Teacher 2's interview and observation results 

demonstrated how her partial or limited understanding of certain 

strategies and principles were reflected in he~ teaching. The following 

example addressed Teacher 2's partial understanding of imitation. In 

the interview, Teacher 2 was quite global in her explanation of the 

theoretical principles underlying the imitation strategies. She 
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provided fragmented and general explanations about how imitation 

strategies changed the child's behavior, but did not articulate the 

relationship of child behavior change to the theoretical principles, 

such as integration of sensory information, concept formation, or 

progressive distancing. For example, she made a general statement about 

her student's behavior once the student started imitating (e.g., "Ellen 

was in control of her own body and that she could learn from other 

persons."). The other five teachers were able to specifically relate 

the imitative behavior of the child to particular concepts of 

development. Teacher 2's partial understanding was evident during the 

whole-day and half-hour observations as well. For example, Teacher 2 

scheduled isolated imitation lessons where the student sat across from 

Teacher 2 and imitated her movements such as clapping her hands, tapping 

her head, or crossing her legs. These types of lessons were 

qualitatively different from those of the other five teachers, who 

integrated imitation strategies within daily and meaningful activities 

such as in cooking and dressing. 

On the other hand, Teacher 2 stated that "playing was a major 

prerequisite to imitation, and co-active movement is a prerequisite to 

imitation." While this comment is similar to Teacher l's discussion of 

the progression of learning theory, Teacher 2 seemed to view this 

progression in a more step-by-step or linear manner than Teacher 1. 

Teacher 2's linear explanations seemed to reflect her primarily 

sequential vs integrated intervention. 

Like the other teachers, Teacher 2 frequently referred to affective 

characteristics of learning, such as security, trust, and emotional 

stability. When discussing characterizing strategies, Teacher 2 said 

these strategies "provide structure for the child's world, consistent 

contact with people, security, and feeling safe and confident." Teacher 
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2 accurately understood the theoretical principles underlying symbolic 

communication strategies; however, she had a limited expectations 

regarding her own students reaching the level of symbolic language. 

When asked about "the shift-of-function" aspect (principle #9: Pragmatic 

communication and principle #10: Symbolic communication), she began with 

a theme of considering the individual needs of the child, but then made 

statements regarding the limited abilities of her own students. In 

regard to symbolic language, she stated that "It is difficult to 

describe because it is dependent upon the child. It depends upon how 

the child is reacting. You don't want to go too far ahead, but you want 

to help the child reach as high a level as possible. But, for some 

children you know that they have a limited ability." Teacher 2 

expressed that she worked with some of the "lowest functioning 

students," and that she did not emphasize symbolic communication 

activities in her student's programs. This researcher observed no 

symbolic communication strategies for Teacher 2. The other five 

teachers in comparison consistently discussed their children in terms of 

their abilities and potential to continue to learn. In addition Teacher 

2 expressed an isolated perspective about her teaching at the school. 

She often referred to her teaching practices as "This is how I do it" or 

"This is my way of working." Whereas the other five teachers were quite 

clear about stating "This is our way of working at Rafael" or "We do it 

in this way here." 

The interview and observation findings supported that Teacher 2 was 

somewhat limited in her understanding of the theory. Moreover, this 

limited understanding seemed to be reflected in her use of instructional 

strategies when compared to the other teachers. 

Teacher 3 

Overall the results from the interview with Teacher 3 indicated 
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that she accurately understood the instructional strategies and related 

principles. Teacher 3's level of implementation ranked in the middle 

when compared to the other five teachers and there appeared to be no 

major discrepancies in demonstrated understanding of the theory and 

implementation to practice. 

She used all the instructional strategies except for drawing, 

vibrational-sound induced, and symbolic communication instructional 

strategies (see Tables 6 and 7). These strategies were clearly ranked 

as least used with the addition of non-representational reference for 

both the half-hour and whole-day observations. Findings for most used 

instructional strategies indicated that Teacher 3 ranked high in use of 

characterizing, resonance phenomenon, and co-active manipulation 

instructional strategies for both half-hour and whole-day observations. 

During phase I of the interview, Teacher 3 demonstrated an accurate 

understanding of all but one of the instructional strategies that 

related to the theoretical principles. The exception is Teacher 3's 

partial understanding of specific principles associated with sequential 

memory strategies. Teacher 3 gave a broad and rather vague explanation 

of the underlying principles of sequential memory strategies, which was 

in contrast to her more comprehensive explanations of the theoretical 

principles underlying other instructional strategies and her 

implementation of the instructional strategies. When she stated the 

major principles underlying sequential movement strategies, she related 

sequential memory to resonance and emphasized the importance of the 

child gaining relationships with meaningful things in the world. She 

did not address the true importance of sequential memory strategies with 

regard to building anticipation in the student, a key component in van 

Dijk's theory. However, when describing other instructional strategies 



that were based upon the principles of anticipation and structure, 

Teacher 3 accurately understood and explained these principles. 
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During the interview, Teacher 3 presented a clear and in-depth 

understanding of the principles underlying resonance phenomenon 

strategies. Through the following example of resonance phenomenon 

strategies, Teacher 3 expressed her comprehensive understanding and her 

belief in how van Dijk's theory addresses language development for the 

child who is dual sensory impaired. She said that resonance "stimulates 

a communicative attitude between the child and the educator. The 

educator must be alert and responsive to the little signals from the 

child, because initially this is the only channel open for 

communication." Teacher 3 emphasized the importance of considering the 

child's unique learning styles. She elaborated about following the 

child's lead and to first "choose movements that the child likes and 

then elicit communicative responses from the child based upon these 

movements." 

Unlike Teacher 2, Teacher 3 clearly expressed the integrated 

relationship of the instructional strategies and theoretical principles. 

For example, she explained that one "can do resonance along with co

active movement strategies; they coincide." Also, when discussing 

imitation, she stated "Imitation is related to co-active movements, 

which the children like." Teacher 3 continued to elaborate upon the 

integrated nature of the strategies and principles. In discussing the 

drawing strategies she richly explained that "drawing strategies are 

very important because of sensory deprivation" and that for the child 

who is dual sensory impaired with functional vision "drawing is a means 

to 'fix' things on paper and the child can eventually reach a more 

symbolic level" of communication and potentially language. The previous 

examples along with the following example show Teacher 3's comprehensive 
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understanding of the theory, the importance of the students' affective 

learning, and the long-range learning goals for the students. She 

reported that "drawing provides a record of experiences that is 

connected to the emotional mentality of the child." She emphasized that 

this "emotional aspect of the child is extremely important and helps the 

child feel secure, which is vital to communication; this all relates to 

language." 

The interview and observation results for Teacher 3 supported that 

she clearly understood the theory and was able to apply her 

understandings to practice. Teacher 3 was quite conscious of the 

importance of considering the unique learning needs of the child, 

especially their affective learning, and she articulated her shared 

belief in the approach used at Rafael School. 

Teacher 4 

Teacher 4 demonstrated an accurate and understanding of all the 

theoretical principles underlying the instructional strategies for 

phases I and II of the interview. Consistent with her interviews, 

Teacher 4 ranked as the second highest user of instructional strategies 

and the second highest teacher in demonstrated understanding of the 

theoretical principles. Teacher 4 used all the instructional strategies 

with the exception of symbolic communication. The instructional 

strategies most frequently used were sequential memory, characterizing, 

co-active movement sequence, and drawing. Like Teachers 2 and 3, the 

least used instructional strategies for Teacher 4 were vibrational-sound 

induced, basic discrimination, and symbolic language. 

During the interview, Teacher 4 was elaborative and comprehensive 

in her descriptions and explanations of the strategies and theoretical 

principles. She provided relevant examples of the use of strategies in 
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general as well as for specific students she taught. Teacher 4 clearly 

explained how the instructional strategies were inter-related. 

For example, when discussing resonance phenomenon strategies, 

Teacher 4 comprehensively explained the important principles underlying 

these strategies, principle #1: Sensory Deprivation and principle #2: 

Integration of Sensory Information. She stated that resonance 

strategies help the child reach his first level of awareness, in that 

the child begins to understand "the difference between himself and 

another." Teacher 4 elaborated on this example by bringing out the 

importance of another principle, principle #4: Attachment. She said 

that it was "vital to get into the child's world" to build trust and a 

bond between the child and teacher; she explained that one could do this 

by accepting the child's unique movements (signals) even if they were 

self-stimulatory. 

Following these examples, Teacher 4 showed a comprehensive 

understanding of these strategies and principles by relating them to the 

overall development of communication and language. Teacher 4 gave a 

general ex~mple of the beginning communicative dialogue between a 

teacher and a child: "When I start, with a child rocking, tr.e child 

continues rocking when I stop. When I make an action with a child, I 

stop, and this makes the child aware that he can do something on his 

own. You try to evoke an orientational reflex. This is a pre-requisite 

for a communicative responses of a child." She clarified that these 

initial signals could be vocalizations as well as movements that the 

child made. 

Like Teacher 3, Teacher 4 emphasized the importance of imitation 

and drawing strategies and that the carryover of imitation strategies 

to drawing is important for the child to develop concepts, mental images 

and representations of the world. Teacher 4 stated that imitation 
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strategies were vital to the student's social abilities. She felt that 

these imitation skills gradually evolve so that the students learn to 

model the language rules and social roles of their culture. This latter 

statement by Teacher 4 relates to principle #10: Symbolic Language, and 

illustrates how Teacher 4 was able to think about the theory in a broad 

sense for her students. 

When discussing discrimination strategies, Teacher 4 showed her 

understanding of the integrated nature of the instructional strategies. 

She elaborately described how basic discrimination strategies are 

related to sequential memory and anticipatory communication strategies, 

and how these strategies help the students develop constructs of 

communication, and knowledge about their world. She initially 

emphasized that the teacher must always "build up" the structure across 

the daily routine and within activities which provides the foundation 

for the child to build anticipation and an "overview" about the order of 

the world. She articulated that "Anticipation is integrated across all 

activities, but it can be planned as a separate activity." She 

mentioned that these particular strategies are common to "our way of 

working at Rafael." Like the other five teachers, Teacher 4 emphasized 

the importance of capitalizing upon the child's affective behaviors; she 

said having a "responsive attitude" toward the child is vital in the 

learning situation. 

Teacher 4 comprehensively understood and elaborately explained the 

theoretical principles as they related to practice. She was found to be 

a consistently high implementor of instructional strategies and 

consistently ranked high in her demonstrated understanding of the 

theoretical principles. 

Teacher 5 

Based upon phases I and II of the interview results, Teacher 5 
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accurately and thoroughly understood all theoretical principles 

underlying the instructional strategies. In comparison to interview 

results, observations of Teacher 5 indicated a low ranking in the use of 

instructional strategies and demonstrated understanding of the 

theoretical principles. 

Teacher 5 was ranked as the second lowest implementor of 

instructional strategies and tied (with Teacher 2) in the lowest ranking 

of demonstrated understanding of the theoretical principles. Teacher 5 

used all the instructional strategies, with resonance phenomenon and 

symbolic communication strategies being the most frequently used. Her 

use of parallel imitation, basic discrimination, and drawing strategies 

ranked the lowest compared to her use of other strategies. One possible 

explanation for Teacher 5's lower use of instructional strategies may be 

directly related to the extremely passive disposition of the student she 

was mostly observed teaching. The "wait time" for this student to 

respond was often 30-90 seconds per interaction. 

Teacher 5's comprehensive understanding of the theory is evident in 

the following example. During the interview, she made a particularly 

poignant statement in regard to her views on theory, and the importance 

of theory to teaching. 

It [theory] is of great importance to me because I 
really think about why I am doing some things. You 
hear a lot from other teachers or you hear in the IEP 
this is best. And, I always want to know bhy it is 
best. There are a lot of these theories a out these 
children. Some of them you have read about, and you 
say, 'yes, this is true for my students.' I still have 
the feeling that there are so many things I don't know 
about deaf-blind children and every time we have a new 
problem, we have to create a new way to handle it, 
also, a certain theory about it. When you use that 
theory and work it out, you find that it wasn't right; 
that theory doesn't suit that child. And how we do it 
now, here, is the other way around. We work that way 
because of that theory. 
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Teacher 5 elaborated on this topic stating that she believed that Rafael 

(the school body) had an eclectic theory which had become their own 

theory about teaching children who are deaf-blind. Teacher 5 emphasized 

how important it was for her to have a senior teacher as her mentor. 

She went on to say how fortunate she felt to have worked with this 

teacher who had been very involved in documenting the principles of 

learning for children who are deaf-blind over the past 25 years. 

Teacher 5's commitment to the Van Dijk Approach is evident from these 

examples. 

Like Teachers 1, 3 and 4, Teacher 5 expressed her understanding of 

the theoretical principles and instructional strategies in an integrated 

manner. When discussing characterizing strategies, Teacher 5 did not 

initially understand what the researcher was referring to. After 

providing Teacher 5 a description of a characterizing strategy, she 

immediately understood and explained the underlying theoretical 

principles in a clear and in-depth manner. For example, she explained 

that characterizing people, objects, situations, emotions, etc. provided 

a shared reference that build the child's concept of "we" in that "we 

are doing this, talking about this, reminiscing about this together." 

She explained that this concept of "we" is vital for the child in terms 

of affective learning and communication development. Following a 

thorough explanation on the importance of a shared reference, Teacher 5 

indicated the influence of Father van Uden's conversational method 

developed for deaf children at the Instituut voor Doven, and how that 

method was used at Rafael throughout the curriculum. This particular 

reference demonstrated Teacher 5's in-depth understanding of the 

anticipatory, conversational and symbolic communication strategies. 

Although Teacher 5 ranked as a low implementor of instructional 

strategies and ranked low in her demonstrated understanding, she 
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accurately understood the theoretical principles underlying the 

instructional strategies. These results are contradictory when compared 

to the relationship between theory and implementation for the five other 

teachers involved in the study. Proposed explanations for these 

particular findings regarding the relationship of teacher understanding 

to implementation for Teacher 5 are discussed in Chapter 5. 

Teacher 6 

Overall the results for Teacher 6 indicated that she accurately 

understood the theoretical principles and could apply the related 

instructional strategies in practice. Specifically, findings from phase 

I of the interview showed that Teacher 6 clearly and thoroughly 

understood fourteen of the fifteen instructional strategies and the 

underlying principles. The one exception was her different view about 

the use of principle #7: Anticipation, which relates to anticipatory 

communication instructional strategies. For phase II of the interview, 

she demonstrated accurate understanding of all ten theoretical 

principles as represented in video clips of her own teaching. 

Results from the observations indicate that Teacher 6 was not among 

the highest or lowest ranked teachers in use of instructional strategies 

and demonstrated understanding of theoretical principles. She ranked 

3rd or 2nd lowest in the whole-day and 2nd highest in the half-day 

observations for use of strategies and demonstrated understanding. Like 

Teacher 3, these ran kings do not seem to be in conflict with Teacher 6's 

understanding of the theory applied to practice. 

Teacher 6 demonstrated use of all the instructional strategies at 

least once (refer to Tables 6 and 7). The most used instructional 

strategies were sequential memory, conversational communication, 

characterizing, and drawing strategies. Least used instructional 
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strategies were parallel imitation, vibrational-sound induced, co-active 

manipulation, and symbolic language strategies. 

As referred to earlier, Teacher 6 held a particular view about the 

principle of anticipation as it is used at Rafael School. she believed 

that learning occurred more with association than with anticipation. 

She found that some of her students were withdrawing from her "set-up" 

use of anticipatory strategies. She stated that "jumping into 

activities that emphasize anticipation can cause the child frustration, 

and that you must consider the individual child's attitude before doing 

these activities. A strong foundation of association must initially be 

there for the child." She stated that the curriculum overly emphasized 

anticipatory communication strategies. Teacher 6 felt that these 

strategies should occur spontaneously, not planned. 

When discussing conversational and symbolic communication 

strategies and the underlying principles associated with them, Teacher 6 

emphasized the teacher's attitude toward the child with regard to 

his/her unique learning needs including affective disposition, which 

were recurrent themes acro~s all teachers. For example, Teacher 6 said 

that "You have to be aware when to provide a new learning situation to a 

child. You don't want to frustrate the child. You want to catch the 

child in his moment of learning." 

Like Teacher 4, the belief that "practice makes perfect" occurred 

in regard to the discrimination strategies for Teacher 6. Both believed 

that students need to engage in certain discrimination skills so that 

they can achieve "automatic memory." Teacher 6 explained that learning 

things, which have certain attributes that can be categorized, ordered, 

and sorted takes a great deal of repetition (practice). She continued 

to explain that these discrimination strategies were integrated 

throughout the curriculum. Teacher 6 elaborated that discrimination 
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strategies were a means to help the student gain self-esteem and avoid a 

fear of failure. She said that the child initially achieves small steps 

of a task and progressively gains competence in all of the steps. She 

felt that students can learn to discriminate and "recognize what they 

have to do to achieve their goal." 

The interview and observation results for Teacher 6 supported the 

fact that she clearly understood the theory and was able to apply her 

understandings to practice. Although Teacher 6 held a different view 

about the principle of anticipation, this did not appear to interfere 

with her overall understanding of the strategies and principles. 

Summary 

In summary, the specific findings per teacher indicated that 

Teachers 1, 3, 4, and 6 demonstrated accurate understandings of the 

theoretical principles underlying the instructional strategies, and 

these four teachers demonstrated implementation of the instructional 

strategies as defined. Teacher 2 had the most incomplete understanding 

of the theoretical principles and demonstrated quantitatively and 

qualitatively different implementation of the instructional strategies 

as supported by the observation findings including the System II 

analysis. Finally, Teacher 5 demonstrated accurate understanding of the 

theoretical principles. However, this teacher ranked low in the overall 

use of instructional strategies and in the demonstrated understanding of 

the theoretical principles as determined through the observation 

results. 



CHAPTER 5 

Discussion 
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The overall purpose of this research study was to investigate the 

relationship of curricular theory applied to practice and to develop a 

system to examine this relationship. The researcher chose studying the 

Van Dijk curriculum because it is founded on a clearly delineated 

theoretical approach for teaching students who are deaf-blind. In 

addition both the researcher and the originator of the theory, Dr. Jan 

van Dijk, frequently observed that the curriculum was not being 

implemented as intended. The following research question was addressed: 

Does a relationship exist between the teachers' 

understanding of the theoretical principles underlying 

the van Dijk curriculum and the teachers' 

implementation of the instructional strategies? 

This study was conducted at the Instituut voor Doven in Rafael, 

where students who are deaf-blind are taught, where the Van Dijk 

Curriculum was originally developed, and where teachers are specifically 

hired and trained to implement this curriculum. six teachers were 

observed, video-taped, and interviewed during an academic school year. 

The researcher documented teacher implementation through observation and 

coded the behaviors reflecting teachers' understanding and 

implementation of van Dijk's operationalized theoretical principles and 

instructional strategies. Teacher interviews were conducted to 

specifically address teachers' understanding of van Dijk's theory and 

instructional strategies. 

This final chapter includes a discussion of the findings, 

limitations of the study, teaching implications, and research 

implications. 
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Discussion of Findings 

In general, a relatively consistent relationship was found between 

teacher understanding and implementation. This was evident for Teachers 

1, 3, 4, and 6 who each demonstrated an accurate understanding of the 

theoretical principles and implementation of the instructional 

strategies as defined. Teacher 2 showed an opposing, but consistent 

relationship in that she demonstrated only a partially accurate 

understanding of the theoretical principles and also was ranked a low 

implementor of the instructional strategies. Teacher 5 was the 

exception. Though she demonstrated an accurate understanding of the 

theoretical principles (the highest score possible), she was ranked as a 

low implementor of the instructional strategies. A possible explanation 

for her low implementation is that she taught a particularly passive 

student. This explanation is further discussed in the Findings Specific 

to Teachers section. 

Comparison of Findings to Other Research 

The overall finding that a relatively consistent relationship 

exists between teachers' understanding of a curriculum-based theory and 

their implementation of related instructional strategies is consistent 

with other findings in the teacher education literature. Englert's 

(1993) study demonstrated that teachers' were able to understand and 

implement a integrated curriculum based upon early literacy 

instructional strategies. Like the teachers in this study, Englert's 

teachers were specifically trained in a particular curricular approach 

and were provided ongoing support during implementation. A study by 

Richardson, Anders, Tidwell, and Lloyd (1991) investigated teachers' 

ways of knowing and the relationship to practice. These ways of knowing 

referred to teachers' practical knowledge, theoretical orientations, 

beliefs, practical arguments, and situational knowledge. These 
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researchers found that the teachers' ways of knowing as assessed in an 

ethnographic belief interview related to their implementation of reading 

comprehension strategies (Richardson et al., 1991). The researchers 

stated that "The provision of practices without theory may lead to 

rnisimplementation or no implementation at all, unless teachers' beliefs 

are congruent with the theoretical assumptions of the practice" 

(Richardson et al., 1991, p. 579). This statement is striking in that 

(with the exception of Teacher 2) four out of the five teachers sampled 

in th:i.s research study discussed their personal commitment and belief in 

"our way of working" at the Rafael school. Although this researcher did 

not specifically study teacher beliefs about their practice, teacher 

beliefs and theoretical orientations were evident in the interview and 

were compatible with the understandings and implementation use 

demonstrated by the teachers. 

In contrast, other research has found discrepancies between 

teacher understanding and implementation. Brady, Linehan, Campbell, and 

Neilson (1992) interviewed five teachers and found that these teachers 

were able to adequately describe what best practice strategies were for 

students with severe special needs (e.g., functional programming and 

age-appropriate activities). However, observation of the teachers 

revealed that they did not demonstrate the use of the same strategies. 

Hoffman and Kugle (1982) used a paper-and-pencil type task to measure 

the relationship of teachers' theoretical orientations of reading 

instruction to specific classroom behaviors. They found an incongruent 

relationship between teachers' theoretical orientations and 

implementation of related reading strategies (Hoffman & Kugle, 1982). 

The different findings from the Brady et al. (1982) and Hoffman 

and Kugle (1981) studies are in contrast to the findings obtained from 

this study. Certain variables that distinguish this research from those 
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mentioned above may account for the apparent contradictory findings. 

First, this researcher investigated theory applied to practice 

that was curriculum-based; the theory that related to the instructional 

strategies was integrated throughout the curriculum. Thus, an 

integrated and systematic approach was used by the teachers. Also, the 

teachers in this study taught students who are deaf-blind in a special 

school with a low student:staff ratio using a particular in-house 

curriculum; therefore, the system that was investigated could be 

considered a closed system. In Brady's et al. study (1992), the 

teachers taught students with a variety of severe special needs in 

public schools and used teacher-made or non-specified curricula. In 

Hoffman and Kugle's study (1982) general theoretical orientations of 

teaching reading were investigated; the teachers taught non-disabled 

students in public schools and used a variety of curricular reading 

materials. 

Second, the data analysis systems that this researcher used 

provided workable tools to gain in-depth insight into the relationship 

of teacher understanding of theory to practice. The systems analyzed 

teachers' use of instructional strategies and discerned teachers' 

demonstrated use of related theoretical principles in some detail. 

Brady's et al. (1992) study used qualitative analysis procedures (i.e., 

interview and observation) that broadly addressed teachers' 

understanding of "best practice" philosophies and instructional 

strategies. Hoffman and Kugle (1982) used a paper-and-pencil, rating 

scale test to differentiate teachers' theoretical orientations toward 

teaching reading and used these results to predict the teachers' 

orientation through classroom observation. Hoffman and Kugle (1982) 

questioned their own use of a paper-and-pencil measure to validly assess 

teachers' theoretical orientations. 
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Third, this study was conducted in a setting where the teachers 

were trained on the job in the van Dijk approach at the Rafael School in 

The Netherlands. The teachers had mentors to guide them in learning the 

approach and often formally and informally collaborated with their 

colleagues regarding their teaching practices. This type of collegial 

collaboration and mentorship supported a strong relationship between 

teacher understanding of instructional strategies as used at the 

Benchmark School (Pressley, Gaskins, Cunicelli, Burdick, Schaub-Matt, 

Lee, & Powell, 1991). The Benchmark School study investigated teachers' 

understandings and beliefs of an integrated and systematic approach in 

teaching reading across the daily curriculum. The Benchmark study was 

similar to this study in that the school site was a private school and 

used an integrated and systematic approach in teaching a particular 

population of students (Pressley et al. 1991). Also, in the Benchmark 

study, collaborative and collegial relations were very high among the 

staff. In contrast, the Brady et al. (1992) study was conducted in 

public schools, where team collaboration among the teachers and related 

service providers was found to be quite low. 

Findings Specific to Teachers 

Two teachers merit further discussion regarding their relationship 

of their understanding of the theoretical principles to implementation 

of the instructional strategies. First, Teacher 2 demonstrated that she 

had a consistent relationship in that she had a somewhat limited 

understanding of the theoretical principles concurrent with a relatively 

low use of instructional strategies. And second, Teacher 5 demonstrated 

an incongruent relationship in that she had an accurate understanding of 

the theoretical principles, yet a low use of instructional strategies. 

Teacher 2. Interview and observational results for Teacher 2 were 

both quantitatively and qualitatively different from the other teachers' 
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results in these areas. Specifically, Teacher 2 had five partially 

accurate understandings of both instructional strategies and related 

theoretical principles, was ranked the lowest implementor of 

instructional strategies, and ranked one of the lowest in demonstrated 

understanding of theoretical principles. These results indicated that 

this teacher's understanding of the theory as applied to practice was 

incomplete when compared to the other teachers both as individuals and 

as a group. 

Teacher 2 demonstrated a low use of instructional strategies, 

which may have been influenced by her directive instructional style. 

Her extensive use of directives during instruction limited the amount of 

time the teacher and student could engage in more equal dialogue. This 

possible explanation is supported by recent research on directive style 

and partner initiations (Frant Hecht, Levine, & Mastergeorge, 1993). 

Another factor that may be related to this teacher's limited 

understanding of the theoretical principles is that she did not express 

as strong an identity with the Rafael School philosophy as did other 

teachers interviewed. Teacher 2 discussed her knowledge in terms of "I" 

and "my way" of using this strategy or teaching the child. Whereas all 

the other teachers emphatically and consistently explained the 

theoretical principles in terms of "we" and "our way of working." 

Though this difference alone cannot account for Teacher 2's comparably 

limited understanding and implementation, the potential impact of 

teacher beliefs on their actual intervention cannot be denied (Englert, 

1993; Richardson, et al., 1991). 

Finally, Teacher 2 had a particular attitude and perspective about 

the students she taught. She stated that she worked with the lowest 

functioning students and that "for some children you know that they have 

limited ability." Teacher 2's statement about working with students who 
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are low functioning may suggest that she did not feel challenged in 

teaching her students, which could possibly have influenced her use of 

instructional strategies. Or, her perspective about her students could 

suggest that she purposely used less instructional strategies because 

she evaluated her students as having the most limited abilities. 

Teacher 5. Interview and observation results for Teacher 5 showed 

an incongruent relationship when compared to the other five teachers. 

Specifically, Teacher 5 had accurate understandings of both 

instructional strategies and related theoretical principles, yet was 

ranked as the second lowest implementor of instructional strategies and 

tied with Teacher 2 in ranking as one of the lowest in demonstrated 

understanding of theoretical principles. 

This incongruent relationship between understanding of theory and 

implementation of st~ategies may be explained in part by a particular 

student with whom she taught. The student was diagnosed as totally 

deaf-blind and had an extremely passive disposition. Teacher 5 gave 

this student a great deal of response time so that this student could 

initiate his own responses to the strategies and lessons at hand. 

Teacher 5 was quite cognizant of the amount of wait time for this 

student. She stated that she was working very hard to lessen this 

student's cue dependency, and in fact a behavior specialist was 

collaborating with her in regard to this particular student. Therefore, 

the passive nature of this student could have directly impacted Teacher 

5's lower use of instructional strategies, even though she was accurate 

in her understanding of the theory. 

Finally, Teacher 2 had the least number of years experience (3 

years) at Rafael School when compar3d to the other 5 teachers in the 

study (see Table 2, p. 45). This could have some bearing on her lower 

use of instructional strategies. The Benchmark School study (Pressley 
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et al., 1991) supported this possible explanation in that teachers' with 

increasing years of experience at Benchmark School demonstrated a more 

congruent relationship between understanding of the approach and their 

practices. 

Findings Specific to Analysis Systems 

In terms of the analysis systems, several points are worthy of 

further discussion. When findings from the Phase I: Descriptive 

Interview and Phase II: Video Interview were compared, a difference was 

evident in regard to how teachers explained the instructional strategies 

and their relationships to the theoretical principles. Also, the 

comparative findings from the System I and II analyses indicated some 

striking qualitative differences across teacher implementation 

behaviors. 

Descriptive and video interviews. The descriptive interview 

findings indicated that all teachers, with the exception of Teacher 2, 

accurately described the instructional strategies and related 

principles. However during the video interviews, all the teachers, 

including Teacher 2, were able to accurately explain the specific 

theoretical principles related to their own teaching practices. 

A question may be raised as to why Teacher 2 had more success in 

demonstrating understanding of the underlying principles during the 

video interview. All the video clips used were specific examples of 

each teacher implementing a particular strategy highlighting a major 

theoretical principle. Moreover, these clips were validated by the 

originator of the theory and curriculum, Dr. J. van Dijk. It may be 

that Teacher 2 was better able to explain her understanding of the 

theoretical principle when it was specifically related to a strategy(s) 

she herself was implementing. Research in teacher education shows that 

the use of video tape seems to be a viable method for gaining insight in 
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teachers' reflections upon their own practices (Wildman, Magliaro, Niles 

& McLaughlin, 1990). 

System I & II analyses. In analyzing the data from the first 

system of analysis (System I), frequencies of instructional strategy use 

and demonstrated understanding of theoretical principles were 

determined. In addition to frequency differences across teachers, the 

researcher judged that a qualitative difference related to how they 

applied the instructional strategies also existed. This was 

particularly apparent between Teacher 2 and the other five teachers. 

The qualitative data units contained more information than just 

frequency of use. The data units showed that the teaching methods of 

Teacher 2 were less appropriate than the other teachers because they 

were directive in style, lacked appropriate response time for students, 

and did not relate to individual student needs. 

The second system of analysis (System II) allowed the researcher 

to look at the data units in more depth regarding Teacher 2's 

implementation behavior in relationship to her demonstrated 

understanding of the theoretical principles. The use of System II 

provided a means of consistent comparison of Teacher 2's implementation 

behaviors to the operationalized theoretical principles shown in Table 

4. This richer analysis allowed the researcher to discover qualitative 

differences in implementation that would not have emerged from the first 

system of analysis. 

The importance of the findings from the System II analysis 

suggests that although a teacher may implement prescribed curricular 

strategies based upon a specific learning theory, the theory does not 

always translate to practice as intended. This finding suggests that a 

different system of observing teachers and their application of theory 

would be necessary if the goal of the research were to study the quality 
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of implementation and the effect on individual students. 

Limitations 

The study was conducted in The Netherlands where the primary 

language differences between the researcher and the staff created the 

possibility of error during the data collection. To offset this 

limitation, the researcher provided the teachers with the option of 

having an interpreter present during the interviews. In addition, the 

researcher was familiar enough with the Dutch language to understand 

classroom-oriented language. Nevertheless, the differences in language 

and culture could have impacted research findings. 

As stated earlier in the discussion of the System I and II 

analyses, the frequency counts did not reflect a relationship between 

teachers' understandings of theoretical principles and the quality of 

implementing the instructional strategies. If similar research were to 

be implemented, the use of an analysis system similar to System II is 

recommended as well as the need to develop a system of addressing the 

individual learning needs and styles of the students. 

Throughout this study, the individual learning needs of the 

students were emphasized in respect to this particular theoretically 

based curriculum studied and the teachers' comments during the 

interviews. While this study did not specifically investigate the 

influence of the individual learning needs of students on teacher 

implementation, it was evident that individual student learning needs 

influenced the use of instructional strategies by teachers. 

Finally, reliability measures were not performed using the system 

of coding for both the narratives of observations and transcribed 

interviews. Instead this researcher follo~ed Bodgan and Biklen's (1992) 

guidelines for reliability by ensuring a fit between what was recorded 

as data and what actually occurred in the classroom observations and the 
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different observations," (p. 48). Following these guidelines, it is 

possible that one researcher alone could impact the data. 

Implications for Teaching Practice 
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In preparation for this study, the researcher developed a 

comprehensive system to examine the dynamic relationship of theory and 

instructional methodology. Through this comprehensive system, the 

theoretical principles, operationalized theoretical principles, and 

related child-outcome characteristics and instructional strategies of 

the Van Dijk Curriculum were documented. This systematic procedure used 

in this study could be beneficial to the field in further investigations 

of theoretically based curricula applied to practice. 

The broad implication of this study for practice is to teach 

theory and integrated strategies to educators in teacher preparation 

programs and/or through ongoing staff development training. Also, these 

findings may be helpful to those who are interested in investigating 

learning theory applied to practice where related instructional 

strategies are fully integrated within the curriculum. Through this 

study, the researcher found that when teachers within a closed system 

are given an opportunity to learn about a specific theory, learn to use 

systematic strategies pertaining to the theory, and collaborate with 

their colleagues about their teaching and students' learning in general, 

they can successfully demonstrate their understanding and implement the 

related instructional strategies to practice. 

Future Implications for Research 

This study demonstrated that a systematic procedure can be 

developed to investigate the relationship of a curricular theory applied 

to practice. Furthermore, this study provided insight into how 

teachers' understanding of theory translates into practice. 
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A general implication from this study relates to the area of teacher 

effectiveness for student growth and achievement. The findings from 

this study suggest that the establishment of the relationship of teacher 

understanding to implementation may be a requisite step to investigating 

the relationship of the quality of teacher implementation to student 

progress. 

As stated in the Chapter 2, the curriculum for individuals who are 

deaf-blind is limited. Presently most teachers develop their own 

curricular strategies or follow what is considered best practice 

guidelines (Brady et al., 1992). Research and professional literature 

indicate that a mismatch often exists between educators' understanding 

of best practice rationales and implementation of best practice 

strategies (Brady et al., 1992; Calculator & Jorgensen, 1991). Unlike 

the Van Dijk Curriculum investigated in this study, best practices 

guidelines are implemented in rather open systems (public schools) and 

in inclusive classrooms. In addition, best practices strategies are not 

usually presented to teachers in a comprehensive curricular format. The 

syracuse Curriculum is an exception in that it integrates best practice 

strategies throughout the general education curriculum (Ford et al., 

1989). One may conclude, then, that using a curricular model like the 

Van Dijk curriculum potentially could provide teachers with the 

framework needed to effectively teach students with dual sensory 

impairments. Based on the findings from this study, a need exists to 

investigate teachers' curricular use and understanding when teaching 

students with dual sensory impairments in American schools. 

This study suggests that teachers who are able to understand a 

theory and implement related strategies integrated throughout the 

curriculum need certain support mechanisms to do so. The teachers in 

this study shared a common language about the Van Dijk Curriculum and 
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the students they taught who were dual sensory impaired. The teachers 

and school staff met regularly to specifically discuss curriculum 

issues. And, the teachers collaborated weekly and sometimes daily 

regarding their students' progress. The administrative staff was 

extremely supportive and involved the teaching staff in curricular 

development. Moreover, the findings from this study indicated that the 

majority of teachers believed in the van Dijk approach. 

These particular conditions and circumstances under which the 

teachers in this study demonstrated the relationship of understanding to 

implementation has potential implications to the educational system in 

American schools. Related research addressing teacher beliefs, theory

based curriculum and teacher implementation, staff development, and 

teacher change indicates similar findings regarding the conditions and 

circumstances which support teac~ers to teach more effectively (Bos & 

Anders, in press; Englert, 1993; Pressley et al., 1991; Richardson et 

al., 1991; Wildman et al., 1990). When teachers are able to 

collaboratively develop a curriculum founded on theory as well as 

develop on-going discussion of the practical applications of the theory, 

teachers more likely will understand and believe in what they are 

teaching. Moreover, when teachers understand and believe in a specific 

theory of how children learn and are able to apply the theory to 

practice in a manner that reflects individual student needs, the 

potential for increased effectiveness for student progress in clear. 

Since the ultimate goal of any curriculum theory is to enhance student 

progress, the importance of this relationship deserves ongoing 

investigation. 
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APPENDIX A 

Two Samples of Half-hour Narrative Observations 



SAMPLE #1 HALF-HOUR NARRATIVE OBSERVATION 

5ubjects: Teacher (T) and Student (5) 

Note: half-hour observation 

Observers Comments: [O.C.] 

lO:35a.m., Preparation for horne 
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T gestures to 5 to corne and sit between T'S legs and tells her 

that soon she will be going horne to see marna, papa, oma (grandma), and 

opa (grandpa). T repeats this verbal sequence and says "5" (her name 

alone). 5 pats her own chest. T repeats the verbal sequence again but 

this time, T uses gestures for marna and papa. [O.C. 5 is a 6 year old 

girl who is diagnosed as deaf-blind mainly due to a severe neurological 

processing problem.] 

T describes to 5 through gestures and speech what they (together 

is emphasized) will pack in 5 ' s duffel bag. T says that 5 will have a 

nice apple on the bus. T gestures "bus" with 5. (S initiates the 

initial movement, but does not complete the whole gesture). T continues 

to describe the objects that S plans to take horne for the weekend. T 

tells 5 "You will take your donkey (a stuffed animal)." 5 makes the 

gesture for donkey without a gestural model. And, 5 gestures "bus" 

given a model from T. 5 smiles and vocalizes some pleasurable sounds. 

T tells 5 lets go pack your bag. 5 gets up right away and walks 

upstairs without hesitating or stopping along the way. [O.C., S 

often pauses along the route to other activities. The preparation of 

going horne appears to be strongly motivating for 5.] 

In 5 ' s room, T tells 5 to sit on the bed and wait. T prepares 

articles for 5 to pack. T tells S to pack some of her clothes for horne. 

T tells 5 to stand and pack her pajamas. S stands and walks toward her 

chair and places the pajamas on the back of the chair. T helps 5 co

actively open her bag so she can easily place her clothes inside. T 
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says "Good job! Now, S get your donkey." S smiles and walks to the 

closet and takes the donkey out. T says "You can sit down on your bed 

and listen to your donkey [O.C., The stuffed animal has a music box 

inside of it.] T tells her again that she can listen to her donkey. T 

puts SiS remaining clothes in her bag. T returns to S, sits down beside 

her and converses with S, using speech and using gestures about all the 

people she will see today. T uses speech and gestures for mama, papa, 

donkey, and bus. T gives S the gestural model for mama and papa and 

waits for SiS response. S gestures donkey and bus, given a verbal cue 

only. T says "Okay S, put your donkey on top of your duffel bag, and 

they will be here until it is time to go home." 

T calmly explains to S "Now, Sand T will work together for a 

little while: Sand T will play and sing some songs, Sand T will watch 

SiS video, S will eat lunch, and then S can go home!" S listens and 

vocalizes. T tells S "Now, we are going downstairs." S leads the way 

and T reminds her to turn off the lights; T guides SiS hands to the 

light switch, and releases her hand, and S switches the lights off. T 

walks ahead of S to go downstairs. At the base of the stairs, T takes 

SiS by the hand and they walk into the classroom. They sit on the 

couch. T tells S that they will sing some play songs together. She 

asks S what she wants to sing. T waits for SiS response. S makes a 

gesture indicating a beginning phrase of a particular playsong. T says 

"Oh! You want Pussy Mouse." S imitates the gestures to the playsong and 

follows TiS movements. [O.C., S knows some gestures and words of the 

songs well, and S initiates certain gestures and phrases when changes 

occur in the verse movements). T and S sing 8 play songs. T always 

tries to clearly set up the situation for S to initiate the playsong 

movements. T models a playsong that is not so familiar by using 

combinations of deferred imitation and direct co-active movement. T 
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uses co-active movement only when she knows S does not know that 

particular part of the song well. T consistently prefaces (provides an 

overview) of what she and S will be doing.] Tasks S, "Would you like 

another song?" T waits for S to respond. S ra.ises her arms in the air 

to begin another song with T. T and S finish the last song. S then 

climbs up into T's lap. T says "s" (student's name). S pats herself on 

her chest. T says "T (teacher's name). Where is T?" Spats T's hand 

and T co-actively has Spat T's own chest and simultaneously says "T" 

(teacher's name). T says "Yes, T (teacher's name), with the earrings." 

[o.c., T's characterizing object of reference for S is T's long earrings 

that T consistently wears.] T waits and S reaches toward T's ears. T 

and S co-actively feel T's earrings and repeats "Yes, T with the 

earrings." 

T says "T and S are singing songs together." Tasks S if she 

wants to sing one more song. S initiates a movement that represents 

turning in circles (Ring Around the Roses). T and S act out the play 

song together. The physical therapist enters the room and T tells S 

what will happen next. T says in a very calm and reassuring voice that 

Sand T are finished singing now, and that it is time for S to go to 

physical therapy; then, S will return and watch a video. After the 

video, S will eat, and then go home to see mama and papa. S begins to 

whine. T takes SIS hand and leads her to the physical therapy room. 

11 : 05 a. m. End 



SAMPLE #2 HALF-HOUR NARRATIVE OBSERVATION 

Subjects: Teacher (T) and Student (S) 

Note: half-hour observation 

Observers Comments = [O.C.] 

1:35 pm. Classroom task work 
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T arrives to class and takes a red scarf from a shelf and places 

it in her pocket. T co-actively takes S's hands to feel her bracelet 

[o.C., personal object of reference for T. S is a 8 year old boy who is 

totally blind and profoundly deaf]. T releases her hands and S 

independently makes the gesture for work. S stands up and walks toward 

the door exiting the classroom. At the door, T gestures and says to S 

to close the door. S closes the door. T physically prompts S (by 

taking his hand to feel the wall) to trail the wall in the hallway. S 

trails the wall all the way to the other classroom. T describes (with 

gestures) the environment to S as he walks to the classroom. T 

emphasizes the orientation landmarks for S and to pay close attention to 

these as he walks to the classroom. T physically guides S while walking 

when a crossing has no orientation landmarks (open route crossings). S 

passes the classroom door. T stops him, and T physically prompts him by 

co-actively taking his hand to grasp the door knob. T opens the door 

and immediately tries to slam it shut before T has a chance to get 

through the doorway. T quickly places her body between the door and 

frame, so S can realize that T must come through the door as well. 

S walks to a specially adapted desk and chair and sits down. S 

waits for T to come and assist him in the chair. [O.C., As T was setting 

up the activity for S, she explained to me that these activities were 

specially designed for S after he traumatically lost the remaining 

vision he had last year. She said S regressed a great deal and was 

quite depressed. She said that these particular tasks were to help him 
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feel successful again and to gain confidence in learning about his world 

tactually. The T explained that the desk and chair were specifically 

designed by T and the occupational therapist. The desk is approximately 

4 feet from the ground and has a portion cut out in front where S is 

seated (the portion is cut out in the shape of a half of a circle for 

SIS torso to comfortably fit. A 12" diameter hole is cut out in the 

center of the desk as well with a cloth bag attached to the hole to 

catch the task objects as S places them in the hole. In this way, S is 

able to feel the object drop into the "net" with his legs for immediate 

feedback for correctly placing the task. The chair is measured 

proportionally to the table. It looks similar to an architect's chair 

with a drafting table, expect that the table lies flat. The chair has a 

harness to help S sit upright, and to decrease his severe rocking 

behavior. within this room are specially designed objects of reference 

representing various discrimination and sorting tasks that S can choose 

from. The teacher commented that because S is totally blind and 

profoundly deaf, S needs to rely upon his tactual sense to understand 

his world. The tasks and objects of reference are all designed to be 

highly reinforcing tactually as well as designed for S to have success. 

S is using objects of reference which are placed on a board with two 

sections. T calls this SIS work choice board. One section contains 2 

objects of reference: a task object and a "nonsense" (a foil) object of 

reference. This provides S to have a clear choice to make. His 

choosing activities are highly structured at this time where all his 

choices are easily understood by the clear overview of the tasks and 

referents that the teacher has planned for him. He chooses the desired 

task by eliminating the undesired task (or nonsense object of reference) 

by placing it in wooden box which is located in the second section on 

the choice board. As a result, only the desired object is left on the 
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choice board. S is making choices from 2 or 3 items.] 

Task S "What are we going to do?" S does not initiate a 

response. T co-actively shows him the object of reference for the 

activity. T co-actively gestures "work." S transfers the nonsense 

object of reference into the wooden box. T places a 2-level choice 

object of reference (representing 2 edible rewards, licorice and M & Ms, 

on the choice board in front of S. S chooses M & Ms; he places the 

discard choice (the licorice) in the box. T co-actively repeats S's 

choice and emphasizes that "the licorice is away," not to be chosen. T 

places six, M & Ms on a small plate above the task. S reaches to feel 

the plate with the M & Ms. T waits. S must place 12 wooden drilled 

balls on 4 metal poles which are secured on a wooden base. S quickly 

completes the task. S checks the empty container which held the balls 

to make certain that he has completed the task. S reaches to the reward 

plate and takes one M & M, as a reward for the first task he completed. 

T places another activity choice in front of S. S places the 

nonsense choice in box. T places the task in front of S. T waits. S 

must place 8 smooth balls of varying sizes in a board with randomly 

placed holes of matching sizes. S quickly completes the task and feels 

over the board to make sure all the holes are filled with the balls. S 

takes one more M & M. T tells S "good job!" T co-actively takes S's 

hand to feel the completed task again. T co-actively gestures to S that 

this task is finished and to wait for T (T prepares the next task). 

T places three choices of tasks in front of S (one object of 

reference is a nonsense choice). S chooses the graduated cylinder task. 

S plays by putting cylinders on his fingertips. T waits. S takes one 

of the cylinders off his finger and tries placing it in the correct 

fitted hole on board. S asks T by gesturing "help." T helps S, by 

showing him where that particular cylinder goes. Then, S completes the 



122 

task independently. S reaches for his 3rd M & M. M pats his hand and 

tells him that she will put the task away and for S and to wait. 

T places another choice for a task in front of S. S places the 

discard choice in the box. T co-actively has S feel the choice he made 

which remains on the board. S must place pegs with large ball handles 

into a peg board. S easily and quickly completes this task. Stakes 

his 4th M & M. T presents S with another choice of task. S chooses the 

task of placing form pieces into a box that has cut-out pieces that 

exactly match each of the 8 forms. S places the forms in the box 

correctly but whines occasionally during this task. T tells S "good 

job" when he completes the task and rubs the top of his head. Stakes 

his 5th M & M. 

T places the final task choice in front of S. S correctly chooses 

the task object of reference. S must place two lego pieces together 

which are on his left and right side. He must then drop the fitted 

piece in the catch bag in the middle of the table. He completes the 

task which has 5 trials. S immediately reaches for the last M & M on 

the plate. T co-actively gestures to S "Work is finished." T verbally 

and co-actively tells S "Now, take off your harness." S takes it off. 

T turns SiS around, and S stands up. T places the red shawl she had in 

her pocket around SiS waist which represents the next activity (i.e., a 

quiet game in SiS room). S walks out of the classroom toward his 

bedroom. T walks behind him making sure he trails the walls. T cc

actively gestures to S telling him to be aware of certain areas that are 

special landmarks or that are potentially dangerous (e.g., such as 

bumping his head on the fire extinguisher). S opens the door to his 

living area and T has S stop and she takes his hand to feel that she 

must come in right behind him, so he can learn not to slam the door. S 

waits for T to enter the room, and then slams the door. 2:00p.m. end. 
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