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UNACCOMMODATED MAN: 
THE PASTORAL CARE OF THE MENTALLY HANDICAPPED 

Ian D. Hoskins 
Master of Arts, 1988 

ABSTRACT 

This thesis attempts to look at the issue of pastoral care of the 
mentally handicapped f rom various angles raising questions l i k e the 
fo l lowing : "Is i t necessary to care pastorally for mentally handicapped 
people?" "Can they be regarded as persons?" "If so, what are their special 
needs and how can we meet them?" "Is i t possible for them to develop 
their potential?" "Are they educable so that they can be helped to do 
t h i s ? " "What methods can best be used to help them achieve this 
potential?" "How w i l l an understanding of such methods a f f e c t the 
pastoral care of such people?" "Have they any contribution to make to 
the church and the community?". 

The method used to raise these questions and to arrive at some of 
the answers is one of personal reflection upon actual experience coupled 
wi th current thinking on the issues involved in philosophy, psychology, 
education, theology and spir i tuali ty. From this approach i t is hoped to 
demonstrate that the answer to the questions above can be positive, and 
that a key factor in developing the potential of the mentally handicapped, 
as for anyone, is the relationship which an individual has wi th other 
people and with God. 

I f we do justice to what we discover by examination we wil l see 
that the potential contribution of the mentally handicapped to the church 
is v i t a l ly important at three levels, namely, theological, spiritual and 
practical (i.e. in terms of actual worship). We w i l l see that a church 
which has no place for such people is deficient and unbalanced. We wil l 
also discover that the community is s imilar ly def icient i f i t cannot 
provide the opportunities for these people to develop their potential and 
if i t cannot accept the vital contribution they have to offer. 
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Lear to 'Tom o'Bedlam' 

"Thou art the thing itself; Unaccommodated 
man is no more but such a poor, bare, forked 
animal as thou art." 

King Lear, Ill . iv 
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INTRODUCTION 

This thesis is an at tempt to look at the question of the pastoral 

care of the mentally handicapped from various angles which will involve 

raising questions like the fo l lowing: 'Is i t necessary to look a f t e r 

m e n t a l l y handicapped people pastorally?' 'Can we regard them as 

persons?' ' I f so, what are their special needs and how can we meet 

them? ' 'Can they develop their potential?' ' I f so, how can they be 

helped to do so?* 'Have they any contribution to make to the community 

or to the church?* 'What are the best methods to use in such pastoral 

care?' But before we can begin to answer any of these questions we 

need to examine exactly what mental handicap itself is. 

The method adopted in addressing these questions is the mixture of 

personal re f lec t ion on actual experience coupled with attempts to trace 

the development of thinking on these matters in philosophy, psychology, 

education, theology, and other humanitarian thinking. From this approach 

I hope to demonst ra te tha t a key f a c t o r in the development of 

personality, i.e. the means by which an individual attains his potential, is 

the relationship that individual has wi th other people and wi th God, and 

that is equally true for the mentally handicapped. 

Chapter 1 examines the various attempts to define mental handicap 

by contrasting actual examples of mentally handicapped people with the 

off ic ia l definitions. This demonstrates how inadequate such defini t ions 

are. The vast range of handicaps and the various possible combinations 

of handicap are so great as to make all attempts to define them at best 

approximate. A survey of this range demonstrates that some of the least 

handicapped may have had pastoral care in a very real sense throughout 

the ages. However, because these are a tiny percentage of the total 

number of handicapped, we are forced to ask the questions that the 
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neglected major i ty make us ask and which this thesis attempts to answer 

in the hope that i t w i l l make us realise the vast c o n t r i b u t i o n the 

mentally handicapped can make to our world. 

In Chapter 2 we address the f i r s t of these questions, namely, 'In 

what sense can the mentally handicapped be regarded as persons?', and in 

order to do this we have to grapple wi th the fundamental question of 

'What is a person?'. Attention will be paid to the meaning of person over 

the centuries and it wil l be shown how in the West in particular attempts 

were made to define person in terms of a human being who was different 

f rom other animals because of one particular d i f f e r en t i a t i ng f a c t o r . 

Although there was not clear agreement on what this factor was, which 

in itself led to complications, there did develop an inordinate sense of the 

importance of human beings over the rest of creation. This in turn led 

to views of the rest of creation which, to say the least, were deprecatory 

to al l non-human animals and also to those human animals who were in 

any way seen to lack the differentiating factor. 

That this way of at tempting to define person is inadequate will be 

demonstrated by an examination of the work of a number of modern 

scholars, including psychologists, professional philosophers, humanists, and 

theologians. A l l seem to be agreed that the idea of ' c o n t i n u i t y of 

consciousness' f i r s t developed by Locke is of fundamental importance in 

defining the nature of person but see this as only one of many at tr ibutes 

needed to de f ine person. An examina t ion of the work of Oliver 

O'Donovan for example demonstrates f r o m the Christian viewpoint the 

need to balance the Western idea of 'persona' with the Eastern idea of 

'hypostasis' i f we are to keep in balance the person thought of as an 

agent and also as a subject. 

O'Donovan sees the idea of 'hypostasis' as some sort of 'hidden 

thread of individual existence' and in examining Richard Wol lhe im's 
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attempts to iden t i fy this 'hidden thread' we w i l l be led through much 

complex psychological material to see that man's a b i l i t y to choose 

(whatever that is) is a key factor in his development as a person. In this 

we wil l find agreement in the humanist tradition as represented by Mary 

Midgley and in the Christian tradition as represented by Stanley Hauerwas 

and David Jenkins. But i t is d i f f icul t to show how choice operates, how 

decisions are made. And there is disagreement between all of these as 

to how far the present decision is influenced by past decisions or by 

possibilities in the fu tu re . In the same way there are differences of 

opinion as to how far the cul tura l background or past and present 

relationships a f f ec t the decision making. Where Wollheim will seek to 

minimise the importance of cultural background and relationships, Midgley 

would feel i t was crucial in the development of man's personality. This 

would be endorsed by both Hauerwas and Jenkins, both of whom would 

want to take the idea of the importance of relationships to a further 

stage in talking of the relationship between the person and God. This 

concept opens greater possibilities of development for the person, for i t 

no longer sees 'person' as a static definition, but as a dynamic being, that 

is a being wi th potential. This potential is developed by relationships but 

above all by the relationship wi th God so that the potential is i n f i n i t e . 

So then, i f what makes the person is a conglomeration of abilities or 

potential abilities, none of which can be said to be absolutely essential, 

but all of which can be developed by entry into relationship with other 

persons or with God, then we see that the range of those beings that can 

be described as persons is very great indeed. For the purpose of the 

thesis we simply need to establish that this applies to those beings who 

are mentally handicapped. 

An examination of the work of Gordon Dunstan in the area of j n 

vitro fertilisation would attempt to demonstrate that when he describes 
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the relationship between the foetus and the mother as the key to the 

development of their personalities, he is making a statement which is 

equally true for al l dependent beings in their relationship with others. 

The being who is mentally handicapped, like all other human beings, has a 

po t en t i a l personality which can only achieve its f u l l development by 

entering into relationships wi th others and wi th God. What is true fo r 

the mentally handicapped is true for all of us, a point which is developed 

by reference to Maria Boulding, Kallistos Ware and John MacQuarrie. 

The need then is to see whether by entering into relationships with the 

mentally handicapped i t is possible to help them grow and develop their 

potential. 

Chapter 3 is an attempt to answer the question 'Are the mentally 

handicapped educable?', in other words, by entering into relationships wi th 

them and by the use of modern educational techniques, is i t possible to 

help them achieve their potential? Beginning wi th a brief history of 

education policy in this area, we w i l l arrive at the present situation 

which does not pay so much attention to Intelligence Quotient but seeks 

to assess the educational needs of a child on a much wider basis. There 

will be an examination of these techniques of assessment and i l lustrations 

of t h e m , p a r t i c u l a r l y in the way they are adapted to the needs of 

severely mentally handicapped people. By looking at one example in 

particular we w i l l see how this new method of assessment improved the 

educational possibilities for h im. What transpires then is t ha t new 

methods of assessment give a much more complete picture of the 

handicapped person and therefore of his possibilities for development, and 

by allowing us to know him better enable the development of a good 

relationship between pupil and teacher, patient and nurse, etc. But fo r 

the relationship to develop there must be some means of communication 

and so there w i l l be some examination of the whole area in which 
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communication skills have been developed in the last few years. We will 

look at art and music in part icular and then go on to see the vast 

inroads that have been made in the development of verbal communications 

and pre-verbal communications in the last few years. This la t ter w i l l 

also include an examination of the development of signing techniques such 

as Makaton. 

Our research so far w i l l have brought us to the point where we 

realise that educationalists have been breaking down learning areas into 

smal le r uni ts in order to f a c i l i t a t e the learning processes of the 

handicapped individual in the very earliest stages. From here we shall go 

on to ask how this can affect our teaching of religious education and our 

encouragement of spir i tual growth. By fo l lowing loosely Goldman's 

categories of religious educational development we w i l l see how it is 

possible even for the most severely handicapped to be given religious 

education or to experience a relationship in which spiritual growth can 

take place. Our conclusion w i l l be that no one can be described as 

ineducable and that given the r ight relationships and stimulation all can 

develop some of their potent ia l . This w i l l lead us to ask the question 

whether or not the church by requiring some sort of 'rationality test' for 

fu l l membership has not excluded some of the most precious and g i f t ed of 

God's people. 

Chapter 4 w i l l address itself to this problem. We will see that the 

medieval theology of the Kingdom of God and its emphasis on ra t ional i ty 

as the key to membership of the church and the kingdom excluded all 

those who were unable to discern the difference between good and e v i l . 

We w i l l see that in effect this excluded most of the mentally handicapped 

from Holy Communion, and that this practice continued r ight un t i l the 

present day. Indeed our examination will show that i t is only within the 

last f i f t e e n years or so that this policy has been changed wi th in the 
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Roman Catholic church and is beginning to change in other communions 

too. The causes of the change are many but mostly der ive f r o m a 

clearer understanding of the teaching about the kingdom and the nature 

of membership of the kingdom as shown in the scriptures. An assessment 

of this w i l l show us the importance of seeing the mentally handicapped as 

an integral part of the kingdom through whom we come into a deeper 

relationship wi th Christ the King. From this point we shall go on to see 

whether i t is possible for the mentally handicapped to be real members of 

the body of Christ ; whether or not i t is possible for them to respond to 

Christ's call to matur i ty ; and whether or not they have anyth ing to 

contribute to the body of Christ. To answer these questions we need to 

examine the doctrine of the church, asking what i t means to be a 

member of the body of Christ whose head is a suffering Messiah. This 

w i l l involve assessing the use made of suffer ing and weakness in the 

atonement and comparing how we who share in Christ's priesthood are 

invited to cope wi th suffer ing and weakness and how this a f fec t s our 

relationship wi th God and wi th one another. Using the work of E.L. 

Mascall we will see that to belong to the mystical body of Christ means 

to have entered through baptism into a living relationship with God and 

our fellow members of the church. God's grace is seen to be paramount, 

working upon us, beginning a process of transformation which in the case 

of infant baptism begins even when we are not able to t h i n k f o r 

ourselves, but works because our fe l low members are prepared to take 

responsibility for us. This process w i l l work fo r a l l even the mentally 

handicapped. However, the church has so often thought f i t to interfere 

with the process by imposing rationality tests which wi l l exclude mentally 

handicapped people very of ten f rom f u l l membership, i.e. communicant 

membership of the church. We wil l see that the grounds for insisting on 

ra t iona l i ty tests are not suf f ic ien t and that there are other ways of 
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a f f i r m i n g one's clear dependence upon God and enjoyment of the 

relationship wi th h im. Contributions f rom Mar i a Bou ld ing , Stanley 

Hauerwas and Jean-Pierre de Caussade w i l l al l demonstrate that what 

of ten appears to be the passive and more vu lnerab le par tner in a 

relationship can in f ac t be contributing to and growing and developing 

within that relationship invaluably. Indeed we shall see that there is an 

important strand of Christian sp i r i tua l i ty which relies heavily upon the 

vulnerabil i ty of God in Christ . Reference to St. Augustine, W i l l i a m 

Temple, Stanley Hauerwas, Frances Young, W.H. Vanstone and Jean Vanier 

all serve to show the importance of this strand and emphasise the f ac t 

that the mentally handicapped have a great deal to offer the rest of the 

church in understanding the nature of the vulnerabil i ty and the passivity 

of Christ in his passion and c ruc i f i x ion . We will see that the mentally 

handicapped have a large contribution to make to the l i f e of the church 

in doctrine, worship and spirituality, not least because they will not let us 

escape from the d i f f i c u l t questions of suf fe r ing , weakness, fa i lure and 

dependence. These are part of the real i ty of existence and so the 

contribution of the mentally handicapped is first of all to keep the church 

up to the mark in f a c i n g th is r e a l i t y and grappl ing w i t h these 

fundamental questions of l i f e . A t the same t ime because m e n t a l l y 

handicapped people accept their dependence upon others, they are more 

willing than most of us to accept their dependence upon God. This brings 

to them a great freedom. They are not worried about their public image. 

They lack inhibitions and consequently bring a freedom to worship which 

is a delight. The church w i l l exclude such people from its membership 

only at great peril to itself. 

In Chapter 5 we shall be examining the actual process of involving 

mentally handicapped people in worship and in f u l l membership of the 

church over a period of eight or nine years. This practical experience 
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w i l l i l lustrate clearly the theological and educational chapters of the 

thesis. Starting with an actual service as is experienced now (1987), we 

shall show how the shape and fo rm of the service is the same as that 

used by all mainstream Christian churches at the Eucharist. However, i t 

w i l l be seen that methods of involvement and means of communication 

have been clearly adapted to suit the needs of the mentally handicapped 

person. Nevertheless, the total worship experience is as fu l l and actually 

often very much fuller and real than many services where all those taking 

part are 'completely rational'. The rest of the chapter will be devoted to 

showing how this service was developed over the years, how there was a 

need to learn some specialist skills, but above all how it was necessary to 

uti l ise a l l aspects of a mentally handicapped person's exper ience in 

developing our Eucharistic worship. However, again what transpires is 

that i t is the development of the relationship wi th p r i e s t , w i t h lay 

helpers, wi th God himself which is at the heart of all our progress in 

developing worship or any other experience with the mentally handicapped. 

From our actual experience i t wil l be shown that the church itself in our 

local area has gained far more f r o m the relationship wi th the mentally 

handicapped than the mentally handicapped have from their relationship 

with the church. Not only have we made great advances in the freedom 

wi th which we worship, but we have also learned how much better we 

can deal wi th tiny children in church at the normal fami ly Mass, and 

others have learned a great deal about prayer and also about how to cope 

with death and bereavement. So we w i l l have demonstrated that their 

contribution to the l i f e of the church is vital and that both the church 

and the community without that contribution suffer a great loss. 

In Chapter 6 we shall draw our thinking to a conclusion by looking 

at the present policy of caring for the mentally handicapped in the local 

community or, as i t is sometimes known, 'normalisation'. We will see how 
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in principle i t draws largely upon the same sort of thinking as has been 

expressed throughout this thesis. In other words, i t recognises that the 

community must accept the mentally handicapped for what they are and 

in g iv ing them a place in the c o m m u n i t y w i l l f i n d they have a 

considerable contribution to make to the l i f e of that community. By 

looking at one or two actual examples i t w i l l be seen that there are 

great dangers in putting this policy into practice about which we need to 

be aware if we are to ensure that the policy is e f f ec t ive and that the 

mentally handicapped have a better quality of l i f e as a result of this 

policy than they would have had in an inst i tu t ion. In part icular we w i l l 

see that the need for support services is greater than ever before, and 

that the need to educate the community and the church about mental 

handicap i f they are to accept mentally handicapped people as f u l l 

members is equally great. Both of these wil l cost a great deal in terms 

of t ime and money. By at tempting to look realistically at the present 

situation we wil l not gloss over any of the d i f f i c u l t i e s involved in the 

p o l i c y , nor w i l l we f a i l to recognise some of the real advantages in 

having people grouped together in institutions. If these advantages are to 

be recreated in the local community, more time and more money will be 

involved. Nevertheless, our conclusion w i l l be that i f both church and 

community are prepared to spend sufficient time and money in creating 

opportunities that wi l l allow creative relationships to be established and 

developed between mentally handicapped people and others in the church 

and community, they w i l l f ind that such relat ionships are m u t u a l l y 

b e n e f i c i a l . Fur thermore , they w i l l wonder why they have deprived 

themselves of the contribution of the handicapped for so long. 
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Chapter 1 

WHAT IS MENTAL HANDICAP? 

A few years ago I buried my wife 's Uncle Don. He was a very much 

loved and important member of our f ami ly . As a baby the wash-house 

collapsed and the rubble all fel l on top of Don. His mother always said 

that she blamed this for his later condition. Nobody ever attempted to 

make a proper diagnosis of what was the matter with him. He went to 

school from being five unt i l he was fourteen. He was never taught to 

read or wri te and nobody seemed to bother about that fact. If anyone at 

school ever tried to make fun of him because of his handicap, his elder 

brother took care of h im. A t home he was expected to lead a normal 

l i f e . His fa ther , who was a soldier, made sure that he knew how to 

clean his shoes and when the family moved to take over the local public 

baths and wash-houses i t was Don's job not only to clean al l the shoes 

but each morning to make sure that all the brass signs and all the baths 

were cleaned. He was responsible for working the water-pump so the 

baths were f i l l ed with water and, after people had used them he emptied 

them and cleaned them again. He was expected to do al l this before he 

was allowed to go to the pictures. He loved the pictures all his l i fe and 

was seen in later l ife always to be first in the queue at the local cinema 

two or three times a week. Although he could not read and write he 

could manage money and was often sent on errands to the shop to fe tch 

this or that . He was particularly good at carrying big bags of potatoes. 

In his teens he was a member of the I n t e r n a t i o n a l Order of Good 

Templars, having the office of Guard and Sentinel. This was at the local 

Presbyterian church. Later he attended St. Hilda's Church of England 

where he was confirmed at around the age of twenty-six and frequently 

took the collection. 
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Before the Second World War he managed to get a l i t t le job at the 

local illuminations. This involved carrying bags of potatoes f r o m shop to 

shop and generally making himself useful. This, on top of the work he 

always did at home, gave him a lot of purpose and satisfaction in l i f e . 

When the war started things were to change radically for the family. 

They moved out of the baths and went to live with Don's brother and his 

f a m i l y . During the war Don got his f i r s t real job. Because of the 

shortage of manpower every available male who could be taught a simple 

trade was put to work and Don worked as a labourer for a building f i rm 

bringing home his first real wage. At the same t ime he was f i l l i n g the 

role of favouri te uncle to his brother's children. His brother at this time 

was dying of tuberculosis and Don was always available to help by taking 

the children out, walking them along the sea front, taking them to school, 

fetching them back, and making sure if i t rained they had Wellingtons to 

walk home in . He was an absolutely invaluable member of the family. 

His mother died and shortly afterwards, in the space of only three weeks, 

his brother died also. Although he was in great distress himself he was 

able to give comfort to his sister and his sister-in-law. Af te r the war he 

lost his job because of all the returning soldiers and filled his time by 

looking after the children and walking along the sea f r o n t . He always 

loved the sea f r o n t . When his sister married he went to live with her 

and her husband, where he repeated his job as invaluable uncle to the 

three children that she had. He always had odd jobs to do. For many 

years he had the practice of going to the local cemetery to keep the 

fami ly grave neat and t idy . He used to clean his own and everybody's 

shoes in the household, chop the sticks for the f i r e , put the coals in for 

neighbours when the coals were delivered, and shovel the snow away from 

the old people's doors. He was always available to take the children to 

the doctors and could be relied upon to do the simple shopping tasks 
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described earlier. For a short t ime he did get another job as evening 

watchman on a building site f rom 5 p.m. to 10 p.m. This was the site 

opposite the house where he lived and his sister could always keep an eye 

on him and he felt very proud of this job. In his later life adult t raining 

centres opened and he became a well-known and leading member of these. 

Throughout his life he loved the radio, programmes like Sing Something 

Simple, and he loved the television. Particularly he liked to watch the 

church services and hymn singing. Don was no sa in t . He had his 

moments l ike the rest of us. His sister must have had some diff icul t 

moments with him when he was in one of his obstinate moods. These 

could go on wi th 'chuntering' for some considerable while. There were 

also moments when he caused great concern and anxiety to her. Nor 

must her husband be forgotten for he made i t possible for Don to live a 

'normal l i f e ' by allowing him to share their home f r o m the beginning. 

There must have been very dif f icul t and trying moments for all of them. 

But we can a l l be d i f f i c u l t and cause concern and the undoubted and 

lasting impression is that , wi th his death, he l e f t a large hole in the 

family circle. He was very dearly loved by al l of us. Don was never 

diagnosed. No one knew exactly what was the matter with him. He was 

simply one of the many people who were designated mentally handicapped. 

I f he was a young child now, he would no doubt be categorised as mildly 

mentally handicapped, and the educational f ac i l i t i e s provided would have 

helped him to lead an even fuller l i fe than he already led. 

John is sixteen years of age, five foot nine inches high, and weighs 

nine and three-quarters stone. His vision and hearing are both good. 

Although he is severely epi lept ic , this in no way interferes w i t h his 

leading a normal l i f e . He swims, goes horse r id ing , rides a bike, all 

without problems though there usually has to be another adult somewhere 

in the v ic in i ty in case he has a grand mal. He loves to draw and is 
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capable of drawing a roomfu l of people with great rapidity and on long 

rolls of paper with every detai l of each individual clearly there to be 

seen, and he particularly loves to draw record players, radios and organs, 

again with every detail clearly marked. A l l this is achieved in double 

quick t ime , so his abi l i ty to perceive, register and represent is clearly 

phenomenal. He has a reading vocabulary of sixty words and he copies 

f a i r l y neatly and accurately. He is able to compose and write specified 

sentences from word flash cards. He can carry out simple addition and 

subtraction sums with the aid of counters. And he particularly enjoys the 

part of education which for him includes l ife skills, fo r example cooking, 

shopping, cleaning shoes, washing clothes, etc. He has a good vocabulary 

and can apparently hold a reasonable conversation. I t is only as you 

spend more t ime wi th him that you realise that conversations with him 

tend to be one-sided. He is not really capable of a listen/speak type of 

conve r sa t i on , speech is used to vocalise his ideas; i ts f low is not 

moderated or controlled by the other person's contribution. This obviously 

has an adverse e f f e c t on his social interaction with his peers and with 

people who may be unsympathetic towards him. 

John lives in a hospital for the mentally handicapped in a secure 

villa in that hospital because he exhibits severe behavioural problems f r o m 

t ime to t ime. Not only is he epileptic but he suffers f rom Tuberous 

Sclerosis[1] and associated mental handicap. The result is that John has 

an IQ of around 40, and so is classed as being moderately mentally 

handicapped according to international classification. [2] 

In his book M e n t a l l y Handicapped People; Living and Learning 

published by Bailliere Tindall, David Clarke shows how the World Health 

Organization classified mental handicap according to a score achieved on 

the intelligence test. This score, or Intelligence Quotient (IQ), is the 

t radi t ional ground for deciding who is mentally handicapped. The norm 

- 13 -



reads as 100 and there is a 30 point range below and above which is 

regarded as being normal, that is, anything f r o m 70 to 130 would be the 

normal range. Anything below 70 comes into the mental handicapped 

classification and it is broken down as follows: 

1 . M i l d men ta l handicap (IQ 52-67) may be only a matter of 

delayed development. Children can be educated and adults can work in 

ordinary employment following training. They may lead independent lives 

and never be classified as being mentally handicapped. 

2. Moderate mental handicap (IQ 36-51). A f f e c t e d persons are 

obviously handicapped but may learn self-help skills and work in sheltered 

employment. 

3. Severe mental handicap (IQ 20-35). There may be delayed 

development or fa i lure to develop physical and communication ski l ls . 

Of ten af fec ted people are also physically handicapped but they can still 

show limited independence. 

4. Profound mental handicap (IQ 0-19). A f f e c t e d people require 

24-hour care for survival . Physical and sensory development may be 

grossly impaired, with physical handicap. [3] 

Obviously those at the top of the mild mental handicap range have 

always been catered for under normal pastoral care. The problems begin 

in the lower mild range and, of course, are exacerbated in the last three 

classifications. It must be realised, however, that intellectual ability is 

only one aspect of mental handicap and does not always give an accurate 

guide to the individual's all-round ability. For example, the IQ gives no 

indication of how a person w i l l behave socially. Although John in our 

example above would be classed by his IQ as moderately handicapped, he 

is in f ac t a boy wi th very severe learning d i f f i c u l t i e s and also very 

severe behavioural problems. I t is for this reason that since the 1971 

Education Act educationalists ceased to pay much at tent ion to IQ tests 
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but use a much greater variety of tests in their assessment of handicap. 

These w i l l be examined in the chapter on Educat ion. Never the less 

defini t ions such as those we have described as accepted by the World 

Health Organization, although dependent upon very r igid c r i t e r i a , are 

useful in giving some indication of the incidence and prevalence of mental 

handicap. [4] 

The consideration of three more case histories w i l l give us some 

indication of the vast range and diversity of the problems of mental 

handicap and of the problems associated with i t . 

Keith is twenty-three. He suffers f rom spastic quadripletia and 

epilepsy wi th associated mental handicap. He is unable to do anything 

for himself although he can aid a person giving him a drink by supporting 

the bottom of the cup wi th his right hand. He can grasp a rattle or a 

musical instrument with his r ight hand and shake i t , and he sometimes 

uses the same hand to knock toys over. He enjoys bathing and splashing 

in water. He has no language in the normal sense of the word, the 

sounds he makes are usual ly to convey emotion such as delight or 

distress. He does however understand the f i r m demands of a command 

like 'No' and 'Hands Down 1 . And he enjoys being talked to and responds 

to tone, for example, when joked wi th he w i l l respond by laughing. He 

sometimes looks at objects when told to but there is nothing consistent 

about this; he makes eye contact quite clearly and enjoys w a t c h i n g 

television and listening to music. His attention span, particularly when 

watching television or in one-to-one work, can sometimes be quite a long 

t ime , e.g. f ive minutes. He is always at ease with staff and family he 

knows and has a very good f r iend , another mentally handicapped person 

called Ian. For a long t ime he did not like other mentally handicapped 

people to go near him but he would always welcome the attention of Ian. 

K e i t h ' s f r i e n d Ian is also t w e n t y - t h r e e . He s u f f e r s f r o m 
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hydro-cephalus and epilepsy and is also mentally handicapped. His 

movements are spastic and he wears callipers and boots and walks wi th 

d i f f i c u l t y . He feeds himself using a knife and fork and he can dress 

himself after a fashion, needing encouragement. He interprets pictures by 

gestures, fac ia l expressions, and tries hard to say words, some of which 

he can say quite clearly particularly Daddy, Mummy and so on. He can 

cut out wi th scissors and crayon wi th a circular movement. He loves 

swimming, he can undress himself, he can hang his coat up, and he loves 

music, puppets and television. He has also taken part in a nativity play 

where he played Joseph. He loved doing i t . His at tention span can last 

as long as t w e n t y to t h i r t y minutes when he is interested in doing 

something. He has a sunny nature, he is very f r iendly and loves to sit 

with his friend Keith. 

I t is very easy to trace progress with Ian and i t is not too dif f icul t 

with Keith. Both of them make eye contact. Derek however is quite a 

d i f f e ren t case. Derek is twen ty - f ive . He suffers from achondroplasia 

hydro-cephalus, clef t palate, and he has defective hearing and is to ta l ly 

bl ind. He is a s t i l l and soli tary person, usually to be found squatting 

alone, silent and immobile in the middle of the room sucking his shirt 

collar i f he has nothing else to suck. With guidance he will open doors, 

feel for landmarks like clothes pegs and the to i le t seat, but he seems 

reluctant to do things by himself, always seeking help from nursing staff, 

guiding their hands to what he wants them to do, fo r example, take o f f 

his shir t . He is not able to speak, his vocalisation is limited to grunts, 

moans and murmurs together with crying, and occasionally he is heard to 

chuckle and laugh. He is not interested in toys or equipment and after a 

cursory examination tends to throw them aside. He seems to like the 

television and w i l l squat r ight underneath i t , sometimes reaching up to 

alter the knobs and switches. His attention span is almost impossible to 
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assess. He certainly responds best when i t is quiet and when he receives 

individual attention. In situations like this where he is one to one wi th 

you, he lets you take him around a room and help him to explore i t and 

appears then to concentrate quite we l l . He can barely feed himself , 

though he has been known to use a spoon at table. He can also help to 

dress himself. 

I t w i l l be seen f rom these three examples how mental handicap 

itself is complicated by the incidence of so great a variety of physical or 

other handicaps. Consideration of the range of differences between an 

Uncle Don, a Kei th or a Derek is only the t i p of the i ceberg , the 

p o s s i b i l i t y of combina t ions and pe rmuta t ions of all the d i f f e ren t 

difficulties and handicaps is beyond belief. This is why i t is so d i f f i c u l t 

to find a satisfactory definition of mental handicap. 

The Mental Health Act of 1983 gave new legal definitions under the 

following headings: 

Mental Disorder: Mental illness, arrested or incomplete development 

of mind, psychopathic disorder and any other disorder or disability of mind. 

Severe M e n t a l I m p a i r m e n t : State of arrested or incomplete 

development of mind which includes severe impairment of intelligence and 

social functioning and is associated with abnormally aggressive or seriously 

irresponsible conduct on the part of the person concerned. 

Mental Impairment: State of arrested or incomplete development of 

mind (not amounting to severe men ta l i m p a i r m e n t ) which includes 

s i g n i f i c a n t impa i rmen t of intelligence and social functioning and is 

associated with abnormally aggressive or seriously irresponsible conduct on 

the part of the person concerned. 

Psychopathic Disorder: Persistent disorder or disability of mind 

(whether or not including signif icant impairment of intelligence) which 

results in abormally aggressive or seriously irresponsible conduct on the 
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part of the person concerned. [5] 

No doubt the debate about definit ion will continue, but in practice 

the range of handicap will always be there. This is fur ther complicated 

by the f ac t that mentally handicapped people can also be mentally i l l and 

physically handicapped as wel l as going through the whole gamut of 

normal physical disease. The reaction of society to such a complicated 

mass of symptoms has for a variety of reasons, not least fear , f requently 

been to t r y to escape f r o m the problem by shutting i t out. So for 

centuries the mentally handicapped were shut away f r o m society, and in 

the process so were many people who were not mentally handicapped at 

all . Few of those who have seen or read Joey Deacon's autobiographical 

play can have been lef t unmoved at such an intelligent human being being 

shut away in a mental ins t i tu t ion because of tremendous problems of 

spasticity. 

Within our own experience at our local hospital we discovered that 

someone previously thought to be severely mentally handicapped was 

a c t u a l l y reasonably i n t e l l i g e n t and able to go through a prolonged 

educational process when new methods to stimulate communication were 

used which showed him to be acutely deaf and gave him the tools to 

overcome this extra handicap. One cannot help but wonder how many 

lives have been wasted by being 'out of sight and out of mind'. 

The result of such escapist policies has been to riddle society w i t h 

a l l kinds of myths , misunderstandings and fears about the mentally 

handicapped. These are to be found at a l l levels of society and even 

wi th in the families of those who have handicapped children. The result is 

that of ten the b i r th of a m e n t a l l y handicapped c h i l d , in i t s e l f a 

su f f i c i en t ly distressing problem, is compounded by all sorts of guilt and 

obsessions. When these are coupled to lack of understanding and l i t t l e 

knowledge of simple basic educational skills, the problem of a mentally 
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handicapped child can and often does become an intolerable burden. The 

development of the medical sciences over the last t h i r t y years has made 

vast inroads into the d i f f i cu l t maze of understanding mental disorder and 

mental handicap. This in turn has led to improved treatment and care. 

The development of new drugs and the use of drug therapy as well as 

better material and nursing resources has paved the way for better care, 

though there is s t i l l a long way to go in providing more material 

resources if the new policy of rehabilitation of the mentally handicapped 

in the community is to be pursued satisfactorily. At the same time there 

have been major developments in education and communication skills,which 

would have been unthinkable even a few years ago. There is no longer 

any excuse for society to escape from the problems of mental handicap. 

We need to come face to face wi th the real i ty of the problem, not 

shirking any of the di f i f icul t or embarrassing questions. We owe i t to the 

mentally handicapped, to their fami l ies , to ourselves, to our love for 

truth, to ask such questions fa i r ly and answer them honestly. I t is the 

purpose of this thesis to try and do just that. 

Can the mentally handicapped really be regarded as persons? Are 

they educable? Can the spiritual dimension ever be meaningful to them? 

Can they be fu l l members of society? Can they be f u l l members of the 

Church? What contribution can they be expected to make to society? 

What contribution if any can they be expected to make to the l i f e of the 

Church? These are the questions we must ask, and i t is hoped that by 

pursuing these questions we can begin to understand the pos i t i ve 

c o n t r i b u t i o n tha t the mentally handicapped can make to our world. 

Indeed, I hope we shall see that a world or a church which excludes them 

f r o m f u l l membership w i l l i tself be deficient or handicapped far more 

severely than those who have been excluded from its membership. There 

is a classic Hassidic tale that illustrates this truth. It comes from the 
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series of marvellous tales of the Rabbi Israel Baal Shem. In this tale, 

known as 'The Boy's Song', the power of evil so enveloped the world wi th 

his 'wings of heavy iron' that the souls of men were crushed and the 

world was in deep depression. This was so bad that when the Rabbi 

Israel t r ied to enter a synagogue he told the Chassidim, who were the 

people of that synagogue, that he could not enter because there was no 

room for him as the house was of f u l l of dead prayers. Prayers which 

had no strength in them lef t to fly to heaven were crushed, lying on top 

of one another, f i l l i n g the synagogue. He went back to his home town 

feeling the weight of the wings of the evil one pressing ever closer upon 

him. He spent time in prayer seeking a way to pierce the iron cloud and 

make a path to heaven with the prayers of men. In his home town there 

was a Jewish herdsman who had a son of twelve years old who was slow 

witted and could not remember therefore the alphabet or anything he was 

taught. Although his father had sent him to the Cheder, he could never 

remember anything, so at last his fa ther sent him out to the fields to 

look a f te r the herds. While he was in the fields the boy took a reed and 

made himself a flute. He sat all day in the grass playing upon his f l u t e , 

f i l l e d wi th joy and delight in his music making. But when he reached his 

thirteenth birthday his father thought that the t ime had really come fo r 

him to teach the lad at least some shred of Jewishness, so he said "Come 

with me, we wil l go to the synagogue for the holidays". Dressed in new 

cap and shoes the boy went with his father to the synagogue carrying his 

flute in his pocket. His father took him to the synagogue of the Rabbi 

Israel Baal Shem. 

They sat together among the men and the boy was very s t i l l . 

When the moment came for prayer, the prayer of Mussaf to be 

sa id , the boy saw all the men about him raise their l i t t l e 

books and read out of them in praying and singing voices. He 
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saw his father do as the other men did and he pulled at his 

father's arm. "Father," he said, " I too want to sing. I have 

my f lu te in my pocket. I ' l l take i t out and sing." But his 

father caught his hand. "Be st i l l , " he whispered, "Do you want 

to make the Rabbi angry? Be s t i l l . " The boy sat quietly on 

the bench until the prayer of the Mincha. He did not move. 

When the men arose to repeat the Mincha prayer the boy also 

arose. "Father," he said, " I too want to sing." His fa ther 

whispered quickly "Where have you got your f i fe?" "Here in 

my pocket", said the boy. "Let me see i t . " The boy drew out 

his f i f e and showed i t to his father and his father snatched i t 

out of his hand. "Let me hold i t for you", he said. The boy 

wanted to cry but was afraid and remained st i l l . At last came 

the prayer of the Neilah. The candles burned trembling in the 

evening wind and the hearts of the worshippers trembled as the 

flames of the candles. Al l through the house was the warmth 

of holiness, and the stillness as before the presence. And the 

outstretched palms of the Rabbi were raised over them and the 

words of the eighteen Benedictions were spoken. The boy 

could hold back his desire no longer. He seized the f lu te f r o m 

his father's hand, set i t to his mouth and began to play his 

music. The silence of terror fel l upon the congregation. They 

gasped, they looked upon the boy; their backs cringed as i f 

they waited instantly for walls to fa l l upon them. But a f lood 

of joy came over the countenance of the Rabbi Israel. He 

raised his spread of palms over the boy. "The cloud is pierced 

and broken" , c r i e d the Master of the Name, "and evil is 

scattered from over the face of the earth". [6] 
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Footnotes 

[1 ] Tuberous Sclerosis is a rare condition due to a dominant autosomal 
genetic t r a i t . Sporadic cases also occur. Mult iple tumours and 
malformations in the brain are associated with epilepsy and mental 
deter iorat ion. There may also be behav ioura l symptoms and 
withdrawing of psychotic intensity. 
See Basic Child Psychiatry by P. Barker published by Granada, 1983, 
p.108. 

[2] I am indebted to an unpublished paper, A Case History of John 
Thomas by Paul Bamberough, for this information. 

[3] Mentally Handicapped People; Living and Learning by David Clarke, 
published by Bailliere Tindall in its revised form in 1986, p.6. 

[4] Clarke, op.cit, p.8. 

[5] See an unpublished paper by Marion Way, Consultant Psychiatrist at 
Earls House Hospital called Helping the Mentally Handicapped Family. 

[6] See Classic Hassidic Tales by Meyer Levin, Dorset Press, New York, 
1985. First published 1931. pp. 133-134. 
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Chapter 2 

WHAT IS A PERSON ? 

In the book Responsibility fo r Devalued Persons, Stanley Hauerwas 

says of the parents of handicapped people: 

Most parents soon learn not to look for miracles or cures. 

What they want is to f i n d a competen t p a e d i a t r i c i a n or 

s p e c i a l i s t who w i l l t r e a t t h e i r c h i l d l i k e a person. 

Unfortunately parents are o f ten forced to spend a great deal 

of their t ime simply t ry ing to find a physician that is able to 

view their child in this manner. [1] 

That such parents want their child treated like a person says something 

about their understanding and opinion of their child and their relationship 

wi th him or her. But the fact that they are having difficulties in finding 

a paediatrician who wil l treat their child as a person shows that even in 

those who deal r e g u l a r l y w i t h the m e n t a l l y handicapped there is 

frequently an innate sense that in some way the mentally handicapped are 

not persons or that they are less than persons in the normal sense of that 

word. But what is the normal sense of the word 'person1? Is there a 

sat isfactory defini t ion of 'person' that would allow us to either include or 

exclude the mentally handicapped from that category? What is certain is 

that the issue is crucial and w i l l determine our atti tudes towards the 

handicapped. Plainly, i f we see the handicapped as having the legal and 

moral rights at t r ibutable to the human person, then we w i l l have no 

choice but to deal wi th them at the highest human level . I f , on the 

other hand, they are not to be regarded as human persons with these 

rights, then our attitudes could vary f r o m caring for them as some sort 

of 'pet' to 'putting them to sleep'. Obviously, we are going to have to 

look into the whole question of the meaning of 'person' in some depth. 
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Mary Midgley in the article called 'Person and Non-Person' found in 

In Defence of Animals, edited by P. Singer, highlights a case in the 

United States of America where animal lovers had freed some dolphins 

from an aquarium on the grounds that they were freeing the dolphins 

because the dolphins were persons and as such should not be kept in such 

caged conditions. The judge in the case rejected their defence and stated 

quite categorically that "person means human being", his judgment being 

that although dolphins may be i n t e l l i g e n t , t h e i r i n t e l l i g e n c e was 

insuf f ic ien t to have them regarded as a human beings under the penal 

code. His categorical statement that person means human being is 

c l ea r ly open to question, even though i t would be supported by such 

modern philosophers as Teichman and W o l l h e i m . [ 2 ] And c e r t a i n l y 

whether or not all persons are human beings still leaves open the question 

of whether all human beings are persons. To take the la t ter point f i r s t , 

in Roman law, for instance, slaves who were definitely human beings were 

certainly not regarded as persons. This remains true even though the 

slave might be the most important human being, i.e. the key figure, in 

any set-up from certain points of view. If we compare, fo r instance, the 

ro l e of the slave in Roman drama or indeed in running the average 

Roman household, we see the t ru th of this . Clearly then, i f we were 

content to remain wi th in some legal contexts, i t would be clear that not 

all human beings would be regarded as persons. To tackle the problem 

f r o m the other way round, Midgley also points out that the word 'person' 

need not mean a human being, even in common parlance, giving the 

instance of referr ing to the persons of the Holy Trinity, one of whom is 

definitely spirit. [3 ] In addition to this she shows that 'personal ident i ty ' 

is commonly held to belong to continuity of consciousness rather than 

bodily form in stories where the two diverge. She supports this point by 

refer r ing to John Locke's def in i t ion of person as 'a thinking intelligent 
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being that has reason and reflection and can consider itself as i tself , and 

by giving the illustration of the 'hnau' in C.S. Lewis's book Out of the 

Silent Planet. Certainly not enough at tention has been given to 'the 

continuity of consciousness' aspect of the meaning of the word 'person' in 

western thought and undoubtedly the arrogance implied in the judgment by 

the American judge is far more in line wi th western thought than the 

thinking of Mary Midgley. 

That such arrogance forms a common background for our thinking 

about personhood is substantiated by Kei th Thomas in his book Man and 

the Natural World: Changing At t i tudes in England 1500 to 1800. He 

shows how the development of western thought f r o m Aris to t le through 

Aquinus and the mediaeval scholastics led to a Christian understanding of 

man which saw him as no longer merely a super ior a n i m a l , f o r " i t 

elevated him to a wholly d i f f e ren t status, half way between the beasts 

and the angels. In the early modern period i t was accompanied by a 

great deal of self-congratulat ion". [4 ] But exactly what made man this 

superior animal was dif f icul t to decide. Again to quote Thomas: 

There was a marked lack of agreement as to just where man's 

unique superiority lay. The search for this elusive a t t r ibute has 

been one of the most enduring pursuits of western philosophers, 

most of whom have tended to f ix on one feature and emphasise 

i t out of all proport ion, sometimes to the point of absurdity. 

Thus man has been described as a political animal by Ar i s to t l e , 

a laughing animal by Thomas Wil l i s , a tool-making animal by 

Benjamin Franklyn, a religious animal by Edmund Burke, and a 

cooking animal by James Boswell. As the novelist Peacock's 

Mr. Cranium observes, man has at one t ime or another been 

defined as a featherless biped, an animal which forms opinions, 

and an animal which carries a stick. What a l l such defini t ions 
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have in common is that they assume a polari ty between the 

categories man and animal and that they invariably regard the 

animal as the inferior. [5 ] 

Distinguishing marks part icular ly singled out were the characteristics of 

speech, reason and religion. From this develops the clear understanding 

that man has all these attr ibutes and above all conscience and religious 

instinct and an immortal soul, whereas the beasts perish. 

I t was l e f t to Rene Descartes in the seventeenth century to develop 

this clearly. And this he did by stating that animals were mere machines 

or au tomata l i k e c locks , capable of complex behaviour but wholly 

incapable of speech, reasoning, religion or in some interpretations even of 

sensation. So Thomas concludes that the result of Descartes' formulation 

of th i s understanding of the na ture of man was tha t i t f u r t h e r 

downgraded animals by comparison with human beings and could lead, and 

indeed would lead eventually, to the justification of human maltreatment 

of animals. 

But the downgrading of animals was only the thin end of the wedge. 

Thomas shows that in drawing a f i r m line between man and beast, the 

m a i n purpose of ear ly modern theor i s t s was to j u s t i f y h u n t i n g , 

domestication, meat eating, vivesection and the wholesale extermination 

of vermin and predators. Furthermore, he concludes that this urge to 

distinguish the human from the animal also has important consequences 

for relations between human beings, for i f the essence of humanity was 

defined as consisting in some specific qual i ty , then i t fol lows that any 

human beings who did not display t ha t q u a l i t y were sub-human, 

semi-animal. So that many of the early explorers would have agreed wi th 

Gibbon when he said that the human brute without art or laws is poorly 

distinguished from the rest of the animal creation. I t is on such grounds 

that the Hottentot , the American Indian, even the Irish, are discriminated 
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against and indeed, as Thomas says, "there were other animals nearer 

home. What is an infant, asked a Jacobean w r i t e r , but a brute beast in 

the shape of a man? And what is a young youth but, as i t were, a wild 

untamed ass colt unbridled?"[6] Women are not spared either. Thomas 

quotes the Quaker George Fox, who met a group of people who held that 

women had no souls no more than a goose. But still more beast-like than 

these were the poor, the ignorant, the irreligious, the squalid, and so on. 

Thomas, proving the point that intellectuals have long been in the habit 

of regarding the uneducated as sub-human, quotes Sir Thomas Pope-Bland 

in 1693 as saying: 

The numerous rabble that seemed to have the signature of man 

in their faces are but brutes in their understanding . . . i t is by 

the favour of a metaphor we call them men, for at the best 

they are but Descartes' automata, moving frames and figures 

of men, and have nothing but their outsides to just ify their 

titles to rationality. [7] 

I t is f r o m this at t i tude that there arises the method of castigating 

one's enemies by referring to them as animals. He quotes John Mil ton 

comparing his enemies to 'owls and cuckoos, asses, apes and dogs'. And 

of course such animal insults are a feature of human discourse today. I t 

is obviously a small step f r o m such verbal abuse to positive and actual 

discrimination against the poor and the i gno ran t , the depr ived and 

par t icular ly the mentally handicapped. Why else such places as Bedlam? 

What we see, then, is a gradual narrowing down of the idea of person 

f r o m a human being to a specific sort of human being and having a 

particular type of intelligence, and i t is this thinking which characterises 

the humanism of someone l ike H.G. Wells, where intelligence is singled 

out as the one distinctive attribute of man which differentiates him f r o m 

the other animals. 
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Mary Midgley in her book Beast and Man; The Roots of Human 

Nature dismisses this sort of humanism. She says: 

It is a danger of much humanism (of this type) that it elevates 

intelligence to the throne of God. Why should cleverness be so 

much more important than being kind, brave, friendly, patient 

and generous, especially if i t also gives licence to massacre 

anything or anybody less intelligent - most humanists are also 

utilitarian and on utilitarian grounds intelligence is only 

valuable in so far as i t helps to secure more ways of gaining 

pleasure. But there is no actual guarantee that the more 

intellectual are better at pleasure than their less intelligent 

hedonist brothers, in which case the question becomes 'Who 

should exterminate whom?1. [8] 

But though many of us may not subscribe to the humanist views of 

a Wells, there is no doubt that the ideas which influenced him and his 

fellow humanists have percolated through into much of our twentieth 

century thinking. We have to look no further than the Nazi programme 

to annihilate all kinds of 'sub-human' members of their race by quietly 

exterminating, say, the mentally handicapped or the senile. And although 

this may be seen as extreme because it was part of Nazi policy, we have 

heard very similar things in western society since the second world war, 

not under the auspices of the Nazi or any other particular party. Even 

those who wil l not go so far as to annihilate the l iving mentally 

handicapped person have no qualms about removing the foetus which is 

shown to be damaged chromosomally or in some other way. Indeed, there 

have now been a number of cases where once the baby is born and is 

shown to have some kind of mental defect, particularly where i t is 

compounded by other complications, either the doctor or the families, or 

the families and the doctor combined, have co-operated in allowing the 
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child to die on what they would regard as humanitarian grounds. There 

are for example the cases of Mr. Bard's mongoloid son quoted in the book 

Vision and Virtue by Stanley Hauerwas [9 ] or the case of a deformed 

child born to Mr. and Mrs. Robert H.T. Houle quoted in the book How 

Brave a New World by Richard A. McCormick, SJ[10], This is to give 

only two examples out of many. 

The implication arising from these examples is that there is quite 

clearly a strand in twentieth century thinking about the handicapped that 

regards them as inferior to normal humanity. In other words, they are 

not persons in the normal sense of the word and therefore they can be 

'put to sleep1 as one would a sick or dying dog. However, to think that 

such an attitude has not been questioned seriously since the time of 

Darwin would be a mistake. In this century in particular there have been 

a number of books produced which are a mixture of anthropology and 

psychology, and which attempt to study man in his environment in the 

same way as other animals have been studied to reveal most interesting 

characteristics. Books which would f i t into this category would be The 

Territorial Imperative by Robert Ardrey, On Aggression and King 

Solomon's Ring by Konrad Lorenz, and The Naked Ape by Desmond 

Morris. What comes over from these books is an interesting and 

illuminating understanding of man as an animal. Their work is noted by 

David Jenkins in his book What is Man?, where he sums up their thesis in 

these words: 

They use the same method of analysis, decoding man's nature 

from evolutionary theory and from the study of animal ecology 

and behaviour. From a study of the way animals interrelate 

with their environment and of the way in which this is related 

to the formation and adaptation of their patterns of behaviour 

they draw their conclusions. For example, the case of man 
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not having evolved ritualised (and therefore harmless) ways of 

dealing with interest-specific aggression, i.e. between members 

of the same species like, say, geese and wolves. Because of 

this, they argue, man wi l l produce a perpetual pattern of 

intergroup struggles and individual conflicts and quite possibly 

wars. 

Jenkins argues that these authors have become ardent moralists or 

propagandists. He says this is particularly true of Lorenz. But they may 

have their facts wrong anyway, and he cites two publications, Naked Ape 

or Homo Sapiens by Bernard Towers, and Man and Aggression by John 

Lewis, edited by Montague Ashley, as being books that counteract the 

theses of Lorenz and the others, about interest-specific aggression. 

Jenkins is particularly concerned with the thesis of Lorenz and the 

others because he rejects their main conclusion. He sums up their 

argument in this way: 

Reductionism (man is nothing but an animal and must be 

expected to behave accordingly, we must take what precautions 

if any that we can) might seem to be the reasonable man's 

refuge and about the only comfort open to us. At least we 

are not to blame for what we may have to suffer or may 

in f l i c t . There is no need to add cosmic guilt to physical 

discomfort. 

But, he goes on: 

The trouble is that the nothing but animals line as worked out 

by Lorenz and the others is not descriptively accurate. Man 

cannot by these means be reduced to a non-human animal. He 

remains descriptively a very much human one. He may not be 

able to make sense of or humanly discharge his human 

possibilities of response and responsibility, but a descriptive 
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discharge of them by explaining them away does not lie this 

way, at any rate. Man remains burdened w i t h being 

human. [11] 

So Jenkins dismisses these theses as a cowardly evasion of the 

responsibility of being human. The authors have hardly proved their 

point. This may be the case and, indeed, although one may agree with 

Jenkins1 basic rejection of their thesis, I think he does not give sufficient 

weight to many of the things which they are saying about man's animal 

nature. There is almost an assumption behind his argument that we 

cannot learn anything about man by observing, say, the behaviour of 

wolves or geese. But this plainly is not the case. Mary Midgley would 

probably agree with much that Jenkins says, but in her book Beast and 

Man; The Roots of Human Nature she pays far more attention to the 

arguments of Lorenz and the others because of the tremendous amount of 

work, patient understanding and research that has gone into the complete 

revision of our understanding of the animal world. She gives the example 

of wolf haters trying to prove that wolves are responsible for the decline 

in the numbers of deer in parts of the Arctic. She says that recently 

ethologists have taken the trouble to watch wolves systematically between 

meal times and they have found them to be by human standards paragons 

of steadiness and good conduct. They pair for life, they are fa i thfu l and 

affectionate spouses and parents, they show great loyalty to their pack, 

and great courage and persistence in the face of d i f f i c u l t i e s , they 

carefully respect one another's territories, keep their dens clean, and 

extremely seldom kill anything that they do not need for dinner. If they 

fight with another wolf the encounter normally ends with a submission. 

They have an inhibition about killing the submissive wolf and about 

attacking females and cubs. They have also, like all social animals, a 

fairly elaborate etiquette including subtly varied ceremonies of greeting 
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and reassurance by which friendship is strengthened, cooperation achieved, 

and the wheels of social l i fe generally oiled. She points out that our 

knowledge of this behaviour is not based upon the romantic impressions of 

casual travellers; it rests on long and careful investigations by trained 

zoologists backed up by miles of f i lm , graphs, maps, population surveys, 

droppings analyses and all the rest of the contemporary toolbag. She 

shows that the restraint apparent in wolves seems to be found in most 

other social carnivores, because where murder is so easy the species must 

have an adequate inhibition against it or perish. To show that this 

inhibition is lacking in weak animals, she quotes Lorenz who gives chilling 

examples from roe deer and doves, in both of which species stronger 

members will slowly murder weaker ones if kept in captivity with them, 

because in a free state these creatures save themselves by running away, 

not by relying on the victor's inhibitions. From this she concludes that i t 

is clear that man is in some way nearer to this group than to the 

wolf. [12] 

The weight of this evidence and much more like i t in different 

areas is responsible for Midgley's reassessment of what i t is that makes 

man unique, which is what her book is about. She contends that by 

looking at the nature of other creatures man learns more about his own 

nature and just how remarkable i t is. She recommends the study of 

man's whole nature, because if it is careful and honest, i t wi l l bring out 

his peculiarities and will show what is unique about him as well as what 

is not. What Midgley objects to is the attempt throughout history of 

trying to seize upon one particular characteristic of man as being that 

which makes him unique. She says: 

If we ask 'What is the characteristic excellence of man?', we 

have to be clear what we mean. If we mean 'What would 

seem distinctive about him to a non-human observer?1 we would 
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need first to know that observer's frame of reference and what 

contrasts would strike him. If we mean 'What is the best and 

most important thing within human life?', the question is a real 

one, and we can try to answer i t . But i t is not about 

biological classification. It is a question of moral philosophy. 

And we do not help ourselves at all in answering i t i f we 

decide in advance that the answer ought to be a single, simple 

character is t ic , unshared by other species, such as the 

differentia is meant to be. Why should a narrow morality 

necessarily be the right one? Why should not our excellence 

involve our whole nature? [13] 

Each time we t ry to isolate one particular attribute of man's 

character we find that i t is wanting because there is clearly no single 

attribute which is sufficient alone to define or explain the species. So 

Midgley continues: 

We employ a cluster of them (attributes) whose arrangements 

as more or less essential can be altered from time to time for 

many reasons. And what is really characteristic is the shape 

of the whole cluster. For example, for man things like 

conceptual t hough t , reason, language, cul ture , self-

consciousness, tool-using, productivity, laughter, a sense of the 

future, etc. All these form part of such a cluster but none of 

them can monopolise it or freeze i t into f inali ty. There are 

always more that we have not thought of mentioning yet, and 

among them the most obvious. What would we say about 

someone who had all the characteristics just mentioned, but 

none of the normal human affections? These of course are 

plainly very like those of many other species, so they do not 

get named in the differentia. But shortage of them is the 
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commonest reason for calling people inhuman. [14] 

She sums up her thinking on the matter by saying "To expect a 

single differentiate is absurd. As it is not even flattering to the species 

since it obscures our truly characteristic richness and versatility." 

To prove her point she looks at the main attempts to define man by 

single characteristics or even a limited combination. She begins with 

Aristotle's definition of man as rational, showing how everybody after 

Aristotle who proposed the same sort of definition of man was arguing 

with him, in other words was commenting one way or another on the 

definition of man as a rational animal, taking previous contributions for 

granted. She looks at Plato, Nicomachean Ethics 1.7, when he asks what 

the true function of man is in order to see what his happiness consists in, 

and concludes that the function is the l i fe of reason because that life 

only is peculiar to man. She would not quarrel with his conclusion but 

with his argument. "If peculiarities of man is the point, why should one 

not say the function of man is technology or say the sexual goings-on 

noted by Desmond Morris, or even the exceptional ruthlessness to one's 

own species? In all these respects man seems to be unique."[15] She 

looks at Descartes, who regarded animals as automata operating without 

consciousness, and sees him as guilty of the same mistake as Plato, that 

i s , in 'seeing pure specula t ive reason as of the logicians' or 

mathematicians' kind as lying at the core of human l i f e , so that he was 

really defining man not so much by his consciousness or general 

intelligence but by his capacity for mathematics.' She points out that 

reason in the sense of logic can be called a universal tool, but as a 

faculty, that is as something we are gifted with, it is not so at al l . It is 

a set of highly varied mental capacities, practical and theoretical, which 

are separable and unevenly distributed among human beings, and are 

shaped in specific ways by their lives. 
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Rationality as the single differentiating factor between man and 

other animals is plainly insufficient. 

Rationality involves sanity. And a mad dog differs from a 

normal dog in just the same way as a mad man from a sane 

man. On the matter of knowing one's onions, understanding 

what one is about, there is not (as you might think f rom 

Descartes' remarks) a single scale reaching down from the most 

intelligent man to the stupidest and stopping short there, 

leaving all beasts equally nowhere. There are a number of 

scales on which both people and animals can be found variously 

arranged, as well as some others that are exclusive to people, 

and undoubtedly others peculiar to d i f f e r en t types of 

animals. [16] 

The observation of animal behaviour can also lead us to question 

whether language is really quite as distinctive or peculiar to man as i t 

has been thought to be. Midgley points to chimpanzees who have been 

taught Ameslan, a sort of deaf and dumb sign language. One chimp had 

been given 150 signs which he could use and understand and a further 200 

which he could understand. It was found that when he was put with 

others who had been taught the signs, they of ten used them to 

communicate with each other. Some people object that these signs do 

not constitute language, but they need to be very careful in their 

objection because most of their objections are syntactical and, of course, 

by those standards many human beings could be said not to use language 

as well. She quotes Chomsky who, in a study of animal communications 

said that such a study only brings out more clearly the extent to which 

human language 'appears to be a unique phenomenon without significant 

analogy in the animal world*. Midgley agrees that in some ways it is 

unique but does not agree that it is without significant analogy. 
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Chomsky seems to separate gesture from language. Most 

human language even for the most literate of us, is spoken not 

written. And when it is spoken, the words themselves are only 

the peak of a pyramid, of which tone of voice, gestures, facial 

and bodily expression, pace, timing, silences, and the relation 

of the whole to what is going on at the time form the major 

part. So I think we can safely say that language is part of a 

knot of general structural properties but i t is not necessarily 

of itself distinctive. [17] 

If we agree with Midgley that no single human characteristic is 

sufficient on its own to differentiate the human person f rom other 

animals, then we are tempted to follow her and say that i t is in the 

whole nature and the infinite variety which that provides that the 

difference is to be found. Perhaps some light can be thrown upon our 

difficulty of the use of the word 'person' and particularly in the western 

tradition by looking at an earlier understanding of the development of the 

word 'person' in Christian thought. Possibly the eastern understanding of 

'person' may well round off the western emphasis on rationality, language, 

etc. in order to bring about a more complete understanding of the 

meaning of the word 'person'. 

In his book Begotten or Made Oliver O'Donovan discusses the 

problems of in vitro fertilisation and of experimenting on embryos. To do 

this, he has to examine the concept of person because the process of 

experimenting on embryos and then discarding them involves the whole 

question of what is a person. To discard embryos is to say quite clearly 

that they are not persons. So in order to understand person he begins to 

trace the development of the use of the word. He begins with the use 

of 'persona' in Greek tragedy which was the character mask. He shows 

that when the character was played by more than one person they simply 
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passed the mask from one to another so that there was a continuity of 

the mask, so each persona is an individual appearance that has continuity 

through a story. In other words, he says "to speak of a person, then, is 

to speak of identity, that which constitutes sameness between one 

appearance and another and so makes us beings with histories and 

names."[18]. That this understanding of person from the Greek tragedies 

should appeal more to Christian thinkers than ancient classical philosophy 

where man was analysed as intellect, soul, etc., is not surprising when we 

consider that the ident i ty of human beings in the Old and New 

Testaments is to do with their role in history, a role which is assigned to 

them by divine providence. 

So, O'Donovan continues: 

In the light of this we can understand how Patristic Christian 

thought, developing as it did in two main languages, Latin and 

Greek, was able to use interchangeably two words which had 

different nuances. The Latin speaking church spoke of a 

'persona1, a term with its associations in the theatre and the 

lawcourts, which suggested that the person was an agent, one 

who could appear or hold a part in the public realm. The 

Greek speaking church came, more slowly, to speak of a 

hypostasis (literally a sub-stance), which suggests a reality 

which underlies or supports all the characteristics and qualities, 

all the variable appearances which one and the same person 

might present. We might most helpfully render hypostasis as 

'subject ' . The difference of emphasis in these two terms 

caused problems of mutual understanding, but the common 

element was the emphasis on continuity and historicity. When 

one spoke of a person one spoke of these different, successive, 

and changing appearances as one collective appearance; when 
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one spoke of hypostasis one spoke of something that underlay 

them al l and so made them one, the hidden thread of 

individual existence on which, so to speak, they were all hung 

like clothes on a line. [19] 

We are therefore trying to keep a balance between the person thought of 

as an agent and the person thought of as a subject. Perhaps much that 

has gone wrong throughout the history of thinking about person has been 

the refusal to do this and perhaps, as O1 Donovan points out, this has been 

and still is the problem. He says: 

Modern thinking is looking for a variety of capacities, abilities, 

possibilities, performances associated perhaps with rational 

nature which will be recognisably personal. But this complex 

is not what Christians have meant in the past when they have 

referred to persons. The individual substance in Boethius' 

definition points not to a quality or a complex of qualities but 

to 'a someone who' i.e. to a person. These qualities may 

belong but he is not one with them, he acquired them as 

events in his history. [20] 

What we are trying to do, then, it seems is to identify 'the hidden 

thread of individual existence1, that is, so to speak, the co-ordinating or 

unifying factor in the whole of the human nature. In his book The 

Thread of Life, Richard Wollheim sets out to do exactly this, to identify 

the thread of l i f e . He begins by asking the question 'What is a person?', 

and he answers it quite simply, "persons are human beings". We seem to 

be back to the American judge again, but that aside, he develops his 

answer by stating that all deformed human beings are s t i l l persons. He 

quotes as an example those beings in Ovid's Metamorphoses who are 

transformed into animals of one kind or another. He says that their 

animal appearance does l i t t l e for them, indeed i t comes close to 
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preventing their being persons. Animalhood is for them a disability which 

strikes them at their core. So he wonders in what sense we can st i l l see 

them as persons? For "we think that an animal can be a person only if 

it belongs to a species that is a person species. But in our speech we 

say that i t is a person i f i t belongs to a person species, however 

abnormal or degraded it might be. It is a person even though, if normal 

or characteristic members of the species were like i t , we would not think 

of that species as a person species."[21 ] He says that we select person 

species on the basis of how their members live and how they lead their 

lives, so the question becomes not 'What is a person?' but 'What is i t to 

lead the l i fe of a person?'. He answers this question by saying "A person 

leads his life at a crossroads: at the point where a past that has affected 

him and the future that lies open meet in the present"[22] In this 

definition he is at one with Stanley Hauerwas in his book Vision and 

Virtue where he says "A man's present choices and actions control his 

own future by shaping the man he is"[23], and "It is character that gives 

a warrant for our expectation of the link between what an individual is 

and the sequence of his actions and attitudes"[24] So both Wollheim and 

Hauerwas agree that at the crossroads man is free to decide, he can 

make a choice, but both see that his choice is not as free as i t seems 

but that his character, his personality, has been formed by previous 

choices and therefore is bound to affect in some respect the way he 

chooses. And at this point Midgley and Jenkins will probably agree with 

them. The real difficulty here is in analysing what i t is that decides. 

How are past and present experiences, ideals, imaginings, etc. 

co-ordinated? 

Wollheim attempts to answer the question quite simply. Redefining 

his purpose in writing his book, he says: 

My enquiry would be into the nature of a process, which 
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unfolds in a thing, which is the person, and out of which a 

product which is a person's life emerges. And the core of this 

process is to be found in three characteristic interactions: (1) 

between the person's past and his present, and between his 

present and his future; (2) between his mental dispositions and 

his mental states; and (3) between the conscious, preconscious 

and unconscious systems of his mind. And these interactions, 

which take place in a continuing body, in ter re la te : for 

instance, they collude. [25] 

All of these functions must be held in balance and if they are not, then 

disintegration takes place. He goes on to show how, for instance, i f the 

influence of the past is allowed to break its bounds, it becomes the 

tyranny of the past, pointing to Freud's 'Rat Man' case as an example. 

When such disintegration occurs, i t can, he says, be brought back under 

control, in other words, brought back into balance. He seems to think 

this can be done by a process which he calls self-examination. He sees 

self-examination as the way in which by looking into the past we are 

prepared to learn or to try to learn from it , and failure to do this, he 

says, will condemn us to live in the past. But he is quite clear that he 

uses the word in a very special way, in that he sees it as a form of 

psychological enquiry: 

I have not been talking about the examination of the person 

who leads the l i f e . Nor have I been talking about the 

examination of the self or the metaphysical subject: I have 

been talking about a form of psychological enquiry, whereas 

that (i.e. examination of the self or the metaphysical subject) 

would have been metaphysical enquiry, i.e. when a person 

examines the way he leads his l i f e , he is not conducting an 

enquiry into the metaphysical subject. [26] (The brackets are 

my own for clarification.) 
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He goes on to examine the growth of the moral sense, which he 

regards as crucial to self-examination. "It is crucial to self-examination, 

crucial to the way in which we lead our lives, that we may bring our 

desires, emotions and beliefs, our intentions and our aspirations, under a 

form of scrutiny that we think of as moral scrutiny."[27] But he is also 

quite clear about what he means by morality. "There are two ways of 

thinking about morality: (1) as a set of propositions, i.e. a mathematical 

approach, (2) morality is thought of as part of the psychology of the 

person, i.e. like religion as i t appears to the infidel, or like art. This 

moral psychology can be viewed as the study of the growth of the moral 

sentiments, moral beliefs, and moral habits in the typical life history of 

the individual." [28 ] He sums up by refer r ing to the only two 

fundamental intuitions that he has about morality. "The first is that 

morality, if it is anything at all, is an achievement: i t is not something 

that can be learnt or inherited. The second intuition is that whatever 

may be the content of obl igat ion, obligation i t se l f is pr imar i ly 

self-directed. It is self-directed, or it may be other-regarding." [29] He 

apparently finds no room for the view that morality is ul t imate or 

overruling, a point which will be clarified shortly. 

So to Wollheim it seems that the use of self-examination with its 

attendant growth of the moral sense has the one purpose of freeing us 

from the tyranny of the past. His answer to the question 'What is the 

purpose of being free from the tyranny of the past?' is "Surely to live in 

the present". To do this well needs three attitudes. The first he calls 

egoism - It is I who must live; the second he calls that of finding life 

worth living, i.e. the quality, the happiness, enjoyment, etc. for me; and 

the th i rd f inding l i f e worth whi le , that is worth the e f for t . To 

understand that, he says: 

We need to see how the three relations, the future, present 
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and past mental states hang together, how they do so under 

the aegis of that relation in which we stand to our present 

states. The key idea here, which is ultimate, is that entering 

into our present states acquaints us with phenomenology. But 

phenomenology of past and future states is not just something 

that we infer to be the case. It inheres in the present. 

There are two ways in which it is continually brought home to 

us. One is through ourselves and what we are. For entering 

into present states we do so as persisting creatures who will 

enter into future states and have entered into past states. 

The other way is through the mental states themselves and 

what they are like. For amongst present mental states are 

included memories of past states and what I shall call 

previsagements or future states. [30] 

It is interesting that the only thing he allows to be of ultimate 

importance is the phenomonology which we meet on entering into our 

present states. There is nothing exterior to the person that makes any 

kind of ultimate demand, but the only ultimate is subjective. I think i t 

is because of this that he goes on in his last chapter to talk of the 

importance of death simply because i t ends the process of living. He 

says "Without introducing death we should not have a complete picture of 

what it is to live as a person."[31] If we refer back to his definition of 

what he was trying to do in the book, we find that when he refers to his 

three different types of characteristic interaction in the human person's 

l i f e , he ends by saying "and these interactions which take place in a 

continuing body, interrelate: for instance, they collude". I am sure it is 

the continuing body here which is of key importance, for it is the body 

alone that gives the personality a continuity. Al l the psychological 

functions which he examines he sees in terms of physical and chemical 
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reactions, everything is tied to matter. Because he appears to allow no 

outside influence, then a statement such as that where he says that l i fe 

without death would be a meaningless kind of existence for a person, or 

that where he says that we just could not live like that whatever might 

be true, say, for angels, is final.[32] For Wollheim, to examine the life 

of a person, means simply to look at that space between conception and 

death. There is nothing of ultimate value about human life and certainly 

not any kind of ultimate destiny. 

This leads us to ask i f there are any real grounds for his original 

statement at the beginning of his book that deformed members of the 

species can be regarded as part of that species. Certainly the 

implications of his statement "that the human species in claiming such 

individuals for itself continues to claim them for personhood, even in 

extremis: just as when the time comes, i t wi l l claim us even if senility 

has by then overtaken us" [33] are that there is some reason why the 

species should care for its weaker brethren. He fails to supply this 

reason and indeed seems to base the statement simply on the fact that 

this is the norm. It is very simple to give examples of cases where 

human beings have not looked after the senile or the handicapped. There 

are cases where it has been the political policy of a whole nation to 

eliminate any people in these categories. It is in fact very difficult on 

the basis of his book to see any reason why we should value other human 

beings or persons whether they are handicapped or not. However, if we 

do start from one of his definitions, perhaps we may find a more hopeful 

path to follow. 

If we start from his definition that a person leads his l i fe at a 

crossroads, then we may find a more hopeful understanding of personality 

if we follow the developments of this thought in the works of Jenkins, 

Hauerwas and Midgley. If we take Midgley f i rs t , we have already seen 
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how she argues in her book Beast and Man for the understanding of the 

personality of man as residing in his whole nature, and i t is the variety, 

the i n f i n i t e variety of this whole nature which is the factor which 

distinguishes him amongst the rest of the animals. But all the different 

a t t r ibutes of man need to be kept in balance if he is to be wholly 

human. Traditional thought saw this as the role of reason, controlling all 

the lesser passions or instincts. She describes how this picture comes 

from Plato through the Stoics, and such modern philosophers as Descartes, 

Spinoza and Kant. She thought it performed a good service by honouring 

thought but thinks that eventually it became a dictator called the 'Wil l 1 , 

which nowadays stands mainly for arrogance, arbitrariness and contempt 

for the natural facts. So she wants to consider reason as growing out of 

and completing the natural balance of parts. To do this she needs to 

look again at rationality. She says "There are I think two dis t inct 

elements in rationality: cleverness and integration. By integration I 

mean having a character, acting as a whole, having a f i rm and effective 

priority system. The second is a condition of the first, not the other 

way round." [34] 

Integration is also not confined to people. She looks at what 

happens when integration fails in animals, and she gives two examples, 

one of an oyster catcher sitting on an egg far too large for i t , wanting 

as it were too much of a good thing, the other the herring gull sitting on 

an empty nest with its eggs standing outside on the ledge. And she 

shows how this is similar to humans who often get to the point where 

they also become disintegrated, they cannot have too much of a good 

thing. For instance, stuffing chocolates, drinking spirits, driving fast cars, 

wasting resources, and so on. The difference between us and them is 

that we can see what is happening though, like them, we cannot 

necessarily do anything about i t . We feel we should be able to get out 
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of the trap but we cannot. She says integration would mean that we 

could. In other words, in the two examples given of an imals , 

disintegration shows the animals acting in ways other than they should, 

but apparently unable to help i t . Whereas man can voluntarily enter the 

trap of disintegration. She quotes from Bishop Butler, who talks of the 

man who enters the trap for present gratification knowing the trap was 

there and what it would do to him. "People will say of this man", says 

Butler, "that he was insane, that he was unnatural". In other words, he 

is disintegrated. She comes to the conclusion, then, that integration of 

the personality is not just an optional extra, i t is a need; human beings 

must have a structure and a policy of continuity. Relying heavily upon 

Butler again, she draws the conclusion that without a lasting character a 

man cannot even follow out a train of thought, so that it is the lasting 

character which is a condition of intelligence, and not vice versa. 

"Butler's idea, then," she says, "is that if we reflect on our nature, 

if we attend to our neglected outlying motives and relate them to the 

centre, we shall be able to judge them because the reflective centre of 

our personality has a natural authority. It is in a position to judge." She 

quotes Butler on conscience, "Had it strength as it has right, had it force 

as it has manifest authority, i t would absolutely govern the wor ld" . 

Butler calls this reflective centre of our personality 'conscience', not 

'reason', but he means by conscience: 

a reflective faculty at the centre of ourselves by which we 

can think about our various actions and desires, stamping some 

with approval and rejecting others. And of course he does not 

make the mistake of personifying faculties either. For him 

conscience (or reflection) is simply that man himself, in his 

capacity as decider, in other words, each one of us when we 

think seriously what we are for or against. The price of 

- 45 -



ignoring one's centre or refusing to r e f l ec t properly is 

disintegrat ion, or as Butler puts i t , leads to confused 

personality. [35] 

Butler's idea would then seem to put reason in its place. That is, 

this reflective process, or conscience as he calls i t , wi l l produce that 

integration which co-ordinates all the other virtues (kindness, bravery, 

friendship, patience, generosity, etc.). 

She sees Butler's view of how our nature is integrated as being 

thoroughly sensible and a great improvement on the picture provided by 

Plato and his followers. But she says that it falls short is where all 

other accounts fall short - in oversimplifying the position about animals 

for the sake of the contrast. "But in human and higher animals social 

bonds structure their lives. Communication, and therefore intelligence, 

develops only where there are these long-standing deep relationships." So 

she makes the point that other animals too can have ambivalence, that is, 

conflicts of behaviour with which they have to come to terms and about 

which decisions have to be made. By saying that when human beings 

reason practically about what would be best to do, they are wondering 

what would be best for such a creature as man for whom the range and 

pattern of possible aims is given with the species. 

The decision-making faculty of man, or conscience as Butler would 

call i t , does not act in a vacuum but is influenced not only by the 

decisions made by the person himself but also by the culture he receives, 

so she examines culture and habit as both being instrumental in helping to 

formulate the background and custom against which decisions are made. 

Again, this is not seen as unique to man. What is unique to man is what 

follows from his cultural background. She shows that it is when creatures 

want to convey things that their innately supplied range of gestures does 

not let them convey that their range of symbols is extended, and that 
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this is true also of the rest of culture as it is of language. But it must 

have been a much stronger passion that moved our pre-human ancestors 

for them to meet with the sort of success that they did. They plainly 

wanted to interact socially in all the innumerable ways that go to make 

up a culture. Language was developed, then, for performance as well as 

to exchange information. Midgley observes that the performing element 

is primary in manners, ceremonies, arts and sports, and that it is still 

very important in sexual customs, law and mora l i ty , rel igion and 

government, and even in trade and finance. So i t was because our 

ancestors' needs so shaped language that it would serve for all these 

things that they succeeded in widening the scope of human capacities to 

such effect that we now suffer from an embarrassment of riches. It is 

because we are capable of far more than we can f i t into even the richest 

individual lifespan that we have to choose. This is no simple process, as 

she goes on to explain: 

It is this enormous enriching of our capacities that gives rise 

to free w i l l . We have to choose in a sense in which other 

species do not. Much of our choosing, however, is communal 

rather than individual. Some of it has to be done for us by 

parents and their generation, before we are in any position to 

advise them. To look at i t another way, we have to choose 

for our children as well as for ourselves and also, since we can 

influence others, in part for those around us too. Romantic 

individualism is wrong if it suggests that we can choose alone. 

To choose at all rather than just flipping a coin, we need 

intelligible alternatives. And they can be provided only by a 

culture, that is, by an unseen host of collaborators. Culture is 

necessary to make rational choice possible. It is a condition 

of freedom. [36] 
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So she has argued throughout this book that it is no misfortune to 

have a specific nature, indeed the freedom in the sense that we really 

value i t , is the chance to do what each of us has it in him to do - to be 

oneself, not another person. Though all human ranges overlap, we each 

have a distinctive range of talents, tastes, and emotional possibilities. So 

she points out that the advantage of innate individuality - the positive 

enjoyment of one's own capacities - more than outweighs the drawbacks 

of not being infinitely pliable. So, for Midgley, the major difference 

between human beings and other animals is the fact that we have to 

choose in the sense that no other species does, and presumably the way 

we do this is by the use of the reflective process described by Butler. 

We may suppose that this process will be developed from and influenced 

by the cul tura l background which leads to i t , which in the case of 

Western Europe is Judaeo-Christianity. 

Midgley's understanding of the importance of culture in the 

formation of our choosing seems to be endorsed by Stanley Hauerwas in 

his 'Towards an Ethics of Character', an essay in his book Vision and 

Virtue. We have already seen that he says "a man's present choices and 

actions control his own future by shaping the man he is." He sets this 

statement within l imi ts when he says "We do not have unl imited 

possibil i t ies, we are 'destined' to a certain range of choices by our 

culture, society, and our particular biographical and psychological 

situation." [37] The ability to reflect and to choose means that man acts 

with intention and therefore intention is of fundamental importance in 

giving purpose to activity and l i f e . It also gives him the power to 

engage in discovery and the abil i ty to act inconsistently wi th his 

character. As Hauerwas says: 

We may even approve of this. Such inconsistency may even be 

important in providing a transition from our past to our future, 
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especially when our character is so formed that we are closed 

to the future and fail to acknowledge the significance of new 

e l e m e n t s tha t c o n f r o n t us and challenge our past 

determinations. Whether we protect ourselves f rom the 

challenges of the future by limiting ourselves to some boring 

routine or whether we meet the challenges and react to them 

is our free choice which wil l be affected either way by how 

strongly our character has been informed and formed in the 

past.[38 ] 

There seems to be a widening of the understanding of freedom here, 

so perhaps we need to examine what he means by i t . "Freedom, or the 

autonomy of the self, is not a status to be assumed but a task to be 

undertaken. Free will does not describe a faculty of the self, but the 

way we decide to engage in actions under certain descriptions rather than 

others ."[39] I f we were to put this concept of f r eedom and 

understanding of a man into a cultural context which was, say, Christian, 

then the ability to decide becomes part of an understanding of grace. 

That is, freedom as exercised in its most crucial way is seen as a gift 

from God, so the Christian sees himself as a person who freely responds 

to God calling him to a fuller realisation of his own nature. "The 

Christian life so understood is not made up of one isolated 'loving' act 

added to another. Rather i t ought to be the progressive growth of the 

self into the fuller reality of God's action in Christ." [40] 

So Hauerwas by taking the same ideas as we have seen portrayed in 

Midgley, pushing them into a particular culture, brings us now to an 

understanding of person who sees himself in relation to another being, 

namely God. I want to go on from here to look at what David Jenkins 

says about the same sort of understanding of person in his book What is 

Man, for I think we now have a real clue to the sort of rich and deep 
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understanding of person that does justice to the subject. 

Jenkins begins his investigation 'What is Man?1 by pointing out that 

we do not have enough information about things which characterise man 

because the information we want is connected with hopes, 

plans and aims. And these in turn are connection with notions 

and experiences like fulfilment, worthwhileness, enjoyment. In 

this realm it is not information which is really important but 

experience. Satisfying experience does not answer questions, i t 

renders them irrelevant or else it invokes further questions. [41 ] 

So he goes on to begin from what he feels is true about himself. 

He says " I am a self-re fleeting animal who is aware that I am me". [42] 

But he will look at such information as is available about the animal 

nature of man, the psychological determinism of man, the social and 

cultural conditioning of man, and how all these affect and ought to affect 

our view of the answer to the question 'What is man?'. 

Like Midgley he is not afraid to face up to the d i f f i cu l t questions 

and he begins by looking at man as the decoder of the universe. He says 

"As he empties the universe of mysteries, so he gets nearer to be able to 

appreciate or at least be forced to face THE mystery."[43 ] He is not 

frightened by man's ability to decode the universe. He says: 

The remarkable thing is this capacity of man to decode the 

universe. It is not less remarkable because the capacity 

extends to himself. Of course, the fact that man himself 

comes under the same decoding process simply makes i t clear 

that men are homogeneous parts of that universe. What is in 

question is not the uniqueness of man but the nature and 

consequences of i t . If you can decode the make-up of your 

environment and yourself, then you can re-code them. [44] 

Man stands out. "He is responsible for that of which he can be aware 
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that he is responsible." [45 ] In other words, man's position is precarious 

and ambiguous, it is full of choices, if he has the responsibility which the 

biblical and the scientific understanding of man agrees that he has. Such 

precarious ambiguity means that man's position is f u l l of exci t ing 

possibilities. Man's choosing is then of crucial importance. But the 

biblical tradition states that he is not left to do i t unaided. Man is not 

evil by nature but potentially good according to the tradition. What he 

does is make the wrong choices. So Jenkin's concludes that the fa l l in 

the Christian context indicates that God is actively involved in man's 

destiny and opportunity, irrespective of man's response to him. 

But this work of God which continues steadily whether man 

goes with or against the grain of i t , at no point deprives man 

of his opportunities and responsibilities for searching, 

responding and collaborating. Hence man's situation is never 

closed, his searching is never completed, his responses are 

never finally sufficient, the work which may be creative or 

constructive is never done. That is why nothing in particular 

is known in advance. Man has the responsibi l i ty and 

opportunity of living into and taking a share in his future. [46] 

And perhaps this is why man, even from a really primitive state, appears 

to be more preoccupied with the care for his dead than other animals 

seem to be. Even in the face of death he wi l l continue searching, 

seeking to take a share of the future. 

Having looked at most of the other main ways of viewing man, 

Jenkins concludes that only his understanding of man as a chooser wi l l do. 

He says: 

Man may be absurd but it is he who diagnoses this absurdity. 

Man may be an illusion, but he is an illusion who can perceive 

the illusion. Man may be biochemically determined, but he is 
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well on the way to understanding and therefore to being able 

to manipulate the building blocks of his determined state. Man 

may be determined by psychopathology, but thi3 he can analyse 

and realign. Man may be the product of social pressures and 

strains, but the dialectic of these pressures can be understood 

and co-operated with. The very processes by which men 

discover their absurdity, illusoriness or determinedness suggest 

that this is what they, variously, choose to consider themselves 

to be and not what they are bound to be. Freedom as an 

emergent possibility, seems to be thrust upon men, and along 

with freedom responsibility. [47 ] 

He goes on to examine the ways in which man is helped to make 

his choice. He looks at the rich variety of man's uniqueness in terms of 

religion, his creative artistic self in all the creative arts, and in science 

too, and he does not omit literature and, of course, the use of language 

and communication. Indeed, he suggests that literature, drama, poetry 

are all extensions of the basic use of language, and he also points out 

that science without language would not be possible. "Language is man's 

most important tool of communication and yet is both produced by and 

the producer of community, so we cannot ignore human culture and the 

whole question of society." He sees the sphere of community and 

language as the sphere in which men at least begin to share in that 

which is the basis of the human possibilities and from which possibility 

and achievement extend. Further, "it is in their particular communities 

that men share in the possibilities of suffering and of joy, of living with 

and speaking with their fellows and of dying. Thus all men share in their 

particular ways in those relationships of common living, which are the 

very essence of being human". [48] 

Such relationships, then, are at the core of human development, of 
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the development of human personality, and as anyone who has been 

involved in a deep human relationship knows, such relationships are costly. 

And because we fear being hurt or cannot bear the cost, we do not make 

the attempt to develop such relationships. Jenkins agrees that the range 

of our practical sympathy is so small that "we soon and unwittingly cross 

the threshold beyond which human beings are, for us, 'less than 

human'." [49 J He sees the hope of Christianity as "precisely the news 

that God never ceases the costly work of enabling that 'threshold' to 

extend outward in the case of every man so that in the end there is the 

hope of all men being enabled to act fully humanly to all men and thus 

become fully human together." [50 ] In other words, what the human 

relationship cannot achieve hopefully God can. He sums up by saying 

"Man is the emergent lover who has everything to learn about love."[51] 

So the destiny of man lies in his relationship with God and his ultimate 

destiny is to share in the divine nature. But Jenkins always remembers 

that God is not remote from but intimately involved in this world and its 

sufferings "so that the cost to God of helping man achieve his destiny is 

real and actual". [52] He does not believe that the question 'What is 

man?' can be adequately faced up to by anything other than "the 

transcendent context of a God and of a universal love which embraces 

and interpenetrates the particular. Man is an open question directed 

towards a future of love through present possibilities." [53] 

The choice is man's but when of his own volition he enters into this 

relationship with God, he is no mere passive cipher. Within this 

relationship man is to be understood as 

a receiver of the possibilities of life but an active receiver, a 

responder to the offers and the opportunities of love but a 

creative responder, a constructor of situations, persons and 

societies which overcome limitation and evil and liberate 
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growth and goodness, but a dependent constructor. What he 

receives, what he searches for, what he builds up and what he 

enjoys is the image of himself in God. [54] 

After such wonderful language depicting the destiny of man as i t 

were upon the heights of the Mount of Transfiguration, we descend to the 

plain again, and ask the question 'Is it really possible to talk about man 

in these terms of theologically grounded relationships?'. What about the 

child at its earliest stages of development in the womb as a foetus; in 

the ear ly stages a f t e r b i r th ; what about the deformed or the 

malfunctioning child? Is it possible to talk meaningfully about these in 

terms of the same theologically grounded relationships? It seems it is 

not only possible but is probably essential if we are to give any value to 

human life at all. 

In his book The A r t i f i c e of Ethics G.R. Dunstan discusses the 

morality of in vitro fertilisation, genetric screening and related abortion, 

and similar problems such as experimentation on embryos. As part of this 

enquiry he looks into the development of the human embryo and tries to 

discern when the human embryo becomes a living soul. He shows how 

Bernard Towers, an embryologist, has remarked that the Aristotelian 

theories of human development were matched by empirical observation. 

Dunstan claims this has shown that we can claim that the attribution of 

humanity, or personhood, has been linked with the phased development of 

the foetus as empirically observed. Taking into consideration the fact 

that the fu l l potential for human personality is present chromosomally 

from the time of fertilisation, that is from the fusing of the sperm and 

the egg, he claims that: 

Humanity is an attributed status; an imposition from the human 

cultural tradition upon the genetic inheritance. It does not 

follow automatically that we can read off detailed moral rules 
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f rom the attribution. We have st i l l to work them out for 

ourselves. ... We need a language that does justice both to the 

theological understanding of humanity and to the embryologists' 

understanding of the body's development. [55] 

In his search for such a language he begins by looking at the Bible, 

seeing man as created in the image of God, that is, as capable of a 

f r ee ly -wi l l ed response to the awakening call of God. This idea is 

reinforced for Christians by the idea of the incarnation of God in Jesus 

Christ, who shows God's true image to man and also exhibits total and 

perfect human response to the moral claim of God. From this comes the 

clear idea that human l i fe characteristically consists in the mutuality of 

relationship. 

Personality is characterised first by a capacity for freedom and 

a self-determination, developing as the organism develops its 

physical and psychological maturity; and secondly by a capacity 

for mutuality or interaction, that is, a capacity on the one 

hand to make human gestures, on the other to awaken human 

responses. The re l a t ionsh ips of which th is human, 

psycho-physical organism is the source and centre are 

ultimately, that is before God, precious, and therefore ought 

not to be violated, the psycho-physical source of them, the 

living body is itself inviolable. It has an inherent right to be 

protected and anyone who seeks to invade that right, to 

assault, harm or k i l l that body at any stage, must prove his 

justification for doing so. [56] 

So he says that in trying to work out when, if ever, we can dispose 

of a foetus or experiment upon i t , we need to know the answer to the 

questions: When does the foetus actually become dependent upon his or 

her mother as a person? When does her presence begin to awaken in the 
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foetus the potential for human response, as awareness of the foetus 

begins to awaken in the mother the beginning of a maternal response? 

If we could know at what point a mother as a human being, as 

a source of specif ical ly human re l a t ionsh ip , becomes 

irreplaceably necessary to the development of the human 

embryo into a human child, then we should see a threshold at 

which experiment must cease, a step which must not be 

crossed. For beyond it lies the l i fe of a man, the image and 

the glory of God. This is holy ground. [57] 

It is the relationship then which is key to the development of the 

personality of both the foetus and the mother. Both the humanity and 

the personality of each develops as their relationship grows. This happens 

in a similar fashion to the way in which we see the human person 

becoming more human in Jenkins' understanding of his relationship with 

God. By standards of adult human activity, what we see in the foetus 

and very early stages after birth are comparatively passive beings in a 

relationship with other human beings, particularly the mother, but we 

cannot deny that a relationship exists. Nor can we a l low our 

sophisticated ideas of communication to distort our view of the 

communication which is going on between foetus and mother and between 

the young baby and mother in terms of touch, smell, suck, facial 

expression, noise, crying, chuckling, etc. Relationships can then obviously 

exist between relatively unformed and helpless human beings and other 

human beings so that relationships can exist between the mentally 

impaired and other human beings in the same way. And our attitude to 

them must be analogous to the way we would treat the unborn child or 

the new born child whom we respect and care for because they are 

persons, albeit persons who have not yet achieved their potential. But 

then, of course, in a sense neither have any of us reached our potential -
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on Jenkins1 analogy we will be striving for that fu l l humanity for the 

whole of our human existence on this earth. 

The call to this process of growth is described beautifully in Maria 

Boulding's book The Coming of God. She says: 

We are invited by the g i f t of Christmas to enter into Jesus' 

experience of the father. This Christmas birth that leads him 

into it is the echo in time of the son's eternal birth from the 

father, in that trinity where each is for the others. This 

means that our exploring of the implications of sonship cannot 

be only a solitary adventure, however much the occasional 

patch of solitude in our lives may help us to go deeper in the 

search. There is often a curve in the human person's growth 

towards maturity. We begin with the participation mystique of 

womb-life, when the child's being is locked into that of its 

mother. Bi r th is a preliminary separation, but the close 

dependence continues through the early years. Growth towards 

adulthood usually involves a personal assertion of separateness 

and independence; then the young man or woman leaves home, 

sets out on a career, marries, has children, achieves something. 

There is a strong, fairly confident, self-conscious grownupness. 

Yet further growth, deepening in genuine self-discovery, will 

generally lead him or her to a recognition of need, a need for 

other persons, for some kind of community and exchange. The 

individuation process documented by C.G. Jung leads a person 

to live from his or her deep centre, and yet to find there not 

simply solitude but capacity for communion. It is the same in 

Christian growth. The life is of its essence an exchange, 'light 

caught from a leaping flame'. Because i t is the l i fe of the 

t r in i ty , i t is giving and receiving, flow and re-flow, a dance of 
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love. Matur i ty is found, not in isolation but in willing 

communion in the organic fellowship of the body of Christ. [58] 

This beautiful description of the process by which a human being 

can discover his potential is developed at some length by Kallistos Ware 

in his article 'The unity of the human person according to the Greek 

Fathers' in Persons and Personality (Peacocke & Gillet t , eds.) where he 

says that man's need to be part of a relationship if he is to develop is 

rooted in the nature of God himself. "As love, God is not self-love but 

mutual love. The being of God is a relational being; there is within God 

an 'I-and-thou' relationship between Father, Son and Holy Spirit. God is 

exchanged, self-giving, reciprocity." [59] 

It is because he has affirmed all this of God he can go on to a f f i rm 

it equally of human beings, who he says are formed in God's image. 

The divine image given to each one of us is specifically a 

trinitarian image. And this means that human personhood like 

the personhood of God, is exchanged, self-giving reciprocity. 

As a person, I am what I am only in relation to other persons. 

My human being is a relational being. My personal unity is 

fu l f i l led in community. I am only truly human, truly personal, 

if I relate to others and to the likeness of the Trinity; if I 

express myself, as God does, in a relationship of ' I and 

thou'. [60] 

The same point is developed by John MacQuarrie in an article in the 

same book Persons and Personality called 'A theology of personal being' 

and his conclusion is much the same. Quoting Martin Buber, he says 

there is no ' I ' without a 'thou 1, and he goes on to say there can be no 

person without relationships to other persons. 

There is no more absurd notion than that of individual 

salvation. There can be no salvation of an individual while the 
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rest of human kind is l e f t to perish. We are either saved -

that is to say, made whole - together, or we simply go 

under.[61] 

So our understanding of person is greatly enriched by our survey of 

humanists, philosophers, anthropologists, psychologists and theologians. We 

see the person as a complex of many and varied attributes, none of which 

can be singled out as that which is the single distinguishing mark. Al l of 

these attributes need to be kept in balance so that each can play its part 

in the development and growth of the fu l l integrated personality. This 

growth will not simply be affected by the psychological and physical 

make-up of the person but by external factors also such as culture, the 

relative freedom to choose, his relation with other people and especially 

his relationship with God with whom his ultimate destiny lies. 

So the question which has to be addressed now is 'How can the 

mentally handicapped best be helped to share in this growth and 

development process?' In other words, 'How can we best help them to 

develop and share in creative relationships with others and with God 

which will help them develop their personality to the full?'. 
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Chapter 3 

WHO IS INEDUCABLE ? 

In her unpublished paper, Helping the Handicapped Family, Marion 

Way, the Consultant Psychiatrist at Earls House Hospital, says "The basic 

need of the mentally handicapped person as for all of us is for warm and 

consistent human relationships".[1 ] In his book Readiness fo r Religion, 

R. Goldman makes the same general point , applying i t to all religious 

education. He says "The quality of human relationship is the ma jo r 

format ive religious influence in childhood and adolescence, and all that is 

taught stands or falls by the kind of relationship which exists between 

teachers and their pupils". [2 ] 

This chapter w i l l be examining the possibilities of education of the 

mentally handicapped and in so doing wil l be looking at the developments 

of modern techniques. There is no doubt that in the last twenty or 

thirty years there has been very rapid development in the understanding 

of the learning processes and the techniques needed to help and encourage 

them reach their potential. I deliberately began this chapter wi th two 

quotations f r o m Way and Goldman in order to remind us that the crucial 

factor in the education of anyone, let alone the mentally handicapped, is 

the development of a good relationship between teacher and pupil. Once 

that fact is established, then the more we use every available technique 

and development in our attempts to educate the mentally handicapped the 

better. 

I t was mentioned in chapter 1 that educationalists do not rely upon 

IQ tests in their assessment of people wi th handicap. Undoubtedly this 

has something to do with the history of the education of the handicapped 

in our century. Before 1944 al l the handicapped were simply sent to 

school wi th everybody else, but no special needs were noted nor was any 
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special help given. They entered school, joining Standard 1, and they 

l e f t , s t i l l in Standard 1, having grown f rom f ive to f o u r t e e n in the 

meantime and having learnt very l i t t le . The 1944 Act saw the needs of 

the people with IQs above 50 as a challenge to be met. These people 

were to be taught in special schools. Those with IQs of around 50 and 

under were denoted as ineducable. They were allocated to t r a i n i n g 

centres where presumably the theory was that they could be trained to 

some kind of social behaviour even though they were ineducable . 

However, since 1971, because of the Education (Handicapped Children) 

Act, all such children have been ent i t led to education irrespective of 

their IQ. Training centres were rapidly changed into schools and staffs 

retrained. The schools which had been training centres inevitably became 

the places where the severely subnormal were sent for education, whereas 

the mildly subnormal were s t i l l catered fo r in ESN schools or even in 

remedial classes in normal schools. The 1981 Education Act saw an even 

greater breakthrough. It replaces the concepts of designated handicaps 

wi th that of 'special educational needs', and special educational treatment 

with 'special educational provision'. Wherever possible special educational 

provision is now to be made within ordinary schools. Once you are trying 

to assess the special educational needs of a child, then you are no longer 

s imply concerned w i t h an I n t e l l i g e n c e Quotient. The process for 

determining whether or not a child has special educational needs and what 

they are is much more complex and diverse. No longer w i l l we be 

measuring the child against a formula , a set of s tat is t ics , but now the 

main focus of a t t e n t i o n w i l l be the ch i ld himself rather than his 

disability. So the child needs to be assessed in many areas, which w i l l 

give a far better overall picture of the nature of the learning difficulties 

a child has and also the severity of the handicaps i t has to put up w i t h . 

By examining a child's ab i l i ty to funct ion wi th in these areas i t will be 
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possible to give a statement of his special educational needs. The areas 

we are talking about are: 

1. Perceptual and motor skil ls . This would include gross motor 

skills, fine motor skills, visual skills, and auditory skills. 

2. Communication skills. This would include verbal comprehension, 

expressive language and non-verbal communication. 

3. Adaptive ski l ls . Visual discr iminat ion, manipulation, reaching, 

etc., at tention span, object permanence, i n i t i a t i on , and hand and eye 

co-ordination. 

4. Cognitive skills. 

5. Social skills and interaction. 

6. Educational attainments. These would include specific tests. 

7. A t t i t u d e and behaviour . This would inc lude mot ivat ion , 

interests, self-image. 

These areas have been incorporated into progress profiles which are 

sort of composite checklists to be used at regular intervals during a 

child's school l i f e . In Trouts Lane School, which is our local school for 

children with severe learning difficulties, two progress profiles are used in 

an at tempt to iden t i fy the skills found in children with severe learning 

difficulties, wi th the aim of encompassing those areas of development 

which other guides, for example the Portage Guide to Early Education 

(Shearer & Shearer, 1972) tend not to cover in sufficient detail. 

The Ear ly Development Progress P r o f i l e (see Appendix 1), a 

modification of that by Cunningham and Sloper (1978), covers those skills 

found in children with development levels similar to normal children up to 

two years of age and has a more detailed breakdown of skills into small 

steps, than does its partner, the Progress Profile, which covers the next 

stages of development towards independence. The early one may also be 

used wi th pre-school handicapped children and those of school age who 
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are profoundly or mult iply handicapped. These progress profi les may 

usefully f u l f i l l various roles. 

1. They w i l l act as a reasonably quick but fuller recording device 

for keeping a check on the progress of individual children in d i f f e r en t 

areas of development. 

2. They w i l l provide a cumulative record of children's development 

generally throughout their school careers. 

3. They can provide indications for next steps in development, 

therefore suggestions of activities for more detailed attention and specific 

teaching programmes. 

Such carefu l record keeping and assessment programmes have led to 

much greater educational o p p o r t u n i t i e s f o r the severely m e n t a l l y 

handicapped. The sort of thing we are talking about, say in the area of 

motor and perceptual development, w i l l be the breakdown of something 

l i k e the B r i t t e - H o l l e cha r t f r o m 0-6 years developed in 1981 (see 

Appendix 2) into a series of simple questions in the progress f i l e . A 

much fu l l e r and more comprehensive example would be Nancy Bayley's 

scales (see Appendix 3) or the Bri t ish A b i l i t y Scales (see Appendix 4). 

There are many such methods of assessment and they are all concerned 

to give an overall picture of the person. The example opposite is taken 

f r o m Mentally Handicapped People: Living and Learning by David Clarke, 

p.283, and is one type of attempt to give an overall immediate picture of 

a person's capability and potential. 

That such methods of assessment have improved the educational 

opportunities for the handicapped is beyond question. I f we look again at 

John, whom we described in the first chapter as having an IQ of about 40 

and therefore on the international classif icat ion being described as of 

moderate handicap, we find that in terms of being educable he is clearly 

classed as being a person with severe learning difficulties. This is due to 
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his very p ro found behavioura l problems. Attempts to look at the 

behavioural problems in the widest concept led to a new way of dealing 

with John educationally. 

I t is common for the mentally handicapped to have a low esteem of 

themselves. This is often due to feelings of rejection. In John's case he 

may fee l that his parents have rejected him because home and parents 

are so important to h im. Every day he w i l l say how long i t is, how 

many days, before he goes back to see them again. It is this feeling of 

rejection that makes them draw at tent ion to themselves, so George S. 

Baroff in his book Mental Retardation; Nature, Causes and Management, 

(Hemisphere, 1974) says "The child who is or who feels rejected by his 

teacher or peers, parents, etc. is compelled to draw attention to himself 

by whatever means available to h im. The chosen means can sometimes 

be undesirable behaviour".[3] The way to increase a child's self-esteem 

is by gradually increasing his sense of achievement. Paul Bamberough, 

John's teacher, says " I t ry to increase John's self-esteem through giving 

him plenty of opportunities fo r success". John's gross motor skills are 

good, so he capitalises on these. For instance, John is a relatively good 

swimmer, he can swim three lengths of the school swimming baths besides 

being able to swim underwater and do handstands in the water, swim 

through a hoop, and so on. This ski l l is important in i t s e l f , and as 

Tansley and Gilliford in the book The Education of Slow Learning Children 

(Routledge 1971) point out, such skills promote feelings of success and 

self-confidence which can a f f e c t the child's attitude to himself and of 

course to school in general. Similarly, with regard to horse r id ing, where 

John again is very competent. Lovell in his book Educational Psychology 

in Children (Uhi Books, 1971) says that such act iv i t ies help a child to 

b u i l d up his own picture of himself, which is of v i t a l importance in 

determining his behaviour, i.e., i t helps to develop wi th in the child the 
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sense that he has some ability and prestige and that therefore he can do 

some things well. 

The use of praise in this way gives a new sense of self-esteem, and 

in John's case he now enjoys much of the work that he does in the 

classroom as well because of the praise he receives. He now prefers to 

be good because he likes to be liked, and so his self-esteem is increased. 

The result is that he has become less anxious about himself and about 

being rejected, and hence his behaviour is less d i s r u p t i v e even in 

unfamiliar situations. 

This did not entirely solve John's behavioural problems but the basic 

principle behind what his teacher was doing here was continued in another 

f o r m as par t of a technique known as the Behaviour Modif ica t ion 

Technique. This states that the rewarding or positively re inforcing of 

behaviour will increase the chances of its recurrence. Giving no response, 

that is ignoring a piece of behaviour, wi l l lessen the chances of its being 

repeated. Obviously praise is more rewarding i f i t comes from someone 

you l ike , so the whole basis of this treatment rests upon the good 

relationship between the child and the person operating the technique. 

That this technique has had great e f f e c t upon John is without question, 

but we must not lose sight of the fac t that the key factor is the good 

relationship between John and the person or persons implementing the 

technique. What the new method of assessment does is encourage people 

to look at all sides of the character of the handicapped person. This in 

i t s e l f gives a grea ter o p p o r t u n i t y f o r the development of a good 

relationship. The better we know a person, the more we are able to 

understand h i m , and understanding is a foundation upon which good 

relationships can be built. 

In her book The Educational and Social Needs of Children wi th 

Severe Handicap (2nd edition, Edward Arnold, 1976) Mildred Stevens says 

this: 
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Severely subnormal children, like normal children, must get to 

know their teachers. Of even greater importance is the fac t 

t h a t the teacher must have t ime not only to discover the 

individual needs of the children and diagnose d i f f i c u l t i e s , but 

also to see that some of these needs are met. Time is needed 

by the child and the teacher i f any measure of continuity of 

approach and teaching method is to exist. [4] 

Obviously, the key factor in get t ing to know someone is communi

cat ion, and i t is in this area of the development of communication skills 

that really tremendous advances have been made in the last twenty or 

t h i r t y years. I t is natural ly of part icular interest to me for i t is 

fundamental to the development of pastoral care and the presentation of 

the gospel. 

That c o m m u n i c a t i o n is not just speech is obvious. I t involves 

listening, facial expression, touch, sight, and can also involve drawing, 

paint ing, modelling, claywork, crafts, music, dancing and drama. They are 

all means through which people express themselves. Adler, in his book 

The Non-Verbal Child, says "If a child is retarded in communication skills, 

art may be his chief means of expression and i n t e r a c t i o n w i t h his 

environment". [5 ] Similarly, Alemeka, in his book Implications of Ar t for 

the Handicapped Chi ld; Exceptional Children, says "Through a r t the 

handicapped c h i l d can e f f e c t i v e l y speak about himself". [ 6 ] I t is 

interesting that in the realm of music, Alvin in his book Music Therapy 

says much the same t h i n g , " M u s i c is a means of non-verba l 

communication which can help the child to grasp abstract concepts". [7 ] 

I f we look again at John, our por t ra i t f r o m the f i r s t chapter, we find 

that drawing is one of his favourite activities. He uses his drawings as a 

way of get t ing the at tention of adults and often his drawings are very 

accurate and show tremendous evidence of at tention to de ta i l . He also 
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draws incredibly fast and during a service has been known to draw every 

single person at the service with individual characteristics, not to mention 

the very large stereo recorder that was being used to play the hymns 

with all its knobs and accoutrements (see F ig . 1). He draws pictures of 

a l l his pleasant experiences, his visits to the fa i r or the a i rpor t , or 

horse-riding. As Paul Bamberough has pointed out in John's case study, i t 

is because John's drawing is so incredibly f u l l of detail reflecting his 

power of observation that his drawing helps h im to ass imi la te and 

organize his impressions. Even though John is very verbal, his expressive 

language level is rather low and so he probably compensates fo r this in 

his drawing also. This would be borne out by Tansley and Gilliford in the 

book Education of Slow Learning Children where they say that since 

mentally handicapped children are more limited than normal children in 

speech, there is all the more need for them to have alternative means of 

expression. They quote Desconders, "Drawing should be looked upon 

primarily as a form of speech".[8] Certainly this works in John's case, 

for as well as being therapeutic, providing relief and relaxation for John 

a f te r periods when he has made extra e f f o r t or when he has been 

frust ra ted or suffer ing some kind of di f f icul ty , i t also provides a safety 

valve for pent-up emotion, a sort of ca tha r s i s . Paul Bamberough 

describes just such a case. 

John sometimes uses drawing to express what he would really 

like to do, for example, one of the swimming sessions he was 

so fond of was cancelled because a child in the previous class 

had fouled the water. John was very upset about this, so he 

was told he could draw a picture . I t was rather interesting 

that his drawing consisted of a series of broken windows! [9 ] 

By breaking down such activities as drawing into several stages i t is 

possible to use them as pa r t of the assessment of the m e n t a l l y 
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handicapped child in the progress p ro f i l e . In their book Creative and 

Mental Growth (Macmillan, 1970), Lowenfeld and Br i t t a in have postulated 

six stages of the ar t is t ic development of normal children. Of these six 

stages, the first four could apply to mentally handicapped. 

1. The scribbling stage (normal 2-4 years). During this a child 

develops from a simple scribble, not even realising what he is doing, to 

the point where he connects his movement wi th the visible results and 

finally begins to so control his scribbling that he directs i t and can say 

that this is daddy or man or what have you. 

2. The pre-schematic stage (4-7 years). In this stage the chi ld 

a c t u a l l y shapes the a fo resa id scr ibbles in to some clear k ind of 

representation, usually beginning wi th the human shape, usually a head 

w i t h two lines projecting downwards for legs and body. Very l i t t l e 

concept of spatial relationships. 

3. The schematic stage (7-9 years). The chief advance in this 

stage is the appearance of spatial relationships, al l objects relate to a 

base line. 

4. Dawning realism (9-11 years). During this stage the child ceases 

to rely on a single base line to represent the ground or other surface. 

Addi t ional base lines appear and the spaces between them are fi l led in to 

represent planes but as yet there is l i t t l e or no sense of depth or 

perspective. There is a much greater enjoyment in the use of colour at 

this stage. 

This can be translated into the early progress fi le under the heading 

of cognitive skills to questions like 'Can he copy circular scribble?' 'Can 

he copy a horizontal l ine, a vertical line, a circle, a square, a triangle?' 

•Can he match primary colours, i.e. red, blue, yellow?' The result of such 

an assessment is that not only do you have a means of assessing the 

child, but you have clear goals and aims to help the chi ld develop and 

grow. 
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What has been done for art has been done in a similar way for the 

other skills and one must remember that such breakdowns are always very 

approximate. For instance, i t is even more d i f f i c u l t in music to draw 

lines than i t is in ar t is t ic development. But irrespective of what one 

feels about such breakdowns, there are four areas of skill in music which 

are obviously beneficial to handicapped people. These are (a) rhythm, (b) 

using instruments, ch ief ly percussion instruments, chime bars, auto-harps, 

kazoos, recorders, and in some cases simple guitar chords, (c) singing, 

par t icular ly joining-in songs and putting in one word like My name is 

(d) music and movement, reaction to the music. 

I t is certainly my experience that music used in these four areas 

alongside drama and art have been key factors in developing relationships 

wi th the mentally handicapped and also in enlarging their horizons and 

their understanding of their experiences. Nordoff and Robbins in their 

book Music Therapy and Special Education have made the claim that 

"group music therapy, through its power to envelope al l the children in a 

single experience, to unite their e f fo r t s in its ac t iv i t ies and results, 

breaks down the i s o l a t i o n and w i t h i t many of the p a t h o l o g i c a l 

impediments to development".[10] The importance of all these means of 

expression cannot be overrated. 

I t is only r e c e n t l y tha t the importance of all these means of 

expression in the development of communication skills and language have 

been apprec ia t ed . For years i t was accepted by those researching 

language acquisition, people like Harris (1951), Chomsky (1957 and 1965) 

McNei l l (1966), that language is a system of formal structures, operating 

in most respects quite independently of other cognitive functions. I t was 

thought that a child was born wi th a special faculty which helped him 

learn language. It was people like Bruner in 1978 who pointed out that 

to master a language the child must acquire a complex set of broadly 
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transferable or generative skills - perceptual, motor, conceptual, social, 

and linguistic. The point was backed up by Donaldson also in 1978, who 

pointed out that the language learning skill is not isolated from the rest 

of a child's mental growth. Working f r o m such bases as these, people 

like Bruner and Donaldson, Bloom, McNamara, Bowerman, Schlesinger, 

Brown and Halliday, in researching the areas of the early acquisition and 

development of language and indeed of the pre-verbal development, laid 

bare an area which is of extreme importance and i n t e r e s t to those 

w o r k i n g w i t h men ta l handicap. [ 1 1 ] In the area of p r e -ve rba l 

development in particular, useful research has recently been done wi th the 

aid of v ideotape and eye movement recording apparatus which has 

convincingly shown how routines for communicat ion are es tabl ished 

through the interplay of fac ia l expressions, glances, bodily gestures, 

imitations, signals, actions, and vocalisations between the very young child 

and its mother; even in the f i r s t few weeks of l i f e , the normal child 

quickly learns the 'rules' which govern these exchanges. Bruner has drawn 

particular attention to certain key elements in these prelinguistic acts of 

communication: 

1. Segments of joint act ion. The video records show that 

babies' behaviour is all of a piece without def in i te beginnings 

or ends. I t is the mother who helps the child divide his 

experience into separate events or act ions by say ing , f o r 

example, 'Good boy' or 'There' when some action is completed. 

2. Joint reference. Routines are set up fo r establishing this 

jo in t reference, that is when the attention of the mother and 

the child are on the same thing. Bruner suggests that this 

probably begins with eye to eye contact but "more striking sti l l 

at least to me", he says, "is the speed wi th which mother and 

infant fo l low each other's line of regard and come to attend 
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jointly to common concrete foci". 

3. The topic-comment structure. Once joint reference is 

established the mother comments upon what they are looking at. 

4. Phonological patterns of intonation. Although the child 

knows no w o r d s he l e a r n s to make demand- sounds , 

question-sounds, and probably indicative-sounds. 

5. Signalling and seguencing rules. These are learnt by the 

child as he plays with his mother, f o r example, at peek-a-boo 

or pushing a ba l l backwards and forwards. These involve 

complex 'role shifting', that is, taking turns. [12] 

I t is obvious how important these five areas are in our understanding 

of the basic pre-requisites fo r communication so that they w i l l be of 

tremendous importance when dealing with non-verbal mentally handicapped 

children. Even though they may not lead to speech, they are important 

in themselves as forms of communication and could lead to a situation in 

which, say, signing like Makaton could be used. They also f o r m the basis 

of simple questions which wil l be used to assess the child on our progress 

p ro f i l e . Questions such as 'Does he turn to the sound of a f a m i l i a r 

voice?' 'Does he stop what he is doing when his name is called?' 'Can he 

give you an object when you ask and put your hand out fo r i t ? ' 'Can he 

point to at least three of the following: his nose, eyes, ears, mouth, hair, 

when requested?' and so on. 

In cases where speech is slow to emerge or seems unlikely ever to 

develop, signing systems have proved very valuable. The Makaton signing 

sys tem, a der ived f o r m of Bri t ish sign language, is now being used 

extensively. [13] I have found this particular system of signing invaluable 

in the work which I have done over the last ten years, as illustrated in 

Chapter 6 of this thesis. An exposition of this system, i ts aims and 

methods can be found Appendix 5. Other systems have also been used, 
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such as the Paget-Gorman system and the Bliss-Symbolic system. In all 

these systems signing never replaces speech but simply augments it and 

assists i t . In their book In Search of a Curriculum, the staff of the 

Rectory Paddock School have claimed that in every case of using these 

methods with a child he has gained a degree of communication which he 

would certainly not have achieved by any other means.[14] Similarly, 

clinical research programmes show that when such techniques are used, 

speech is sometimes improved, never impaired, and that the understanding 

of speech is almost always improved. This is usually put down to the 

lessening of frustration as the child is able to make his needs known by 

signing. I have certainly found this to be true in my own experience. 

However, all these basic language-related skills take a great deal of time 

and are best achieved in a one-to-one situation. Huddersfield Polytechnic 

in conjunction with the Hester Adrain Research Centre in 1980 produced 

a book Language Development through Structured Teaching which has 

shown that mentally handicapped children develop language skills more 

easily i f they are taught in a structured individual situation using clearly 

defined behavioural objectives. [15] 

What is often forgotten is that mentally handicapped children need 

help in accurate listening, that is, in recalling details or in following 

verbal directions. G.S. Baroff, in his book Mental Retardation; Nature, 

Cause and Management, has made the point that mentally handicapped 

children have not had the kinds of language experiences that foster 

attentive listening. Adults are said to make few demands on the child to 

sustain attention to even routine verbal input. He also states that there 

is little systematic training in listening skills. He shows what can be 

done through small groups. 

In some games all players had to simultaneously follow 

directions, while in others players responded selectively to 
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previous given signal words. The activity provided an extensive 

repetition of listening skills and also demonstrated the value of 

accurate attention to verbal signals. The games were short 

and exciting and, together with their inherent pleasure, there 

was added the use of tangible, social and symbolic rewards 

(reinforcers) that emphasised the u t i l i t y of listening and 

provided secondary reward value to the games. 

He goes on to say that following this activity these retarded children 

surpassed the listening skills of a non-trained control group. [16] 

What educationalists have been doing then is to push back the 

frontiers of education, probing areas of the unknown, breaking down 

learning areas into smaller and smaller units so that they can facilitate 

the learning processes of the handicapped individual in the earliest stages. 

For the purpose of this thesis we need to go on to ask 'Wi l l these 

researches affect our religious education process, and if so, in what ways?1. 

If we were to ignore such educational research, not only would we 

exclude ourselves from being able to educate religiously the mentally 

handicapped, but at the same time our understanding of what religious 

education is would be seriously impaired. Attempts to understand how 

best to teach religion to the handicapped wil l improve our educational 

methods generally and will widen our understanding of the nature of 

religion. In their book In Search of a Curriculum, the s t a f f of the 

Rectory Paddock School attempt to work out a curriculum for religious 

studies. They were familiar with the researches of Goldman in 1964 and 

1965 into the development of children's understanding of religion. Whilst 

being aware of the criticisms of Goldman, particularly by Hawkins in 

1966, they nevertheless fe l t that there was something to be learnt from 

him. He had divided normal children into three basic areas, corresponding 

roughly with the age range 1-7, 7-11 and 11 upwards. And he designated 
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these areas of learning as Pre-religious, Sub-religious and Religious. 

Looking at these categories they went on themselves to divide the 

mentally handicapped into four basic stages of learning for religious 

purposes: 1. Motor-sensory, 2. Early Pre-Conceptual, 3. Pre-Religious, and 

4. Simple Religious. [17] These can be described in the following ways: 

1. Motor-sensory level. The development of a good relationship 

between pupil and teacher, as we have seen, is always of the utmost 

importance but this is particularly true at this stage of development. 

Attempts are made to help them feel a sense of community when taking 

part in a group activity, which in turn leads on to helping each member 

of the group feel that he or she is recognised and accepted as an 

individual person by other members of the group. Similarly, feelings of 

peace, joy, fascination, wonder can be encouraged by the use of darkness 

and light, music, brightly coloured flowers, small animals, pictures, and 

other kinds of sensory aids. It does not matter that we cannot assess 

what the child takes in for, as D.G. Wilson says in his book I Am With 

You: an Instruct ion to the Religious Education of the Mentally 

Handicapped, "The question we can never answer is 'What is he or she 

experiencing or taking in?'. Can we ever presume that it is nothing? We 

do not know what he is aware of. It may be that the joyfulness or a 

moment of peaceful silence touches him in a way of which we are quite 

unaware".[18] A book that brings home the truth of this quotation from 

Wilson is Under the Eye of the Clock, the l i fe story of Christopher 

Nolan, which illustrates quite wonderfully the depth of perception and 

understanding of this non-speaking spastic boy. [19] 

2. The Early Pre-conceptual Group. The children in this group are 

more advanced than those in the previous group, having a greater 

awareness of the world and of language but still not being able to follow 

the course of a simple story. So the type of work done with them will 
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be much the same but wi th appropriate adjustments for greater 

understanding and more active participation. 

3. The pre-religious group. In describing normal children 

at this pre-religious level, Goldman states that though they have an 

obvious interest in religion, there is no indication that they think in any 

real religious sense. Religion for them is, he says, 

a l l par t of the fascinating world of adult behaviour, 

conversation and ideas which they cannot understand ... with 

intellectual difficulties creating so many problems we shall be 

turning to the feeling and the fantasising ways of learning as 

more appropriate ... teachers will surround the children with a 

feeling of wonder in creation, the love which binds us together, 

the greatness of God, who is the creator and giver of all 

things, and Jesus ... It is important that these assumptions 

should be felt emotionally rather than known intellectually. [20] 

What Goldman says here about normal children's development is 

equally true for the mentally handicapped. This means that though there 

is a continuing need to develop awareness based upon sensory experiences 

and personal interaction, yet it becomes possible to introduce the person 

of Jesus in extremely simple stories. It is also possible to include simple 

prayers. Indeed it is at this stage that worshhip is of fundamental 

importance in religious education. Goldman says: "our most effective 

religious education at this age is mediated through worship", adding that 

it must be "at a personal immediate level of experience if i t is to be 

real". [21] 

4. Simple-religious group. With normal children Goldman's 

classification here would be of an approximate mental age from 7 to 11. 

At this stage he says: "Children entering this phase are growing more and 

more able to relate facts together, to generalise and classify their 
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experiences, and to reverse their thinking processes", adding 'The child's 

move towards a more realistic view of experience means that his religious 

ideas take on a materialistic and physical expression; and if the Bible is 

used, everything in it is interpreted 'in a strongly literal manner'."[22 ] 

Because of this the importance of material and physical expressions of 

worship, like sacraments, cannot be too strongly emphasised. This is the 

level at which exploration of material things like bread can be done, and 

creative work, drama, painting, puppetry, etc. from the stories of the Old 

and New Testaments coupled with hymns, songs and simple prayers. It is 

extremely important to stress that at this level also the relationship 

between the pupil , priest and/or teacher is st i l l v i ta l . It is this 

relationship which wil l be the experience from which the relationship 

which one has with Jesus Christ can be explained and developed. 

It is interesting to see again and again the stress laid upon the 

relationship between the handicapped person and his teacher, priest, 

parent, etc. The key factor then in the development of a mentally 

handicapped person if he is to reach his potential spiritually, mentally and 

physically is the relationship he has with those who help him grow and 

mature. There is no way in which religion can be separated from the 

rest of his development, and that is as it should be for there is no way 

in which religion should be kept in a separate compartment from the rest 

of one's life. From looking at the education of the mentally handicapped 

so that he can grow as a whole person we can come to a deeper and 

richer understanding of what religious education actually is. We are 

reminded again that religious education is the development of the whole 

person in every aspect of his life to his full rich potential. 

If then no human being is to be described as ineducable, and if the 

development of modern techniques building upon the establishment of f i rm 

and deep relationships can lead to the development of a deeper maturity 
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for the most severely handicapped people, then we will need to ask 

questions about the grounds on which we allow people to become members 

of the church. For i t is possible that by over-emphasising cerebral 

affirmations and intellectual assent as conditions for membership, we have 

excluded some of the most precious and gifted of God's people from full 

membership of his church. 
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Chapter 4 

THE GOSPEL, CHURCH AND KINGDOM 
IS FOR EVERYONE 

One of the dangers of medieval theology was that in v i r tua l ly 

identifying the kingdom of God with the church, it shackled itself with 

developing a system of government and law which was inevitably 

restrictive. The energy of theologians was exhausted in applying the law 

either as prosecuting counsel or as counsel for the defence. The best 

minds amongst these latter were concerned to extend the boundaries of 

the kingdom as determined by the law to their utmost, the former by 

their tight understanding of the law willing to exclude even whole nations 

from the kingdom. The result for such unfortunates as the mentally 

handicapped is that they become categorised even by such rebel defence 

lawyers as Abelard as 'naturaliter stult i 1 . Such people are seen as the 

antithesis of rational man and as such are not really human at all . 

Abelard defends them as not needing forgiveness because they are 

incapable of sin where the word 'sin' is used in the strict sense in which 

it can only be predicated to those who are guilty of negligence. They do 

not need forgiveness, which means remitting a penalty that guilt has 

earned, because they are not knowingly negligent. [1] 

This argument of Abelard's substantially represents what became the 

position of the church with regard to the mentally handicapped. But the 

consequences of the argument that the mentally handicapped person was 

incapable of sin adversely affected the handicapped right up to the 

present day. If the mentally handicapped person was incapable of sin as 

Abelard understood the word, then i t meant he was incapable of 

discerning between good and evil. If a person could not discern between 

good and evil, then he could not possibly discern the blessed sacrament. 

The result of such reasoning meant that mentally handicapped people 
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could never be fu l l members of the church in the sense that they could 

take their place with others to receive the sacrament of Holy Communion. 

Apart from a few 'high grade' mentally handicapped people who have 

passed the test of rationality, this position remained the same almost to 

the present day. In the book The Priest and Mental Health edited by 

E.F. O'Docherty and S. Desmond McGrath, both J.P.A. Ryan and M.J. 

Clarke agree with the position I have attributed to Abelard that the 

whole question of whether or not mentally handicapped people can be 

admitted to communion depends upon the degree to which they can be 

regarded as morally culpable, starting from the base point of Canon 2201. 

In order to discern the degree of culpability they base their understanding 

of handicap on a three-fold division, (1) severely handicapped with no 

moral responsibil i ty, (2) moderately handicapped with l i t t le moral 

responsibility, (3) mildly handicapped with diminished responsibility. They 

then apply the rules for admission of children to Holy Communion, saying 

that the same rules apply mu ta t i s mutandis to the men ta l l y 

handicapped. [2 ] Obviously on this sort of calculation some of those who 

are mildly handicapped and even some who are moderately handicapped 

were admitted to Holy Communion. But there is a clear statement, 

"Those who are classified as severely handicapped may not receive the 

Blessed Eucharist". [3 ] But clearly there was already a lot of question 

marks raised about this sort of understanding of the position and Fr. 

Connell C5SR quoted in Caritas says "This same rule (that idiots should 

be excluded from the reception of Holy Communion) should not be applied 

to morons nor to all imbeciles. Those who have the spiritual care of 

mentally retarded children should not be too ready to decide that the 

child is not sufficiently intelligent to receive Holy Communion". [4] The 

implication is that the mentally handicapped should always be given the 

benefit of the doubt. Because the same difficulties arose over the 
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sacrament of penance and particularly over the sacrament of unction 

where it was stated that this sacrament can never be administered to 

those who never had the use of reason, the same liberalising tendencies 

as are to be found in Fr. Connell were applied to these two sacraments, 

the cardinal principle being that the sacrament should not be refused to 

anyone unless there is a compelling reason. It is against the background 

of such reasoning that since the Second Vatican Council the Roman 

Catholic church has allowed the whole question to be reconsidered in the 

light of modern scholarship, as a consequence of which there has been a 

considerable alleviation of the problem. The Roman Catholic Bishops' 

Conference of England and Wales set up a Working Party of priests, 

religious and lay people to produce a report which would allow more 

liberal interpretation of the rules. The report entitled I am With You: 

An Introduction to Religious Education and the Mentally Handicapped 

edited by David Wilson, was produced in 1975 and published by St. Paul 

Publications. It is based upon a very thorough understanding of the 

problems of the mentally handicapped and of the means of communication 

with them and so allows a much greater freedom in the admission of the 

sacraments to the mentally handicapped. The report's advice about 

admission to communion stated: 

The church has given certain guidelines as to the most suitable 

moment that is when a child can distinguish the Eucharistic 

bread from ordinary bread and show a certain devotion towards 

the sacrament as befits his age. Previously this moment was 

associated with the age of reason, but knowledge of the way 

the mind works and develops, indicates that, to make this 

distinction, the ability to reason is not necessary. The key 

element is that of devotion, and i f this attitude is present i t 

indicates that the child can make the important distinction 
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between Eucharistic bread and ordinary bread. Nor is it 

necessary for the mentally handicapped child to make his f irst 

confession before being admitted to Holy Communion. [5] 

Such thinking has meant that more and more mentally handicapped 

people have been admitted to the Sacraments in the Roman Catholic 

church during the last ten years, a move which is to be profoundly 

welcomed. 

In spite of recent changes in the Roman Catholic church, the fact 

remains that what was true for the medieval church remained true for 

the churches of all denominations after the Reformation. One might have 

hoped the reaction against law and tradition coupled with a rediscovery of 

the scriptures and the assertion of the right to interpret them freely, as 

the basis for the assertion that salvation was the free g i f t of God and 

could not be earned might have led to a new understanding of our 

relationship with God which could have found a place for the mentally 

handicapped. This was not to be for not only did the reformed churches 

retain the moral theology of the medieval church and its emphasis on 

rationality but if anything they increased the emphasis on reason as the 

differentiating factor between man and beasts. The result , as we 

demonstrated in chapter 2, was that the mentally handicapped, along with 

many other categories of despised persons, were put into the same 

category as the non-human beasts. 

We who have worked, l ived and worshipped with the mentally 

handicapped know better than this. A moral theology, hide-bound by law, 

and a doctrine of man too much dependent upon rationality alone as the 

distinguishing factor between him and the beasts, are not adequate tools 

for a theological description of the handicapped. We need to go back to 

scripture, to look again at the concept of the kingdom of God and what 

Jesus meant by i t , i f we are to do justice theologically to the mentally 
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handicapped. We need to examine the kind of relationship into which 

Christ calls us in his kingdom, with himself, with his Father, and with 

one another in the Spirit, i f we are to understand the place there is for 

the mentally handicapped. 

In Luke ch.4 v.16 we see Jesus read f rom the scroll in the 

synagogue these words "The spirit of the Lord hath been given to me, for 

He has anointed me. He hath sent me to bring the good news to the 

poor, to proclaim liberty to captives, and to the blind new sight, to set 

the down-trodden free, to proclaim the Lord's year of favour." He goes 

on (v.21), "This text is being fu l f i l l ed today even as you listen." (Luke 

4.16-21, Jerusalem Bible version) So it would appear that Jesus sees this 

passage from Isaiah 61 v . l following as the blue print for his ministry. 

These are the signs of the kingdom of God and because he is the one 

who brings in the kingdom, the Messiah, they are already being realised. 

The parables of Jesus are attempts to bring about this recognition 

amongst his hearers, as Joachim Jeremias says: 

The hour of fulfi lment is come, that is the urgent note that 

sounds through them al l . The strong man is disarmed, the 

forces of evil are in retreat, the physician has come to the 

sick, the lepers are cleansed, the heavy burden of guil t is 

removed, the lost sheep has been brought home, the door of 

the father's house stands open, the poor and the beggars are 

summoned to the banquet, the master whose grace is 

undeserved pays his wages in ful l , a great joy f i l ls all hearts. 

God's acceptable year has come. For he has been manifested 

whose veiled kingliness shines through every word and through 

every parable - the saviour. [6] 

So where Jesus the Messiah - Saviour - is, there is the kingdom. Those 

who come into relationship with Jesus come under his sovereignty, his 
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handicapped. We need to examine the kind of relationship into which 

Christ calls us in his kingdom, with himself, with his Father, and with 

one another in the Spirit, if we are to understand the place there is for 

the mentally handicapped. 

In Luke 4.16 we see Jesus read from the scroll in the synagogue 
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who brings in the kingdom, the Messiah, they are already being realised. 
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amongst his hearers, as Joachim Jeremias says: 

The hour of fulfi lment is come, that is the urgent note that 

sounds through them al l . The strong man is disarmed, the 

forces of evil are in retreat, the physician has come to the 

sick, the lepers are cleansed, the heavy burden of guil t is 

removed, the lost sheep has been brought home, the door of 

the father's house stands open, the poor and the beggars are 

summoned to the banquet, the master whose grace is 

undeserved pays his wages in ful l , a great joy f i l ls all hearts. 

God's acceptable year has come. For he has been manifested 

whose veiled kingliness shines through every word and through 

every parable - the saviour. [6] 

So where Jesus the Messiah - Saviour - is, there is the kingdom. Those 

who come into relationship with Jesus come under his sovereignty, his 
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kingdom envelopes them. They are invited to share in his life, his reign, 

to come to a new wholeness, a rich maturity. The kingdom is where 

people are made whole. "Be ye perfect, as your heavenly Father is 

perfect." (Matthew 5.48) " I have come so they may have life and have it 

more abundantly" (John 10.10) So i t is that Jesus replies to John's 

question as to whether Jesus is the one who should come in terms of the 

signs of the kingdom. "The blind see, the deaf hear, the lame walk and 

the poor have the gospel preached to them." (Matthew 11.4 following) 

The miracles of healing themselves are signs challenging the onlookers to 

see the true nature of Jesus as the one who speaks with the authority of 

God. They are not simply physical healings but are also concerned with 

making people whole, healing them in mind, body and sp i r i t . The 

miracles of healing show us Jesus making demands on people, drawing 

from them new commitments, seeking their obedience, forgiving their sins, 

healing the mind. In Mark 9.20 following, Jesus does not not only heal 

the epileptic boy but does so after drawing the father to take a step of 

commitment towards himself. In Mark 2.3 following, we see that the 

healing of the body and the healing of the soul are inextricably tied 

together. And i t is interesting that in both of these miracles the 

response to Jesus is not made by either of the persons healed but Jesus 

acts in response to the faith of the father in the first case and the four 

bearers of the sick of the palsy in the second. In Luke 17.11 following, 

we see that faith is illustrated as obedience to the will of Jesus and that 

it is this obedience which is instrumental in the cleansing of the lepers. 

In Mark 5.1-20, the power of Jesus to integrate and make whole is shown 

to be much greater than the powers of disintegration, the demons which 

held the man with the legion in thrall. Sometimes there is a refusal to 

meet Jesus' challenge and the result is sadness, loneliness and lack of 

fulf i lment . So in Mark 10.17 the rich young ruler who is not whole, he 
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lacks one thing, cannot take the step to trust enough and so he goes 

away sorrowful. Each positive response to Jesus is an effective step 

towards maturity in which we see the anointed one of God beginning the 

process of making people whole which effectively means giving them a 

share in his own destiny. To share in the destiny of Christ means being 

united with him in his purpose. Through forgiveness and anointing with 

the Spirit they have entered a process of sanctification through which 

Christ will allow them to be identified with himelf in his priesthood, and 

therefore they wil l also share in his suffering and his glorification. They 

truly become the body of Christ, and as such continue his work of 

inviting people to share in his destiny. Thus the church proclaims the 

same message as Christ and presents the challenge in many ways which 

lead to baptism, so that those who come through baptism are called to 

share in the purpose of Christ and in turn find fulf i lment as they are 

sanctified and share in his priesthood, his suffering and his glorification. 

The church, the body, goes on realising the kingdom by challenging 

injustice by caring for the sick, feeding the hungry, helping the aged, 

comforting the dying and the bereaved, caring for the physically and 

mentally handicapped, watching over children, visiting the criminal, 

forgiving the sinner. But the church must also offer fulf i lment not only 

to these people whose needs are fairly obvious but to all human beings 

because all are deficient in their relationship with God. "Al l men have 

sinned and fa l l short of the glory of God." (Romans 3.23) The paradox is 

that the large majority of people who are not obviously needy wil l only 

find their fulf i lment or salvation in so far as they identify with those 

who are obviously in great need. For our relationship with God cannot be 

wholesome in isolation from the rest of his creatures. As Maria Boulding 

says in her book The Coming of God, "Maturity is found, not in isolation 

but in wi l l ing communion in the organic fellowship of the body of 
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Christ."[7] Jesus' command is to love one another. His example is that 

he is amongst us as one who serves. So that it is in doing this menial 

and apparently foolish thing of serving the despised, the rejected, the 

hungry, the thirsty, those in prison, the handicapped, etc. , that we 

actually serve Jesus himself. "And the king will answer ' I tel l you 

solemnly in so far as you did this to one of the least of these brothers 

of mine you do it to me'." (Matthew 25.31-46) This whole question of 

need and suffering and its importance in the development of our 

relationship with God and with one another in the body of Christ, and in 

the development of our own personality, will be discussed further later on 

in this chapter. 

To enter the kingdom, then, we need to come into a new 

relationship with the king, a relationship which involves r e f l ec t i on , 

repentance, forgiveness, renewal, commitment, not only in our relationship 

with the king himself but in relation with our fellows in this world, 

particularly the categories of the deprived. "If he cannot love his brother 

whom he has seen, how can he love God whom he has not seen?" (1 John 

4.10) So there can be no question that we must love and care for our 

handicapped brethren. But does this mean that we need to do anything 

more than make sure they are properly fed and kept clean and housed 

comfortably? Certainly the Christian community at its best has always 

done this . What we are asking is: is i t possible for the mentally 

handicapped themselves to have a living, prayerful relationship with God? 

Is i t possible for them to have a relationship in Christ with one another, 

and with us, which can help them and us develop and grow in Christ 

Jesus? In other words, (a) is it possible for the mentally handicapped to 

be real members of the body of Christ; (b) is it possible for them to 

respond to Christ 's call to maturity; and (c) have they anything to 

contribute to the body of Christ? 
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These questions can only be answered by examining the doctrine of 

the church and asking what it means to be a member of the body of 

Christ whose head is a suffering Messiah, albeit now in glory. This will 

involve assessing the use made of suffering and of weakness in the 

atonement, and comparing how we as sharers in Christ's priesthood are 

invited to cope with suffering and weakness, and how this affects our 

relationship with God and with one another. 

In his book Corpus Christi, (second edition revised, 1965, Longmans), 

E.L. Mascall says that he is sure that the catholic West and the orthodox 

East agree on the fundamental fact that "the l i fe of the church, the 

organic act which constitutes its unity, is the l i fe of the Holy Trinity 

imparted to men in Christ."[8]. He explains what he means by this by 

suggesting that all the major Christian groupings would agree that the 

church is the spirit-bearing body of Christ and that the Holy Spirit really 

dwells in the church and maintains its life, without it the church literally 

dies. But to say that the Holy Spirit is the l ife or soul of the church, 

he says, is to say that God is really communicating himself to men, that 

the church consists of deified humanity. He says that because the Holy 

Spirit, as consubstantial love, is the bond of unity between the Father and 

the Son in the interior life of the Holy Trinity, then to be caught up into 

the unity of the church is to be caught into the unity of God himself. 

But to enter into the life of the church, into this unity with God, is not 

simply a moral act however important faith and repentance may be, 

because i t is an act of God f i r s t . He takes the i n i t i a t i ve in the 

incarnation and he takes the initiative in baptism. It is through the 

sacrament of Baptism, then, that a human being is brought into the l i fe 

of the Holy Trinity because he is made in baptism a member of the body 

of Christ and as part of Christ shares in the l i fe of the recreating Holy 

Spir i t . [9] Mascall goes on to point out that this view of the church as 
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a divine and supra-temporal reality into which a man or woman is 

admitted by baptism and confirmation, was the view that obtained for the 

f i rs t three centuries or so and that it was only after the recognition of 

Christianity by the Roman Empire that the church came to be seen as a 

society operating within the temporal process and primarily concerned 

with the refashioning of the secular order. He is not saying that these 

two views are mutually exclusive but he does rightly say that to 

concentrate on the latter to the exclusion of the former is a grave 

misrepresentation of the church's mission. "It is however important to 

remember and it was in forgetting this that the great defect of medieval 

Christendom lay, that the church's temporal mission is only the external 

manifestation of her supra-temporal and interior reality and can only be 

understood in terms of i t . " [10] In other words, he is saying that a 

baptised Christian, because he is a member of Christ and of the church, 

experiences something of the realities of salvation here and now even 

though in fulfilment they are future in history. This is because they are 

already present in Christ and therefore in his church. The church 

militant, then, can only be properly understood if i t is seen as the 

manifestation on earth, and the communication to men, of the human 

nature which the eternal word united to himself in the womb of Mary. 

But he certainly sees our membership of the church as being quite clearly 

more than membership of the church militant. Our membership continues 

even as we pass from the church militant into the church expectant or 

triumphant. The church then is not simply a human society into which 

members come and members go. It is "an organism, a body which is 

constantly growing, which is being built up into the measure of the 

stature of the fullness of Christ". [11] 

On this understanding of the nature of the church baptism becomes 

a means of entry into a living relationship with God and our fe l low 
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members of his church. It is indeed a rebirth into a new life. Entry 

into the new life means an entry into a relationship which can draw out 

and develop the potential of each individual new member. This process 

of development or growth will continue throughout our l i fe as Christians 

and through death and beyond. Presumably we allow this gift of baptism 

to be given to infants on the grounds that existing members of the body 

recognise the potential within this embryonic Christian and guarantee to 

support and help it in the process of this growth and development. There 

is no way the infant can make any promise to co-operate with the divine 

Grace or make any act of penitence for any failure to do so. These 

promises and acts of penitence are made on its behalf by other members 

accepting the responsibility that "to bear one another's burdens is to 

f u l f i l l the law of Christ".(Galatians 6.2) There can be no other grounds 

for baptising infants but the vast majority of Christians are and have 

been for almost the entire history of Christendom satisfied with these. 

The Baptists have a particular problem with believers' baptism and the 

mentally handicapped. As Faith Bowers says in her article on believers' 

baptism and the mentally handicapped in Mental Handicap, Theology and 

Pastoral Care, the temptation to Baptists who come up against the 

problem of mental handicap and baptism is to change denomination or at 

least to see the attraction of Roman Catholic or high Anglican theology 

of the sacraments.[12] Baptists aside, normally infants are baptised 

before they can walk or speak, certainly at a time before most cases of 

mental handicap could be diagnosed. The result is that most mentally 

handicapped babies have been baptised. What does this baptism mean? It 

must clearly mean exactly what it means for everyone else who has been 

baptised, because the action is God's through his sacrament, the response 

is made by those who act on behalf of the child whether mentally 

handicapped or not. Presumably in the East where baptism means 
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conf i rmat ion and Holy Communion, the mentally handicapped have 

received full membership of the church and exercised i t on at least one 

occasion. But in the West, where confirmation and baptism have become 

separated, there are question marks about what constitutes f u l l 

communicant membership of the church. These baptised members of the 

church because they are mentally handicapped have been discriminated 

against. Admission to confirmation and communion in both western 

Catholic, Anglican and protestant churches has been by means of ability 

tests in the form of catechisms. The official criteria in all churches still 

seems to require the learning of a catechism which involves learning by 

rote questions and answers which are attempts to explain the nature of 

belief. Even where such processes are suspended, it is expected that 

those requiring confirmation will be able to give an answer for the hope 

that is within them or be able to make a clear and intellectual choice 

between good and evil. The mentally handicapped would find it very 

difficult to fulf i l l any of these conditions, even that of making a choice 

when i t has to be done in intellectual terms. Does this mean then that 

they must be denied confirmation and Holy Communion? Is the body of 

Christ only to be made up of those with IQs over a certain level? Or is 

the Gospel really for everyone? To deny the mentally handicapped 

confirmation and communion is to make nonsense of their baptism. The 

purpose of their baptism was that they should become f u l l members of 

the body of Christ in a living relationship with our Lord. We or some 

others took promises on their behalf and promised to support them and 

help them in this process of growth. To deny them the greatest means 

of growth in the sacraments of confirmation and communion is literally to 

deny our support. Even if we took a negative view of baptism, seeing it 

simply as the means of the forgiveness of sins, because we baptise them 

as infants we could only have argued that we were forgiving original sin 
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in the sacrament. So our mentally handicapped would have had whatever 

original sin means forgiven, and as we have already seen, even on the 

basis of the theology of at least one of the school-men most of them are 

incapable of committing actual sin. Yet the church persisted in refusing 

them admission to fu l l membership through confirmation and communion, 

even in spite of the hurt it caused, not only to the mentally handicapped, 

spiritually, but to their parents and friends. It is difficult to realise how 

deep the hurt could be for such parents, who knew the spiritual worth of 

their mentally handicapped children. This example from David Wilson's 

report brings out the depth of such suffering. 

The years when Margaret, a mongol child, was unable to make 

her first communion were sad ones for her blind father. On 

one occasion when he came back f rom the altar rails -

Margaret was fourteen at the time - she kissed him saying " I 

kiss Holy God, Daddy, not you". [13] 

The reasons brought forward against the confirmation and communion 

of the mentally handicapped even where people have been prepared to go 

past the formal question and answer process have always been on the 

grounds of rationality. Many would object that the mentally handicapped 

are incapable of choosing, or at least of making a proper choice, even in 

the most obvious and tangible areas of l i fe , so how can they choose in 

the much more tenuous relationship with God? Further, they would argue 

that many mentally handicapped are totally passive in their relationship 

with other human beings, let alone in relation to God, therefore there is 

no way in which the relationship could possibly grow. These two points 

are closely related. Even in our own experience we know how di f f icu l t i t 

is to make a choice when all sides of a question have been clearly 

explained to us. When faced with making decisions, how often do we 

take advice from other people and then spend a great deal of time 
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thinking, worrying, praying, before we make up our own minds? Yet so 

often when decisions have to be made by people less able to make 

decisions than ourselves we pressurise them into making decisions quickly. 

They should be given more time in which they can become aware of the 

problem and grow to understand what the possibilities are. This is 

particularly true when we are talking about relationships. As they grow 

in the relationship they know what they like, they know whether they 

want it to continue or not, they are quite capable provided we do not 

hassle them or rush them, of deciding for themselves. What we have to 

realise is that when we are dealing with the handicapped we are dealing 

with people who do not assess their relationships or the growth of their 

relationships analytically but who use methods of assessing the importance 

of their relationships which are more often instinctive but nevertheless 

tried and trusted and therefore reliable. They may also work on a 

different timescale, a fact which we must take into consideration. We 

have said that the argument is raised that because they are passive in 

their relationships, they cannot grow. But we need to examine clearly 

what is meant by being passive in a relationship. Who can say, for 

instance, what a child takes in f rom its parents in their regular 

encounters even though it may appear to be passive? There may be no 

immediate reaction but who can say that the whole thing is not being 

taken on board, absorbed as it were into the being of the child, only to 

reappear in another shape or guise or reaction later on? Why must we 

put time limits on the reaction? What we are doing is very of ten 

prejudicial to the relationship before it gets going, and we all know how 

damaging that can be. As Maria Boulding says in her book Marked for 

Life; 

We also know how in human relationships we can restrict 

people by not expecting them to be themselves, by labelling 
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them, not believing the best of them. It is hard for me to be 

myself if someone has mean expectations that diminish me; but 

when someone expects very much of me, expects better things 

than I expect of myself, I instinctively know this is a truer 

assessment. The best is the truest in the end; we know it in 

our hearts. The same holds for God in both directions of the 

relationship. [14] 

I t is important to notice also that the passive element in a 

relationship can be a very important means of allowing the other partner 

to grow. It may well be the case that in our relationship with the 

handicapped their providing the passive element may help us discover 

things about ourselves so that we too grow. In traditional aesthetic 

theology the description of the role of the soul in its relationship with 

God as part of contemplative prayer is seen very often as passive. For 

instance, Jean-Pierre de Caussade in his book Self-Abandonment to Divine 

Providence says "God and the soul perform together a work, the success 

of which depends on the divine workman, and can be compromised only by 

the soul's inf idel i ty" . [15 ] He explains this in much greater length 

elsewhere where he says: 

The soul, l ike a musical instrument, receives nothing and 

produces nothing except in so far as the intimate operation of 

God occupies i t in a state of passivity or applies it to some 

external action. Such external application is accompanied by a 

co-operation which from the soul's side is free and active but 

from God's side is infused and mystical. [16] 

We are frightened of the passivity of the mentally handicapped 

because i t demonstrates their weakness and vulnerabi l i ty . We are 

embarrassed in its presence, we find it difficult to cope with a life that 

is not rational, which is clearly vulnerable and weak. I t is our 
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embarrassment, not theirs. And yet in their weakness they are able 

already to contribute to the life of the church, to remind us of the 

vitally important doctrine that salvation cannot be earned. As Stanley 

Hauerwas says in his book Vision and Virtue, "To see the retarded 

honestly is to remind ourselves that we cannot earn significance for our 

lives. The retarded call to mind how totally dependent we are on God as 

they so often are on us."[17] If they had no other contribution to make 

to the life of the church than this, their contribution would be invaluable. 

Their very presence amongst us is a constant reminder that "it was while 

we were yet sinners that Christ died for us".(Romans 5.8) Their presence 

amongst us is su f f i c i en t to remind us that God's power is best 

demonstrated through weakness. They present us with questions about the 

nature of l i f e , the meaning i f any in suffering, weakness, failure. They 

drive us to look again at salvation history to see how often the God of 

our salvation brings hope and salvation through our failure and our 

weakness. 

We cannot escape from the fact that the scriptures are frequently a 

record of failure. The Old Testament is a record of the failure of the 

people of God to live up to the ideal of being his people. Even the 

great heroes of the Old Testament are seen again and again to f a i l . The 

great Moses failed to enter the promised land, the great King David is a 

failure at the height of his powers and cannot even control his own 

family which becomes the cause of civil war. The prophets, those great 

and earnest characters desperately trying to call the people back to their 

vocation, do so often through failure, indeed many of them seem to be 

almost programmed failures. Compare Hosea with his failed marriage, 

Jeremiah with his total failure as a prophet, Isaiah particularly in the 

passages of the suffering servant. Yet so often it is through their failure 

that we learn more about the nature of God. In her book Gateway to 
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Hope; An exploration of failure, Maria Boulding gives a wonderful and 

extended account of how God through failure communicates himself more 

completely to his people. She sums up the whole matter in this way: 

From end to end the Bible tells the story of God's mercy in 

our need, his g i f t in our emptiness, his power finding its scope 

to save where we are weak and helpless. At its centre stands 

the cross of Christ, in whom God became weak with us. Out 

of the failure and defeat of the crucified Jesus God snatched 

the victory of his love for us; or, more accurately, in the 

heart of that defeat the victory of love lay hidden, the victory 

that reveals itself in Christ risen and glorified. We listen to 

the story, and all the time we know another story, the story 

of our own inglorious lives, with their moments of joy and 

their dark failures. One story makes sense of the other ... in 

some ways the two stories are the same story. Your life is 

the latest chapter of the salvation history to which you listen 

in the scriptures ... This is the good news. I fail now; not I , 

but Christ fails in me. Our gif ts and our destitution, our 

strength and our weakness, our success and our failure, are 

taken up into Christ's holy living and sacrificial dying. He 

fully experienced them, and made of them an offering to God. 

They become part of the new risen l i fe he lives and shares 

wi th us, the l i fe which one day wil l transfigure our whole 

failing world. [18] 

Stanley Hauerwas in his book Suffering Presence makes substantially 

the same point and sums up by quoting from Amundsen and Ferngren 

these words: "The ul t imate purpose and meaning behind Christian 

suffering in the New Testament is spiritual maturity, and the ultimate 

goal in spiritual maturity is a close dependence upon Christ based upon a 
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childlike trust." [19] 

Maria Boulding is a Roman Catholic nun, Stanley Hauerwas is a 

Methodist theologian, and s t i l l their attempts to share what the 

atonement means for them in the twentieth century is substantially in 

agreement with what St. Augustine says in his Discourse on the Psalms 

(Psalm 140 verses 4-6). He is commenting on the verse 'Let my prayer 

be counted as incense before you and the l i f t ing up of my hands as an 

evening sacrifice'. 

Every Christian recognizes that this is usually understood of 

the Head himself. As the day was sinking down towards 

evening, the Lord hanging on the cross laid down his life to 

take it again. He did not lose his l i fe against his w i l l . We, 

too, were represented there. What hung upon the cross, if not 

that humanity which he had taken from us? How could God 

the Father ever desert or abandon his only son, when the 

father and son are certainly one God? Christ nailed our 

weakness onto the cross where, as the apostle says, "our own 

self was crucified with him". So i t was with the lips of this 

self of ours that Christ cried out "My God, my God, why have 

you forsaken me?". [20] 

So, then, the weakness and vulnerability of the mentally handicapped 

present in our church drawing us to look again at failure and weakness in 

the scriptures have led us to re-examine the doctrine of a suffering 

Messiah and the meaning of the atonement and the cost to God of that 

work. Truly they show us that God's strength is greatest in and through 

weakness but that such weakness is stronger than any man's strength. In 

her book Face to Face, Frances Young has made much the same point in 

her moving account of how she came to terms with the theological 

problems raised by the presence of her mentally and physically 
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handicapped son, Ar thur . [21] As we share in fellowship with the 

mentally handicapped we will be drawn closer and closer to God and to 

this understanding of him. In fellowship with them in the worship of the 

Eucharist they wil l teach us great truths about the meaning of the 

Eucharistic sacrifice. Stanley Hauerwas, a Methodist theologian at the 

time teaching in a Roman Catholic university was at a celebration of the 

Mass in which there was a particularly poignant moment for him. In the 

centre of the worshipping group there was a severely mental ly 

handicapped boy. His presence drew Hauerwas to meditate upon the 

meaning of this act of worship. As he gazed upon the altar he was 

aware that the sacrifice of the Son of God affirms that our existence is 

bounded by a goodness we can trust, that Calvary reveals that even the 

weakest amongst us is valued in ways not dependent upon our human 

purposes and strengths. He knew that the God we Christians worship is 

the God of the sacrifice, the God of weakness and suffering, who draws 

us to his table not by coercive power but by sacrificial love. He saw 

that this love was formed by a weakness which was not of this world for 

it was strong enough to resist the temptation to be just another more 

subtle method of controlling others. He saw clearly that this was the 

weakness of God and that i t was no sham for it involved a wholesale 

commitment to sharing human life, suffering and death, and that death on 

the cross. It is only such weakness that lures us from our pretentious 

attempts to make our lives meaningful through power and violence for it 

draws us to trust in him who has suffered much in order to make peace 

possible for us. He understood now that God had refused to establish 

himself as the violent power of this world with its many deceptions, 

because his rule could be established only through the gentleness that 

comes from generally being weak and not just from taking the form of 

the weak. Only such a God, he realised, could be the God of the Mass 
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through which he continued to give himself in weakness so that his people 

would have the strength to renounce the power of this world. He knew 

now that when we have been joined to this God through this meal of 

weakness we cannot get up as the same people. This meal f i l ls us with 

the power to trust God and to serve the weak of the world who are his 

special concern. In each other, in the weak, we find Christ; like him, 

they love us even though they do not have the power to preserve 

themselves.[22] The truth contemplated in this meditation is a truth 

that those of us who have shared fellowship and worship with the 

mentally handicapped have come to appreciate and understand more fu l ly . 

His experience seems to be one commonly shared by those of us in this 

sort of situation. Jean Vanier, the founder of the l'Arche communities 

which are a mixture of men, women, single people, married couples and 

mentally handicapped all living and sharing fellowship and community 

together, says much the same thing in his book Community and Growth. 

His summary of the Eucharist as a re-living of the mystery of Jesus' g i f t 

of his own l i fe for us and a corporate sharing in a meal of his body and 

blood emphasises that when we share in this meal we identify ourselves 

with his weakness, which is God's strength. "It is only when we have 

eaten his body 'given up for you' that we can give ourselves to 

others."[23] There is nothing unusual in this theological description. It 

agrees with mainstream eucharistic theology; compare William Temple in 

his book Readings in St. John's Gospel: 

From the time of his ascension onwards his followers have met 

together to unite themselves with him in his sacrifice by doing 

again what he did at this the spiritual crisis of the ministry. 

They meet in his name, and he is in the midst of them; they 

are members of his body and he acts through them. Still by 

the hands of the priest he takes the bread that he calls his 
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body, breaks it and gives i t . But we are that body - "very 

members incorporate" therein. In union wi th his perfect 

sacrifice, we offer to God "ourselves, our souls and bodies, to 

be a reasonable, holy and lively sacrifice" to him. Still we 

drink the cup, that is his blood, his life given in sacrifice and 

triumphant over death, may be in us the spring of eternal l i fe 

in fellowship with him. [24] 

Where the theology of Hauerwas and Vanier on the Eucharistic 

sacrifice differs from the mainstream tradition is in its emphasis upon 

their identification with the weakness of Christ. The presence of the 

mentally handicapped within the worshipping community seems to heighten 

their perception of the vulnerability of God in his atoning sacrifice and in 

the giving of himself in the Eucharist. As we share fellowship with them 

we learn from them, their weakness shouts at us and we must react. To 

quote Hauerwas in Suffering Presence; 

They are not self-sufficient, they are not self-possessed, they 

are in need. Even more, they do not evidence the proper 

shame for being so. They simply assume that they are what 

they are and they need to provide no justification for being 

such. It is almost as if they have been given a natural grace 

to be free f rom the regre t most of us f e e l f o r our 

neediness. [25] 

As we meet them in their need we discover that we share fellow 

feelings and we come to understand that, as Hauerwas says: 

They do not have the same joys we have nor do they suffer 

just as we suffer. But in our joys and in our sufferings they 

recognize something of their joy and their suffering, and they 

offer to share their neediness with us. Such an offer enables 

us in quite surprising ways to discover that we have need to 
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share wi th them. We are thus freed from the false and 

vicious circle of having to appear strong before others' 

weakness, and we are then able to join with the retarded in 

the common project of sharing our needs and satisfactions. [26] 

As we go on meeting the handicapped in their neediness, attempting 

to serve them, to help them, we discover that in doing this we meet 

God. "Inasmuch as you do it to one of these brothers of mine you do it 

unto me." We meet God, but God in his vulnerability. And seeing him 

like this we discover a great truth about ourselves, namely, just how 

much we have need of him: 

In the face of the retarded we are offered an opportunity to 

see God, fo r like God they o f f e r us an opportunity of 

recognizing the character of our neediness. In truth the 

retarded in this respect are but an instance of the capacity we 

each have for one another. That the retarded are singled out 

is only an indication of how they can serve for us all as a 

prophetic sign of our true nature as creatures destined to need 

God and, thus, one another. [27] 

So we see that already the mentally handicapped have made us look 

again at the doctrine of the atonement and the sacrifice of the Mass. 

They have widened our conception of the nature of the church. They 

have made us look again at God himself and as a consequence deepened 

our understanding of our need for him. With such a deepening of 

understanding of God and ourselves it is inevitable they wil l teach us a 

great deal about the nature of prayer. 

Not long ago in our church we had a series of Lenten groups to 

explore and deepen our knowledge and understanding of prayer. During 

these one of the men, a middle-aged painter and decorator who regularly 

helps in the mentally handicapped hospital and shares in the worship with 
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the mentally handicapped, said that he had learnt more about prayer from 

the mentally handicapped lady who he wheeled down to the Eucharist 

every Sunday than he had from any other person in his whole life. We 

should not be surprised at this. We get ourselves uptight about prayer 

and we see i t again and again as an intellectual exercise. We read the 

great mystics and great spiritual writers, we look at their vision, and we 

hope to reach the heights that they have scaled. Again and again it 

seems not to be like that for us. As Maria Boulding says in her book 

Marked for L i fe , "This unconditional surrender to God is something we 

secretly long for, try to make in prayer, and keep missing. We never 

seem to achieve it in an unqualified way, yet it is what we most want to 

do."[28] We obstruct ourselves by becoming preoccupied wi th our 

sinfulness, our unworthiness, or by our desire for the end product 

whatever that might be, we worry and pile effort on top of e f for t . What 

we need to learn is that God loves us in spite of what we are and indeed 

for what we are. What the handicapped teach us is exactly this. We 

must follow their example and relax because he loves us. As Maria 

Boulding says, we must make less of an effor t to love God and simply 

allow him to love us. "The love that knows us is creative and so to let 

ourselves be known and loved in prayer is to allow ourselves to be 

changed."[29] What my painter and decorator has learnt, although he did 

not realise i t , was just this lesson. It had taken three or four years of 

pushing the same lady each week to the Eucharist, watching her, sharing 

with her in prayer, seeing her joy in communion. She had helped him 

appreciate what Maria Boulding explains in these words: 

Self-emptying love has to be learnt in prayer. Contemplation 

is the place for learning, because vulnerability to the love we 

meet there inexorably demands vulnerability and openness 

elsewhere. Regular confrontation with God in prayer purifies 
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your love, your desire, your hope. The questions put by Jesus 

to the apost les are put to you t o o : What a re you r 

expectations? What kind of God are you meeting? You know 

what his glory is; do you want that? Are you prepared for 

such costly glory? 

M e r c i f u l l y , he is content wi th your dim desire to keep on 

following, as Jesus was wi th the loyal ty of the apostles who 

stumbled after him on the road to Jerusalem, and he does not 

allow your hope to be d isappoin ted, f o r i t is of his own 

c r e a t i n g . He is leading you to g l o r y . I t works out in 

ordinariness, tedium, drabness, routine and the humdrum qual i ty 

of most of our experience, and there is an overwhelming sense 

of how inglorious i t al l is . But the s p i r i t recyc les th is 

unpromis ing mater ia l and the glory w i l l be revealed in i ts 

time. [30] 

I think we have answered our questions. The mentally handicapped 

can be real members of the body of Christ. They do respond to Christ 's 

cal l to matur i ty and their contribution to the development of the whole 

body of Ch r i s t is i nva luab le . We have shown th i s w i t h o u t any 

consideration of the freedom from inhibition which is their natural g i f t , 

the joy they radiate in singing and worship, the sense of rhythm and 

music which they bring to worship. All these are important and will be 

considered in the next chapter. Suff ice i t to say that the menta l l y 

handicapped bring a freedom into the life of the church, a lack of guile, 

a frankness and directness, which we need i f we are to be the sort of 

Christians that can speak the t ru th in love one to another. Far from 

being simply an integral part of the membership of the body of Chr is t , 

perhaps they are a v i ta l part wi thout which the body i tsel f would be 

sadly incomplete. Nowhere is this better summed up than in the pastoral 
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statement on the handicapped issued in 1978 by the American National 

Conference of Catholic Bishops. The bishops are nowhere more eloquent 

in the statement than when they describe "the warm acceptance with 

which handicapped people should be grateful ly welcomed in the ecclesial 

community wherein we can al l benefit from their spiritual gifts and the 

self-realisation they share with the rest of us in the Christian community, 

namely that we all live in the shadow of the cross."[31] 
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Chapter 5 

HOW IT IS ! 

I f you were to be at our local hospital for the mentally handicapped 

at 3 o'clock on a Sunday afternoon and you walked in the direction of the 

chapel, you would see that already around the door a cluster of people 

were gathered. They would be looking for the white minibus in which I 

arrive wi th many volunteers f rom the local church. The l i t t le group of 

waiting mentally handicapped people would wave to us and run towards 

us, seeing i f there was anything that they could do to help us. "Can we 

carry the tape recorder?" "Can we carry the tapes?" "Can we carry 

your alb?" "Anything else we can do to help, Father?" We open the 

doors into the chapel and once we unlock the screen that separates the 

altar f rom the main hall and push the screen back you would find already 

in the hall quite a number of mentally handicapped people have gathered 

in a semi-circ le of chairs waiting for the service. The volunteers would 

now be despatched to various wards or villas around the hospital to bring 

those incapable of coming under their own steam down to the service, 

wheeling those in wheelchairs, helping those who find i t d i f f i cu l t to walk 

or who are incapable of coming by themselves. Eventually when al l 

gather, we may have as many as 50 to 60 handicapped people of varying 

conditions and types who have come of their own free wil l to share in 

this worship. About two - th i r ds of those who are present w i l l be 

non-verbal, a number of them wi l l have d i f f icu l ty in walking or not be 

able to walk at al l . By 3.15 we are almost ready to begin. While the 

stragglers come in we begin to sing a song, something like 'Stand up, clap 

hands, shout Thank You L o r d ' [ l ] or 'A l l things bright and beaut i fu l ' . 

These w i l l be sung to a good robust accompaniment on a tape recorder, 

or by a good group, and we w i l l use Makaton signs. By the t ime we 
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have finished the song v i r tua l ly everyone is here who wants to be here 

and we are ready to start. 

The serv ice begins in the t rad i t ional way, "In the name of the 

Father, and of the Son and of the Holy Spi r i t " , always using Makaton 

signs as wel l as speaking, and straight into the confession of sin, again 

with Makaton signs. The only difference between this and the confession 

in the local church is that i t wi l l be essentially simple, repetition of the 

same words week by week and the same Makaton signs. "Heaven ly 

Father, I am sorry for anything I have done wrong. Help me to love you 

more and more. For Jesus' sake. Amen". Those who can speak soon get 

the idea and speak up as loud as you like. Those who can only speak a 

l i t t le bit make noises which sound remarkably like the words and seem to 

get the tone r ight . Those who cannot talk at all try to join in, making 

the appropriate fac ia l expressions and t ry to use the Makaton signs. 

Hav ing confessed our sins, we begin to sing the Glor ia, but not the 

elaborate form that we have in church, a very s impl i f ied f o rm , again 

complete wi th Makaton signs. The signs are exciting and all soon join in, 

those who can speak as wel l as those who cannot, waving their arms 

around in the air, making the signs for 'Glory to God, glory to God, glory 

to the Father, to him be glory for ever, A l le lu ia , Amen. Glory to God, 

g lo ry to God, to the Son of the Father, to him be glory for ever, 

Alleluia, Amen. Glory to God, Glory to God, glory to the Spir i t , to him 

be glory for ever, A l le lu ia , Amen.'[2] (See Fig. 1) The Alleluias are so 

popular there are usually great demands to have it again. This has to be 

resisted, otherwise i t is very diff icult to make any progress at all. The 

Gloria, as always in the Eucharist, is followed by the Collect, a s impl i f ied 

Co l lec t , again wi th signs. After the prayer we have the only lesson, and 

lesson is the appropriate word rather than reading. The lesson is usually 

the 'Gospel', but this lesson wil l be imparted in different ways: 

- Ill -



4. 
G l o to God 

[Repeotedi - twice] f 
p i w s e 

t o tUe Fc t k 

Tqn Twice 

Ml 
To Hi be Gl •For eve r * O r c j 

AI lei CA\<X 

IF 
Fio - I 



I t may simply be the te l l ing of a story wi th Makaton signs and 

much repetition. The story is told with very simple words and there 

is much act ive par t ic ipat ion, oohing and aahing, great anger is 

shown, or great joy, depending upon the mood of the story. I f the 

lesson is imparted in this way, then i t wil l inevitably be summed up 

in a song with appropriate Makaton signing. 

The lesson may be imparted by using questions and answers from 

experience. Question: Who is sad today? Why? Who is happy 

today? Why? The answers w i l l be varied and usually the answers 

one wants. To drive home the di f ference between sadness and 

happiness we would sing a sad song or a happy song, again with 

Makaton signs, for example 'When you are lonely and a f ra id ' [ 3 ] and 

' I f you are happy and you know i t ' [ 4 ] . This could be followed by 

the story of someone who was sad and is now made happy either 

f rom contemporary sources or, say, the story of Zaccheus from the 

Gospel. 

On the o ther hand, these lessons may be imparted by act ive 

dramatic participation. A boat wil l be improvised in the centre of 

the f loor out of cushions, chairs, etc. large enough to take quite a 

number of people, and for e f fec t we w i l l add some papier mache 

sea. Then we w i l l ask "Who would l ike to be a special friend of 

Jesus today and go in the boat wi th him?" "Who would l ike to be 

Jesus and go to sleep in the boat while his friends enjoy the sail?" 

When they are all in we begin to sing a song l ike ' I am sailing*. [ 5 ] 

We w i l l have a few minutes' enjoyment of the sailing, then there 

wil l be a storm, with thunder, and storm music wi th perhaps a song 

l ike 'Rain, ra in ' f rom the King's Singers. [6 ] There is much rocking 

and swaying in the boat and a great deal of fear is expressed unt i l 

somebody has the sense to go and wake up Jesus. Jesus stands up 
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and says "Peace be s t i l l " w i th Makaton signs, and then the boat 

comes to a halt, everyone stops rocking and looking a f ra id , and we 

w i l l see how, when we are in trouble or in fear, Jesus can help us. 

And we probably end by singing something like 'Put your hand in the 

hand of the man who calmed the water'. [7] 

After the Gospel is over we proceed to the prayers. These are 

almost always done by popular request. The question 'Who shall we pray 

for today?' is met by a tremendous response. There is much greater 

part ic ipat ion in the prayers than I have ever experienced in any large 

congregation in church. We pray for everyone in the hospital , for al l 

sorts of people for whom they wish us to pray, parents, relatives, friends, 

people who are sick, i l l , or in any kind of trouble or anxiety, we pray for 

those who have died, especially friends and people who have worked with 

us in the hospital or mentally handicapped who have died recent ly. I t is 

s igni f icant that they of ten want to pray for somebody who has died for 

many many months after the event, and in some cases two or three years 

a f te rwards . This was true part icular ly af ter their great fr iend Tom 

Robson died whose work with the severely handicapped was remarkable. 

Then al l our prayers are summed up and we join together in asking the 

Great Mother to pray for us in the Hail Mary, again wi th Makaton signs. 

These signs have been used throughout the service and throughout the 

prayers as well. 

A f t e r the prayers we t ry to have a change of mood, a gradual 

quietening down towards preparing for Holy Communion. This is done by 

singing an appropriate song, it may be 'Wind in the willows'[8] or it may 

be 'Gifts of bread and wine ' [9 ] . This is fallowed by a prayer for peace 

and a greeting f rom one another for the peace of the Lord. No one 

must be missed out. We then work towards Holy Communion either f rom 

the reserved sacrament, and this is normally the case because of the 
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d i f f i cu l t y of the concentrat ion span amongst the handicapped, but on 

special occasions we wil l have the simplest form of Eucharistic prayer. 

As we prepare to receive Holy Communion we say the prayer that Our 

Lord taught us, 'Our Father', again with Makaton signs. Just before the 

reception of Holy Communion we may at tempt to prepare ourselves by 

singing, and this we wil l do with a song like 'Sing Alleluia' [10 ] or 'Father 

we adore y o u ' [ 1 1 ] . Then the priest goes to the altar and picks up the 

blessed sacrament, turns to the people showing them the sacrament and 

saying "This is Jesus the Lamb of God who takes away the sins of the 

world. Happy are those who are called to his supper" and they al l say in 

their own way "Lord , I am not worthy to receive you, but only say the 

word and I shall be healed". The priest goes to the people in the 

wheelchairs, giving them Communion in tu rn , and then invites everyone 

else to come to him who would l ike to receive Holy Communion. I t is 

signif icant that not al l do receive Holy Communion. They do clearly 

exercise choice, and i t is very d i f f i cu l t to know why some do on one 

occasion and not on another. Presumably i t has something to do with 

grace and the knowledge of God. However , most do rece ive the 

sacrament and there are usual ly about 35 to 40 who receive Holy 

Communion. Administering the sacrament can be awkward, par t icu lar ly 

for those who are spastic and have diff iculty in opening their mouths or 

swallowing. It can also be none too edifying a spectacle wi th those who 

have a constant dribble or slaver. But that is to look simply upon the 

outward thing and not perceive the depth of feeling and understanding 

that can go into the act. In the book Under the Eye of the Clock, the 

life story of Christopher Nolan, pages 60 and 61 describe the wonderful 

way in which the curate came regularly to give the handicapped boy 

Communion at home. The whole process was comp l i ca ted by the 

d i f f i cu l t y the boy had in opening his mouth. The priest soon learnt how 
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to deal wi th this and one day, when the boy had diff iculty in opening his 

mouth, "the priest standing holding up Corpus Christi glanced knowingly at 

the Eucharist and said 'H i , Joseph, what were you doing in the church 

yesterday? Were you rifl ing the poor box?1. Joseph was so surprised by 

the accusation that his mouth fe l l open in astonishment. The priest 

immediately returned to prayer as he placed Communion on Joseph's 

tongue." One might ask whether such an act of Communion could really 

have anything of devotion in i t . To the reader of this book the answer is 

plain when one knows the thoughts of the boy in bed the night before. 

"Communion too brought his comforter within his grasp and in close body 

contact he crested silent desperate credence. Communion served grand 

purpose, serving to bring God to him and him to servile God." [ 1 2 ] . 

The Communion is followed by a thank-you prayer and often a short 

song. Again it could be one of those that we use for preparat ion, e.g. 

'Father we adore you'. This is followed by a simple blessing and then a 

rousing song to finish with. It could be 'Walk in the l i gh t ' [ 13 ] or 'He's 

got the whole world in his hands ' [14] . Al l then depart in various ways 

to their own villas or wards, or they come to talk to volunteers or ask 

them how they are going on, or they come for a ride round in the 

minibus or persuade one or two of the volunteers who have cars to give 

them a ride back to the v i l la . The volunteers, who vary in age and in 

sex, all enjoy the experience immensely and there has never been one 

volunteer who did not come away feeling blessed. 

The question that springs to mind when one takes part in these 

services or experiences them for the f i rs t t ime is "How do you get to 

this point?" In the light of what has been said about the development of 

relationships in the previous chapters, i t was obvious to me that the only 

way to work with mentally handicapped people was to get to know them 

so that proper and equal relationships could develop. This is never too 
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d i f f i cu l t wi th those who are only sl ight ly handicapped but i t becomes 

obviously progressively more diff icult with the severely handicapped. The 

real challenge to me in working with mentally handicapped people was to 

work with severely mentally handicapped people. The breakthrough for 

me occurred wi th a great deal of help f rom other people. Notably, 

amongst those who helped me most was Tom Robson, mentioned earl ier in 

th is chap te r . He had developed a method of working wi th severely 

handicapped people that impressed people f rom al l over Europe. He had 

the remarkable knack of drawing out of the severely handicapped their 

hidden talents. Each Christmas he put on a show which in i tsel f was 

wonderful but when i t was realised that al l the scenery and costumes 

were made with the active participation of mentally handicapped people, 

then i t was remarkab le in the extreme. Tom's work wi th severely 

handicapped people involved a great deal of preparation and he l imi ted 

the actual sessions in which he worked wi th them to approximately an 

hour, as that was the greatest length of t ime he could expect them 

a c t i v e l y to par t ic ipate. His work wi th them included these areas: 

singing, dancing, a great deal of glueing, painting and papier-mache work. 

He had a f l a t for the development of domestic skil ls and an indoor 

garden wi th plants and plant pots, a creat ive play area and "spor ts " 

ac t iv i t ies . I spent a great deal of my time in the hospital in my first 

year as Chaplain with the severely handicapped in this sessional therapy 

ac t i v i t y . During this time I helped them to make many of the props for 

the coming show. I learnt how they responded to music, how they loved 

to help and be involved in any way, how you could a t t rac t them and 

excite their emotions by gett ing them to guess what i t was we were 

making. So much of what I subsequently used in all my work was learnt 

with Tom Robson. 

At the same t ime as I was act ively involved with him I was also 
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involved in what was then the local hospital school. They had welcomed 

me with open arms and invited me to learn Makaton signing. Very soon I 

was being encouraged to help with classes, and with the help of one very 

pat ient teacher we spent a couple of terms wi th some very severely 

disturbed teenage boys making puppets and eventually performing a puppet 

show which was a simplified version of David and Goliath wi th music. I 

was being given the tools which would be used in all our worship in the 

future - handicraf t , drama, creat ive play, and above a l l else I now 

realised the importance of music when coupled with Makaton signing as a 

means of 'drawing out' the mentally handicapped. 

During this f i rs t year I discovered that I too was changing; my fear 

of the mentally handicapped had ent i re ly disappeared. I now regarded 

them as in many ways my superiors, especially in their ability to forgive 

and to love and to t rust . When the f i rs t ecumenical v is i ta t ion of the 

hospital took place led by the Bishop of Whitby, I was asked the question 

'What services did I hold in the chapel?' At that point we had only held 

one service and i t was not in the chapel. We had got to the point in 

sessional therapy where we had spent long weeks making an Easter garden 

of papier mache. When we finished i t , which happened to be about 

Easter time, we celebrated the completion wi th a l i t t l e service, a song 

and a prayer. I t barely lasted f ive minutes. But what a five minutes! 

The way was now open to using the sk i l l s we had l ea rn t in the 

development of our regular worship in the chapel. During this year of 

preparation work I had, of course, also been getting to know al l the other 

res idents of the hospital and met one or two who had on occasions 

received Holy Communion. One boy in particular always asked when and 

where we were going to have i t . I had talked to a former chaplain of 

the mentally handicapped who said he felt he could not have i t . He had 

t r i e d i t once or tw i ce and i t had been a disaster. This was not 
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guaranteed to encourage me, but I felt really this was the goal towards 

which we were aiming. 

During this t ime one of the residents of the hospital died, and for 

the f i rs t t ime I argued that because this person had no re la t ives or 

fami ly outside of the hospital, we ought to have the funeral not straight 

to the crematorium but in the hospital chapel so that the friends wi th in 

the hospital could come together and share their grief and pray for the 

soul of their friend who had died. This was agreed upon, and in order to 

prepare the chapel, which had been l i t t le used, I went along to my parish 

church with one of the mentally handicapped boys to help me col lect 

some new candles. While I was looking for the candles in the sacristy I 

suddenly realised that this boy was no longer wi th me, and I wondered 

where he had gone. I looked out of the sacristy door into the church and 

I saw him bowing down before the tabernac le where the reserved 

sacrament was and saying "Jesus Christ, Jesus Christ, Jesus Christ". This 

was part icular ly poignant to me because the boy was not noted fo r 

speaking at a l l , though he could i f he wanted to. I began to realise 

something of the depth of their in tu i t ive understanding of things of the 

spirit. 

Meanwhile the local Roman Cathol ic chaplain had begun to make 

time to visit some of the less handicapped people in the hospital who had 

also, since the relaxing of Roman Cathol ic rules, been receiving Holy 

Communion. He invi ted me to come and share in one of his services 

wi th them, and from this point we began to forge a nucleus of people 

who had some idea of what the Sacrament was. A t the same t ime we 

were bringing in volunteers f rom our churches to help us. With this 

nucleus and the added help of lay volunteers f rom the local churches, 

sacramental worship real ly began to ' take o f f ! More and more of the 

severely handicapped people came to worship in this way because they 
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were interested, because they knew the chaplains, because they knew the 

lay volunteers, they wanted to be wi th one another and they seemed to 

inst inct ive ly know that we were united in the spirit with our Lord Jesus 

Christ, and that this was effected actually in Holy Communion. 

But we ment ioned the need for lay help. This was absolutely 

crucial to the development of the work. It was quite impossible to work 

a lone. Interest in the hospital had always been there in our parish 

because the hospital forms part of the parish and a number of people in 

the parish worked in the hospital in various capacit ies. A number of 

women had for years voluntari ly worked in the sweet shop. And those 

who had been in the hospital and knew the people who lived there had a 

great feeling for the hospital. We built on th is , and the f i rs t Christmas 

in the hospital i t was decided to go carol singing to every ward. We 

took seventy volunteers of both sexes and of every age. The e f fec t was 

immediate. People began to ask what they could do to help. And so 

they began to come in and to help with the worship sessions and indeed 

wi th other sessions too. They learnt where people lived in the hospital, 

they went to fetch them, they sat with them and eventually they learnt 

the signs too. The effect upon the church has been far greater than the 

church's e f fec t on the hospital. Some of the young volunteers have 

eventua l l y gone on to work wi th deprived people or indeed wi th the 

mentally handicapped themselves. But f rom these beginnings we needed 

to expand our work and to expand the knowledge and perceptions of the 

mentally handicapped people themselves and also to increase t h e i r 

repertoire of songs and prayers. What we needed to do was in some way 

harness the sort of activity that was going on in sessional therapy to our 

worship, and this is in fact what happened. It was greatly encouraged by 

the fact that the hospital authorities were at that t ime looking for some 

input for the elderly residents of the hospital, something that would give 
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them a pleasurable t ime in the afternoon and also stimulate them and 

help them use their a r th r i t i c l imbs. When I was asked to do this i t 

seemed to present the perfect opportunity for what I eventually called 

'feed-in' sessions but which the hospital called 'musical Makaton'. When 

these sessions began we could sometimes have as many as 100, 120 people 

in the community hall taking part in a session lasting for one hour, and 

which always finished wi th them wanting more. The hour was made up 

of music, Makaton, drama, games and dance. The props used were of 

papier mache mostly and improvised in various other ways too. The 

costumes were simply old curtains with holes in the middle which people 

put over t h e i r heads to change their ident i ty . I t was the perfect 

opportunity to use many of the skills that we had learnt in order to 

expand the religious experience of the handicapped by giving them the 

opportunity to come up against more rel igious m a t e r i a l in s ing ing , 

danc ing , drama, e tc . , a chance to feed in new material that would 

eventually be used in our Sunday worship. 

A typical session would fo l low a pattern something like this. On 

arrival the chapel screen would be opened so that everything happened 

against the background of the altar. And then we would begin with some 

classical music to set the mood and tone during which every one of the 

mentally handicapped people there would be greeted personally by myself 

and volunteers helping me. Once everybody was there we would begin by 

saying "Who would l ike to hold the sun today?" and then someone would 

hold a large papier-mache sun, likewise a moon and many d i f f e r e n t 

coloured stars, and we would sing the song ' I love the sun that shines on 

me1 w i th Makaton signing [ 1 5 ] . They would love to be involved, and 

of ten the most severely handicapped would manage to hold one of the 

props that we had; the enthusiasm is immense. This would be fol lowed 

by one or two other songs l ike 'Everything is beaut i fu l ' [16 ] and then 
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perhaps 'He's got the whole world in his hand'. After the initial sing-song 

and warming up, we might play a game, something like 'Old Maconald had 

a f a r m ' [ 1 7 ] . This would be done wi th pictures of the various animals 

involved with each group having a picture and being taught the sign fo r 

that animal, so that we would gradually extend their repertoire of signs. 

After the game we would go on to the main item, which would be a 

prolonged session perhaps of f i f t e e n minutes which would be the main 

story of the day and would be bible based. So, for example, we might 

take the story of Noah. This would begin by inviting someone to be Mr. 

Noah, who would then come out and put his curtain on and no doubt ask 

for a w i f e , and we might have a fami ly as wel l . Then the enormous 

papier mache ark would be brought out and Mr. Noah would set about 

showing everyone his ark whilst we sing 'Who buil t the ark?'[18] with 

appropriate Makaton signs. This would be fol lowed by an explanation of 

what the ark was for and then we would listen for the thunder and the 

rain and go on to sing the song 'Rain' with the King's S ingers [19] . The 

great advantage of the story of Noah is that i t has a cast of thousands, 

namely all the animals. We have lots of papier mache animals on sticks, 

bui l t in such a way that even the most severely handicapped can hold 

one, or can have i t resting on their laps i f they are in a wheelchair. 

Each animal would be held up. "Who would like an elephant today?" with 

the appropriate Makaton sign. And eventually we would have a great 

wealth of handicapped people, a l l of them being animals, and we would 

walk them into the ark, which would involve going r ight round the ha l l , 

dancing, walking, running, to music like 'One more river to cross'[20]. 

When we eventually get everybody into the ark we decide we have to do 

something to pass the time away while it rains on outside, and we might 

say something like "What does the ark remind you of , f u l l of a l l these 

d i f f e ren t animals? Where would you see these animals?" and the answer 
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would come "At the zoo." "Let's sing a song about the zoo", so we 

might sing 'Daddy's taking us to the zoo tomorrow' [21 ] and we would 

dance the animals to this music. When the music f ina l ly finished we 

would decide that perhaps the rain has now stopped. Can we get the 

animals out of the ark now? We bring them out and take them back to 

our places, and then we would see that the sun is shining but there are 

s t i l l one or two spots of rain giving us a rainbow. Yes, God has sent us 

a rainbow as a sign of his love for us. And so we go on to sing a song 

about the rainbow. I t w i l l be enhanced by the use of what we call 

'wavies 1. These wavies are made out of crepe paper, shredded and 

fastened to the end of a stick so that they look like candy floss, only of 

course in all the colours of the rainbow, and as each colour is held up we 

wou ld ask "What colour is t h i s?" and make the appropriate sign. 

Eventually we would have as many people as wanted to holding wavies of 

d i f f e ren t colours and we would get them to wave their colour during the 

singing of the song 'Red and yellow and pink and green, orange and purple 

and blue, I can sing a rainbow, e t c ' [ 2 2 ] . 

With the end of the story of Noah we then go on to sing a couple 

of other songs. Perhaps we would sing a quiet song like 'The wind in the 

willows' which we have mentioned before in our Sunday worship. We 

might go on to have a march to pipes and the drum playing 'Scotland the 

brave' or some other marching song. But one thing is sure; because of 

the success on one occasion early on in our experience of the song in 

which Goliath is killed in the story of David and Goliath, no matter what 

story we do or what we are doing that day there is always a request that 

we k i l l the giant. The enormous papier mache giant is brought out. He 

is on a huge piece of cardboard, nine feet high, and the feet are marked 

off at the side of the card, 1,2,3,4,5,6,7,8,9, and the song involves a 

chorus of singing 'He was 1,2,3,4,5,6,7,8,9 fee t , 9 feet t a l l ' [ 2 3 ] . This 
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song is so successful that we have to have it every week, otherwise there 

is a near riot. The result is anyway that almost everyone in the hospital 

can now count to nine. Someone, of course, wil l play David and at the 

appropriate moment wi l l make sure that he hits the giant and knocks him 

to the ground. And then we might end up with a dance to rock music 

like 'La Bamba'[24] or something more t radi t ional l ike 'Tie a yellow 

ribbon'[25]. 

These sort of sessions now have gone on for many years and still 

prove highly successful. The age range and the range of severe handicap 

is very great, but al l seem to get something from it and to contribute 

something at the same time. The wealth of experience, the learning of 

new songs, new stories, has of course added greatly to the variety of our 

Sunday worship. At the same time as all this was going on I was invited 

to take assemblies in the local mentally handicapped school, which led to 

even greater possibilities. The sorts of things we do in the sessions just 

described were used again in the school but in a more concentrated and 

simplified manner. With the help of teachers who were prepared to refer 

to what had been done in assemblies and prepare for the coming one, the 

work was ongoing and we were able to develop and perform nat ivi ty plays 

each year which involved the most severely handicapped people. This in 

turn fed new ideas into the things we had been doing in our sessions in 

the hospital and in our worship on Sundays. 

But so far all this act iv i ty had occurred in the hospital or in the 

hospital school. The last thing we want is that mentally handicapped 

people living in hospital should think that the church is confined to the 

hospital. I t was important to involve our people in the church outside of 

the hospital. We tried to organize regular visits to local churches, to 

Ushaw College, to share in worship and other act ivi t ies that went on 

there. In the case of the parish church this proved d i f f i c u l t to some 
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extent because of the lack of room in the church, but we solved this one 

by trying to bring them out in rotat ion to special events where there 

would be a Mass followed by some kind of party. The contribution of the 

handicapped to the worship in the local church has been very g rea t . 

They have helped to break down the inhibitions for which the Anglican 

church in particular is famous. They have given us a greater freedom 

and spontaneity in our worship, but above all else they have given us a 

much greater understanding of how to deal w i t h young c h i l d r e n at 

t radi t ional Eucharistic worship. The love, joy and spontaneity of mentally 

handicapped people in worship, whether in the hospital chapel or in the 

local community has rubbed off . Their refusal or their inability, or both, 

to hide their real feelings has been refreshing and is a constant rebuke to 

most of us who can be more than two-faced. Their reactions are 

immediate and one is l e f t in no doubt as to their real feelings. 

In the face of death they bring new hope and great honesty. I 

remember visiting one mentally handicapped person as she was dying, and 

she said to me " I am fr ightened". We talked about the relationship we 

have with our friends, the relationship we have with Jesus, and that i t is 

because he loves us that he gives us himself in Holy Communion. And so 

she was anointed and received Holy Communion. A f t e r she had received 

the Sacrament she said "Wi l l you sing a song for me?". I t was one of 

the songs we often sang in our worship, 'Q Sacrament most holy 1 [ 2 6 ] . I 

had brought a lay person with me, and we sang i t together and she joined 

in . She then said that she had always promised to teach me a song 

which I did not know, 'Seven l i t t le fishes and five loaves of bread', which 

she then sang through while I wrote it down. She died shortly afterwards. 

In the same way they can teach us how to cope wi th death and 

grief, not to hide our gr ief away but to express i t clearly and openly, 

providing they themselves have been told the t ru th about the death of 
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their f r iends. There has of ten been misguided thinking about how to 

treat mentally handicapped people over the matter of the death of their 

f r iends, just as there has often been misguided thinking about how to deal 

with children in the same circumstances. But not to be honest wi th them 

and t e l l them the truth carefully, gently and simply, is to lead them into 

a situation where they cannot express their gr ief in normal ways. As a 

consequence i t comes out as frustrat ion because they do not know what 

has happened to their f r i end , and this in turn can lead to a l l kinds of 

behavioural problems. But when they are told quite clearly what has 

happened, when they know, when they are allowed to share, to be wi th 

you when you give Communion to the dying and when they are allowed to 

take fu l l part in the funeral, to. share in the Requiem Mass and to see 

the c o f f i n , even to touch i t , and to say "Yes, that's so and so in there, 

but he or she has gone to Jesus, we know that they're wi th Jesus now" 

they can teach us a great deal about how to grieve. They want to join 

in, they want to say their piece, and so when you are preaching at a 

funeral for the mentally handicapped, i t has got to be simple and clear 

and you have got to allow for many interruptions while they t e l l you 

about the person who has died or about the relationship he or she now 

has with Jesus. It is true to say that very often at the crematorium the 

most beaut i fu l funerals have been those of mentally handicapped people 

where, i f we have enough residents of the hospital there, we w i l l sing 

some of our favouri te songs, songs which were also the favourites of the 

person who has died. There wi l l be tears, but there w i l l also be smiles. 

There is sorrow but there is also joy and hope, because they know 

intuitively that "neither death, nor l i fe , nor angels, nor pr incipal i t ies , nor 

powers, nor things present, nor things to come, nor height, nor depth, nor 

anything else in all creation, wi l l be able to separate us f rom the love of 

God in Christ Jesus our Lord". [27] 
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Footnotes 

[1] No.14 in Someone's Singing Lord , Hymns and Songs for Children 
chosen by Beatrice Harrop, A. & C. Black Ltd . , London, 1973. We 
made a tape of th is w i t h the l o c a l school children singing, 
accompanied by their own percussion instruments, recorders, piano, 
etc. 

[2] Adapted from the Peruvian Gloria. 

[3] This is the first line of the chorus, by which we usually refer to 
songs, but the actual song is called 'Look up to the Sky'. It is on 
BBC cassette no. ZCM328 called Sing fo r Joy and is sung by the 
Girl Guides and Scouts Association. 

[4] Sung by the choir of St. Winifred's school on My Very Own Party 
Record, Music for Pleasure MFP50505. 

[5] Made famous by Rod Stewart but this time sung in the James Last 
version. 

[6] The song 'The Lord looked down on the earth and i t made him sad' 
sung by the King's Singers, of which the chorus is 'Rain, Rain'. 

[7] This is a very strong gospel beat version and long since out of 
print as a record. 

[8] 'Wind in the Willows' is the first line of the chorus from the song 
"Bread and Fishes" from the BBC cassette ZCM328, Sing for Joy. 

[9] N o . l in Songs of the Spirit, compiled by Damian Lundy, FSC, Kevin 
Mayhew Ltd . , 1978. 

[10] ib id . No.36. It is possible to improvise verses at will to f i t in with 
the season and the mood for this song, and we do this a l l the year 
round. 

[11] ibid. No.61. 

[12] Under the Eye of the Clock: The l i f e story of Christopher Nolan, 
Weigenfeld & Nicholson, 1987, pp.59,60,61. 

[13] No.15 in Songs of the Spirit (see [9] above). 

[14] Again sung in the American gospel heavy beat version, long since 
out of the print. The same record as [7 ] above. 

[15] No. 12 in Someone's Singing Lord, (see [1 ] above). 

[16] This is the same as footnote [7 ] above. 

[17] 'Old Macdonald' sung by the Storybook Singers ( T r a d i t i o n a l 
arrangement, Love), produced by Norman Newall, 1970, on Twenty 
AU-Time Junior Hits, MMP50488. 

[18] No.44 in Someone's Singing Lord (see [1 ] above). 

[19] The King's Singers version. 
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[20] An American gospel version (see [7 ] above). 

[21] 'Zoo Tomorrow' sung by Paxton, arranged Harmony Music L t d . , 
ABWD Produc t ions , 1970, on Twen ty A l l - T i m e Junior Hi t s , 
MMP50488. 

[22] This can be found on Twenty All-Time Junior Hits, MMP50488, sung 
by Hamilton Chapell-Morris, ABWD Product ions , 1980, and in 
Apusskidu, Songs for Children, A. & C. Black Ltd. , London, 1975. 
No.5. 

[23] This song I came across in the BBC television series Watch in their 
story of David and i t is on the first BBC record of that series. 

[24] As played on Make the Party Last by James Last and his Orchestra 
on Polydor Stereo 2371612B. 

[25] Ibid. 

[26] I have no actual record of where this comes from. I t is a song I 
have used in both of my last parishes and in both cases the tune 
tha t we have used has been wr i t t en by the organist of those 
churches. 

[27] Quotation from Romans viii.38-39. 
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Chapter 6 

CONCLUSIONS 

The sort of thinking described in chapters 3 and 4 and behind the 

activities of chapter 5 is at the heart of the present policy to 'normalise' 

the lives of mentally handicapped people today. The present national 

policy of 'normalisation' or encouraging mentally handicapped people to 

stay in or to move into the community is at its best a real attempt to 

improve the quality of l ife of mentally handicapped people. There is no 

doubt that when i t is done properly i t achieves its aim. Madeleine lived 

in our hospital. Whilst in hospital she was not able to do a lo t f o r 

herself, she would feed herself but not bath herself. She did not speak 

much, nor did she appear to make many friends. She was quiet, r e t i r i ng , 

and appeared to enjoy, in her own quiet way, things like going to the 

church service or to Gateway Club. Because she was quiet and did not 

speak much i t was very easy to forget her presence in a large crowd of 

mentally handicapped people. In a ward of twenty or twen ty- f ive people 

where perhaps there were only two staff on duty, Madeleine was the sort 

of person who could easily be forgotten about because she rarely caused 

any bother. She was obviously under-stimulated. Since she has gone to 

live in the community with foster parents whom she loves greatly she is 

a changed person. She baths herself and washes the bath out after she 

has used i t . She talks a lot more, she feeds the horses, takes the dogs 

for a walk, and quite often initiates things herself. The change is one of 

positive improvement beyond bel ief . But Madeleine is lucky. She has 

good foster parents who would like to adopt her. She wil l be secure in 

her new family, where she calls her foster mother 'Mum', fo r the rest of 

her l i f e . But not every case of rehabilitation into the community is like 

that of Madeleine. 
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A l l hospitals for the mentally handicapped are presently running 

programmes of rehabi l i ta t ion. The purpose of these programmes is to 

educate people in self-help skills so they may be able to live in the 

community either in houses which are s t a f f e d , in the case of very 

dependent people, or in independent small houses which are only visited at 

certain hours a day by care workers in the case of the less dependent. 

One cannot help but fee l that sometimes those who push the policy of 

'normalisation' are doing so for reasons other than the best interests of 

mentally handicapped people. I t has certainly been believed in a number 

of government circles that this policy w i l l save money fo r the National 

Health Service. Then there are those who for altruistic reasons, because 

they believe that this is the best policy, a policy which w i l l bring a new 

Utopia for mentally handicapped people, push the policy in the face of 

facts which obviously contradict their belief. In 1984 the Board fo r 

Social Responsibility of the Church of England produced a pamphlet The 

Local Church and Mentally Handicapped People by Michael Bayley which 

among things pointed out the real danger of exploi tat ion of mentally 

handicapped people who live in group homes or individual f la t s and bed 

s i t t e r s . [ 1 ] In doing so they quoted f rom Social Work and Mental 

Handicap by David Anderson (1982): 

They w i l l pay a price in loneliness and anxiety; some will pay 

a price in hunger and squalor; others in teasing and re jec t ion . 

I t may be worth this to them to have their own front door key 

and freedom to make choices; but they too w i l l be vulnerable 

and hidden, unless someone sounds them out. Again there is 

no problem about how to do this: there is a question about the 

w i l l . These p e o p l e w i l l be l i v i n g on the margins of 

independence and dependence. We know f r o m experience that 

border patrols tend to vanish when pressure builds up elsewhere 
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- when newspapers scream about child abuse, or the juvenile 

crime figures soar; or geriatric wards run short of nurses fo r 

the internal rota . Then the community visitors simply stop 

calling, and the supervision ceases. I t is a l l too easy because 

r e s p o n s i b i l i t y is shared and rarely comes to roost on the 

shoulders of any one person. [2] 

When I raised similar points in an open letter to the local Health 

Author i ty in 1984 there was an ou tc ry f r o m the a d m i n i s t r a t o r s in 

authori ty but an amazing amount of unqualified support from those people 

involved in care of the mentally handicapped in al l areas. They were 

concerned not only because some of their jobs might have been at risk 

but because they fel t many of the specialist skills needed to give a good 

quality of l i f e to the handicapped were being neglected by the way the 

new policy was being pushed forward . I t is amazing how quickly these 

long-stay care insti tutions became the big bad institutions that could do 

nothing r ight . I t almost seemed to be forgot ten that over the past 

twenty years or so they have been gradually and carefully improving the 

qualify of l i f e of the mentally handicapped persons in their care. I t 

seemed very d i f f i c u l t to make anyone in authority listen to any argument 

which said there were some good things in long-stay care inst i tut ions. 

But there were a number of considerable advantages in having large 

groups of mentally handicapped people together in one large ins t i tu t ion . 

There was the obvious advantage of having all medical and paramedical 

services on site and within easy reach of the handicapped. This is not 

only an economic advantage for the Health Service but i t is to the 

advantage of the handicapped themselves. In such inst i tut ions there was 

usually very well organized programmes of entertainment and therapy 

going on all day every day. It would be extremely d i f f i c u l t in the local 

community to f ind anyone who could provide anything like the number of 
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possibi l i t ies for entertainment, s t imulat ion and growth that could be 

provided in many of the programmes in the mental hospitals. Similarly 

we have seen in chapter 5 how it is possible to organize religious services 

for the mentally handicapped wi th in a hospital situation in such a way 

that they get the most from them. The situation would be very d i f f icu l t 

to emulate in the local parish church. 

In her book Face to Face Frances Young says: 

I v iv id ly recall an ar t ic le in Parent 's Voice w r i t t e n by a 

mother whose daughter was being discharged from a hospital 

into the community, expressing her feeling that this was not an 

enlightened and progressive move at a l l . Her daughter had 

thrived in the context of a campus where she could wander 

around in safety, she had thrived in a community large enough 

yet small enough for her to belong and s t i l l have freedom to 

fo rm a wide circ le of acquaintances. Outside the hospital she 

would lose freedom, she would need protect ion, she would be 

restricted in her relationships. [ 3 ] 

The guiding principle for any process of 'normalisation' must be at 

the very least to m a i n t a i n the qua l i ty of l i f e which the mentally 

handicapped person has at the moment within an inst i tu t ion. But i f i t is 

to be really successful, i t ought to improve the quality of l i fe for the 

mentally handicapped person. This wi l l mean that wi th in the community, 

whether the mentally handicapped person is l iving at home wi th his 

parents, or family, or in a hostel or a small home or any other kind of 

community establishment, he w i l l s t i l l need help from all the many and 

varied skilled professionals from whom he received help in the hospital . 

The wide range of these skills and the need for them wil l mean there is 

as great a need as ever to plough money into mentally handicapped health 

and care. When this is coupled wi th the cost of maintaining constant 
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care in small units in the community as against the comparatively low 

cost of such care being maintained in a large ins t i tu t ion , i t w i l l be seen 

t h a t f a r f r o m being a money-saving o p p o r t u n i t y the process of 

'normalisation' , i f i t is done properly, is going to be a very cos t ly 

exercise. Anyone who sees i t as a money-saving exercise is gravely 

mistaken. 

I f such a policy is to be properly implemented, i t will also need a 

great deal of time and money spent upon education. We have seen that 

most hospi ta ls have education programmes of rehabi l i ta t ion fo r the 

mentally handicapped people themselves, but there is also a serious need 

for a community education programme. As has been demonstrated in 

Chapters 2 and 4 of this thesis, there is a great deal of deep-seated 

prejudice against mentally handicapped people in our society. If this had 

been taken seriously, then we would have seen a properly co-ordinated 

education programme working both nationally and locally to break down 

this prejudice and educate the public about mental handicap. So far we 

have not seen this. Nor is i t sufficient for Local Authorities to point to 

the homes they have opened as proof that there is no such prejudice. I t 

is s ignificant that many attempts to open homes in nice residential areas 

have met with wholesale opposition from local resident groups. There is 

therefore a danger that homes w i l l only be opened in areas where the 

local people are not sufficiently organized or ar t iculate to object to the 

presence of yet another deprived group within their midst. Nor is there 

any guarantee that there wi l l be any greater understanding of handicap 

and its related problems within the local church. In her article 'Mentally 

Handicapped People in the Community, A Challenge for the Churches', 

Joan Bicknell quotes a lady in the vicarage discussion group who, on 

referring to a ward for profoundly handicapped children said "This is an 

a f f r o n t to God, these rows of 'cabbages' ought not to be allowed to 
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exist ." [ 4 ] The need to educate the church, then, is every bit as great 

as t ha t to educate the rest of the c o m m u n i t y . Whi ls t such an 

educational policy must include some explanation of the causes of mental 

handicap and what one may expect from mentally handicapped people, i t 

must also encourage the church and the community to ask the question 

'Why do we need menntally handicapped people? 1. Frances Young, the 

mother of a mentally and physically handicapped child, expressed her own 

amazement when her doctor told her "Society needs handicap". [5 ] I t 

took her a good deal of re f lec t ion upon this question to realise that a 

society that only recognises achievers needs to be reminded of the need 

for dependence in relationships with others. We are already familiar with 

this point becuase i t was made so clearly by Stanley Hauerwas in chapter 

4 of this thesis. There is no excuse for the church of the suffering 

Messiah to be blind to this t r u th . I t ought to be at the f o r e f r o n t , 

proclaiming this truth to the rest of the community. Joanna Ryan in her 

book The Poli t ics of Mental Handicap, referr ing to the work of Jean 

Vanier and Thomas Weihs and their experience of l iving in community 

with mentally handicapped people says that we need to 

see what mentally handicapped people reveal about ourselves 

and the kind of society we live in . I t is not just f a n c i f u l 

romanticisation to claim that mentally handicapped people can 

be an inspiration to others, an indictment of the inhuman 

values of the rest of the world, a reminder of the buried and 

more vulnerable parts of ourselves. These perceptions are of 

decisive importance in allowing us to value them, in finding 

some common humanity. [6 ] 

To be successful, such a community education programme will not 

only have made us aware that we need the mentally handicapped, indeed 

that we have much to learn f r o m them, but it wil l also have taught us 
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that i t is only by exercising great tolerance, patience and understanding, 

that we wil l be able to develop the relationships wi th them which w i l l 

enable them to o f fe r us their g i f t s . This is the relationship which is 

vital because once this is formed we w i l l see how much they have to 

o f f e r us as a church and as a community, as we have already seen in 

chapter 4. As our relationship with them develops, we wil l be allowed to 

break through our over-sophistication, bringing spontaneous joy, expressive 

love and the ability to face reality. The cost to us as a community and 

a church w i l l be great, not only in terms of finance but in terms of time 

and commitment as we l l . Those of us who have already experienced 

these relationships wi th mentally handicapped people wil l know that such 

money, such time, and such commitment , fa r f r o m being wasted, reaps 

rewards beyond our wildest dreams, as they develop a potential richer 

than we could have imagined. And as we watch them develop t h e i r 

potent ia l we w i l l become aware that we are more relaxed, released from 

many of our inhibitions, seeing sides of ourselves which we had either 

forgotten or of which we were scarcely aware. 

Perhaps the best way to sum up the conclusions of this thesis is to 

refer to an ar t ic le wr i t t en by Hazel West in The Guardian newspaper of 

19 December 1985. The article appears beside a large photograph of a 

smil ing, charming g i r l wi th Down's syndrome. In the article Mrs. West 

describes the atmosphere in the shopping precinct at Christmastime. I t 

was cold and the place was f u l l of shoppers who were tired and weary, 

wi th heavy bags. In t h e i r mids t was a busker p l ay ing 'Hey, M r . 

Tambourine Man', a j o y f u l song, and many of the weary shoppers paused 

for a while to stand in a circle and listen to him. Suddenly a slight g i r l 

ran into the midst, and raising her hands above her head, with a roar of 

excitement began to dance. This was Hazel's 22 year old daughter Lucy, 

who suffers from Down's syndrome. 
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She danced f r o m sheer joy t ha t sprang spontaneously in 

response to the music, swaying her body, waving her arms, 

tapping and stepping, twist ing her head now this way, now 

that, before the silent crowd. Soon she became conscious of 

her audience, and wi th another excited roar and a laughing 

command which might have been 'Come on 1, she approached 

people in the circle with both hands outstretched. 

None was quite bold enough to join her in the cent re , but 

some surprised by her abandoned jub i l i t a t ion and touched by 

her trusting invitation, smiled, took her prof fered hand for a 

f e w moments and swayed wi th her unt i l she moved on to 

others around the circle. 

As the tambour ine man played on, she began to sing, not 

words, but in a jumble of nonsense syllables in rhythm, i f not 

in tune, to the music. One or two of the crowd frowned and 

moved away at her approach but undaunted she moved on and 

round, accepting any f r iendly response, and then moving back 

to the centre to continue her own dance. 

Hazel West continued by describing her own confused emotions as 

she watched her daughter. "Confused by both gui l t and pride, I hung at 

the back of the crowd, and looked round to gauge the response - and yes, 

I confess i t , to see if anyone might recognise me". 

She continued the ar t ic le by explaining the reason for her guilt. It 

was because she knew the new policy of professionals concerned wi th 

mental handicap. This was that mentally handicapped people must be 

trained to behave as other people behave, and because ordinary people do 

not suddenly dance in the street, then neither should Lucy. But though 

she knew this, Hazel could not stop her daughter from expressing her own 

j o y by dancing . The f a c t t ha t she was in some undef ined and 
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unchannelled way communicating something to all those jaded shoppers 

that were watching her raised a question. Perhaps the sheer jubilation 

she conveyed was meaningful, infectious, even important in the fractious 

and for some depressing time in which we live. She was reminding many 

of us of the joy we neglect to register and express in our own lives. So, 

the article goes on: 

Perhaps there is, after all , a special purpose to the lives of 

these people with Down's syndrome, who have so many qualities 

of character and personality. Often they are without guile or 

aggression; most are amiable, friendly, warm and consoling, 

with a tremendous sense of fun. Laughter and loving are 

instincts innate within them. To claim that they are 'ordinary' 

and 'just like anyone else 1 or must be made to become so, is 

to belittle them, to disregard the very positive qualities of 

their nature. 

Are the new philosophies and policies in danger of doing that? 

Intensive training programmes to teach socially acceptable 

behaviour can, if pushed too far, result in the supression of 

spontaneous expression, the negation of personality. The 

discouragement of activities which lack interest for 'ordinary' 

people can limit, rather than extend horizons. 

When we need aversion therapy, behaviour modification 

techniques, and now even plastic surgery to fit them into the 

mould of the 'norm', we demonstrate our own failings not theirs. 

Strange that we should so little value the traits of people like 

Lucy, for it is generally the extreme personalities whom we 

find most interesting and valuable - the talented, the 

eccentric, the genius, the clown. Perhaps they reflect facets 

of ourselves which are hidden, under-developed, undernourished. 
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If that is so, then there is so much that we can learn from 

Lucy. Secretly I confess it, I am proud to be her mother. 

Lucy cannot talk at all and understands little verbal language 

but her every smile and action communicates a clear message: 

love me as I am - not for what you hope to turn me into. 

Respect me as I am - I merit your respect. [7] 
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APPENDIX 1 

D.O.B.:- Ig • q 7S 

EARLY DEVELOPMENT 

PROGRESS PROFILE 

DATE 

1. INITIAL COMPLETION 

2. FIRST REVIEW 

3. SECOND REVIEW 

4. THIRD REVIEW 

5. FOURTH REVIEW 

6. FIFTH REVIEW 



PROGRESS PROFILES 
Two Progress P r o f i l e s have been developed i n an attempt to i d e n t i f y the 

s k i l l s found i n children with severe learning d i f f i c u l t i e s , with the aim of 
encompassing those areas of development which other guides e.g. Portage Guide to 
E a r l y Education (Shearer and Shearer; 1972: Bluma et a l 1976), Isnd not to 
cover i n s u f f i c i e n t d e t a i l . 

The E a r l y Development Progress P r o f i l e , a modification of that by 
Cunningham and Sloper (1978), covers those s k i l l s found i n children with 
developmental l e v e l s s i m i l a r to normal ch i l d r e n up to 2 years of age and has a 
more d e t a i l e d breakdown of s k i l l s into small steps than does i t s partner - the 
Progress P r o f i l e - which covers the next stages of development toward 
independence. 

The E.D.P.P. may also be used with preschool handicapped children and those 
of school age who are profoundly or multiply handicapped. 

The Progress P r o f i l e s may u s e f u l l y f u l f i l various r o l e s : -

( i ) They w i l l act as a reasonably quick but thorough 
recording device for keeping a check on progress of i n d i v i d u a l 
children i n d i f f e r e n t areas of development. 

( i i ) They w i l l provide a cumulative record of children's 
development generally throughout t h e i r school careers. 

( i i i ) They can provide ind i c a t i o n s for next steps i n 
development and therefore suggestions of a c t i v i t i e s for more d e t a i l e d 
attention i n s p e c i f i c teaching programmes. 

Within t h i s framework there i s provision for an i n i t i a l assessment of 
s k i l l s and for f i v e subsequent reviews of progress. Each assessment need not be 
an a l l or none, achieved (/) or not achieved (X), but may incorporate an 
"emerging s k i l l " category (S) which s i g n i f i e s that the s k i l l may be evident 
occasionally but not consistently or that i t has not been consolidated. 
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GROSS MOTOR 

1. When he i s l y i n g on h i s back, put your hands 
against h i s feet. Tick i f he pushes against your 
hands. 

2. Hold him i n a s i t t i n g p o s i t i o n . Tick i f he holds 
h i s head up momentarily. 

3. L i e him on h i s front. Tick i f he makes crawling 
movements with h i s arms and legs. 

4. L i e him on h i s back. Tick i f he can r o l l part way 
to the s i d e . 

5. Hold him i n standing p o s i t i o n , press the sole of 
h i s foot against a hard surface. Tick i f he makes 
l i t t l e * walking movements. 

6. Hold him i n a standing p o s i t i o n . Tick i f he 
extends h i s legs as i f to support himself. 

7. When he i s lying on h i s back, awake and a l e r t , 
touch and t i c k l e him. Tick i f he makes large 
je r k y movements of h i s arms and legs. 

8. L i e him on h i s front. Tick i f he r a i s e s h i s chin 
o f f the mattress a few times. 

9. Hold him i n a s i t t i n g p o sition. Tick i f he holds 
h i s head up a few times. 

10. Hold him up against your sholder and, without 
supporting h i s head, observe how long he can hold 
h i s head up. Tick i f i t i s about 15 seconds. 

11. L i e him on h i s front. Tick i f he can r o l l part 
way to the side. 

12. L i e him across your knees on h i s front so that h i s 
head i s not supported. Tick i f he can bring h i s 
head up. 

13. Hold him i n a s i t t i n g p o sition without supporting 
h i s head. Tick i f he can hold i t e r e c t for most 
of the time, although i t i s unsteady and makes a 
bobbing movement. 

14. P u l l him to s i t by h i s hands. Tick i f he i s 
beginning to use h i s neck mucles to bring h i s 
head up. There w i l l s t i l l be some lag. 

15. L i e him across your knees on h i s back without 
support for h i s head. Tick i f he can bring h i s 
head up nearly i n l i n e with h i s body. 

16. L i e him on h i s back. Tick i f he waves h i s arms 
and can bring h i s hands from h i s side into h i s 
middle over h i s chest and chin. 
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GROSS MOTOR 

17. T i c k i f he also kicks vigorously with h i s legs, 
u s u a l l y a l t e r n a t i n g and oc c a s i o n a l l y together. 

18. Bold him against your shoulder without support for 
h i s head. Tick i f he can hold h i s head steady 
when you sway him from side to s i d e . 

19. Hold him i n a standing p o s i t i o n . Tick i f he can 
take a l i t t l e weight on h i s legs b r i e f l y . He then 
sags a t the knees. 

20. Place him lying on h i s s i d e , and observe i f he can 
r o l l on to h i s back. Do not t i c k i f he j u s t flops 
back by accident. 

21. L i e him on h i s front. Tick i f he can r a i s e h i s 
chest o f f the floor or mattress on h i s elbows, 
forearms or hands. ... <"{ ' -••!•.. 

u . .dLr ,• c ' - _ = -
22. Hold him i n a s i t t i n g p o s i t i o n . Tick i f he can 

hold h i s head steady with a s t r a i g h t back (except 
i n the lower part) for a minute or two. 

23. P u l l him to s i t by h i s hands. Tick i f h i s head 
only lags s l i g h t l y behind. 

24. L i e him on h i s back. Tick i f he can l i f t h i s head 
s l i g h t l y o f f the mattress. Su*Ao£*-f i - . i t cJPC-

25. L i e him on h i s back. Tick i f h i s head i s now not 
turned to the side but kept mainly i n the middle. 

26. L i e him on h i s back, lean over and put your hands 
around him ready to l i f t him. Tick i f he tenses 
h i s body ready to be l i f t e d . 

27. T i c k i f he can r o l l from h i s back to h i s side. 

28. T i c k i f he can s i t propped up i n h i s ch a i r for 10 
minutes. 

29. T i c k i f he can s i t with only s l i g h t support, your 
hand supporting the lower part of h i s back but not 
a l l h i s back. X 

30. Hold him i n a s i t t i n g p o s i t i o n . Tick i f h i s back 
i s s t r a i g h t and firm and h i s head steady, although 
h i s head may wobble when he i s shaken. 

31. P u l l him to a s i t t i n g p o s i t i o n by h i s hands. Tick 
i f h i s head does not lag behind h i s body. 

32. L i e him on h i s back. Tick i f he can l i f t h i s head 
and shoulders o ff the mattress. 



GROSS MOTOR 

33. Hold him upright, then sway him back and forward, 
l e f t and r i g h t . Tick i f he can now balance h i s 
head and hold i t steady. 

34. Hold him i n a standing p o s i t i o n . Tick i f he can 
bear most of h i s weight on h i s legs. 

35. Tick i f he can r o l l from side to side. 

36. When l y i n g on h i s front, can he r a i s e h i s head and 
uppx/ chest and support h i s weight on h i s forearms or 

the palms of h i s hands? *° pLorof L<nl*£. C»<_ev.<. 11 - 5 
37. When s i t t i n g i n h i s c h a i r , i s h i s body now 

s t r a i g h t , not bent over? 

38. S i t him on floor and spread h i s legs apart. 
Talk to him and capture h i s attention. 
Then rele a s e hold and t i c k i f he s i t s for a moment 
without support. 

39. Can he s i t propped up i n h i s c h a i r for 30 minutes? 

40. L i e him on h i s front. Tick i f he pushes h i s chest 
and upper part of h i s abdomen off the floor and 
takes h i s weight on h i s hands, not h i s forearms. 

41. Tick i f he can r o l l from back to front and front 
to back. 

42. When l y i n g on h i s back, does he st r e t c h out h i s 
arms to be picked up when you bend over him to 
l i f t him? 

43. L i e him on h i s back. Tick i f he can p u l l himself 
up to s i t by holding on to your thumbs. Be 
c a r e f u l not to p u l l him up. 

44. Tick i f he s i t s without support for one minute or 
more. 

45. Hold him i n a standing p o s i t i o n on a hard surface. 
Tick i f he takes h i s weight on h i s feet and 
bounces up and down a c t i v e l y . 

46. Hold him i n a standing p o s i t i o n . Tick i f he moves 
h i s f e e t i n stepping movements. 

47. L i e him on h i s front. Tick i f he draws h i s knees 
up i n t o a crawling p o s i t i o n . 

48. L i e him on h i s front. Tick i f he can turn h i s 
body round for a toy behind him. ' 

49. Hold him i n a standing p o s i t i o n . Tick i f he can 
stay i n that position for a few seconds, holding 
on to your hands only. 
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GROSS MOTOR 

50. Tick i f he i s able to get into a crawling 
p o s i t i o n , on h i s hands and knees ( i n trying to 
crawl, he may go backwards). 

51. Tick i f he can s i t s t e a d i l y without support f or 10 
minutes or more, lean forward to reach something 
and then straighten himself without f a l l i n g over. 

52. Tick i f he can p u l l himself up to a standing 
p o s i t i o n holding on to your thumbs, but without 
any further help from you. (He must do the 
p u l l i n g h i m s e l f ) . 

53. Tick i f he moves around by r o l l i n g . 

54. Tick i f he s i t s alone s t e a d i l y for long periods. 

55. L i e him down. Tick i f he can p u l l himself up to 
s i t . 

56. L i e him on h i s front. Tick i f he can rock or 
pivot around, scoot backwards and turn round when 
he i s l e f t on the f l o o r . 

57. Tick i f he crawls by p u l l i n g himself forward with 
h i s hands. 

58. Tick i f he s i t s and s h u f f l e s forward or sideways. 

59. Tick i f he can go over on to h i s front from a 
s i t t i n g p o s i t i o n , and back up again. 

60. Tick i f he can p u l l himself to a standing position 
by using the fu r n i t u r e . 

61. When he i s standing holding on to furniture, t i c k 
i f he can l i f t one foot and put i t down again. 

62. Tick i f he can turn himself round when s i t t i n g on 
the f l o o r . 

63. Tick i f he gets around by: 

(a) creeping or crawling: now crawls on 
hands and knees or hands and feet 

(b) s i t t i n g and hitching (bottom shuffling) 

64. Tick i f he can walk with both hands held. 

65. Tick i f he moves sideways, standing holding on to 
furn i t u r e . 

66. Tick i f he can stand alone without support f or one 
minute or more. 
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GROSS MOTOR 

67. When he i s standing, t i c k i f he lowers himself 
to s i t instead of flopping. 

68. Tick i f he r i s e s to s i t t i n g position from l y i n g 
down without p u l l i n g himself up on anything. 

69. Tick i f he walks with one hand held. 

70. Tick i f he walks on hands and feet l i k e a bear. 

71. Tick i f he takes three or more steps without 
support. 

72. Tick i f he climbs on to a low ledge or step. 

73. Tick i f he walks without help - several steps. 

74. Tick i f he can stand up without having to p u l l 
himself up - when ly i n g down he f i r s t r o l l s on 
to h i s front then gets up. 

75. Tick i f he kneels on the flo o r , without 
support. 

76. Tick i f he walks sideways several steps when 
p u l l i n g a toy. 

77. Tick i f he creeps up s t a i r s on hands and knees. 

78. When he i s walking, t i c k i f he can s t a r t o f f and 
stop himself. 

79. Tick i f he walks backwards several steps p u l l i n g 
a toy. 

80. Tick i f he walks around carrying a d o l l or b a l l . 

81. Tick i f he begins to be able to jump with both 
feet o f f the floor. 

82. Tick i f he s i t s down himself on a small c h a i r . 

83. Tick i f he creeps backwards down s t a i r s or 
occ a s i o n a l l y bumps down a few steps on buttocks -
facing forward. 

84. Tick i f he walks up s t a i r s with one hand held or 
gets up and down s t a i r s holding r a i l (no h e l p ) . 

85. Tick i f he walks f a s t ; at t h i s stage he runs 
s t i f f l y , eyes fixed on the ground 1-2 yards ahead, 
and cannot continue round obstacles. 

86. Tick i f he walks w e l l with feet only s l i g h t l y apart, 
s t a r t s and stops s a f e l y . 

1 2 3 4 5 6 

y X 

K 

>: >c 
>• 

y 

X y • 

y 

X 

K X 

V < 

x 
X 

V 

V " X 
> 

V 

y X 

y" 

V 
/ - >< 



- 6 -

GROSS MOTOR 

87. Tick i f he seldom f a l l s when walking. 

88. Tick i f he stands on one foot while holding your 
hand (he usually does t h i s f i r s t when getting 
dressed or undressed). 

89. Tick i f he stoops and picks up a toy from the 
fl o o r without f a l l i n g . 

90. Put a large b a l l on the f l o o r and show him how to 
ki c k i t . Observe i f he can kick i t himself without 
f a l l i n g , a f t e r your demonstration. 

91. Tick i f he can throw a b a l l to you when you ask 
him. 

92. Tick i f he gets down from an adult-sized c h a i r 
without help. 

93. Tick i f he can stand on one leg b r i e f l y without 
holding on. 

94. Tick i f he ki c k s a large b a l l without a 
demonstration. 

95. Tick i f he can jump off a low step - both feet 
together. 

96. Tick i f he walks up and down s t a i r s e a s i l y (may 
use r a i l ) , and can be trusted on s t a i r s alone. 

97. Tick i f he runs w e l l without f a l l i n g , stops and 
s t a r t s e a s i l y and avoids obstacles. 

98. Tick i f he can squat to r e s t or play with 
something on the ground, then get up without using 
h i s hands to help. 
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FINE MOTOR 

1. Place a r a t t l e i n h i s hand - t i c k i f h i s hand 
clenches on contact with the r a t t l e , even i f he 
drops i t immediately. 

2. His hands are usually closed, but i f they are 
opened, t i c k i f he w i l l grasp your finger when you 
touch h i s palm. 

3. Tick i f he holds on to a r a t t l e for a few seconds 
a f t e r i t i s placed i n h i s hand. 

4. Tick i f he i s beginning to clasp and unclasp h i s 
hands a t the same time. 

5. Tick i f he holds a ring or cube when i t i s placed 
i n h i s ' hand. 

6. Tick i f h i s hands now remain open for about h a l f 
the time. 

7. Place a one-inch cube i n h i s hand. Tick i f he 
holds i t using h i s fingers against the palm of 
h i s hand (not yet using h i s thumb). 

8. When he i s holding an object, t i c k i f he r e s i s t s 
when you t r y to take i t away. v^-l-Cx* 

9. Hold a r a t t l e or ring against h i s hand. 
Tick i f he i s now able to grasp i t v o l u n t a r i l y . 

10. Tick i s he grasps a one-inch cube using h i s thumb 
as w e l l as h i s fingers to hold i t . 

11. When he i s holding a r a t t l e or other object 
observe i f he turns h i s w r i s t when he i s moving 
the object. I f he does, t i c k t h i s item. 

12. When he i s s i t t i n g on your knee, or i n h i s c h a i r , 
at the t a b l e , place a small object the s i z e of a 
currant i n front of him on the table. I f he 
reaches f o r the object, rakes the table with h i s 
whole hand and contacts the object, t i c k t h i s 
item. 

13. Tick i f he can grasp a one-inch cube using h i s 
thumb against h i s forefingers. 

14. Tick i f he can pick up an object the s i z e of a 
currant or a piece of s t r i n g . (Does not need to 
be a neat pincer of finger and thumb). 

15. Tick i f he can release a toy against a firm 
surface. (He cannot yet drop i t v o l u n t a r i l y ) . 

16. T ick i f he quickly picks up an object the s i z e of 
a currant, using thumb and fingers. 
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FINE MOTOR 

17. Tick i f he picks up an object the s i z e of a 
currant using h i s thumb and forefingers only. 

18. Tick i s he can r o l l a b a l l to you. 

19. T i c k i f he throws objects instead of dropping 
them. 

20. Tick i f he can grasp two cubes i n one hand. 

21. Tick i f he picks up crumbs quite s k i l f u l l y . 

22. Tick i f he t r i e s to turn doorknobs. 

23. Show him how you put your middle finger against 
your thumb, and ask him to do t h i s . See i f 
he can imitate you. 

24. Show him how to put your l i t t l e finger against 
your thumb and ask him to do t h i s . See i f he can 
imitate you. 

25. Cross your feet and ask him to do the same. 
See i f he can imitate you. 
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ADAPTIVE BEHAVIOUR 

1. Tick i f he turns h i s head to the same side when 
h i s cheek i s touched. 

2. Place a cl o t h over h i s face when he i s lying on 
h i s back - see i f he rea c t s to t h i s i n any way, 
e i t h e r by making more or l e s s movement than 
before. Tick t h i s item i f you see any reaction. 

VISUAL DISCRIMINATION 

1. When he i s lying on h i s back, dangle a ring or 
r a t t l e over him about 6-8 inches from h i s eyes. 
Tick i f he w i l l look a t i t only when i t 
comes into h i s l i n e of v i s i o n . (Dangle the object 
on a piece of s t r i n g ) . 

2. Tick i f he looks at your face when you bend over 
him and h i s a c t i v i t y lessens. 

3. See i f h i s eyes follow you when you walk back 
and forth within easy view. Tick i f they do so. 

4. Move the dangling ring very slowly back and forth 
from h i s chest to h i s forehead several times, 
about 6-8 inches above him. Tick t h i s item i f 
h i s eyes follow i t s e v e r a l times. 

5. Move the dangling ring very slowly i n a c i r c l e 
about 12 inches diameter above h i s eyes. Tick 
t h i s item i f he follows the movement i n both 
the upper and lower halves of the c i r c l e even 
though h i s eyes may not follow i t continuously. 

6. Tick i f he turns h i s head f r e e l y to look at the 
surroundings, e i t h e r when being car r i e d or when 
lyi n g on h i s back. 

7. When he i s lying on h i s back, prop h i s head at 
each side with pillows so that h i s face i s held 
upward. Lean over him to a t t r a c t h i s gaze upward, 
then slowly move the ring from the side of h i s 
v i s i o n to the centre, f i r s t on one side then on 
the other about 12 inches from h i s eyes. Tick 
t h i s item i f he turns h i s eyes to the side to look 
at the ring as i t moves inwards. Jf- VdLe~e> 

8. Try t h i s item with a fri e n d whom your c h i l d does 
not know w e l l . Ask the frie n d to gain h i s 
attention, then step aside. You should then bend 
over him and t a l k to him. Tick t h i s item i f he 
shows, by any change of expression, that he 
recognises you. 
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9. As he i s lyin g on h i s back, hold a long p e n c i l by 
one end so that i t i s about 6-8 inches from h i s 
eyes and i n l i n e with h i s body from head to chest. 
Move i t slowly back and forth, and t i c k t h i s item 
i f h i s eyes follow the p e n c i l through more than 
one movement. 

10. S i t a t a table with him on your lap. P u l l an 
object slowly across the table top ( i t i s e a s i e s t 
to do t h i s i f the object i s attached to a piece of 
s t r i n g , so that you can be sure he i s watching the 
object and not your hand). Tick t h i s item i f he 
follows the movement of the object by turning h i s 
head. 

11. Place a piece of paper over h i s face when he i s 
lyi n g on h i s back. Tick t h i s item i f he reacts 
by viggrotfsly turning h i s head. 

12. Tick i f he i s now very a l e r t v i s u a l l y , and 
p a r t i c u l a r l y preoccupied by nearby human faces. 

13. When he i s lying on h i s back, prop h i s head at 
each side so that i t i s i n a cen t r a l position, 
being c a r e f u l not to block h i s ears. Hold a b e l l 
i n one hand and a r a t t l e i n the other about 8 
inches apart i n front of him. Gently shake one, 
then the other, to make a sof t sound. Continue to 
do t h i s a few times, leaving about 5 seconds 
between shakes for h i s eyes to move from one 
object to the other. Tick t h i s item i f h i s eyes 
move back and forth between the b e l l and r a t t l e a t 
l e a s t 3 times i n response to the sound of each. 

14. Tick i f he often watches movements of h i s own 
hands. { l-I-t.pe.ci ti. i r r ' < 1 < r" - i-V.t ' ^ ' 

15. Tick i f he glances at a toy i n h i s hand. 

16. Tick i f he can fix" h i s eyes on an object about 
2 - 6 f e e t away from him. 

17. When he i s s i t t i n g on your lap at the table, or i n 
h i s c h a i r with the table i n front of him, place a 
one-inch cube on the table d i r e c t l y i n front of 
him. Note whether he c l e a r l y and d i r e c t l y looks 
at the cube. Tick i f he does so. 

18. When he cannot see you approach, touch him from 
behind and note whether he turns h i s head. 
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19. When he i s s i t t i n g i n h i s c h a i r or on your lap, 
hold a spoon v e r t i c a l l y by the t i p of the handle 
so that i t i s about 2 feet from h i s eyes. Then 
move i t slowly around to h i s side, and return to 
the other side across h i s l i n e of v i s i o n , s e v e r a l 
times. Tick i f he turns h i s head to follow the 
spoon to each side. 

20. Tick i f he watches a c t i v i t i e s of adults, c h i l d r e n 
and animals within 10 - 15 feet with eager 
i n t e r e s t for several seconds a t a time. 

21. Tick i f out of doors he watches movements of 
people, animals, c a r s , e t c . , with prolonged, 
intent regard. 

22. Using your formboard, show him how to put a round 
d i s c i n a round hole. Give him the d i s c - t i c k i f 
he puts i t i n the correct hole. 

23. Place formboard i n front of him and give him a 
round block. Tick i f he places i t c o r r e c t l y 
without a demonstration. 

24. Tick i f he follows with h i s eyes the path of a 
cube or small toy swept vigorously from the table. 

25. Put the formboard with a c i r c l e , square and 
t r i a n g l e i n front of him with the blocks i n 
pos i t i o n . Take them out and place them between 
him and the board, so that each block i s opposite 
i t s own hole. T e l l him to put them i n . Tick i f 
he places a block c o r r e c t l y . 

26. Tick i f he points to distant i n t e r e s t i n g objects 
out of doors. 

27. R o l l a small b a l l the s i z e of a golf b a l l across 
the room at 12 - 15 feet away from him making sure 
that you have h i s attention on the b a l l f i r s t . 
Tick t h i s item i f he watches the b a l l as i t r o l l s , 
and follows i t with h i s eyes. 

28. Three hole formboard. Tick i f he places a l l the 
shapes c o r r e c t l y . 

TOUCH 

1. When touched or pinched, t i c k i f he looks a t the 
part touched. AuXtHr 

GESTURE 

1. Tick i f he points with f i r s t finger. 
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MANIPULATION 

1. Tick i f he fingers one hand with the other when he 
i s l y i n g q u i e t l y . 

2. Place the ring i n h i s hand. Tick i f he waves i t 
about or performs any other manipulation with i t . 

3. Tick i f he now f e e l s objects d e l i b e r a t e l y with h i s 
hands. 

4. Tick i f he plays with a r a t t l e , placed i n h i s 
hand, for long periods (more than one minute). He 
cannot yet pick i t up i f i t drops. 

5. Tick i f he l i k e s to crumple paper. 

6. Tick i f he l i k e s to bang objects on a hard 
surface. 

7. Tick i f he plays with s t r i n g - picks i t up, chews 
i t , manipulates i t . 

8. Tick i f he can tr a n s f e r an object from one hand to 
the other. 

9. Tick i f he pokes fingers i n small holes. 

10. Tick i f he pokes objects with forefingers. 

11. Tick i f he uses both hands f r e e l y , though he may 
show preference for one. 

12. Tick i f he now shows a de f i n i t e preference for one 
hand rather than the other - observe which hand he 
uses most often to grasp when you offer objects to 
him. 

13. Tick i f he holds two cubes i n one hand. 

14. Tick i f he can hold two cubes i n each hand a t the 
same time. 

15. Tick i f he can turn a doorknob or unscrew a l i d . 
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REACHING AND GRASPING 

1. When he i s s i t t i n g or propped i n h i s c h a i r , dangle 
the r i n g within easy reach. Tick t h i s item i f he 
reaches i n the dir e c t i o n of the rin g . X x 

2. Tick t h i s item i f he grasps the dangling r i n g . A V 

3. Tick i f when holding the ring he takes i t to h i s 
mouth. 'y 

Tick i f when holding the ring he takes i t to h i s 
mouth. 

4. Tick i f he can get hold of a r a t t l e placed on h i s 
chest. 

5. Tick i f he reaches and touches a toy placed on the 
table top i n front of him. > 

6. Tick i f he reaches and picks up a cube. X .'-

7. Place one cube i n each of h i s hands. Tick t h i s 
item i f he grasps both cubes and holds them for 3 
seconds or more. w 

8. Tick i f he reaches p e r s i s t e n t l y for a cube or toy 
j u s t out of reach. > 

9. Tick i f he can pick up a cube from the table top 
i n front of him, neatly and d i r e c t l y . -, 

10. Tick i f he grasps a dangling ri n g and p u l l s i t 
down against r e s i s t a n c e . X . 

11. Tick i f he clutches at a dangling ring held above 
h i s l i n e of v i s i o n . >-

12. Tick i f he reaches for an object with both hands 
and grasps i t with the nearer hand. 

>; 

13. Or-
Tick i f he reaches with one hand for an object. ' K : 

14. Tick i f he secures a key or a peg with the same 
hand f i v e times out of s i x - shows hand 
preference. 

\ ' 

15. When he i s s i t t i n g i n h i s c h a i r , cover h i s face 
with a cloth . Tick i f he removes the cl o t h with 
h i s hand. 

X 

16. Tick i f he can grasp a thin object e.g. a p e n c i l . -y y 
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ATTENTION SPAN 

1. When he i s holding a cube, place a second one on 
the table within easy reach. Tick i f he reaches 
for the second cube, even i f he does not grasp i t . 

2. When he i s holding two cubes, place a t h i r d cube 
i n front of him. Tick t h i s item i f he looks at 
the t h i r d cube immediately, although he may drop 
the others at t h i s stage. 

3. Tick i f , when he i s holding the ring, he 
manipulates i t and looks a t i t . 

4. Tick i f he looks immediately at i n t e r e s t i n g small 
objects within 6 - 1 2 inches and stretches h i s 
hands to grasp. 

5. Tick i f he maintains h i s hold on two cubes when a 
t h i r d i s presented to him. 

6. When he i s holding two cubes, o f f e r him a t h i r d . 
Tick t h i s item i f he gets hold of the t h i r d cube 
as w e l l as the other two. 

7. Demonstrate putting a cube into a cup. Tick i f he 
puts three or more cubes into the cup. You may 
need to bring h i s attention to each cube i n turn. 

8. As above. Tick i f he puts nine cubes i n the cup. 
You may bring attention to cubes once or twice but 
not for each cube. 

9. Tick i f he stands or s i t s at windows and watches 
events outside i n t e n t l y for s e v e r a l minutes. 

10. Using the pegboard, having placed and removed a l l 
pegs, ask him to put them i n . Tick only i f he 
puts a l l the pegs i n the pegboard without your 
having to urge him on. 

11. Put ten cubes on the table. Place four i n a row, 
saying: "Look how I make a t r a i n .... et c . " . Push 
the t r a i n across the table making sui t a b l e t r a i n 
noises. Give him the other cubes and say: "You 
make one, make a t r a i n ..." Tick i f he puts a t 
l e a s t three cubes i n a row and pushes them. 
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PERMANENCE OF OBJECTS 

1. When he drops a toy and i t lands n o i s i l y , t i c k i f 
he begins to look to see where i t has gone. 

2. Tick i f he can pick up a cube that he has dropped 
on the ta b l e . 

3. Tick i f he looks for a dropped toy when i t i s 
d e f i n i t e l y dropped from table to floor. 

4. Place a favourite toy on the table and h a l f cover 
i t with a cloth. Tick i f he picks up the object. 

5. Place a small toy on the table i n front of him, 
and cover i t with a cl o t h while he i s watching. 
Tick i f he removes the c l o t h to find the toy, and 
looks at or picks up the toy. 

6. Place a small i n t e r e s t i n g toy under a cup or t i n 
while he i s watching. Tick i f he removes the t i n 
d e l i b e r a t e l y and picks up the toy. 

7. Tick i f he looks i n the correct place for a toy 
that has r o l l e d out of s i g h t . 

8. Tick i f he drops toys d e l i b e r a t e l y and watches 
them f a l l to the ground. 

9. While he i s watching, wrap a cube i n a t i s s u e or 
cl o t h , making a loose bundle. T e l l him "Get the 
block". Tick i f he unwraps i t d e l i b e r a t e l y . 

IMITATION 

1. Bang on the table with your hand and t i c k i f he 
imitates you. 

2. Tick i f he bangs a spoort on the table i n 
imitation. 

3. Tick i f he rings a b e l l i n imitation. 

4. Imitates actions - do various actions yourself and 
t i c k i f he imitates a t l e a s t one, e.g. (a) c l i c k 
two b r i c k s together; (b) h i t a cup with a spoon; 
(c) bang a t i n or drum with a s t i c k . 

5. Place a cube i n a cup then take i t out and hand i t 
to him. Ask him with words and gestures to put i t 
i n the cup. Tick i f he places the cube i n or over 
the cup. 

6. Scribble with a crayon on a piece of paper i n 
front of him; then give the crayon to him. Tick 
i f he makes any attempt to mark the paper. 
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7. As he i s looking, place a toy i n a small box and 
put a loose l i d on the box. Open the box and take 
out the object, then put i t back i n the box and 
replace the l i d . Hand the box to him and say "Get 
the Tick i f he i s able to take the l i d o f f . 

8. Push a toy car slowly along a table or the f l o o r 
i n front of him. Push i t to him and indicate by 
showing him with words and gestures that he should 
push i t . Tick i f he pushes the car with i t s 
wheels on the floor or table. 

9. Show him how to stand a toy dog upright, then 
place the dog l y i n g on the table i n front of him 
and indicate that you want him to stand i t up. 
Tick i f he imitates your action and stands the dog 
up. 

10. Scribble on a piece of paper. Hand the crayon to 
him and t i c k i f he s c r i b b l e s vigorously. 

11. Fold a 4" square piece of paper i n h a l f once. 
Give him another piece of paper the same as yours, 
and ask him to fold i t . Tick t h i s item i f he 
turns one edge of the paper i n an attempt to fold 
i t , even i f he cannot make a d e f i n i t e fold. 

12. Tick i f he imitates making a b r i c k or toy "walk". 
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EYE-HAND CO-ORDINATION 

1. Tick i f he w i l l hold a p e n c i l as i f to draw on 
paper, and w i l l use the p e n c i l a l i t t l e . 

2. Tick i f he w i l l t r y to put a small object the s i z e 
of a currant i n t o a b o t t l e . (At t h i s stage he 
does not usually succeed). 

3. Build a tower of cubes (three or four), then give 
the cubes to him. Tick i f he t r i e s to b u i l d a 
tower or put one on top of the other, even i f he 
f a i l s to do i t . 

4. Tick i f he s c r i b b l e s spontaneously when given 
p e n c i l and paper, with no demonstration. 

5. Using your pegboard, place pegs i n the board i n 
front of him. Remove a l l the pegs and put them on 
the table. Point to the pegs and holes saying: 
"You put them i n " . Tick i f he puts at l e a s t two 
pegs i n the board. 

6. Tick i f he build s a tower of two cubes a f t e r 
demonstration. 

7. Tick i f he i s able to take l i d s off and put l i d s 
on small boxes - you can demonstrate t h i s f i r s t . 

8. Tick i f he builds a tower of three cubes a f t e r 
demonstration. 

9. Tick i f he w i l l b u i l d i n play with boxes, b r i c k s 
or other materials. 

10. Tick i f he build s a tower of four cubes, a f t e r 
demonstration. 

11. Tick i f he w i l l attempt to unscrew the top of a 
small b o t t l e . 

12. Tick i f he builds a tower of f i v e cubes. 

13. Tick i f he builds a tower of s i x or more cubes. 

14. Tick i f preference for one hand i s now w e l l 
developed. 
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1. Dangle the ring by the s t r i n g , then place i t on 
the table out of h i s reach, extending the s t r i n g 
towards him so that he can e a s i l y reach the end of 
i t . See i f he p u l l s the s t r i n g and draws the ring 
towards him. He may p u l l the ring a c c i d e n t a l l y at 
f i r s t , then purposefully l a t e r . Tick t h i s item i f 
he secures the ring i n any way. 

2. As i n above, t i c k i f he secures the r i n g by 
d e l i b e r a t e l y p u l l i n g i t to him with the s t r i n g . 

3. Place a toy behind a piece of glass or other 
transparent material. Tick i f he reaches round 
the g l a s s to get the toy. 

4. Put a small object such as a currant inside a 
transparent cylinder-shaped bottle. Give the 
bottle to him saying "Get i t out". Tick i f he 
removes the object from the bottle d e l i b e r a t e l y 
(not i f i t f a l l s out by chance) without any 
demonstration from you. 

5. Put a toy out of h i s reach on a piece of paper or 
cloth. Tick i f he p u l l s the paper or cloth to get 
the toy. 

RELATION OF OBJECTS 

1. Tick i f he manipulates two objects at once: for 
example, bangs two objects together. 

2. Tick i f he removes a cube from a cup. 

3. Tick i f he plays at p u l l i n g or dangling a toy by a 
s t r i n g . 

4. Tick i f he i s beginning to put objects i n and out 
of containers. 

5. Tick i f he can place one object on top of another 
- a book on a book, a brick on a book, etc. 

6. Tick i f he plays spontaneously with cup, spoon and 
saucer and puts them together as they are normally 
used - that i s cup on saucer and spoon i n saucer. 

7. Tick i f he puts small objects i n and out of a cup 
i n play. 
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MEMORY 

1. Tick i f he recognises f a m i l i a r people approaching 
from 20 f e e t away. 

2. Tick i f he can now remember for a short time (5 
minutes or more) where he has l e f t toys. 

3. Place two i d e n t i c a l cups i n front of him. Put a 
sweet or an i n t e r e s t i n g toy under one cup, then 
slowly change the position of the cups around 
twice. Ask him to find the sweet or toy. Tick i f 
he succeeds i n h i s f i r s t choice of cup. 

4. Place two i d e n t i c a l boxes i n front of him. Place 
a small toy under one box then put a piece of 
paper i n front of and screening the boxes for 3 
seconds. Tick i f he goes for the cor r e c t box when 
you remove the screen and t e l l him to fin d the 
toy. 
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DISCRIMINATION 

1. Place a book with a p l a i n cover i n front of him, 
and place a cube or match-box on top. Tick i f he 
p i c k s up the cube or match-box. 

2. Tick i f he plays with a book not as an object, but 
looks at the individual p i c t u r e s on the page. (He 
may touch or t r y to pick them up). 

3. Draw a s t r a i g h t v e r t i c a l l i n e on a piece of paper 
i n front of him. Give the crayon to him saying: 
"You do i t " . Repeat t h i s i f necessary. Tick i f 
he makes a d e f i n i t e stroke on the paper rather 
than a s c r i b b l e . 

4. Make a v e r t i c a l l i n e on a piece of paper with a 
crayon'. Note i f he makes a d e f i n i t e stroke. Then 
s c r i b b l e on the paper. Give him the crayon 
saying: "Now do t h i s " . Tick t h i s item i f he 
d e f i n i t e l y changes from a stroke to a s c r i b b l e . 

5. Take three pictures of objects or animals that he 
knows. Put them i n front of him and then hand him 
a p i c t u r e which matches one of the three. Ask him 
to "Put i t on the same". Tick i f he can match a l l 
three. 

6. Tick i f he can match three c i r c l e s and three 
squares. Use white paper cut into c i r c l e s and 
squares, and proceed as i n previous item. 

7. Tick i f he can match four colours. Use pieces of 
coloured paper a l l the same shape (three of each 
colour) and four boxes. Put a red piece i n one 
box, a blue i n another, yellow i n another, green 
i n another, and as you demonstrate to him say: 
"Look, the red ones go i n here, the blue ones i n 
here ... e t c . " . Tick t h i s item i f he can 
c o r r e c t l y match a l l the pieces without error. 
(The boxes should each be of the same colour as 
the paper, or a l l the same neutral colour). 
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PERSONAL - SOCIAL BEHAVIOUR 

Feeding 

1. Tick i f he sucks w e l l , opens mouth and searches 
when breas t / t e a t i s taken away. 

2. Tick i f he f i x e s eyes unblinkingly on mother's 
face when feeding. 

3. Tick i f he recognises feeding b o t t l e and makes 
eager welcoming movements as i t approaches h i s 
face. 

4. Tick i f he t r i e s to hold the b o t t l e . 

Tick i f he: 

5. - holds bo t t l e ; 

6. - drinks from a cup when i t i s held to h i s l i p s ; 

7. - begins to hold cup; ,u vfJjft 

8. - takes s o l i d s w e l l , without sign of choking; 

9. - chews; 

10. - feeds s e l f with a b i s c u i t ; 

11. - keeps l i p s closed when offered more than he 
wants; 

12. - drinks from a cup - may be a feeding cup with a 

spout - and holds i t a while by himself; 

13. - shows d i s l i k e for some foods; 

14. - t r i e s to grasp the spoon when being fed; 
15. - finger feeds himself: picks up b i t s of food with 

h i s thumb and forefinger and puts them i n h i s 
mouth; 

16. - drinks from a cup with l i t t l e a ssistance - may 
be a feeding cup; 

17. - holds a spoon. (He cannot yet use i t alone, but 

may attempt to spoon feed himself awkwardly); 

18. - no longer uses a bottle; 

19. - picks up cup, drinks, and puts i t down; 
20. - holds spoon, brings i t to h i s mouth and l i c k s 

i t , (though he cannot yet prevent i t turning 
over); 
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21. - chews w e l l ; 

22. - can manage a l l h i s food without help, even i f he 
i s s t i l l very messy; 

23. - hands an empty dish to you, without l e t t i n g i t 

turn over; 

24. - manages a spoon without much s p i l l i n g ; 

25. - handles a cup or glass w e l l - l i f t i n g , drinking, 
replacing; 

26. - chews competently and can manage most sorts of 
food. 
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Mouth 

Tick i f he: 

1. - can put h i s hand to h i s mouth) -—' 

2. - takes everything to h i s mouth; 

3. - takes objects to h i s mouth l e s s often; 

4. - now seldom takes toys to h i s mouth. 

S o c i a l 

1. When you feed him or t a l k to him, t i c k i f he looks 
at your face, quietens, and begins to watch your 
face. 

2. Tick i f he stops crying when picked up. 

3. Tick i f he gazes into your eyes for long periods. 

4. Tick i f he smiles a t you when you lean over him 
smiling, t a l k i n g to him and touching him gently. 

5. Tick i f he enjoys h i s bath. 

6. Tick i f he responds with obvious pleasure to 
fr i e n d l y handling, e s p e c i a l l y when accompanied by 
t i c k l i n g and vocal sounds. 

Tick i f he: 

7. - reaches for f a m i l i a r persons; 

8. - i s f r i e n d l y to strangers; 

9. - gets a l i t t l e cross when someone stops playing; 

10. - r e s i s t s adult who p l a y f u l l y t r i e s to take toy or 
d o l l ; 

11. - i s aware of a strange place - may s t a r t l e , look 

around; 

12. - stops crying when talked to; 

13. - i s now aware of strangers and shows some 

reaction; 

14. - shows fear of strangers e.g. by crying; 

15. - imitates a cough or s t i c k i n g out tongue; 

16. - shows a defensive reaction to your attempts to 
take a toy away from him - he holds i t firmly; 
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17. - t r i e s to e s t a b l i s h contact with a person - he 
may cough, shout or wave h i s arms to draw your 
attention to him; 

18. - reaches out for people and demands attention; 

19. - shows fear of strangers, e.g. by clinging to 
known adult and hiding face; 

20. - p u l l s your clothes, hands or h a i r to a t t r a c t 
attention; CUvJs>L£-

21. - throws body back and s t i f f e n s i n annoyance or 
r e s i s t a n c e ; 

22. - drops objects d e l i b e r a t e l y so that you have to 

pick them up; 

23. - now gives a toy to adult and releases i t ; 

24. - gives a f f e c t i o n - may k i s s or hug you; 

25. - demonstrates a f f e c t i o n to people he knows w e l l , 
and may k i s s on request; 

26. - l i k e s to be constantly within sight and hearing 
of adult - usually mother; ô.-. u^Lir.; Ct r& 

27. - l i k e s to s i t on your knee and look at a book for 
s e v e r a l minutes; 

28. - plays with other c h i l d r e n and gets along with 
them; J •..Jit.v; f : '• • 

29. - w i l l l i s t e n to short s t o r i e s w h i l s t looking at 
p i c t u r e s i n a book; 

30. - defends h i s own possessions with determination; 

(as yet he has no idea of sharing); 

31. - i s jealous of attention shown to other children. 

Anticipation 
C\ - i « • - . f » : 

1. Tick i f he shows excitement at s t a r t of picking 
up, feeding, etc. 

2. Tick i f he i s beginning to react to f a m i l i a r 
s i t u a t i o n s - showing by smiles, coos and excited 
movements that he recognises preparations for 
feeds, baths, etc. 

3. Tick i f he reaches for and looks at your hands 
when you stop clapping them. 
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Play. 

Tick i f he: 

1. - p u l l s a t h i s clothes; 

2. - l i k e s f r o l i c play - being held high, swung up 
and down, et c . ; 

3. - occupies himself unattended for about 15 
minutes; 

4. - h i t s surface of table with h i s hand; 

5. - enjoys peek-a-boo; 

6. - h i t s object with one or both hands; -'•,c* r J ^ 

7. - shows toy i n hand to adult, though he cannot 
give i t yet; 

8. - plays peek-a-boo himself - p u l l s cloth over h i s 

head and off again; 

9. - shakes object without n e c e s s a r i l y looking at i t ; 

10. - moves about independently and explores new 
places; 

11. - shakes or bangs objects and ' l i s t e n s ' to the 

noise; 

12. - plays r o l l i n g b a l l , pushing l i t t l e cars along; 

13. - marks with p e n c i l or crayon for about 3 minutes; 

14. - appears to be interested i n books - pats 
p i c t u r e s , may k i s s p i c t u r e of animal; 

15. - begins to imitate mother i n domestic tasks e.g. 

sweeping, cleaning; 

16. - fetches or c a r r i e s f a m i l i a r objects on request; 

17. - b r i e f l y imitates actions, e.g. reading book, 
k i s s i n g d o l l ; 

18. - plays contentedly alone, but l i k e s to be near 

adult; 

19. - explores surroundings energetically; 

20. - shows s o c i a l play - e.g. puts a watch to h i s ear 
and to yours, r o l l s a b a l l , chases, etc.; 

21. - engages i n simple make-believe a c t i v i t i e s - e.g. 
he wraps up a d o l l and puts i t to bed, pretends 
to feed d o l l , e t c . 
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Washing 

Tick i f he: 

1. - splashes i n bath; 

2. - co-operates when being washed, e.g. holding 
hands out; 

3. - puts wet hands on h i s own face a f t e r 

demonstration; 

4. - washes hands without much help; 

5. - can wash and dry h i s own hands; 

6. - t r i e s to brush h i s own teeth. 

Dressing 

Tick i f he: 

1. - p u l l s o f f hat; 

2. - holds arm out for sleeve, foot for shoe; 

3. - pushes arm through sleeve; 

4. - t r i e s to help - puts arms into coat, steps out 

of or i n t o pants; 

5. - p u l l s o f f socks and shoes; 

6. - t r i e s to p u l l up pants or p u l l vest or jumper 
down over h i s head; 

7. - p u l l s on simple garments - socks, mittens or 
hat; 

8. - helps a c t i v e l y i n dressing or undressing (pulls 

off blouse, p u l l s on jers e y etc.) 

T o i l e t 

Tick i f he: 

1. - us u a l l y s t a y s clean and dry for up to one hour; 

2. - has s t a r t e d to show regular patterns i n wetting 

and s o i l i n g ; 

3. - has periods of dryness for more than two hours; 

4. - shows discomfort when he i s wet or soiled ; 

I 
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5. - w i l l s i t on a potty/toilet for five minutes i f 
supervised; 

6. - w i l l use potty/toilet consistently when put on 
i t ; 

7. - indicates wet pants - he may point, wriggle, 
make a certain noise; 

8. - indicates t o i l e t needs by restlessness and 
vocalisation; 

9. - has complete bowel control and he has bladder 
control by day; 

10. - i s dry at night i f l i f t e d ; 

11. - has bladder control with occasional lapses 
during day but indicates need to go to to i l e t 
f a i r l y consistently. 



COMMUNICATION 

Vocalisation 

- 28 -

2. 

:3. 

4. 

5. 

6. 

7. 

8. 

9. 

10. 

"XI. 

/••.,"" 

13. 

14. 

Tick i f he: 

- makes some sounds, such as crying, hiccupping, 
coughing or sneezing; 

- -cries when hungry or uncomfortablei 

- makes small throaty noises; > 

- makes simple vowel sounds e.g. - ah, eh, uh. 

Look straight into the child's face and smile, 
talk and touch him very lightly. Tick item i f he 
smiles and makes any vocalisation. 

Tick i f he: 

- has developed a 'proper' giggle or laugh - a 
distinctive chuckle; 

- starts to put two sounds together, such as 
'ah-goo'; 

- starts to vocalise to people before they talk; 

- uses vocalisation (shouts and screams) to show 
anger and frustration; 

- begins to pronounce 'm' sound; 

- says syllables such as 'ha','da', 'ka'; 

- begins to babble (that i s , makes a string of 
. noises such as 'a-ga, a-ga'); 

- makes four or more different sounds; 

- produces singing tones; 

y 

y 

s . 

X 

X X 

X •:: 

* . 
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,15. - says 'da-da', 'ma-ma',.*ba'*a' or 'ga-ga' etc.; 

16. - babbles tunefully, reflating syllables i n 
strings, e.g. ma-ma-ma-ma-mam; 

17. - t r i e s to imitate sounds playfully - coughs, 
brr's or blowing r a s p b e r r i e s / . ? ; A •• 

18. - says one word with meaning, such as 'daddy'V ;:: 
'der' meaning there, « t a , / k ^ - ^ ' 

19. - babbies loudly, tunefully and incessantly - when 
alone he often babbles on and on; 

20. - imitates at least one word; (this does not mean 
that he pronounces words perfectly)i 

21. - jabbers with expression - he may make a long 
string of varying noises which sound li k e 
conversation but have no real words in them; 

22. - says three words with meaning; 

y 23. - says four words with meaning, including names of 
people or objects; 

24. - uses five or more words, meaningfully; 

~ 25. - frequently imitates a stressed word or the last 
word said to him; 

26. - names six or more familiar objects on demand, 
e*9> b a l l , cup, spoon, doll , dog, shoe; 

:?^27. - repeats two or three word sentences, such as 
'where i s i t ? ' ; . . 

28. .;— repeats two out of four words in a sentence 
- e.g. 'get your coat on* and child says 'get 

coat* or 'coat on*; 

- says 20 words clearly. 

V < \ 

x x! 

X \ 

X X 

Jr 

x • K. -

X \ 

X X 

X K 

X <K 

X 

•X : * • 



HEARING AMD LISTENING 

1. Tick i f he stops whimpering on hearing a soft 
voice (except when screaming, crying during feeds 
or when hungry). 

2. When he i s busy waving h i s arms or wriggling, make 

a tapping noise or crumple some grease-proof; 
paper. Tick i f he makes less movements 5 5 ^ 

3. Tick i f he startles i n response to a sudden loud 
noise - stiffens, quivers, blinks, screws eyes up, 
extends limbs, fans out fingers and toes, or 
cries. St>CM*&£ 

4. Ring a b e l l (gently) about 6-8 inches away from 
his ear but out of sight. Look for change in his 
facial'expression, s t i l l i n g of movement, or 
turning of head. Tick i f th i s i s noted. 
(Responses at this stage are not always 
consistent. I f you do not get a response f a i r l y 
soon, try changing the sound or repeat again 
later.) 

5. See i f he begins to search for sounds. When he i s 
lying quietly on his back, make sure you are out 
of sight and ring a b e l l or shake a rattle. Tick 
i f he turns his eyes and/or moves his head from 
side to side as though trying to find the sound. 

6. Support him in a sit t i n g position. Ring 
a b e l l (or make some other sound) about 6-8 
inches from his ear. Make sure the sound 
source i s at the same lev e l as his ear and 
just behind his head. Tick i f he turns his 
head towards the source of sound. 

Tick i f he: 

7. - shows interest in producing sound from an 
object - ringing b e l l , banging and tapping. 
(Be sure that i t i s the sound that interests 
him and not the shaking or banging movement); 

8. - "li s t e n s " to conversations; 

9. - t r i e s to sing along when an adult i s 
singing to him. 
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EXPRESSIVE BEHAVIOUR 

1. 

2. 

3. 

5. 

6. 

7. 

8. 

9. 

10. 

11. 

12. 

13. 

14. 

Tick i f he looks at you, with only a l i t t l e eye 
contact. ' ;̂  

Tick i f he has an alert expression, and definitely 
looks at you. 

When you approach him and before you touch him, 
talk quietly and smile. 

Tick i f he: 

- vocalises: he coos, chuckles, crows, laughs or 
squeals with pleasure; 

- listens: he quietens down or looks for and 
smiles on hearing your voice; 

- smiles at the sound of your voice. 

Tick i f he: 

- begins to show excitement in response to various 
events or people: he waves arms, opens eyes 
wide, etc; 

- babbles and vocalises directly at you as though 
trying to communicate; i-o("*-w cUttSt*^ 

- "shouts" to attract attention, then listens, 
then shouts again i f no response; 

- shakes his head for 'no'; 

- points with his finger at objects he wants to 
handle, or which interest him; 

- uses gestures and vocalisations to make you 
understand what he wants; 

- sometimes uses words to make his wants known, 
and then demands the object he wants by 
pointing, accompanied by loud, urgent 
vocalisations or words; 

- begins to combine two words spontaneously 
(e.g. 'ball gone1, 'there daddy', 'there 
pussy 1 ) ; 

- t r i e s to t e l l you about what he i s doing or to 
name things immediately around him; 

1 2 3 4 5 6 

. u -

• y 

a / V 

/ 
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; . 15. - asks for things at the table by name; 

- 16. - conducts long babbled "conversations", with some 
clear words and much expression} 

17. - combines three words spontaneously! 

18. - uses M 1, •me* or •you' i n speech; 

f 19. - asks for food and drink in words (not 
necessarily very c l e a r l y ) ! 

20. - pulls another person to show him something! 

21. - joins i n nursery rhymes and songs. 



COMPREHENSION 

~1. I f you show you are cross or pleased (by tone of 
voice and f a c i a l expression), tick i f he reacts 
appropriately. 

2. Tick i f he responds to his own name, e.g. by 
turning. 

3. When you say 'no', tick i f he shows some 
comprehension by stopping or pausing i n whatever 
he i s doing. p&l- Up • 

4. Tick i f he responds to simple and familiar words 
such as •bye-bye', 'dance', 'Where's ',_by a 
physical gesture, looking for the object etc. (Be 
careful not to use gesture yourself when testing 
thi s , i n case he responds to your gesture rather 
than the words). M<n*s. ^ -h>̂ -«-

Tick i f he: 

y 

y 

y 

y 

y 

5. - shows the appropriate gesture to match a 
familiar nursery rhyme (when you teach this you 
use the gesture, but when you test this item i t 
i s the child who shows the gesture, not you)} 

6. - shows a better comprehension of a number of 
words i f asked 'where i s daddy?' or some 
familiar object, he w i l l look to the person or 
object; 

7. - points to familiar persons, animals or toys, 
when asked to do so; 

8. - understands and obeys simple commands ("shut 
the door", ".give me the b a l l " , "get your 
shoes"); 

9. - knows some parts of his body - e.g. points to 
his nose when asked: 'Where i s your nose?...' 
(again, be careful not to use gesture when 
testing t h i s ) ; 

10. - obeys simple commands, e.g. 'give i t to mummy', 
'give dolly a kis s ' , 'stroke pussy'; 

y 

X 

k 

V 

X 

i 
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12. 

13. 

14. 

15. 
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- knows two or three parts of his own body and can 
show one part on a doll (Bum's body usually 
comes before his own body and this comes before 
doll)} 

- names two pictures of familiar objects when 
asked (use books with one object per page)! 

- brings familiar objects on request e.g. 'get 
teddy', when they are not in sight! 

- comprehends and asks for 'another' or 'more'! 

- listens to stories. 

x \ 

* • 



APPENDIX 2 

' I months 

irachvte.reaclen iFathng '•*••) 

S i t a r a t n o n w w M n i w M 

W rigM-bearing and walking 

Pi rachuto (Falling) n K t o n : 
>o w M U K M m y i 

Ci n hold two objects. 

Lo |ftf jjSBSjlWllyH 

| H further under the 
correapondinp section 
tn the book 

' l-t months : s . 10 months 

Sdmiood. 
F h St teeth 
LO rrg lOiMblions of sounds 
(SI undchatns). 

I 
Touches his own mirror 
imago 
Put* ton in mourn. 

, 4 
! 
j 
1 , 
1 : 

i 
i 

Sym. TNH hinder* standing 
on all lours. mds on all fours. 

— 

Heol-sitting. supported by 
outstretched arms. 

inds on all tours. 

Crawls on stomach 
Rocks when heat-sitting. 

Heel-sNting 'Rabbit Jump' or 
pushes forward on his bottom. 

awls on hands snd knees. Bearwalk (on hands and 
feet). 

Sua tor a long time. staadUy 
with back straight 
Leans forwards and sideways. 

From supine to sitting 
position. 

jm sitting to tying. Parachute reaction: 
(Falling reflex) backwards. 

•s himself up by furniture Goes stew steps: when held 
by both hands. 
Foot: Qratp renea 
decreasing. 

SHs well with back straight Stands with support. iwts on aH lours. Parachute (Falling) reaction: 
backwards. 

i 

Grasp, sufficient strength. 
Pincer grasp begins. 
Plays •Give-and-take'. 

Moves things back and forth 
on a tab*) (horizontally). 

svement ot index finger Pmcar grasp, aura and quick, i 

1 

Useognlias many object*. 
i i 

- r — f - ; 

Looks carefuny st tnmgs 
before reaching. 

Peas up a bead with two 
Anger* 

• i 

Investigates everything. Pasponds to caresses. 

Eats biscuits by Himself Imitates a few sounds. First word signal*. 

Understands a single word. Understands a few words. Obeys simple commands 
f*o'. Coma'. 

Puts out his arms when being 
onsssod. 

Reaches out to be taken up. Ovaeaon of crawUng 
motivated. 

Point*. 

Finds something hidden 
under a doth. 

Understands distance when 
crawling on aH fours. 
Sock* finger* In everything. 

Regularly after one or two ot 
the daily meals. 

iU-15 months 1 J- IS months if-24 months I -J yeers 

Crawls upstslrs. Downstairs: 
crawls backwards. 

Stands alone. 
Go** a few Maps alone, all 
joints bent, no definite 
direction. 
From lying to standing, 
without support. 

Walks with feet apart. 
Direction definite. 

Walks upstairs by himself: 
homing onto banister 
Babinski decreases. 
Runs fiatiooted. 

Foot articulation when 
wafkmg: heel-toe gait. 
Goes downstairs by himself, 
holding onto banister. 

Stands alone. 
Walks a few steps alone 

Walks sidsways. 
Walks backwards. 
Kicks a bar). 
Jumps'on flat Mat when held 

by both hand*. 

Stop* suddenly. 
Suddenly changes direction. 
Jumps'on fist feet. 
Rio»s tricycle. 

Lets go easily. 
Eats with a spoon, but spills a 
tot. 
Crosi-palmar grasp 

Drinks from s mug by himself. Cats with a spoon. 
Throws, but without definite 
direction 

Cross palmar grasp: with 
index linger stretched. 
Throws in a definite direction. 
Catches a big ball in both 
arms. 
Eats with fork. 

Form constancy. 

BvMs lower attwo block* 
0.1 em cub**). 

- - ~ r % '-• 
• — ' - . . ^ - . . - r ^ s s a r . ^ 

Turn* pictures the right way 
'*»••- . 
hswgines things he cannot 

sated* lusw o f * * btooks \i» 
ca* cubes) 
•aBBBBBWaB, - -* BBawamaBaBaf 
'waBBBjBBB: V*l F4J", VJSbJJ rsirnaTVn. 

Names one coior 
Uaes a ample tormooard. 

Bawd* tower ots-a oncka (its 
o n nrtrrt) 
Pour* Squid into cup 
Partly undresses himsstt 

Has stopped putting things 
into mourn. 

Reaches towards a sore 
piece 

Oejcranmalas hot/cold, 
consciously. 

First correctly spoken word, 
leg longer slobbers. 

One-word sameness Babble*, copying mother's 
tone and rhythm. 
Ecnolalia 
Twjo-word sentencce-

No more babbling 
Combine* 3-S words. 
VervaNsee actJone. 
FudrJantrasn. 
uHinoxiuj chewing. 

Peseta to his own name 
Understands that all thing* 
and a* persons have name*. 

Quickly localizes sounds. 
Understands a tow simple 
sentences. 

Understands short sentences. 
Localises sounds in another 
room. 

Rhymes and songs. 
Short simple stories. 

Puts out his legs when being 
dressed 

Paints out some parts of the 
body. 

f4amessomsbodypsrts. 
Knows M* own **x. 

synptoy* the dominant hand 
most often. 

• 
Turns pictures right way up. Copies vertical line. 

Copies horizontal tins. 
Throws in a definite direction. 
Words: up. down, tideways. 

Under stands where the ball 
has gone whan ft rolls out of 
sight. 

Worts: out. in, on. over, 
under 

i Can associate 
1 toilet/defecation. 
i 

a: Gives sign, but too lata, 
b: Give* sign m time, but 
accident*. 

! Can assocists toilet/urmstion. 

1 
i 

Gives sign in time, but 
accidents. 

^irs 5 * tsar* 
1 4 yer , B 

Walking, not straddling 
Runs well. 
Goes easily up- snd 
downstairs 

Uafcs with rotation. 
-i supine position rises 
• a grownup'. 

Sfcippsng. 
MomoretrptoeMg 

Walks on* tin*. -'d* on one log 
-ps forward en two. 

Stands on one leg. Right end 
toft. 
Springy rump 
Stupe (girts) 
Hep*. 

FWajergraap. 
Catches large bell with fingers 
spread. 
Catch** *m*ll bait in hand* 
held like a bowl. 

i cnes small bell with both 
-da. 

Eat* and draws with adutr 

Catches amafl bad correctly 
Throws belt with complals 
ntwHMaTt'tWtl. 

Focusss exactly and quickly. a i a t o f ^ ^ p p B w g y o f 

" a B T B W ' i j W p s ^ ^ ' l I k l : " • 

IJnaersiands traffic signal*, 
nerogniies number symbol*. 

rjcajrs picture* was. 
fS-7 yaere: ttos shoelaces) 

ov> a* lower at • stocks LI M 
am cubaa). 
Pertly dresses himssff. 
Manages isrge buttons 

W a s h ^ r ^ a s c l M r 
himself "• 

rjcajrs picture* was. 
fS-7 yaere: ttos shoelaces) 

Recognises things by leering 
without seeing. 

Tees where hurt. Prepares hta own bath water 

Long monologues. Long sentences. 
Asks nueehoni conslamly. 

Aaka she meaning of ward*. 
Tafka aanost oorrectty and 
clears,. 

Can be reesoned with. Camas out oral instructions 
fxornpsjy. 
Camas out throe short 
cornmands given together 

Tnes to drsw'smsn'. 
Mamas many body parts. 

Draws s man'. 
Dnongwshes: neavy/ught. 

Awareness el muscle tension 
and relaxation. 

(S-7 years: Knows ha own 
right and reft). 

Copras diagonal Una. 'Ward*.' Forward*, backwards. 

Words: Around the tabta, 
around himself. 

Words Behind, in front of. Words In the middle 

Goes to toilet himself': but 
needs help. 

Looks after himself. 1A little 
helPi 

3oes to It*XI nimsatt. but f—01 
•wip Few acctfsnts by aay 
9.-IJM 'V.areOiy. 

Looks after himself. Night 90% are dry. 



MOTOR- AND PERCEPTUAL DEVELOPMENT 
0-6 YEARS b y BRITTA H O L L E 1981 7 h ^ M » i " " ' , e , , , , , s ' 

(or normal children 

istweek 1 2nd M M 2-* weeks 1 6-t weeks 3-3monms 3-3':monlhs IVsmonths 
HEAD BALANCE : a * sod from lying 10 Silting 1 
Lying on back , *iead falls backwards 

i i 
i 1 

1 

i : 

Car -vjid head straight . Short mi . 
Raised 'rom tying to Silting. 
Head ccmes up. 

Lying an alomach | Keao 10 ona side. Short ft i 
i Lifts *ead45' Lifts nead 90" Head steady. 

Silling Head folia. Haad steady. 

ARM PATTERNS 
Lying on back 

Alt lOinta bant 
Hand* clenched. 
Reflex movements. 

Atyrr. TNR. (abnormal?! {Aaym. TNR decreases (if 
. present). 

Lying on atomacti An lOints bonl. Supports on forearms-
Elbows and fingers bant. 

LEG PATTERNS 
Lying on back 

AM inroo loints Bant. 
Kicking movomanta. i 

i 

Lying on alomach All throo lOinti bant. Kicking Hips occasionally almost 
stretcned. 

; Hips stretcned 

i-
ROLLING. CRAWLING ft :na haad it turnad by an 

•dull. Iha whole Irunk fbilowa. 
' Passive nead turning. 
| The spinal column rotate*. 

SITTING Falls forward. 

\ 
j STANDING. WALKING, 

RUNNING 
Supporting rollan. without any 
weight-bearing. 
Walking raflax. without any 
weight-bearing. 
Foot-Grasp raflax. 

Babinski reflex. 

-

BALANCE and JUMPING Head balance, whan lying on 
I stomach, and when sitting 
i suppdftad. 

i 
HAND GRASP Cwncnad hand. 

Grasp reflex. 
Cannot let go. 

i 
i 

Hand can be opened 
passmefy (by others). 
Only holds an object ft it 
touches the hand. 
Holds with 3rd. 4th and 5th 
finger*. 

Open hand*. 
Simultaneous movements of 
other hand. 
Play* with his hands. 

1 PICKS up an object with whole 
| hand. 

i 

SIGHT . 
Vtsuef perception 

Wink lajBax. 
"iajtcoonJinaHM] fnoveiiiaiililfL 
an direction* 
•Jo accommodation 

Beads to dilluaed light Focuses briefly on mother * 
•yes 

i 

Frequent eye coordmetion. 
. Focuses briefly. . . 

t 
: " ~ t 

Foaow* near object 0-90 - Follows near object 0-180 : 

Visual stimulus bring* 
expectation of food 

! 

Good e^w control. 
Foffosst OBJact aweajtf ina 
circle. — S £ ~ 5 « J " ~~ .u. . 

i •'• :.— : } 

EVE-HAND COMOMMTION 

• 

woaseaso reKn-sraiB. 
Often misssl aim j 

TOUCH 
Todilopaf caption 

Soaking, tucking and 
(wallowing reflexes 
Withdrawal reflex. 
Mother touches child, and chik 

Sucks fingers. 

touches mother 

Suck* thumb. 
Socahed by caressing. 

See* piayswith and*uck. WarsasTHIk*hand*mfront<y 
fingers. " o * 

ORGANS of SPEECH 
Spooeh 

Soaking reflax. 
Sucking reflex. 
Swallowing reflax. 
Crying 

Throat sound*. Social smile. 
Varied crying. 

Single sound*. 
Faoai expressions 

Laugh*. La»jgh» loudly. 
More differentiated tongi.'. 
movements. • - y—j 

HEARING 
Auditor par cap lion 

Responds to loud sounds Respond* to nearby soft 
sounds 

Responds to mother's voice. Turns head at nearby soft 
sounds 

BODY AWARENESS 
KtnMtfMt*** N H M 

Withdrawal reflex. 

Mother nurses the child and nar 

Sucas fingers, 

nes me porta of the body, and chi d toucnes the mother 

Suck* thumb. Sees and piays with his 
hands. 

HAND DOMINANCE 
RIGHT-LEFT 
DISCRIMINATION 

None 

PERCEPTION OP 
OIRECTKM 

Reacts to stimuk from definite 
direction* (light, sounds). 

Follows an object with eyes 
Turn* head at a sound. 

PERCEPTION OP SPACE 
• 

BOWEL CONTROL i Analraflei. 
: Frequent movements ireflex) . 

3-4 daily movements. About twee daily, usually 
after a meal. 

Mksr* regular. 

BLADDER CONTROL ' F'equem urination (reflexl. i 

There can be great variations 
even within the norm 

4-$ months 

Sole of foot reaches ihe 
underlying surface. 

S-S months 

Lifts neac and shoulder*. 

Support* fkmsetl on 
outstretched arms and hands 

Lifts naad om> 

Rolls by n.mseif from front lo I Rod* by himself from back to 
back. 

Hold upright. Soma weight-
bearing. 

Held upnght. 
'Jumps': often on tiptoe. 

Supine Lifts nead 
Good head balance. 

Can let go. but slowly. 
Manipulates with both hands 
at once. 

Radial-palmar graap. 
Moves objects from one hand 
to the other. 

Heactiee and greapa 
everything. 
Bangs objects up and down 
on rhs taoletop 

Look* arcwn^^Tg^T^' Sees and reaches. 

1 

Cwck-cnangjng focus. 
Eyas follow ratling ball. 

• 

Holes obfects. rums mem 
around and looks at them • 
interest. 

Everything goes into mouth. Hands tad 
feat and whole body 

Feels, also using finger Dpi 

Voice varies in strength and 
pitch 

Orinks tram a mug. with help. 
Repeats own sounds. 
Seeking reflex decreases. 
Sucking rarku decrease*. 

Chaw*, up down. 
Babbies wrtn greet varietM 
•n strength, ksngtfi and pftc 

Listen to conversation. 

Plays wrth n is toes Smiles at his own mirror 
image. 

Seas and reaches. 

Realizes distance of objects 
from ramsaft. 

(See Sight) 



Tests Of Mental Ability 

|3ayley Scales of Infant 0090 
Development 

Nancy Bayley 

A(|e Range: 2 months-2 years 6 months 
Ti Tie Taken: 45 minutes 

Tf e Bayley Scales of Infant Development 
comprises three parts; mental and motor 
sc ales and a behaviour record card. 
Together they form a comparative 
m sasure of young children's motor and 
ps ychomotor development against other 
ch ildren of their age. The scales provide a 
ba sis for early diagnosis and corrective 
action in cases of retarded development. 

The infant behaviour record provides a 
systematic record of qualitative aspects of 
th 3 child's behaviour. Mental and 
psychomotor development indices as well 
as behaviour record ratings are given for 
equivalent raw scores for each age group. 
Trie scales were standardised on 1,200 
ch ildren. American norms. 

Co merits ol Complete Set: Manual; 25 ol each of the 
thr se record forms; all necessary equipment packed in 
a c onvenient carrying case. 

Co nplele Set with 
i ^ase 

Se 
Me 

1094 01 1 

ol 3 Forms 25 of each 1094 02 1 
ntal Scale 
I lecord Forms 

Pack of 25 1094 03 1 

Mo tor Scale Pack of 25 1094 04 1 
I tecord Forms 

Infi int Behaviour Pack of 25 7094 05 1 
I lecord Forms 

Wanual 1094 06 1 

Gesell Development 
Schedules 

Arnold Gesell and Staff 

Aj e Range: 4 weeks-6 years 
Time Taken: Untimed 

A iclinical measure of the pre-school 
child's mental growth, providing 
qualitative measurements of motor 
development, adaptive behaviour, 
language development and personal-
sopial behaviour. The complete set of 
materials is supplied in a carrying case. 
American norms. 

Complete Set 
li i Carrying Case 

109801 1 

Specimen Set One each of 1098021 
24 forms 

For Ti 6; Behaviour Pack of 25 1098 03 1 
[ lay Chart 

Prir ted Form Pads Pad of 10 1098 04 1 

Text—Develop-
n lental Diagnosis 

1098051 

Tex I—Infant and 
C hlld in the 
C ulture ol Today 

1098 06 1 

Of 1 WFuj 

Cattell Infant 9000 
Intelligence Scale 

Psyche Cattell 

Age Range: 3 months-2 years 6 months 
Time Taken: Untimed (allow 20 to 30 
minutes for administration) 

A downward extension of Form L of the 
Stanford-Binet Intelligence Scale, devised 
as a result of extensive work with very 
young children. 

The scale consists of 127 items ranging in 
difficulty from "regards spoon" and "lifts 
head and chest by arms in prone position" 
(3 months) to "identifying objects by use" 
and "folds paper" (30 months). Testing 
begins with items that are likely to arouse 

the child's interest and give him/her the 
opportunity to achieve success. It then 
extends downwards until all items at one 
age level are completed successfully, and 
upwards until a level is reached at which 
all items are failed. 

The Cattell Infant Intelligence Scale yields 
mental age scores and IQs. Full details of 
development and administration are 
supplied in the manual. 
Contents: The complete set comes packed in a 
carrying case with 25 record forms, but without a 
manual 

Complete Set 1096011 
Record Forms Pack of 25 1096021 
Manual The Measurement ol 

Intelligence of Infants 
and Young Children 

1096031 



The British Ability S c a l e s BOOOQ 

Structure 
APPENDIX 4 

O )||n Elliott, David J Murray 
and Lea S Pearson 

A m Range: 2Vb-17Vb years 
major new approach to the individual 
ignltive evaluation of young people, the 

Ish Ability Scales combine coverage of 
alt the ground In more traditional test 
bi Merles with innovations in test content, 
si soring and profiling. 

Uses 
Designed for use by clinical and 
educational psychologists, the British 
Ability Scales have a number of 
applications: 

1 In diagnosing and analysing children's 
learning difficulties, they provide 
valuable information which can be 
used to initiate remedial treatment. 

2 To assess changes In abilities over a 

?eriod of time, 
o identify, select and classify children 

with various types of learning 
difficulties. 

The keynotes of the British Ability Scales 
are flexibility and ease of use. They can t* 
used either Individually or in any 
combination, as appropriate for each 
assessment. 

Designed as a battery of 23 Scales, The 
British Ability Scales cover six major 
areas: Speed of information processing; 
Reasoning; Spatial imagery; Perceptual 
matching; Short term memory; Retrieval 
and application of knowledge. 

Each of the 23 scales Is broken down into 
further subtests, graded for difficulty. A 
colour coding system based on these six 
areas helps users find Information for 
individual scales quickly. 

BASH 

B M i R N O M B B K M W 

JBRITISH 
ABttJTY 
SQAm QPEKA7 TMIXKI.S 

NAWNG BRITISH VOCABULARY 

ABILITY 
SCALES 

V E R B A L C O M P K E H E N S I O N 
Inset Tro* 

W K B \ H » 



The British Ability Scales have been fully 
standardised over the age range 2V2-17V2. 

- Edition 
Trie 1983 Revised Edition which contains 
new I nformatlon, new test items and 
revisi id tables, based on suggestions for 
Impn tvernents made by professionals 
regul wly using the scales: 

* N( >w items have been added to extend 
th i range of speed of information 
pr >cessing, formal operational 
th nking, and recall of digits. 

* Th e old basic arithmetic and early 
nu mber skills have been merged to 
foi m a new basic number skills scale. 

* A i lew scoring method has been 
de vised for similarities. 

* N< iw ability tables, norms and where 
rel event, centile tables are provided for 
all new and revised scales. 

* Im proved tables are provided for 
ca fculating centiles, IQ equivalents of 
mi an T-scores, and the evaluation of 
dis icrepancies between T-scores and IQ 
eq uivalents, and IQ equivalents and 
sc lolastic attainments. 

A cor version kit is available to update 
exist! ng BAS kits (see overleaf). 

Spec al Features 
The I rittsh Ability Scales offer a 
com| rehensive, accurate test battery with 
many practical benefits for the user. 
— Tr e BAS is a mixture of performance 

and ability tests ensuring that 
cti ildren's interest is kept over a long 

feriod 
r e scales are not based on a single 

mi Kiel or theory of human ability, but 
he ve been constructed with a number 
of models or theories in mind 

— At least four of the types of abilities — 
speed of information processing, 
fo mai operational thinking, social 
re isoning and verbal — tactile 
mi itching — Are not covered in any 
ot ier major individual test battery 

— Sc ores can be easily analysed in a 
ni mber of ways to suit different 
assessment requirements 

— Ar y Scale can be administered 
completely or in short form 

— Four manuals provide users with 
detailed coverage of the rationale, 
practical application and technical 
aspects of the scales. 

Components 
The complete set of materials consists of 
four manuals, seven sets of record forms 
and the test materials: booklets and 
worksheets (some reusable, others 
disposable), toys and blocks. 

A conversion kit is available for 
psychologists already using the BAS. It 
conta ins all materials necessary to 
convi irt an existing kit to the new edition: 
Manual 1 — Introduction and Rationale; 
Mann al 2 — Technical and Statistical 
infon nation; Manual 3 (Revised) — Details 

Administration and Scoring; Manual 4 
— Tables of Abilities and 

rd Forms 1-7 (25 of each); 
Information Processing Booklets 

B, C, 0 and E (10 of each); Basic Number 
Skills Booklet; 1 pad of Basic Number 
Skills Question Booklets. 

<lonms; 
Speelof 

SUMMARY OF TEST INFORMATION 

P R O C E S S SCALE TEST 
TAKEN 

ABILITY CENDLE T 
SCORE 

T -SCORE PROFILE 

30 35 40 45 50 55 60 65 70 
i i • i i i i i i 

SPEED 
Speed ol 
Information Processing y-

REASONING 
Formal Operational 
Thinking 

Matrices <21 x 
Similarities 54 X 
Social Reasoning 

SPATIAL 
IMAGERY 

Block Design (Level) *4o x SPATIAL 
IMAGERY 

Block Design (Power) 

Rotation ol 
Letter-tike Forms 

f 

Visualization of 
Cubes 

PERCEPTUAL 
MATCHING 

Copying 31 x PERCEPTUAL 
MATCHING 

Matching 
Letter-like Forms 11 x-
Verbal-Tactile 
Matching 3,1 x 

SHORT-TERM 
MEMORY 

Immediate 
Visual Recall loD X SHORT-TERM 

MEMORY 
Delayed 
Visual Recall So • • • • X • • • • 
Recall of Designs O* x 
Recall of Digits 37 x 
Visual Recognition 4£ . . . .X; . . . . 

RETRIEVAL AND 
APPLICATION OF 
KNOWLEDGE 

Basic Number Skills 47. x RETRIEVAL AND 
APPLICATION OF 
KNOWLEDGE Naming Vocabulary _ 37 x 

Verbal 
Comprehension 

Verbal Fluency 

Word Definitions 4fc x 
Word Reading S2 X 

Scoring 
The British Ability Scales provide for the 
calculations of two types of score from 
the raw data: 
1 Centiles or T-scores (Mean 50; SD10) 

giving a comparison with other children 
of the same age. 

2 A Rasch-based ability score which is 
independent of norms. 

These enable the tester to make the 
following analyses: 
* Ability estimates for each score. 
* Comparisons of discrepancies 

between T-scores. This is particularly 
useful when comparing scholastic 
attainment with other abilities. 

* Estimation of predicted scores. 

* General, visual, verbal and short form 
IQs can be obtained after the 
administration of as few as four scales. 

* Identification of unusual response 
patterns to the items in a scale. 

* The measurement of change or growth 
in ability over a period of time. 

In addition, Rasch scaling enables the 
user to make direct and sample-free 
estimates of ability and so augment 
scales with new sets of Items easily. 

Video 
Please see page 48 for details of a video 
describing the structure and uses of the 
revised British Ability Scales. This is 
available for sale or hire. 



The Makaton Vocabulary 

APPENDIX 5 

The Makaton Vocabulary i s not another unique signing system. I t i s , as i t s name , 
suggests, a vocabulary which has been specially designed to be used with the 
B r i t i s h Sign Language already i n use by the Deaf Community throughout t h i s country. 
The Vocabulary provides a controlled method of teaching communication. 

I t was o r i g i n a l l y devised by MArgaret Walker, Senior Speech Therapist at Botleys 
Park Hospital, Chertsey; KAthy Johnston and TONy Cornforth, Psychiatric Hospital 
V i s i t o r s from the Royal Association i n Aid of the Deaf and Dumb - hence i t s name. 
Kathy and Tony have now l e f t the Association and Margaret Walker and other s t a f f 
from the Royal Association continue the work. 

In the beginning the Makaton Vocabulary was taught to deaf patients i n a hospital, 
for the mentally handicapped, then i t was used outside a hospital environment, for 
example, i n ESN(S) Schools, i n Schools for A u t i s t i c children and with some adults 
with specific communication problems a f t e r suffering a "stroke". I n each s i t u a t i o n 
i t was found to be very useful i n promoting communication and teaching language, . 
The B r i t i s h Sign Language has certain advantages i n that only key words have to 
be signed so the demands on those with l i m i t e d memory are lessened. Also the 
unrestricted production of the signs makes i t possible for those people who have 
d i f f i c u l t y i n achieving precision of fine movements to make a reasonable attempt. 

The Vocabulary consists of specially selected words/signs which are considered,to 
be most appropriate to the language needs of the mentally handicapped and which 
are graded i n complexity. The i n i t i a l stages introduce the vocabulary to express 
basic needs and more complex concepts are introduced i n subsequent stages. The 
aim i s to ensure that even i f li m i t e d learning a b i l i t y and poor retention prevent 
an individual from progressing beyond the i n i t i a l stages, then he or she w i l l have 
acquired useful, though limited vocabulary. 

Over the past year, Workshops on the Makaton Vocabulary have been held throughout 
the country and to date, more than 2,000 people including Teachers, Speech Therapists, 
Psychologists, Social Workers, Nurses and Parents have attended. Further 
Workshops are planned f o r the remainder of t h i s year. 

There i s no doubt that Makaton plus the B r i t i s h Sign Language works, but there 
remains a great deal to be done to make others aware of i t s f u l l p o t e n t i a l . 

Margaret Walker, M.Sc. L.C.S.T. 
P r o j e c t Co-Qrdinator, Makatun Development Project 

85 Pierrefondes Avenue, Farnborough, Hants. 
Tel: Farnborough (0252) 46620/511874 



The o r i g i n a l v e r s i o n of the Makaton Vocabulary was 
devised, to be used as an a i d i n the t e a c h i n g of S i g n Language 
to mentally handicapped deaf people l i v i n g i n a h o s p i t a l 
environment. I t has s i n c e been r e v i s e d to i n c r e a s e i t ' s s i z e 
and scope and i s being used s u c c e s s f u l l y i n promoting 
communication with non-communicating S.S.N h e a r i n g c h i l d r e n 
and a d u l t s , with some a u t i s t i c c h i l d r e n and w i t h some normal 
a d u l t s p r e s e n t i n g s p e c i f i c communication problems f o l l o w i n g 
n e u r o l o g i c a l damage as i n the case of a ' s t r o k e ' . 

Only key words are signed, but they should always 
be accompanied by normal grammatical speech. There a r e no s t r i c t 
r u l e s as regard p r e c i s e performance of the s i g n s , e.g. a c t u a l 
s i z e of the si&ns or d i s t a n c e from the body. These d e t a i l s a r e 
d i c t a t e d by the needs of the message to be conveyed. Signs 
may be performed w i t h e i t h e r hand and i t i s o f t e n p o s s i b l e f o r 
a p h y s i c a l l y handicapped person to make the n e c e s s a r y adaption 
of a s i g n without l o s i n g i t ' s meaning. The s i g n s a r e a way 
not only of communicating f a c t s , but of e x p r e s s i n g emotions. 
The s i g n s themselves should, where a p p r o p r i a t e , be accompanied 
by s u i t a b l e f a c i a l e x p r e s s i o n , e.g. p l e a s u r e , pain, enquiry.... 

Language Programmes have been developed which o u t l i n e 
methods found most e f i e c t i v e i n t e aching the vocabulary and 
i n i l l u s t r a t i n g the u n d e r l y i n g concepts of lanugauge - e.g. verbs, 
p r e p o s i t i o n s , c o l o u r , s i z e , number e t c . I t i s s t r o n g l y 
recommended that r e f e r e n c e be made to them when using the 
r e v i s e d Makaton Vocabulary. 

D e t a i l s of the one day Workshops on the use o f the 
Vocabulary and c o p i e s of the Manual of Language Programmes 
I p r i c e £ 3 . 0 0 p l u s 5Op postage) are o b t a i n a b l e fromt 

Mrs. Margaret Walker, S e n i o r Speech T h e r a p i s t , 
Jttotleys Park H o s p i t a l , C h e r t s e y , Surrey KT16 A Q . 
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What is the Makaton Vocabulary? 
Margaret Walker, research speech therapist. Psychiatry of Mental 
Handicap, London University, and project coordinator, Makaton 
Vocabulary Development Project, and Dr Aaron Armfield, 
Professor of Special Education, University of Nebraska at Omaha, 
{describe the Makaton language programme 

Establishing communication with children and adults 
who have never gained or who have lost the capacity to speak 
$an be a complicated challenge which may require choosing 
one of several approaches or a combined approach. 

In responding to this challenge teachers and therapists 
in more than 80 per cent of the ESN(S) schools in Great 
! tritain are using signs from British Sign Language (Kiernan, 
1979) and in the majority of instances, these signs are being 

used in Conjunction with a language programme called 'The 
I aton Vocabulary' as an aid to developing language in 
I hose with severe communication impairments. 

The use of alternative communication approaches with 
i hose who have severe communication disorders has also 
I wen popular in the United States. Fristoe and Lloyd found 
i n their survey of persons using non-speech communication 
i hat some form of American Sign Language was the favoured 
i ipproach and that other formal sign systems, gestures, 
i tymbols (such as Bliss Symbolics and Rebus) and a Non-
: Speech Language Programme were reported as receiving use 
\ Fristoe and Lloyd, 1978). They also described rationale 
: issociated with choosing from a variety of approaches in 
i heir article 'Planning an Initial Expressive Sign Lexicon for 
1 'ersons with Severe Communication Impairment' (Fristoe 
i md Lloyd, 1980). Reasons reported by these authors for 
i ihoosing signs/words included: ease of signing production 
i tnd demonstration; importance of the sign/word to the 
i shild; guessability of signs; potential for eventual combi-
: la lions to convey meaning. 

' r*** Makaton Vocabulary 
l"he design of the Makaton Vocabulary appears to be 

i inique and its widespread use prompts these questions: what 
i s the system, what appears to make it so effective and what 
i triplications might it have for the study o f language develop-
: nent among those with severe communication disorders'" 

The Makaton Vocabulary began in 1972 in Suircy, as 
I project to teach sign language to deal' menially handicapped 
tdultS (Walker, 1977). It was soon revised I D be used lor 
shildren and has become the system used to stimulate 
anguage development in the majority of t-SN(Sl schools 

. n Great Britain. 
Makaton is the applied use of a specific developmental 

rocabulary. It has been designed to provide a controlled 
method of teaching approximately .150 signs f rom British 
Sign Language (BSL) to mentally handicapped cluldicn and 
idults and other language handicapped people, in order to 
provide a basic means of communication, t<, encourage 
sapressive speech wherever possible; to develop an under 
(tending of language through the visual medium <>l (he signs 
Uld the logical structure of the sign language i Walker, I T/K) 

The vocabulary words/signs were developed through 
rueful observation of normal v .ihulary while applying it 
lo children and adults with severe communication handicap-.. 
It does not pretend to be a description ul acquired vncabulaiy 
n a precise sequence lor normal or multi-handicapped people 

It is an a priori description of vocabulary sequentially acquired 
as a child (or perhaps an adult) proceeds through develop* 
mental stages of language - from the very basic to. a small, 
but useful, vocabulary. Because a severe communication 
disorder frequently restricts those affected in initiating an 
early vocabulary with which to communicate, a teacher or 
therapist has to decide which language concepts might be 
taught which will develop into the most useful vocabulary 
for the most diverse situations that the child or adult might 
face. The Makaton approach is an attempt tq guide, within 
developmental stages, the acquisition of a core vocabulary of 
a highly useful set of concepts/words with efficient multiple 
use. These can be further combined into a wide range of 
phrases and sentences. It may also be used experimentally 
with signs, symbols, pictures, objects or any combination 
of alternative communication tools. 

The use of Makaton 
The 1976 Revised Makaton Vocabulary is now in use with: 

(a) mentally handicapped deaf and non-deaf children and 
adults who have little or no expressive speech and poor com
prehension, (b) children and adults who are both mentally 
and physically handicapped; (c) those considered to be 
autistic; (d) some young deaf children in the ordinary range 
of intelligence; (e) children with severe articulation or speech 
rhythm problems who need a temporary alternative; (0 certain 
normal adults with acquired communication problems. 

Experience has shown that in addition to the develop
ment of concepts and language other positive results can 
occur. These are reported to be increased (1) eye contact 
(2) attention (3) sociability (4) vocalisation and (S)expressive 
speech. A marked reduction in inappropriate behaviour is 
also reported. For those with severe communication impair
ments, signing can stimulate rather than interfere with 
language development. These positive side effects fall into a 
pattern that cannot be easily explained but do raise questions 
about the use of attention focussing devices as they relate to 
concept development and the contribution that a communi
cation prionty system such as Makaton can make to general 
language development. 

Those who teach and use the system include speech 
therapists, teachers, occupational therapists, psychologists, 
parents, instructors and school and/or hospital staff. They 
are provided with training in one-day workshops. 

Guidelines to the system 
i n ensure the efficient use of the system the following 

guidelines are recommended by the Makaton Project. 
( I ) Participation in a basic one-day workshop organised 
by the Makaton Project is essential. This provides an intro
duction to signing, background to the scheme and guidelines 
<m the recommended teaching procedures for implementing it . 
i .!) Further practice in signing it uceded to maintain quality 
ana increase signing fluency. Advanced courses are available 
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and/or the project's local representative wi l l give signing 
instruction and advice on implementation, if required. 
(3) When teaching the vocabulary the teacher or therapist 
should follow the stages in sequence. However, the words 
within each stage are not necessarily taught in the order 
listed. The instructor should use his or her judgement about 
the communication needs of the child or adult within each 
stage. Unless he or she is highly experienced in language 
development and knows the student very well, any deviation 
from the stage sequence should be carefully considered. 
(4) Signs are accompanied by normal grammatical speech. 
(5) Appropriate facial expression and general body language 
should accompany the signs. 
(6) Approximations of signs are accepted from those 
students beginning to sign and those with motor handicaps 
but the instructors providing the 'model' are expected to be 
consistently accurate - as with spoken language. Whenever 
possible teachers/therapists should practise signs among 
themselves to maintain quality and fluency. 
(7) Left hand or right hand signing makes no difference as 
long as it is consistent. 
(8) When and if speech develops students may discontinue 
the use of some expressive signs on their own initiative. 
However, their instructor should continue signing to them, 
as frequently as they will continue to depend on signs to 
extend their comprehension. Again judgment must be used. 
(9) Since the Makaton Vocabulary is a complete language 
programme, a structured teaching approach is recommended. 
A manual of language programmes (Walker, 1976) pro
vides programmes to teach every stage o f the vocabulary, 
equipment lists and suggestions for revision and over-
learning which are essential for the scheme's success. Another 
important factor in addition to teaching the scheme formally 
from language programmes is that it must also be extended 
into daily living experience. 

What makes Makaton affective? 
Some observations of t h e Makaton system can he made. 
(1) Makaton a p p e a r s t o be t h e only aiici nuuvc communi

cation system which h a s been divided into 'developmental 
stages'. Other vocabulary lexicons have been studied and/or 
prepared, but Makaton provides a set ol vocabulary lexicons 
organised in stages which a r e increasingly complex 

(2) The vocabulary provides a guide for even tin-, most 
experienced language development teacher or therapist as 
well as for those n e w t o vocabulary development to 
deciding on priorities i n developing communication and 
it also offers a g u i d e to planning and ineusuiuig progress. 
The S t a g e s suggest a realistic and an economical limit .in 
vocabulary instruction attempted in a sequence io i cluldicn 
with very limited abilities, while the freedom oi d m i u 
within the S t a g e s allows f o r as much creative judgment ah 
the instructor wishes. 

(3) The range of vocabulary has been . . . i i i . -r . i i iy ,.iii..-,en 
so t h a t a s t h e concepts are learned they I . J I I nc used io 
C o n n e c t a n d combine i n t o t w o of three word sentences ami 
longer. This design feature is present f rom the cailicsl stage 
and throughout t h e e n t i r e vocabulary 

(4) A source o f frustration tor many WHO wish i < 
explore S i g n language as an alternative mean:. >>i commum 
cation i s t h a t i n i t i a l training requites weeks .nniy i , . - 1 , 

an adequate vocabulary is acquueii. I In:, u 4,i wiib ihc 

Makaton Vocabulary because the graded stages permit 
communication to begin immediately at the most basic level. 

(5) It is a potential guide for using alternative communi
cation systems other than BSL for persons - with severe 
communication impairment. Symbol, picture, and other 
alternative communication systems usually rely solely on 
the judgment of the teacher/therapist for selection of the 
vocabulary to be taught. Makaton provides a guide for 
selecting vocabulary - especially initial vocabulary. 

(6) Because the system is widely used throughout the 
United Kingdom, it offers an exceptional opportunity for 
collecting data on the language development of persons with 
severe communication impairment, Extensive data gathering 
could provide information pertinent to learning mote about 
the teaching and acquisition of normal language development. 

Implications for research 
In relation to (6) above the extensive network of uam 

has the potential for gathering data concerning some bt 
questions about Makaton's use, its refinement, and its value 
as a means of learning more about the effectiveness of 
educational programmes for persons who have one or several 
significant handicapping conditions. Record keeping sheets 
are now being used and they help identify the initial con
cepts learned along with the length of time it takes before 
a sign is spontaneously expressed by a student. 

The Makaton Research Committee is studying procedures 
whereby data can be collected Into a central bank that will 
provide information on certain basic questions. Among those 
questions being considered for central collection are: (1) the 
date that a sign/word is introduced; (2) the date that the 
sign/word appears to be included in the student's receptive 
language; (3) the first date that the sign/word is sponta
neously expressed; (4) the combination of signs/words 
which form the student/client's initial two or three sign/ 
word sentences. While a broad base of data is collected on 
such questions, experiments! programmes conducted by the 
Makaton Project's own network of regional representatives, 
are gathering data on specific questions. Independent resesr s', 
is being encouraged and collaboration with other research*... 
in the United Kingdom and abroad is under way. 

General information, details of training courses, publica
tions, name of local representative and current and proposed 
research plans may be obtained from: The Administrative 
Secretary, Makaton Vocabulary Development Project, 
Jl Firwood Drive, Camberley, Surrey. 
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