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Communication

Development: Prelingt:z’siic Approgaches

ADRIANA L. SCHULER. BARRY M. PRIZANT. AND AMY M. WETHERBY

This chapter focuses on individuals with
autism and Pervasive Developmental Disorder
(PDD) who exhibit the greatest limitations in
communication. They are described as prelin
guistic or, in the most extreme cases, preinten
tional (those who do not yet communicate with
clear purposes or intentions). Enhancing t
communication abilities of these persons is in-
deed a challenge; thus far, intervention efforts
have met with only limited success. In the pasf,
many prelinguistic individuals were exclud
from language intervention services because of
the severity of their attentional and behavioral
challenges. Contemporary approaches have in-
tegrated communication and behavioral goal
replacing fragmented remedial efforts with
more comprehensive and holistic approachgs
to communication enhancement. Highly struc-
tured data-based interventions with a behay-
loral orientation have typically included the
most severely communication-impaired per-
sons with autism and PDD. but these efforfs
have only been partially successful, at least
as far as can be ascertained from the data re-
ported (Goetz. Schuler. & Sailor, 1979: Schy-
ler. Gonsier-Gerdin. & Wolfberg. 1990).

The effectiveness of traditional behavioral
approaches in systematic skill building and be-
havioral control for individuals with severe
disabilities has been amply documented: ho
eier. fewer advances have been made when
similar techniques have been applied to the dp-
Mains of communication and language. Treat-
ment outcome has typically been disappointi
_“hen criteria of spontaneous use and generdl-
1zation have been applied (Howlin, [981:

'

v

Schuler
23, adi

et al.. 1990). As discussed in Chapter
proportionate emphasis on training of
externally cued response topographies in con-
trived a her than natural social contexts may
be at =.I lt. This type of approach, although
useful for specific instruction in discrete
skills. runs counter to the dynamic and interac-
tive natdre of communicative transactions.
Shifting philosophies and treatment per-
spectiveg are reflected in more current efforts.
Primarily, a greater appreciation of the func-
tions of fommunication is apparent both among
hental treatment approaches, as evi-
y an increased focus on the pragmatics
unication, and within contemporary
i- circles (Reichle & Wacker, 1993).
ns in the use of behavioral treatment
practice. drawing largely from the pragmatics
of co unication literature, acknowledge the
various [ffunctions of communicative acts in
more natural environments and the primacy of
se!f—initated and reciprocal communication as
opposed|to compliance training. These innova-
tions haye served to mitigate and even preclude
some of| the commonly encountered behavior
that may be observed in autism and
or a more detailed discussion, see Carr,
Tarr & Carlson, 1993; Charlop &
| 1994: Hart, 1981; Koegel, Camarata,
L1, 1994.) As discussed in Chapter 23,
dcent trends are incorporated into the
treatmefit philosophy and guidelines presented
in this chapter. The approaches espoused in this
chapter|lare also augmented by these other
sourcesj (a) a pragmatic view of communicative
competgnce, referring to the use of multiple
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communicative means serving multiple commu-
mcative functions or purposes: (b) insights into
early communicative developmeni. with empha-
sis on the importance of supportive scaffolded
interactions with relevant others (Bruner, 1975:
Dunst. Lowe. & Bartholomew. 1990 Snow,
Midkiff-Borunda. Small. & Proctor, 1984);
{c) the explosion of technology supporting com-
munication enhancement practices that recog-
nize that nonverbal modes of communication
must be utilized when prognosis for the devel-
opment of functional speech is limited ( Beukel-
man & Mirenda. 1992: Reichle. Sigafoos, &
York. 1991): (d) an emerging understanding of
the learning mechanisms involved in the acqui-
sition of cultural as opposed to more object-
referenced knowledge (Tomasello, Kruger, &
Ratner, 1993): and (e) insights that have been
acquired from recent research dealing with the
“culture of play™ and play-based interventions
for children (Wolfberg, 1995; Wol fberg &
Schuler, 1993).

This chapter first discusses the interrela-
tionships between the severe communication
disability associated with preverbal levels of
representation and the related behavioral diffi-
culties. This is followed by a discussion of the
particular challenges presented by individuals
who may be not only prelinguistic but also
preintentional. The key themes of these discus-
sions pertain to: limitations in the expression of
communicative intent, the unevenness of devel-
opmental profiles. the associated behavior ex-
cesses frequently observed, and the challenges
these issues present for both assessment and in-
tervention efforts. Next, assessment principles
and practices, and related intervention ap-
proaches, are discussed. Specific examples will
be given of how communication goals are se-
lected that are commensurate with the assessed
levels of communication skills, While close in-
terrelationships exist between communication
assessment and intervention, these issues are.
however. discussed separately for the sake of
organizational clarity.

The term communicution, denoting a range
of purposeful behavior, is used with varying
degrees of intentionality within the structure
of social exchange to transmit information. ob-
servations, or internal states, or 1o bring about
changes in the immediate physical environ-
ment. Verbal as well as nonverbal behaviors are

included. as long as|some intent. dhidenced by,
anticipation of outcpme. cun be in erred. Thyg
usage implies that [not all voeal zations (op
even all speech) qualify as intenti nal commy.
nicative behavior. Not all voca] cations are
used for communicitive purposcy: they ma
be produced in the context of othe “self-stim.
ulatory™ or self-dir¢cted bchuvi()] for no ap.
parent purpose other than the provision of
sensory feedback.

The term prelanguage is used 10 denote
communicative behavior that |a ks formal
grammatical organization and symbolic refer.
ence. For instance. an individual ight effec.
tively use certain memorized e holalic or
“gestalt” phrases for communicativ purposes,
but is unable to segment them int the indi-
vidual words that constitute their internal
makeup. Chapter 25 dddresses the ¢ mmunica-
tive behaviors of more able individ Is—those
who are capable of intentional lingdistic com-
munication, and who are functio ng at the
one-word or short-phrase level, or bayond. thus
demonstrating at least the roots o symbolic
thinking.

CHALLENGES AND ISSUES AT
PRELINGUISTIC LEVELS

Establishing Intentionality

A prime challenge in working with
ing individuals with autism and P
many are preintentional as well as

nspeak-
is that

tion disorder; not only do more |effective
means of communicatjon need to be learned.
but, most importantly, the basic noti
munication has not yet been ack
Because communication hinges on the antici-
pation of outcomes of 9ne’s own and of others’
behavior, progress can be inferred Wwhen the
autistic individual starys to anticipate particu-
lar memorized outcomes in association with
his or her own behavior (e.g.. hand 4nd body
movements. vocalizations). When the| individ-
ual is starting to look for the effect |of his or
her actions, significant progress is being made
toward intentional communication. | Further
progress is indicated when he or shefrealizes
that the anticipated outcomes are meiatcd by
the actions of cummurliculiun partners. For

jnstance. antig
pr(mchln'_.' FRVIH!
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instince, anticipation s evident when ap-
proaching a snack an dividual starts to touch
4 communication picture symbol in anticipa-
tion and/or manually approximates the sign
“eat.” The most critical progress is made when
that same individual is starting to shift his pr
her aze between the snack and an adult wholis
close by, particularly when that gaze is accom-
panied by a reaching motion and/or a change
in body orientation.

To promote true communiciative progress.
communicative function should supersede
form or structure. Too often. individuals are
drilled on the correct production of par(icu::Er
speech sounds, words. signs. or even a “whale
sentence” without any grasp of intentional
communication. As impressive as the speech
produced may sound. this kind of drill is ¢

attention, and due to unrealistic expectatio
invite behavior problems.

Uneven Developmental Profiles
{Developmental Discontinuities)

Communicative limitations are often not rec-
ognized because so many individuals with
autism and PDD have proficiencies in other
areas. and these proficiencies may mask their
lack of understanding of the world of person-
related cause and effect and intentionality.
This masking occurs especially when the |n-
dividual involved is occasionally observed|to
repeat the speech of others, but not for com-
Municative purposes. For instance, an individ-
ual may say “Don’t hit,” when close |to
Inother individual who is being hit. but with-
vut paving any attention to the unfoldjng
scene. As explained by Prizant and Rydell
(1984, 1995), such a delayed echolalic act of
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speech production may function merely as a
“situatidn association” echo—a situation-spe-
cific memorization of a particular phrase,
which may further be associated with certain
states off arousal or agitation.

When the delayed echolalic nature of the ut-
terance fis not understood by others, there may
be considerable confusion about the level of
cative competence to be inferred. Typ-
individual may be accused of “nega-
tivism, || of “withholding.” or of simply not
doing his or her best when failing to use lan-
guage. Such attributions are readily made when
excellent situational recall skills allow for the
production of contextually appropriate utter-
ances. [These may. nevertheless, be created
without [specific communicative intentions. Un-
fortunately, this type of echolalia may lead
parents.fclinicians, and teachers to believe that
these individuals would be able to talk cre-
atively ' they were sufficiently pressured. Such
false assumptions can easily lead to unproduc-
er struggles. This type of scenario may
underscore the importance of a com-
e assessment designed to provide a
ure of communication skills and re-
els of development across contexts.
agnitude of the developmental dis-

e gathering of pertinent and valid as-
data most challenging. In making
ons across areas of assessment, dif-
'ions need to be made between do-

social
objects
found

owledge as opposed to knowledge of
and spatial relations. The authors have
any discrepancies along those dimen-
onsistent with Kanner's (1943) semi-
ings. object knowledge almost always
person knowledge. The most extreme
ncy we ever encountered pertained to a
preinteritional level of communicative and so-
cial knowledge (roughly estimated at a 6
months|age level) in the presence of astounding
knowledge of objects and spatial relations
(roughly estimated at beyond 9 years of age).
(For an in-depth discussion, the reader is re-
ferred fo Fay & Schuler, 1980: Papy. Papy. &
Schuler| 1995: Schuler. 1995: or Schuler &
Watanabe. 1995.) A pervasive lack of commu-
nicativg understanding and of the related
skill dijcrepancies sets the stage for the severe

nal wri
exceed
discrepd
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behavioral challenges that are so commonly en-
countered, especially in preverbal individuals.

Behavior Ramifications

As pointed out in Chapter 23. the ¢close interre-
lationships between communicative deficiency
and challenging behavior often have been over-
looked. What should be taken into account is
that much “aberrant ™ behavior may serve com-
municative functions in a preintentional or
semi-intentional way, For instance, self-injury,
tantrums. stereotyped echolalic routines, and
S0 on. may be the only available means by
which an individual with autism or PDD can
create an impact on the environment, or at least
make predictions about it and test his or her
hypotheses. Such behaviors may serve to ter-
minate an unpleasant situation, to secure phys-
ical contact and/or attention, to initiate or
regulate a social interaction. and so on. (For a
more detailed discussion of these issues, see
Carr, 1977; Carr et al., 1994: Schuler & Goetz,
1981; Schuler & Prizant. 1985; Weeks &
Gaylord-Ross, 1981.)

The prevalence of undesirable communica-
tive means suggests that communicative compe-
tence would be enhanced if such inappropriate
means could be replaced by more socially ac-
ceptable, conventional, and mutually satisfac-
tory forms of communication. This suggestion
implies that behavior management and commu-
nication skill-building efforts are interdepen-
dent and closely integrated. In other words, the
functional analysis of challenging behavior
should guide communication programming
(Durand, 1990). For instance, if an individual's
temper tantrums and self-injurious behaviors
typically occur when daily schedules are vio-
lated, or when activities are imposed that seem
1o be disliked. these behaviors are likely to
serve a protest function. Functional analysis of
the pattern of behaviors and situational context
involved should be completed. including ante-
cedents as well as consequences. (For detajled
guidelines. see Carr et al. 1994: Durand.
1990.) If the behaviors involved indeed serve a
protest function. more appropriate means 1o ex-
press protest functions need to be taught. For
instance. a pictorial or written-word symbol. or
a formalized hand or other body movement may
be introduced.

The most effectivie behavior m nagemen
approach is one that ncorporates af analy .
ol the communicative| functions of | ¢ hgf;
tors of concern into a comprehensing

V-

Program
that involves teaching| more mutually satja, .
ing and more adaptivelalternatives, hc ~cch--
tion of teaching activities that are fnctiony,
meaningful, and motivating. as wel a4s man-

ageable. will serve 1o prevent many lbehay jor
problems, ‘

Alternatives to Speech Communicatj

In many cases. speech may not be thel;
able mode of communication and may|not con-
stitute a reasonable shart-term objectiive. It s
generally assumed that| about half of all per.
sons with autism and PDD never devel
tional speech (Fay & Schuler, 1980; I
1988). Not only do we often observe 3
expressive speech. but the comprehension of
others™ speech tends also to be limited|despite
some situational understanding. Lang
often only understood j highly familiz
texts, and, most likely, the individual i
sponding to the speech but to the [routine
within its situational co text, or to other cues
such as gestures and location in spade.
own clinical experience has convinced
for prelinguistic individy als, it is desira
reduce and/or simplify |speech input &
supplement it with visual information,
demonstration, and contextual support.
other accommodation to |the limited c¢
hension of speech lies inl the use of a
structured—and therefore predictable
ronment that incorporates|routine interagtions.
predictable time schedules. and clear s
layouts of living and learning spaces, s
ules, and so on.

When speech does nof seem feasibld
primary mode of communication. alter
Or augmentative modes off expression ne
be introduced along with the expansion of
ural gestures. Research dnd clinical reports
have documented the effictive use of [non-
speech means 1o augment communication and
develop literacy skills in sign language. fom-
munication boards. picture books. and gom-
puters for persons with jautism. PDD.|and
other disabilities. (For revipws. see Bedrobian.
1996: Beukelman & Mirenda. 1992: Ris hop.
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Runkin. & Mirendu, 1994: Koppenhaver &
yoder. 1992 McNaughton & Lindsay. 1995
virenda & Schuler, 1983: Reichle et al.. 1991
Schuler & Baldwin, 1931 Schuler, Gonsier
Gerdin. & Woltberg, 1990.) Despite encourag
ing findings. many people continue to fear tha
the introduction of a nonspeech mode of com
munication will inhibit speech development
Fortunately. this fear is not supported by the
available research or by our own clinical exper
rience. Spontaneous increases in speech of
vocal output are typically observed in about
one-third to one-half of those nonspeaking in:
dividuals who learn to express themselves
through other modes.

Decisions about specific modes and sys:
tems of communication should be made on
an individual basis (Beukelman & Mirenda.
1992: Reichle et al.. 1991; Schuler. 1985;
Schuler. Peck. Willard, & Theimer, 1989). A
will be discussed in more detail, those deci
sions should be based on a careful examination
of current communicative repertoires and of
the demands of current and subsequent liy-
ing and learning environments. Nevertheless,
many individuals with autism and PDD have
been found to benefit most from those forms
of augmentation that code information in ja
visual-spatial manner. This term is used in
reference to visual stimuli that remain present
over time, allowing for repeated visual exami-
nation. This feature distinguishes picture
boards. written words, or related symbol sys-
tems from sign language, which also incorpo-
rates transient or fleeting visual information.
tFor a more detailed discussion, see Mirenda
& Schuler, 1988.) The recent interest in facili-
tated communication ( FC) is at least partially
explained by the fact that it incorporates writ-
ten words. graphic symbols, and/or keyboards.
all of which are presented in a visual-spatial
mode.

g

Joint Attention and Action

The biggest challenge in enhancing communic¢a-
live competence probably lies in the need to ex-
pand the repertoire of communicative functigns
W include more social purposes, allowing for
greater reciprocity and mutual enjoyment |of
communication (Wetherby & Prizant. 1993b).
Typically, the greatest success is in teaching
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more socially acceptable ways (o request ob-
jects or jictions, as well as ways to protest
against changes in environment, interruptions
of routinds. increased demands, and so on. In
other wopds. communication alternatives are
most easily acquired as long as the communica-
tion centers around objects and the mainte-
nance oflorder in the physical environment.
However.| more socially referenced forms of
communitation are often lacking in the com-
municatiye repertoire and present much
greater challenges. When more advanced com-
municatie behaviors appear. the range of com-
municative functions displayed typically
remains festricted to immediate needs and en-
vironmental ends (i.e.. communicating to regu-
late others' behavior: Fay & Schuler. 1980;

periences (i.c., to establish joint attention) and
to incredse reciprocity between an autistic in-

ticipate |in shared activities and, ultimately,
fect. Our own research suggests that
supported play with more competent peers
(Wolfberg & Schuler, 1993) may be not only
the mostleffective but also a most enjoyable ve-
hicle for teaching more socially referenced
communijcation and for normalizing affect.

ASSESSMENT AND INTERVENTION
DOMAINS AND APPROACHES AT
PRELINGUISTIC LEVELS

Before [embarking on a more detailed dis-

cussion |of assessment and intervention strate-

gies, our guiding philosophy should be stated

clearly.|We believe that, first and foremost.

the competencies and needs of the individuals

involved should be considered. Second, envi-

ronmenfs that invite and are responsive (O
social and communicative interactions should

be crefited. to help foster communicative

competence.

Promoting Competence

When [dealing with individuals with severe
commupicative limitations, the experience
of communicative success is of paramount




544 Interventions

importance. As discussed in Chapter 23, to
accomplish this goal. we advocate moving
away from aorientations that focus oo nar-
rowly on deficiencies, despite the obvious
severity of the disabilities involved. A per-
son’s learning strengths, motivations, and pre-
ferred activities and relationships should be
acknowledged. It is equally important to reex-
amine communication as a transactional phe-
nomenon that involves at least two or more
individuals and serves a range of different so-
cial and cognitive functions. Although the
burden of changing behavior has traditionally
been placed on the most disabled communica-
tion partner, important accommodations for
communicative success can be made by perti-
nent others. Both the context and the interac-
tional style of the communication partners
need to be targeted in intervention efforts.
(For a discussion of these matters, see
Duchan, 1989; Kaiser & Goetz, 1993; Peck,
1986.) After all, communication is a transac-
tion between two or more individuals in a
given social context (Prizant & Wetherby,
1989) that allows the more competent part-
ners to compensate for the disabled partner’s
communicative limitations. In doing so a scaf-
fold is provided for the development of new
skills.

Concerning interaction style variables, nur-
turant response styles that acknowledge even
the most minimal initiations are most likely to
enhance communicative skills than are less re-
sponsive and more controlling response styles,
especially for persons with very limited com-
munication ability (Duchan, 1983; Dunst
et al., 1990; Peck. 1989). Similarly, play inter-
ventions that incorporate adult-mediated peer
responses to even the slightest approximations
of appropriate play interactions were found to
be highly effective in promoting play behav-
iors (Wolfberg & Schuler. 1993). The design
of interventions to promote play and social in-
teractions thus becomes a matter not only of
specifying desirable changes in child behavior.
but also of specifving desired changes in adult
inleraction style.

Concerning context variables, we need 1o
determine which contexts and learning situa-
tions invite the most competent communicative
initiations  (Koegel & Johnson. 1989: Peck,
1989: Rowland & Schweigert. 1993). In doing

s0. a combination
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abstract. The task icative part-
ner (i.e., the caregjver. clinician.fteacher) is 10
stage contexts thdt invite success and. ulti-
mately. the experignce of commuhnicative effi-
cacy. Developmental information s thus sought
in an effort to select a proper |level of task
adaptation rather than as a goal by itself. The
social and cognitive approach we advocate in
Chapter 23 demands that curret knowledge
and cognitions are| taken into account so that
successful learning can be piann in a context
that makes sense tg the individua | involved.

To provide the type of intervention approach
that is advocated, alternatives to|standardized
and other traditional forms of assessment tools
must be used. (For a further discu§sion of these
issues, see Halle, 1993; Prizant |& Wetherby.
1985, 1993a: Schuler & Perez, 1991.) For in-
stance, the value off traditional behavior check-
lists, which reduce assessment fo measuring
the frequency of desirable and/or undesirable
behaviors, and which tend to be|context-free.
is questionable for our purposes) Rather than
identify and/or measure deficiencies, assess-
ment should pinpoint enabling [factors. The
tools selected should allow for the evaluation
of communicative behavior in natural contexts
that demand close involvement of teachers. par-
ents, siblings, peers. and pertinent others who
may have important observatiops to share.
Similarly. it is imperative that interventions
are nol limited to one specific sefting. so that
the individual involved is able t@ experience
communicative suc¢eess throughput the day.
Use of a number |of different $ettings and
interactants creates an environment that is
conducive as well jas responsivg| to commu-
nicative and social initiations. Again. these
concerns demand |close collabgration with
parents and family) members orjother perti-
nent carcgivers. For such collabonation to take
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place. it is eritical that parents or pertinent
others have an active vorce in the assessment
process as well as in the design of the overall
intervention program.

Because people with autism and PDD are
more limited in their ability to acquire skills
that are normally “assimilated™ from interact
tions with others. the primary goal of an intert
vention program is to break down modes of
noninteraction or minimal interaction and to
provide for more social modes of communica
tion. When these modes are not accessed. the
lack of socially constructed knowledge be
comes only more profound over time. Intensive
interventions that support social learning—for
example. incidental teaching (for a discussion
see Halle. 1993). use of joint action routines
and other socially based strategies—are thus
ot critical importance. particularly when ser
vices are provided to very young children and
their families (Harris & Handleman, 1994)
Fortunately. increasing numbers of childrer
and their families are being identified and
served at a much earlier age. Encouraging re-
sults from intense early intervention efforts
have been documented in the literature (see
Birnbrauer & Leach, 1993; Greenspan, 1992
Kalmanson & Pekarsky, 1987; Lovaas, 1987
McEachin, Smith, & Lovaas, 1993; Rogers
1995: Scheinkoph & Siegel. in press: Siegel
1996) and have been observed in our clinica
practice. The earlier parents are supported in
establishing more reciprocal modes of inter;
action and more conventionalized patterns of
actions and attention. the greater the chances
of self-regulation and communicative efficacy
Dunst et al.. 1990: Greenspan. 1992: Prizan
& Mever, [993).

Assessment Principles

Traditional formal communication assess
Ment upproaches focus primarily on the struc
ture or form of language and rely on elicited
fesponses. Because communication impair
ments associated with autism and PDD arg

Must upparent in the area of social use of

sommunicative acts, most formal communica
tlon assessment instruments have limited utilt
'y other than for establishing developmental
lesels. particularly for preverbal individuals
Wetherby and Prizant (1993a) identified
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several ajor limitations of the most  tre-
quently psed formal communication assess-
ment instruments tor individuals with limited
language fabilities. First. most instruments are
not family-centered. They do not allow for the
family toficollaborate in decisions about the as-
process. nor to participate to the ex-
:d by the family members. Second.
ruments involving direct assessment
rily clinician-directed. The individ-
evaluated is placed in a respondent
ich limits observations of sponta-
neously initiated communication. Third, most
formal instruments emphasize language mile-
stones an : forms of communication (e.g.. num-
ber of di fcrem gestures. sounds, words, word
combinatjons), rather than use of communica-
tive acts [in everyday interactions. and the so-
cial-communicative and symbolic foundations
of language and communicative competence.
Currefit theories on how children acquire

sessment
tent desi
most ins
are prim
ual beiny
role. wh

tion in

within an interactive, meaningful
in which each person is encouraged

rticipant, as an informant about the
individual's competence and performance,
and as|a collaborator in decision making;

3. Assesgment should not only identify rela-
tive dgvelopmental weaknesses, but should
also provide information about relative
strengths in communication and related
areas of development.

4. Assesgment should be viewed as a dynamic
process in which an individual's capacity
for deyeloping communicative competence
is understood over time.

tive pd

Thus. thefe is a ¢ritical need (a) to move toward
more authentic assessment of persons with
autism and PDD by ensuring the ecological va-
lidity of dssessment practices ( Damico. Secord,
& Wiig, 1992). and (b) to utilize dynamic as-
sessmentjito explore aspects of contexts that
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support or impede an individual's acquisgition
of communicative competence (Olswang.
Bain. & Johnson. 1992: Schuler. 1989).

Assessment of social communication and
related abilities is most relevant when it pin-
points specific treatment goals and teaching
strategies—that is, when it provides specific
directions for intervention. The limitations in
intentional communication and language com-
prehension, and the associated developmental
discontinuities and behavior problems make it
very difficult to use standardized instruments.
A variety of assessment techniques may be
used, as long as they are indicative of current
ability levels and provide direction for how
communication abilities may be expanded.

The framework presented in the previous
chapter (see Table 23.1) can be used as a guide
for determining domains that need to |be as-
sessed. (More specific assessment questions
that need to be addressed at this leyel are
summarized in Table 24.1.) Following is an
overview of important considerations (for as-
sessment of prelinguistic individuals with
autism and PDD, using a social commurjication
assessment framework.

Assessment Domains

Expressive Communicative Means

Preverbal individuals, by definition, show lim-
ited ability to express themselves through oral

TABLE 24.1 Examples of Core Prelanguage
Assessment Questions

Does the student exhibit intentional communicative
behavior?
Through which means does the student com municate?
Which communicative functions may be inferred
from behavioral observations?
Does the student utilize multiple means 10 dchieve
communicative functions? It so. for which
functions?
Does the student exhibit repair strategies when
communicative ends fail to be met? If sof which
ones?
Is the student able to initiate. respond. andfor
maintain a communicative exchange”
Which contexts are most facilitative of
communicative behavior?

language. Theretore. COMMUNICILION ANsSess-
mentl should identity the range ol communi-
catime means or behaviors used 10 express
intentions (sece Table 24.2). Persons with
auti and PDD often use unconventional.
idiodvncratic, or challenging behavior to com-
municate for various functions (Carr & Du-
rand, 1985: Donnellan, Mirenda. Mesaros. &
Fasslfender. 1984: Schuler & Goetz. 1981:
Wetherby & Prutting, 1984). Theretore, a lack
of konventionality or social acceptability
should not preclude the possibility that a be-
havior is being used purposefully to communi-
caté, The degree of conventionality and social
accgptability of the individual's entire reper-
toire of communicative behaviors should be
considered. Additionally, the sophistication of
preyerbal communication should be consid-
erefl. Gestures may range from primitive con-
tacl gestures, such as physical manipulation of
anather person’s hand, to distal gestures in
which there is no physical contact, such as
pointing or depictive gestures (i.e., pantomime
gestures). Vocal communication may range
fram vowels that are differentiated on the
basis of affective state (e.g., excitement versus
distress) to mono- Or multisyllabic vocaliza-
tigns of consonants and/or vowels, some of
which may approximate speechlike forms.

As far as speech output is concerned. perti-
nent questions revolve around the ability ©
repeat or approximate speech, and, perhaps
more importantly, to use vocalizations for in-
tehtional purposes. It should be determined-
whether vocalizations and/or some form of
edhoing may be used intentionally for com-
nicative purposes. (See Chapter 25 for fur-
tHer discussion of echolalia and other form>
of unconventional verbal behavior.) For n-
stance. can some form of speech imitation b¢
prompted? [s there any evidence of aprav
ivolvement that affects the motor-planning
c!pracities of the oral musculature. as ¥e R
Bodily movement and coordination?

eceptive Language and Communication

is also important to assess the level of713n~
uage comprehension S0 that service provider*
nd family members can use this informaﬂ"f

adjust their language level to promot¢ sue
essful interactions. It should first b€
rmined whether the individual’s lang¥
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TABLE 24.2  Summary of Communicative Means,
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with Some !".xulﬂph:s and Definitions

Communicative Means

||Do.--cripl|nn

Cryvmg, tantrums/Self-injury, proximity Physical

Pasatve gase Eycco

attention.

Aclive gaze Eve co

Grabs/Reaches

Vocalization
Self-removal

Reenactment (rituals)

A wide range ot vocal ad
Running away or disappt

Reenactment of partial

nlact without atte

nfact with attemp

closeness to ulhu.'l‘\ and/or objects.

apts to direct the other's gaze or focus of

s to direct the gaze of others.

May be [responded to h):‘ others as being a request for an object.
particulprly when cumh'L

ed with gaze and/or vocalization,
s and/or “noises.”
arance may be used as a form of protest.

br entire behavior sequences associated

with a desired outcomeu(e.g.. requesting to go out shopping by

collect

Physical manipulation Physically moving othe
desired [action. May alsg
tickled by placing somedne else’s hand on the desired location).

Handing a toy to someo

and reference.

Giving/Showing objects

ing jucket. car ke

s, etc.).
person to have him or her perform a
be a reenactment (e.g.. requesting to be

e in an effort to establish joint attention

Pointing (contact or distal) Indicative hand gesture|denoting attention toward or request for
object pr action. Distecht from reaching and actual physical

contact

Gesturing Natural gestures such ag pushing away, making a palm-up request,
giving; distinct from signing and stereotyped body manipulations.

Intonation Variations in vocal pitch, volume, or duration.

Aggression Pushing. kicking, biting, pinching directed toward another
individual.

Echolalia Delayed or immediate répetition of the speech of others; may vary
in situdtional appropriafeness and degree of intent.

Single-word speech

Single-word signs
AAC system use (e.g., pictures)

Note: The behaviors listed, particularly those that are

least conventional and symbolic, may vary in intentionality.

comprehension is at a prelinguistic or linguis-
tic level (Lord, 1985). Assessment of receptive
communication should include an individual’s
ability to receive and respond to others’ com-
municative signals. A full audiological assess;
ment relevant to an individual’s developmenta
level may need to be conducted to assess hear
ing status. An individual's ability to respond
10 communicative signals in natural environ
ments—for example, communicative gestures,
vocalizations, words, and multiword utterr
ances—should also be documented. A primar)
determination is whether speech signals conr
ey any information to the autistic individual.
Although this seems a rather straightforward
matter, such determinations are not always
easily made. Because many individuals have
20od recall of sequences of events and may

learn to |respond to an overall contextual
“gestalt.”||they may respond appropriately to
everyday |instructions given in a predictable
context. The linguistic comprehension skills of
individuals can be easily overestimated be-
cause of their use of situational cues and their
memorizdtion of daily routines. A correlate of
gestalt processing may be inferred when indi-
viduals show a contextual comprehension of an
utterancelas a whole but are unable to respond
correctly/when a few words are altered, into-

nation is| changed, or other minor revisions
occur. Afl in-depth assessment of comprehen-
sion skills should thus examine what happens

when stapdard instructions are altered in a va-
riety of faily contexts. (For a more detailed
discussion of assessment strategies, see Peck
& Schulér. 1987: Peck. Schuler. Tomlinson,
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Theimer. & Haring, 1983: Wetherby & Prip
zant. 19924 for a more detailed discussion of
nonlinguistic comprehension striategics, see
Chapter 25.)

When an individual can comprehend linguis
tic aspects of a message, it is important to deter
mine whether he or she is able to comprehend
single words within the message, multiword
combinations guided by semantic relations (i.e
understanding based on knowledge about wor
classes and relations), grammatical construg
tions (i.e., syntactic and morphological rules
or connected discourse. The individual's la
guage comprehension level should contribute
the selection of suitable augmentative co

(U = T

greater comprehension skills show more readj-
ness for a symbolic communication system.

Social-Communicative and
Socioemotional Abilities

Assessment of communication should deter-
mine the communicative functions expresse
by an individual as well as the repertoire of be-
haviors used for communicating. If an individ-
ual is at a preintentional level (i.e., does not
demonstrate any deliberate, goal-direct ed
communication), assessment should identify
behaviors that serve a communicative functipn
based on others’ interpretation of these behav-
jors. The triad of functions defined by Bruner
(1981 )—behavior regulation, social inter-
action, and joint attention—is particularly
useful in assessing individuals with autism nd
PDD. Wetherby (1986) has suggested that, for
individuals with autism and PDD, the easigst
and first emerging communicative function is
behavior regulation, and the most difficult
function is referencing joint attention, presum-
ably because of the differing social underpin-
nings of these abilities.

Persons with autism and PDD also evidence
difficulty with the reciprocity of communi-
cation. Assessment should consider the indi-
vidual's ability to synchronize and regulate
turn-taking interactions (Dawson & Galpert,
1986). Additionally. it is important 10 a$3ess
the individual's ability to repair communjca-
tion breakdowns: that is, when an individual's
attempt to communicate is unsuccessful. what
strategies are used to repair? Does the indi-
vidual at least repeat the communicative signal

L 4 : S e 4

to persistfin communicating, or is the individual
able to mbdify the signal to clarily the commu-
nicative fintention? Because individuals with
autism may be faced frequently with communi-
cation breakdowns. repair strategies are criti-
cal for sutcessful communicative interactions.
Use of social-affective signals. including
facial expression and displays of affect. gaze
behaviorll vocalizations, and other behavior
reflectini emotional and physiological states.
should assessed. Individuals with autism
often demonstrate limited use of gaze shifts
to reguldte interactions. and their emotional

states may be difficult to read because of a
limited fange of atfect expression (Prizant &
Wetherby, 1990).

Assessment of social relatedness is an im-
portant component of a thorough commu-
nication| assessment because communicative
competence will depend, to a great extent. on
an individual's social knowledge and social
relationships. Social relatedness may be de-
fined asllan individual's motivation to be with.
to be like. to share feelings with, and to learn
from others (Prizant, 1986: Prizant & Meyer.
1993). This entails knowledge of social con-
ventions of behavior and an understanding of
others’ motivations and intentions. Dimensions
of social relatedness that may be assessed in-
clude sdcial orientation (interest in being with
or obsefiving others), attachment (selective ori-
entation toward an individual who may serve as
a base of security). joint reference (the ability
to estaBlish and maintain shared attention with
others)l imitation (the ability to repeat actions
or speech of others for social ends, or to learn
from others). emotional expression (the ability
to exprgss emotional states in a readable man-
ner), empathy (the ability to understand the
emotiopal perspective of others). and knowl-
edge social rules and conventions (under-
standifg rules of social behavior in different
contexts and modifying behavior accordingly?
apter 25 for further discussion). The
iateness of nonverbal behavior in com-
municitive interactions may also be assesst
as to iffs role in supporting or inhibiting 5°_c“"
e and communication interactions
(WethBrby & Prizant. 1990).
ssessing social interaction. the prese™

have mostly relied on direct obsef
in unstructured and semistructy
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contexds, The Social Interaction Observatio
Guide tsee also Peck & Schuler. 1987) or. mord
formally. the Communication and Symboli
Behavior Scales for younger children ( Wetherb
& Prizant, 19934, 1993b) have been helpful fo
orgunizing our observations. We look for the
behaviors that are used to initiate. respond ta,
maintain, or terminate social interactions, as
well as the use of gaze and the expression of
affect in social interactions.,

The observational framework shown in
Table 24.3 was not designed to quantify the bek
haviors involved. Instead, it provides detailed
descriptions of response topographies and ref
lated contextual variables, which will help to
pinpoint productive intervention contexts.

S i

Language-Related Cognitive
Abilities/Symbolic Representation

Assessment of cognitive strengths and weak:
nesses is of extreme relevance, particularly for
individuals at preverbal levels. It is important
to determine an individual's understanding of
characteristics and categorizations of objects
events, and persons, and how such understand-
ing is brought into his or her social inter:
actions. Therefore, communication abilities
should be considered in the context of cognitive
abilities, including attentional capacities, sym-
bolic play and object use, and understanding of
cause-effect relations (Bates, 1979). Both cog-
nitive and social skills are pertinent to the
emergence of symbolic play, and distinct corre-
spondences have been observed in the appear-
ances of increasingly sophisticated forms of
language and play (McCune, 1995; McCune-
Nicolich. 1981).

Persons with autism and PDD have been
found to have relative weaknesses in symbolic
play (make-believe play in which one object is
used to stand for and represent an absent ob-
ject). presumably because of the greater social
demands of symbolic play (Dawson & Adams,
1934: Sigman & Ungerer, 1984; Wetherby &
Prutting. 1984: Wing & Gould. 1979). and in
symbolic representational capacities (Frith,
1989). Relative strengths are observed in con-
structive play (combining objects to create a
Product such as a drawing, a block construc-
tion. or a puzzle assembly; Schuler, 1995). For
children with autism and PDD, it is important
0 assess play skills at preschool and early

Prelinguistic Approaches 349

school agge. and to compare their cognitive
level of symbolic play separate from their con-
structive|play. Because participation in sym-
bolic plag diminishes during Late childhood, it
is not apgpropriate to evaluate symbolic play
n udnlc’u;cmx and adults with autism and
PDD. evdn it they have cognitive limitations. It
is possible to assess knowledge of object use
and levell of sequential organization in daily
living skjlls (e.g.. setting the table and doing
laundry) iind in recreation and leisure skills. to

provide information about nonverbal mental
representation. Extreme insistence on identi-
cal routifles is generally suggestive of limited

ation, and spontaneous manipula-
tions of finovel™ objects may provide another
index of levels of representation.

It is odr position that the cognitive status of
individuals should never dictate teaching con-
tent, and| that cognitive objectives that are
removed from a context of functional commu-
nicative xchanges are undesirable. On the
other hand, neglect of cognitive abilities and

styles may backfire, because only situation-
specific [communicative behaviors may be
learned when content is developmentally inap-

propriate)| Such communicative acts are not
likely to generalize or be used spontaneously
in interactive contexts. Therefore, we believe
that assessment of cognitive levels is of critical
e in planning intervention when as-
ersons at prelanguage levels (see
; also see Chapter 19).

sessing
Table 24.

t Practices and Strategies

s at preverbal levels, assessments
that depepd solely on verbal instructions or
verbal output are not suitable. In addition, the
characteristics of preverbal individuals make
assessmenis that depend on modeling or imi-
tation questionable. Familiarity with typical
profiles of persons with autism and PDD often
allows slight modification of the tasks and
protocols.fto obtain the information sought. It
should be| kept in mind. however, that such
adaptations make the findings more difficult
to interpret. Congruent with the cognitive pro-
file and the associated learning style. as dis-
lier. we find that tasks that are
that involve a spatial layout of the
informatidn presented are most manageable.
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TABLE 24.3  Social Interaction Observation G

uide

Nuame:

Observer:

Length of Observation:

Contexty ceae oo oo PDEES

INITIATION SKILLS (e.g., Approaches, Touches

Description/Context:

RESPONDING SKILLS (e.g., Reorients Toward

Signs/Speaks, Other)

Description/Context:

MAINTENANCE SKILLS (e.g.. Maintains Prox
Takes Turns, Offers Objects, Vocalizes, Signs/Spe?

Description/Context:

aks, Other)

Offers Object. Gestures, Vocalizes, Signs/Speaks, Other)

. Imirtates, Conjplies with Directives, Gestures, Vocalizes,

imity, Follows, [mitates, Alternates or Reciprocates Action.

TERMINATION SKILLS (e.g.. Moves Away, Gestures, Signs/Speaks. Other)

Description/Context:

LEVEL OF PLAY (e.g.. Unoccupied, Isolate. Onlooker. Parallel,

Description/Context:

\ssociative, Cooperative)




Speaks, Other)

tures, Vocalizes,

procates Action,

TABLE 244 Major Questions for an Interview
to Assess Cognitive Status

1. Does the individual realize that objects and/or
people continue o exist even when out ot ~sight?
(Objective and people permanence)

2. Does the mdivadual realize and anticipate the im-

pact ol his or her own and other people’s actions?

Doces the individual understand  that difterent

looking objects can belong in the same conceptual

[

category/class because of shared features?

4. Does the individual remember and utilize con-

crete spatial information (e.g.. location, shape,

ete)? Does the individual remember and utilize
less tangible, flecting information (e.g., facial ex-
pressions and gestures)? '

Does the individual insist on the strict maintenance

of routines/rituals, or can creative rearrangements

of events be tolerated?

6. Does the individual demonstrate object manipu-
lations that are lurgely stereotyped and/or ex-
ploratory, or, instead. functional and pretend
forms of object manipulations?

7. Does the individual imitate novel actions vs. ac-
tions already observed within his or her behav-
ioral repertoire?

W

Assessment of activities that require relatively
simple motor responses is important because
our own clinical experience is consistent with
literature claiming the existence of additional
motor planning problems (e.g., Biklen, 1990;
Grandin. 1995b), including oral and limb

apraxias that negatively impact on motor plan- |

ning, coordination, and execution.

The difficulties inherent in assessment man-
date validating assessment findings through
other sources. The use of multiple types of
assessments carried out in multiple contexts
serves to reduce the chances of situational arti-
facts and measurement error. Such variation in
assessment formats and contexts has additional
value in a dynamic sense: it may serve to iden-
tify optimal learning contexts and supports. It
is also important to look at the effects of exter-
mlly imposed structure. Assessment formats
that are highly externally structured may pre-
»ent a very different clinical picture than more
loosely structured formats. which require indi-
Viduals to impose their own structure, that is, to
rezulate and organize their own behavior. (For
an in-depth discussion of this issue. see Schuler
& Perez. 1991,

Because of the difficulty in assessing lan-
2uage. communicative, social, and related sym-
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bolic abil
recomment use of a combination of assessment
strategies (Peck & Schuler, 1987 Wetherby &
Prizant. I‘)Zh). varying from direct observa-
tions of ndturally occurring behavior samples
throughout| the day to ratings of behaviors ob-
served in semistructured or staged communica-
tive contexts. [ possible. such situations should
be videotaped for later analysis. Assessment of
these abilities should occur in the home. the
classroom.and the community, and should in-
volve significant others in order to determine
what abili es an individual can and will need to
use in his gr her natural environments.

ies of individuals with autism, we

Interview

An initial|method for gathering information
about an individual's communicative and sym-
bolic behayior is to interview significant oth-
ers. Becayse of their extensive experience
under a range of circumstances, the input of
family members and teachers is critical in
providing @ highly representative picture of
an individyal’s communicative repertoire and
profile. For these reasons, we have made ex-
tensive use of structured interview formats to
assess communicative competence (Schuler,
1981, 198 % Schuler et al., 1989; Wetherby &
Prizant, 1993b). The completion of an inter-
view sets [the stage for close collaboration
among parg¢nts, other caretakers, and pertinent
professionals. Because the knowledge of many
valued infgrmants tends to be intuitive and not
formalized, we have found it helpful to opera-
tionalize te questions and avoid any queries
that are top open-ended. Table 24.5 displays
the questins used: together with the means
presented §n Table 24.2, they constitute the
core of ourjinterview format.

The progess of completing an interview has,
in our experience. been most valuable because
informants| become typically more cognizant
of their interaction and communication pat-
terns when they respond to the questions
posed. Thi§ type of awareness is most critical
to effectivg incidental teaching in naturalistic
contexts.

Naturalistic Observation

A second dssessment strategy is observation
during performance of routine activities,
using a checklist or inventory of possible




AL,

iy
Nty

e

o

552 Interventions

TABLE 24.5  Overview of Probed Communicati ve Functions and Corresponding Situational Contexts

Requests for Affection and Interaction

Requests for Adult Action

What if S. wants:

An adult to sit close?

A peer to sit near adult to pay attention?

A cuddle or hug?

To sit on an adult’s lap?

To be closer to peers?

To interact with peers?

To play ball or another game with an adult or peer?
Other?

Requests for Food, Toys, or Other Items

What ifi S. wants:

Help with dressing?

To have a book ready?

An adult to perform a favorite action/activity?
An adult to look in a certain direction?

An aduft to move or remove himself or herselt?
An adult to play a record or sing a song’!

Other?

Protests (Reversed Requests)

What if S. wants:

An object (toy) out of reach?

A door/container opened to get something?

A favorite food or drink?

Keys, books, or other toys that are out of sight?
Other?

Declaratives/Comments

What if;

A commipn routine is dropped or changed?

A favorite food is removed?

A favorite toy is removed?

S. is taken out for a ride when he/she doesn't want
to go

Other?

What if §. wants:

To show an adult a favorite toy?
To look at what he or she is doing?

To direct an adult’s attention to something that is happening or has happened?

Other?

Note: These questions are asked in conjunction with the summary of communicative means.

communicative and symbolic behaviors.
Observation during regularly scheduled activ-
ities provides information about an individ-
ual’s communicative, social, and symbolic
behavior, as well as the adequacy of the nat-
ural environment to provide opportunities that
foster spontaneous communication. For chil-
dren, peer play contexts provide ideal opportu-
nities to obtain measures of communication,
social interaction, and object use. Table 24.6
provides an example of the framework we have
used in our own research and demonstration
activities (Wolfberg & Schuler, 1993).

Observations in natural contexts provide
meaningful information about an individual’s
spontaneous communicative behavior; how-
ever. collecting this information may be very
time-consuming. Furthermore, because an in-
dividual may not display particular behaviors
during even an extended observation period,
semistructured assessments of communicative
behavior, which we refer to as communicarion

behavior sgmpling, are an important adjunct to
interviewing and naturalistic observation.

Communicgtion Behavior Sampling

Measures df communicative behavior in staged
communicative situations or during “commu-
nicative temptations™ are obtained by creating
situations that necessitate some communica-
tive responge, such as putting desired objects
. or placing a favorite toy or piece
a “see-through” container that

naling diregted toward the partner. Once the
individual apticipates that the communicative
partner maylact in a predictable way (e.8-- BY

ball, -
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TABLE 24.6  Definitions of Dimensions of Cognitive and Social Play
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Cognitive Play with Objects

Social Play with Peers

Nov Interaction

The child does not touch or play with toys. The
¢child engages in self-stimulatory behavior that does
not involve toys (e.g.. the child stares at hands: rocks
hody: waves or flaps arms or hands: stares at toys).

Manipulation

Exploratory play with toys ranges from simple to
quite complex interactions. There is an apparent moti-
vation to control the physical world. Child shows an
interest in toys, but does not use them in conventional
ways {e.g.. holds and gazes at toys; mouths, waves,
shakes, or bangs toys; stacks blocks or bangs them 1o-
gether: lines up objects).

Functional

Complex and conventiona! use of toys in which one
response is definitely dependent on another. There is
a quality of delayed imitation while actions are per-
formed that include simple pretense (e.g.. puts teacup
to mouth; puts brush to hair; connects train sections
and pushes train: arranges pieces of furniture in doll-
house: constructs a building with blocks).

Svmbolic/Pretend

The child pretends te do something or to be some-
one or something else, with an intent that is represen-
tational. Mature pretense involves role playing and
includes movements, vocalizations, or verbalizations
that are substituted for real objects (e.g.. child makes
hand move to mouth, signifying drinking from teacup;
makes a puppet talk; uses a toy person or doll to rep-
resent self: uses block as a car accompanied by engine
sounds).

Ixolation

May occupy se
child wanders,
with back to pel

Orientation
Child has i
evidenced by |
als or activitie
(e.g.. child quie

Parallel Locati

" by watching anything of momentary

Child .uppcaﬂx to be oblivious or unaware ol others.,

interest. playing with own body. or playing alone (e.g..

ets on and off chair, sits quictly, plays
rs).

awareness of the other children. as
king at them or at their play materi-
. The child does not enter into play
ly watches other children, child turns

whole body facing children).

n/Proximity

Child plays
the other chil
same play spa
occasional imi
tion of actions
ball while sitt
with a train; o
other pushes a

or more peers,
and receiving
sharing of mal
tention on the
and shares bl
others’ dolls; t

ndependently, beside rather than with
n. There is simultaneous use of the
or materials as peers. There may be
tion, showing of objects, or alterna-
ith peers (e.g., one child plays with a
ng close to another child who plays
child brushes a doll's hair while an-
oll in a carriage).

s in activities directly involving one
ncluding: informal turn-taking, giving
ssistance and directives, and active
rials. There is a common focus or at-
lay (e.g.. each child plays with blocks
ks, each plays with dolls and touches
ey take turns playing beanbag toss).

gins to make sense (Donaldson, 1978; Duchan,
1986). The partner then violates the interac-
tional “contract,” probing to determine what
the individual will do to fix or repair the inter-
action. For instance. the individual may reach
over and move the partner’s hand toward the
container. This would be recorded as a “reen-
actment”™ strategy or a physical manipulation.
..\hern:niveky. the individual might point to the
Jar. sign “eat.” vocalize. passively gaze at the
adult. actively gaze back and forth between
the jar and the adult. or engage in context-
ippropriate or marginally related stereotyped
and/or echolalic speech. On the other hand.
Minimal active signaling may be observed.
The individual may keep trying to open the

container, s
even seem t
dition. agit
behavior, su

ke it, or mouth it; he or she may
forget about the contents. In ad-
jon or some form of challenging
h as self-injury, tantrums, or ag-

gression, m

be observed. Table 24.6 summa-

rizes actual behaviors that have been observed
in such confexts. It may be helpful to use a
standard protocol that specifies the behaviors
observed across repeated trials, allowing ex-
amination of behavior gains over time. (For a
more detailgd description of this assessment
approach, sge Peck et al.. 1983; Sugarman,
1984: Wethgrby & Prizant, 1993b.)
Assessmant should be considered an ex-
ploratory process and should be ongoing, par-
ticularly wI]rcn assessing unconventional and




554 Interventions

primitive communicative behaviors. ARsess-
ment using a combination of interviewing, ob-
serving, and sampling provides inforn ation
about an individual's profile of strengthis and
weaknesses in language, communication, so-
cial relatedness, and symbolic capacity, ay
well as information about the interaction style
of significant others and the adequacy of nat-
ural environments to provide opportunities for
tommunicating. Such assessment information
provides the basis for decisions about intenven-
tion goals and strategies,

Communication and Symbolic
Behavior Scales

To accomplish the assessment goals discussed
above, and to provide an alternative to cur-
rently available formal assessment tools |for
developmemally young children, we developed
the Communication and Symbolic Behavior
Scales (CSBS) (Wetherby & Prizant, 199Ba)
to formalize a more authentic, yet efficient p-
proach to assessment. The CSBS is designed to
examine communicative, social/affective, and
symbolic abilities of individuals whose func-
tional communication abilities range from
emerging prelinguistic intentional communijga-
tion to early stages of language acquisition.
This assessment instrument is designed |to
meet the goals of the diagnostic assesment as
well as assessment for purposes of intervep-
tion planning. A developmental screening ver-
sion of the CSBS is forthcoming.

The CSBS utilizes a standard but flexible
format for gathering data, using a combina
tion of a caregiver questionnaire and behavig
sampling procedures, Through the use of
questionnaire that can be given to the famil
ahead of time or on the same day as the direg
assessment. information is gathered from ths
caregiver about the individual's communicat
tive and symbolic competence, using descrip+
tive questions that solicit examples of typica
behaviors. The direct assessment involves
varying degrees of relatively structured and
unstructured sampling procedures that re-
semble natural interactions and provide op-
portunities for documenting an individual's
use of a variety of communicative and sym-
bolic behaviors. The CSBS sampling proce-
dures allow for dynamic assessment of the

*

[
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etldets of contextual Ractors on an ndiv .
ual™ communicative abilities. Examples of
how|ldynamic assessment s integrated within
the [CSBS sampling procedures inelude: ta)
comparisons of the individual's communici-
tion [during structured communicative oppor-
tunitfes as opposed o unstructured play
contdxes within the sample: (b) when the indi-
vidudl's communicatjve attempts are not re-
sponded to as intended, Opportunities to
examine the individual's ability to persist and
repaif are created: and (¢} if the individua]
does flot initiate communication during struc-
tured lopportunities. a hierarchy of verbal and
gestural cues is offered. and the individual's
respo:rse to these cues can be €éxamined.

The caregiver is present during the entire
sampling and is encouraged to respond natu-
rally Ja[l the individual's bids for interaction.
After the sample is collected, the caregiver
rates Row typical the individual's behavior
was during the sample, along seven dimen-
sions: (a) alertness, (b) emotional reaction,
(c) level of interest and attention, (d) comfort
level, (&) level of activity, (f) overall level of
commupication, and (g) play behavior. The
caregiver's perception rating allows the care-
giver ta| validate the representativeness of the
individdal’s behavior during direct assess-
ment. Thus, the assessment procedures enable

the clinjcian to engage the parent as an inter-
actant during the direct assessment with the
individual and as an informant by using the
caregiver questionnaire and the caregiver per-
ception fating. Having the caregiver present as
a participant during the sampling provides an
opportunlity for the clinician and caregiver

to build ¢onsensus on perceptions of the indi-
vidual’s communicative strengths and weak-
nesses, ag displayed during the sample. and to
compare these patterns with information pro-
vided on the caregiver questionnaire.
Behaviors collected in the sample are rated
along a pumber of parameters and are con-
verted toscores on 22 5-point rating scales of
communidation and symbolic behaviors. Seven
Cluster scores are derived from the 22 scales:
the first |six contribute to the individual's
profile off communication and the last one
relates to the individual's profile of symbolic
behaviors.{ The clusters are: Communicalwe.
Functions | Communicative Means—Gestural, 3
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Communicative Means—Vocul, Communica
tive  Mcans—Verbal,  Reciprocity,  Socual

Affective Signaling. and Symbolic Behavior.

Table 24.7 lists the scale clusters and individ
ual scales used on the CSBS.

Normative data on a sample of almos
300 normally developing American English
speaking children from 8 to 24 months of agy
and 30 children with developmental disabili
ties from 18 to 30 months of age have bee
published (Wetherby & Prizant, 1993a). I
addition to norms referenced to chronologica
age. the CSBS presents norms based on th
following language stages: prelinguistic, early
one-word, late one-word. and multiword.

Summarizing Assessment Data

By summarizing the assessment informatio
gathered across the various domains, the inter
relations between domains and the meaning o
the emerging profiles will become clearer. Tw
similar, yet different, case illustrations ma
serve to clarify these points.

Mark is a 3-year-old who has not ye

t

)

grasped the idea of intentional communication.

His communicative signals include proximit
and passive gaze, combined with posturing an
stereotypic motor behaviors—highly rhythmi
finger-tapping as well as occasional hand
biting when apparently frustrated and upset
So far, Mark doesn’t seem able to regulate hi
own emotions. He depends on the structur
provided by others to prevent and manage be
havior escalations. No social initiation of anj
type is noted, but there is some responsivenes
1o initiations of others in routine contexts, suc
as a “peekaboo™ routine initiated by his littl
sister. In those instances, Mark has been ob
served to smile and cover his sister’s fac
with her hands in an apparent attempt to con
tinue the routine. This is the only context i
which notable positive social affect has bee
observed.

» Regarding imitation, Mark will mimic
the hand motions of others when they ar
imitating him. In more technical terms, Mar
demonstrates emerging imitation skills withi
the constraints of his own repertoire of behay
iors. Although the behaviors demonstrated an
indicative of severe delays, his performanc
Wwith objects in nonsocial domains is more ad
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vanced. [As s common moautism. Mark s
Fascinated with objects and explores them ac-
tively. Hi has a pretty good nation of object
permanefice. as evidenced by his ability to re-
nwmbcr“

and pretrred reinforeers at his school pro-
gram. Tl”[s object knowledge may not be read-

he exact location of his favorite toys

ily appagent in a more formalized assessment
context, pecause of his limited understanding
of the physical impact of his own actions or the
actions of others. For instance, he would not be
able to rdtrieve a hidden object, as is often re-
quired in| a more formal assessment context,
because e would not understand that his own
actions gdould serve to retrieve the item. In-
stead. he is more likely to demonstrate his
knowledge of object location by hovering
around aj storage cabinet, climbing on it, or
even unlocking it. Nevertheless, not knowing
how to d@ so, he would never actively seek out
the assisfance of others to help him access his
treasure.lr

Mark is able to match identical objects and
has performed a variety of tasks that require
visuospatial skill, as long as the tasks were
presented nonverbally and laid out spatially.
Althoughl Mark demonstrates only functional
and conventional object use in the context of
routines (e.g., when making brownies with his
mother 4t home), motorically sophisticated
and uncgnventional, if not creative, forms of

favorite spots. In this location, he
ionally demonstrated some parallel

vocal turn-taking, he seems in-
trigued But. so far, has not reciprocated these
“echoes.|| His speech comprehension appears
extremelly limited. Yet. because of his uncanny
ability tg) recall routinized actions in response
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TABLE 24.7

Interventions

Assessment Clusters and Scales infthe Communic
(Wetherby & Prizant, 1993)

II. Communicative Means—Gestural

II1.

IVv.

Communicative Functions
Behavioral Regulation. Communicative atts used to regu

[

4.

5.

6.

Communicative Means—Vocal

T

8.

10.

Communicative Means—Verbal

restrict an environmental goal.

Joint Artention. Communicative acts used|to direct anothe

ol a communicative act.
Sociubtlity of Funetions. Proportion of
attention,

communicative

tion and Symbolic Behavior Scales

ute behavior of another person 1o abtain or
s attention to an object. an event. or a topic

cts used for social interaction plus Juint

Conventional Gestures. Gestural commun cative acts whose meaning is shared by a general commu-

nity. including giving, showing. pushing
and shaking head.
Distal Gestures. Gestural communicative |a

away, open-hand

cts in which t

object (e.g., open-hand reaching, pointing|at a distance,

Coordination of Gesture and Vocal Acts.
vocalization produced simultaneously or gv

erlapping in ti

reaching, pointing. waving. nudding head.

child’s hand does not touch a person or
ing).

Communicative fcts that are composed of a gesture and a

Vocal Acts without Gestures. Transcribable|vowels or voweliplus-consonant combinations that are used
as a communicative act and are not accompanied by a gesture.
Inveniory of Different Consonants. The total number of different consonants produced as part of com-

municative acts,

Syllables with Consonants. Vocal communicative acts thit are transcribable vowel-plus-consonant

combinations.

Multisyllables. Vocal communicative acts that contain two

or a vowel plus a consonant.

1. Inventory of Different Words. The total number of different

VI.

VII.

12. Inventory of Different Ward Combinations. The total numbe
duced in communicative acts.

Reciprocity

13. Respondent Acts. Communicative acts that are in respons
speech.

14. Rate. The frequency of communicative acts displayed per m

15. Repair Strategies. A measure of the child's fability to repeat

Secial-Affective Signaling

6.

17.

18.

Symbolic Behavior
19. Language Comprehension. A measure of cor

20.

~
(18]

municative acts; a word or word approxima
tribute and only to that word class.

act when a goal is not achieved.

Gaze Shifts. Alternating eye gaze between a
object-person-object).
Shared Positive Affect. Clear facial express
panied by a vocalization, that are directed 1«

Episodes of Negative Affect. Clear vocal expressions of dist

vocalization begins and continue until the ¢
affect.

word utterances.
Inventory of Different Action Schemes. The t
in symbolic play.

Complexity of Action Schemes. A measure o
self or other agents, and the child’s ability tg

Constructive Play. A measure of the child's
uct (e.g.. a tower).

ion must be uset

person and an g

ons of pleasure
oward the adulr v

hild has recover

otal number of d

sequence diffe

f the child's usg

ubility 1o use ob

or more syllables that may be vowels only,

vords used (i.e., spoken or signed) in com-
to refer to a specific object, action, or at-

of different multiword combinations pro-
to the adult’s conventional gestures or
Euu:.

nd/or modify a previous communicative

bject (i.e., either person-object-person or

Or excitement, accompanied or unaccom-
ith eye gaze.

s or frustration that commence when the
and has displayed a neutral or positive

mprehension of dontextual cues, single words. and multi-

fferent action schemes used with objects

of action schemes with objects, toward
TEn! action schemes in pretend play-
cts in combination to construct a prod

I
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to specilic situational cues. his abilities in this
domain are often overestimated by others.

David. a 10-year-old. demonstrates a simi-
lar profile but functions overall at a somewhat
higher level. David exhibits more intentional
forms of communication. indicating an emerg
ing understanding of means—end and causalit
relationships. but almost no understanding o
social agency. His reenactment strategies an
used deliberately in anticipation of a desire
outcome, but he does not realize how the ac
tions of others contribute to the outcome. Fo
instance, David communicates his desire to b
taken out to the shopping center by physicallj
pulling his dad toward the door, and by piling
up his father’s car keys and coat in the en
trance hall. David is highly attached to rou-
tines and becomes quite agitated when his
routines are disrupted. His receptive skills are
a bit higher than Mark's, but, again, they tend
to be overestimated because of David’s ability
to pick up on extraneous cues.

As for David’s speech and language skills
he produces some stereotyped speech (delayed
echolalia) and signs within the context of pre-

o0 =<
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dictable routines, and more intentional forms

of communication in concrete contexts related
to objects and physical events (e.g., to request
food). In other contexts, more primitive sig-
naling occurs. David initiates social inter-
action by seating himself next to a favorite
person and then climbing on the person’s lap
and physically movirg his or her face in his
direction.

Within the cognitive domain, David is able
10 perform rather sophisticated categoriza-
tion and matching tasks, as long as only judg-
ment with regard to physical properties (not
the functional use of the object) is concerned.
For instance, although able to match broken
and whole objects as well as objects that com-
Plement each other. such as the bottom and
the top of ajar. he is unable to match a crayon
nd a pen on the basis of their shared writing
functions. He demonstrates a number of func-
tional object manipulations. such as “driving”
1 cars and making airplanes fly. He will
Also make a brushing motion when presented
with a hairbrush and a sucking motion when
Presented with g baby bottle (he has a baby
YISter at home). However, he does not demon-
StTate any pretend actions. Regarding the
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soctal dﬂ;ncnsinn.\ of his play. he tolerates the
close privximity of other children in the play
arca and has demonstrated some parallel play.
as well s turn-taking, when toy cars are in-

volved. {n that same context, he has been ob-
served td share a common focus (a toy parking
garage) with a neighborhood “friend™ who fre-
quently yisits his house. He and his friend take
turns m@gving cars down the ramp. In these
contexts David smiles and appears content.

Negative| affect is demonstrated when con-
fronted with violations of routine, or when
other children interfere with his rather rigid
play routines. He has not yet learned to regu-
late his emotional state but has been noted to
engage in delayed echolalic vocalizations such
K. be OK.” indicative of potential
regulation through self-talk.

sessment to Intervention

ofile of an individual’s strengths and
#s in communication and related
etermined, goals and strategies for
tion enhancement may be consid-
scussed in Chapter 23, developmen-
ctional considerations need to be
and professionals and caregivers
should collaborate in this process. Assessment
etermine initial goals and strategies
modified and refined over time,
based on ‘ he success of communication en-
hancemen} efforts and the specific changes
in an indiyidual's communication profile. The
profile sef es to select and fine-tune instruc-
tional goals and objectives. For instance, the
overall communication objectives for Mark
and David|will be rather similar, but individual
adaptations will have to be made with regard
to the level and type of task presentation, the
degrees to| which contexts need to be staged
and/or roufinized, and the interaction styles to
be adopted

COMMUNICATION ENHANCEMENT
AT PRELINGUISTIC LEVELS

In Chapter 23. we reviewed our basic philoso-
phy of intervention for individuals at both
prelinguistic  and language levels. This
chapter fofuses more specifically on goals
and communication enhancement strategies at
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prelinguistic levels, with concentration on
communicative means and tunctions. |Goals
for other communication-related domains are
suggested in a more cursory form. No|strict
sequence of goals is implied: some may be ap-
proached simultaneously. However. the goals
in this section are organized. in general,| from
less to more sophisticated dimensions of|com-
munication and social reciprocity.

Establish Anticipatory and Early
Intentional Behaviors

In working with individuals who communicate
at a preintentional level, it is essential that com-
munication enhancement efforts take place in
contexts of predictable routines—everyday liv-
ing routines, as well as contrived activities en-
gineered to support the development of
communication skills. The focus of initial inter-
vention should be the establishmenti of
(a) anticipatory behaviors, indicating that the
individuals involved are starting to make |pre-
dictions about sequences of activities |and
events, and (b) communicative behavijors,
which are necessary to reach desired goals dur-
ing such events. The persons learning to gom-
municate must become cognizant of the effects
of their own as well as other people’s actions.
Typically developing infants learn to do sp in
the context of highly repetitive interactive rou-
tines, such as those commonly encountered in
feeding and bathing (Bruner, 1981). The antici-
pation of highly predictable behavior sequences
sets the stage for intentional communication.
When the routines involved are slowed down or
otherwise violated, an individual may | be
prompted to continue the routine by vocaliz ng.
or by body movements, which are responded to
as if they are intentional signals, serving o] re-
store the anticipated sequence of behavior.

For individuals with the most severe com-
municative limitations, as described abovée in
the case of Mark. anticipation of communica-
tive outcomes should be established in a highly
routinized format. The initial goal is not to|re-
quest independently (e.g.. a piece of food). but
rather to attend closely to the concomitant |in-
teraction sequences. which eventually lead to
the desired outcome or reinforcing event. For
instance, a banana is sliced up in a tantaliz ng

waylin front ot a child like Mark. who is Tond
of bananas. These slices are offered one at a
timg in a highly ritualized and dramatic way,
to =nsure that Mark™s attention is indeed cap-
ture. [nitially, the banana is offered with
no sfrings attached: the only goal is for Mark
to start anticipating the routinized transac-
tion§—by leaning forward, extending the pulm
of his hand. making eye contact. and so on.
Wheh some anticipation of the interactive rou-
tine |s evidenced. Mark will be required to re-
sponfl more actively. Increasing time delays
will |be introduced before the next slice of
bana a is offered. These delays give an oppor-
tunit y to watch for any initiations and/or agita-
tion from Mark. To restate this more formally,
the violation of the established routine now be-
comes a context for incidental assessment as
well s incidental teaching. Based on what is
obse ed in the staged assessment context. a
more [active response is now required: a point-
ing motion in the direction of, or a mere touch
of, the banana; an extended hand; an active
gaze [shift from the banana to. or in the
direction of, the adult’s face; and/or a vocal-
izatiop or head movement. Simple communica-
tive gestures that are readily initiated and can
easily|be used across contexts, such as reach-
ing motions or physical manipulations, are
more Suitable for establishing early intentional
commpnicative acts than more formalized
commpnication systems, such as communica-
tion bgards and booklets, which are not always
immediately accessible.

Anjalternative to the establishment of rou-
tines for the sake of communication enhance-
ment i the use of already existing instructional
routin. When the anticipated routine se-
quence of events is interrupted, the motivation
to complete the established routines may mo-
bilize communicative initiative (Halle, 1984:
Prizan. 1982). Motivating contexts may read-
ily be| identified through collaboration of
caregivers, teachers, speech and language spe-
cialistsy and others involved with the individ-
ual. at is being stressed in dealing with
minimdlly communicative individuals is the
need tolcommunicate more actively through an¥
means (preferably. more conventional afld S0
cially dppropriate means), and to eslab'llSh_m'
creasingly intentional forms of communicaliof-




trk. who is fond
lered one an a
Jd dramatic wiy,
s indeed cap-
s offered with
val is for Mark
mized transac-
‘nding the palm
it and so on.
'nteractive rou-
required to re-
¢ time delays
next slice of
give an oppor-
's and/or agita-
Tore formally,
outine now be-
assessment as
-ed on what is
ient context, a
uired: a point-
r a mere touch
:nd: an active
0. or in the
wd/or a vocal-
¢ communica-
iated and can
uch as reach-
ulations, are
ly intentional
> formalized
- communica-
ire not always

:ment of rou-
ion enhance-
instructional
routine se-
e motivation
¢S may mo-
Halle. 1984:
ts may read-
iboration of
inguage spe-
the individ-
lealing with
‘uals is the
through any
mnal and so-
»stablish in-
munication.

Replace Idiosyncratic
Communicative Means

Recnactments and other idiosyncratic means
of communicating need to be replaced by more
conventional and intentional gestures. such as
an extended hand or a pointing gesture. Re-
placement of idiosyncratic patterns of commu-
nication by more appropriate means warrants
some closer discussion. For instance. if chal-
lenging or otherwise socially unacceptable be-
havior serves to secure attention or to protest,
the individual may be taught. for instance. how
to secure physical contact by asking or signing
for a hug. or may learn to communicate “no™ or
“stop” when an undesirable item is being pre-
sented (e.g.. a push-away gesture). Although
short-term behavioral interventions may need
to zero in on the elimination of a possibly
harm-inflicting behavior, longer-term teach-
ing efforts should be tailored toward the estab-
lishment of more appropriate communicative
alternatives. (For detailed discussions and ex-
amples, see Carr et al., 1994: Durand, 1990;
Reichle & Wacker, 1993.)

Depending on the intensity of the behavior,
the state of arousal associated with it, and the
availability of clearly observable antecedent
cues, behavior reduction efforts may be di-
rectly combined with communication skill-
building efforts. For instance, jumping and
flapping may be replaced by pointing and
looking in the direction of the desired item,
when a favorite toy or food is being requested.
If the behavior is relatively harmless, behavior
replacement strategies are readily used in inci-
dental contexts. Carr et al. (1994) and Durand
(1990) have provided numerous examples of
such behavior intervention strategies, refer-
ring to them as differential reinforcement of
*Ommunicative behavior.” If the behavior of
toncern is more severe and/or dangerous, re-
Placement strategies may only work when an-
‘ecedents can be detected in time to divert
the undesirable behavior by helping an individ-
ual o “Ommunicate more appropriately. or to
sum down, If this is not the case. more con-
‘entional behavior management strategies may
B combined with the teaching of relevant

COmmunicytjye behaviors in more manageable
contexy,
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When ssessment results indicate, as in the

case of David. a reliance on reenactment be-
haviors. use of conventional gestures may be

I
‘his route can be pursued by fre-

cling of. for example. pointing and
gstures. and the accompanying gaze
and body |orientation in suitable activities.
Physical p |- mpts and ritual violations (as de-
scribed abpve) may be used when modeling
does not s fficc‘ Yet. it is important that the
individuals| involved start to observe others’
use of gestlires and to experience the immedi-
ate success|of their own use of communicative
gestures. Activities and strategies that may
help to fo er use of conventional gestures
have been {escribed by Willard and Schuler
(1987). Exmples include: (a) give-and-take
exchanges; (b) commenting on and pointing at
objects; (c) offering desirable and
oods or toys to elicit gestural or
5tS, or push-away gestures, head
ead nods; and (d) modeling and
hand wave for greeting when a
a room, or for farewell when a
's or favorite activity objects are

targeted.
quent me
showing ¢

vocal reque
shakes, or
prompting 2
person ente
person leave
put away.
The use
orientation.
behavior of
David. His
is indicative
ing social ag
added througd

Of natural gestures, such as body
pointing, and gaze to direct the
thers, should be emphasized for
cliance on reenactment strategies
of his limitations in understand-
ency. Pointing and gaze can be
h incidental teaching in suitable
contexts, but|the introduction of a spatially or-
ganized comfi unication board or booklet, or a
simple set of pictures (see later discussion),
may provide |an extra incentive. Such salient
referents can|promote highly concrete pointing
and gaze behiiviors.

Establish M
of Communi

Itiple Means
ation

ent of conventional vocaliza-
ition of vocalizations to nonvo-
cal means—requires clear, if not. emphatic,
modeling of both words and intonation pat-
terns during |lcommunicative exchanges. Al-
though it is fot expected that all individuals
will clearly imitate and acquire a wide variety
of conventionlil forms of words at this stage,

The develop
tions—the ad

i
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imitation of sounds and approximations | Of

words in highly repetitive routines can be en-
couraged. As with gestures, partners need to
provide clearly visible models by being at an
individual's physical level, encouraging (no
coercing) face-to-face gaze, and producin
words slowly, clearly, and repetitively in com
municative exchanges. [n doing so, specific
speech imitation training may be useful. A
number of different strategies may be used:;
selection should be based on an individual’
chronological age and learning style. Strate
gies that may heighten an individual’s atten
tion to speech and foster vocal imitation and
approximation include:
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1. Imitating an individual's vocalizations and
gradually modifying them in a playful turn
taking context.

2. Using short, relevant phrases and intro-
ducing interesting and simple intonation
patterns.

3. Using stereotypic or ritualized utterances
in routines (e.g., saying “What's thar?”
with exaggerated intonation while looking
at pictures in a book, “Uh-oh” when some-
thing falls down, “All finished” when com-
pleting an activity).

4. Modeling short utterances, in synchrony
with body movement, during gross motor
and physical games, or sensory integration
activities.

5. Singing songs and/or reciting rhymes that
have predictable slots for words or sounds
to be filled in.

With appropriate modeling and opportuni-
ties to vocalize and imitate, most individuals
at this level, if they have the requisite oral-
motor skills, should begin to produce varied
and frequent vocalizations, with increased
imitation and/or approximation of adult mod-
els within highly routinized contexts. Highly
limited or restricted vocal production, in the
presence of clear intentional gestural commu-
nication, may be indicative of motor speech
problems. An in-depth consideration of oral-
motor function. and immediate consideration
of a more formal augmentative communica-
tion system ({discussed in a later section),
would then be required.

Expand the Range of
Communicative Functions

As noted earlier. one important aspect of con-
municative competence is the range ol pur-
poses of functions for which an individual
communicates (Prizant & Wetherby, 1990),
als with autism and PDD have been
found to|communicate for a relatively narrow
range of|functions or purposes (i.c.. primarily
for behavioral regulation). When individuals

portunities to engage others in social
n are created, resulting in fewer op-
es to learn about the reciprocal nature
of comm nication. For example, an individual
municate primarily to request or
protest t0 satisfy immediate physical needs.
this individual will have difficulty
bringing |attention to self to request social

events for the purpose of sharing
eriences with others. The transac-
act of such a limited range of func-
at communicative partners have few
opportunities to model a broader range of com-
municative behaviors and/or expand on com-
municative initiations exhibited. Therefore, an
goal for individuals at a prelinguis-
tic intentipnal communicative level is expan-
sion of the range of functions.
Communication for a wider variety of pur-
poses provides a special challenge to com-
municativg partners, who must create needs
and opporunities, provide intensive modeling.
and, if nedessary. prompt conventional prelin-
guistic gexures and salient language models.
The functnal breakdown of communicative
acts for (a) behavioral regulation, (b) social in-
teraction, and (c) joint attention (Bruner. 1981:
Wetherby l: Prizant. 1993b) is useful in set-
ic goals because it helps to delineate

ting speci
the least social (behavioral regulation) from
the most| social forms of communica-

ttention). Some types of activities
portunities to elicit and model com-
acts across all categories. Final ac-
tions must be made according 10
| ogical and developmental f!ppfo'
for individuals at prelinguistic and

tion (joint
provide op,
municative
tivity sele
their chro
priateness
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at carly language levels. Based on an individ-
ual’s motivations. needs. and learning strengths
(see Table 24.8). additional activities may be
included.

The desire to establish an interest in joint at-
tention and action underscores the need to in-
clude families, siblings. and peers. and it calls
particulur attention to the importance of play.
Play is the ultimate context for joint as well as
reciprocal action, as best demonstrated by com-
mon play scenarios. For instance. two children
may be gazing at a block tower that they are
constructing together. By taking turns in stack-
ing blocks. they jointly create suspense as they
watch the tower getting so tall that it might

TABLE 24.8 Activities to Expand
Communicative Functions

Characteristics of Activities for
Behavioral Regulation

I. Opportunities to request food or objects.

2. Opportunities to make choices among alternatives.

3. Opportunities to protest actions or to reject ob-
jects or food.

4. Opportunities to request cessation of an activity.

5. ©Opportunities or needs to request assistance.

Characteristics of Activities for
Social Interaction

I. Opportunities to request social games or routines,
or continuation of games or routines.
Opportunities to practice greeting behaviors ver-
bally or nonverbally.

3. Opportunities or nezds to bring attention to self
through calling others or requesting comfort ver-
bally or nonverbally.

4. Opportunities to “show off™ during games (e.g..
hide-and-seek. peekaboo, dressing up. face paint-
ing. show and tell).

[

Characteristics of Activities for
Joint Attention

|. Opportunities or needs to give or transfer objects,
or 10 follow another person’s focus of attention.

1. Opportunities or needs to use gestures or vocal-
izations to bring attention to objects or events
‘... looking at books, going to the zoo. looking
outl g4 window onto a busy street).

Opportunities to comment on events introducing
novelty and change (e.g.. taking new toys out of
4 cloth bag. performing interesting actions on
\)b_]l.‘L’I\J.

Opportunities or needs to request information
or clarification (for children with higher-level
abilities).
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collapse. The joint attention culminates when
the tower dipes indeed collapse. The children
share their citcmcnt by looking at each other
and at the callapsed tower. Common play scenar-
10s of tea putics and grocery shopping are hard
to imagine without joint attention and action.

Our cxprienccs with play have been very
encouraging] besides advances in play. we have
observed thg most positive changes in commu-
nicative beHaviors that were not specifically
being targeted for intervention. Initially, we
were quite gkeptical about our chances to en-
hance play n school-age children who lacked
both the social and cognitive dimensions of
play. We were most encouraged by the gains in
play behavipr that we were able to document
(Wolfberg & Schuler, 1993), and we believe
that these :I ins were accompanied by gains in
the social dimensions of communication be-
cause play dffers a natural context for joint at-
tention and oint action.

The subjects of our case illustrations, Mark
and David)| need to learn to play. The ap-
proaches pfescribed will be very similar; we
do not advgicate a strictly developmental ap-
proach. We believe that children should be
immersed in play through the peer and contex-
tual supporf provided. Nevertheless, individual
adaptations are based on our overall observa-
tions and on the assessment findings. In the
case of David. we are faced with a relatively
rich play |repertoire. including furctional
rather than|self-stimulatory object manipula-
tions. and an emerging play scenario involving
toy cars and a garage as well as toy airplanes.
These play|routines are still rather repetitive,
but David'§ tolerance of peers allows him to
acquire a more diverse repertoire, including
emerging pretense and related story schemes.
To promotg that kind of narrative understand-
ing and emerging “theory of mind™ (Frith.
1989), support needs to be provided through
peer coaching. modeling. and the selection of
suitable play props and settings.

Mark s|relative lack of play provides more
challengesll although they are offset a bit by
his age. We have found interactions with
younger peers often helpful, since so many of
the youngdr kids are prone to the type of phys-
ical ratherjthan verbal play and/or highly rule-
bound play that we typically find in older
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children. Nevertheless. even play with younger
peers still needs to be supported—tor exam-
ple. by selecting an optimal physical space and
suitable toys and activities, and by carefully
choosing (and limiting) the number of peers
involved. Based on the assessment findings, we
might suggest a sandbox setting for Mark and
provide him with a variety of containers and a
modeling of sand play scenarios to the peer(s)
selected. Parallel play and turntaking would be
targeted here. but attempts would be made to
frame Mark’s still stereotypic actions into a
larger peer play scenario. (For further sugges-
tions, see Wolfberg. 1995. and also Sheridan,
Foley. & Radlinsky, 1995.)

Develop Strategies to Persist
in Communication and to
Repair Breakdowns

Many factors.may interfere with an individual’s
ability to communicate intentions successfully;
for example, environmental distractions, in-
ability to secure a partner’s attention, or
production of unclear or unconventional com-
municative signals (e.g., unintelligible speech,
idiosyncratic gestures) may undermine commu-
nicative effectiveness. Therefore, a goal for
prelinguistic individuals is the development of
repair strategies, or an ability to persist,
through repeating or modifying communicative
signals, when initial communication is unsuc-
cessful. An individual who demonstrates lim-
ited repair strategies may not realize his or her
communicative potential even though the basic
requisite communicative skills are present.
Often. such individuals may appear passive,
lethargic. or easily distracted. Once again. in-
tervention strategies to develop the motivation
to persist. and to repair communicative break-
downs. are predicated on frequent opportuni-
ties to do so in the presence of sufficient
contextual, instructional. and interactive sup-
port. which puts more demands on the commu-
nication partner. These opportunities may
occur naturally. but an extra effort should be
made by partners who. by pretending not to un-
derstand, create opportunities for supported re-
pair efforts.

[t is important for individuals to clearly
demonstrate intentional goal-directed commu-
nication before working on repair strategies,

The underlying assumption is that imtentonal
communication s already established. and
persistence fin communicating is the next major
challenge. lpdividuals at emerging intentional
levels should be responded to immediately.
even if inteft is assigned or imputed. Sugges-
tions for deyeloping repair strategies tor both
prelinguisti¢ individuals and individuals in
early langudge stages include:

1. Utilize preferred and highly motivating ac-
at are likely to keep an individual
and focused.

require an increase in clear and
nal signals before responding to
ing intent to unclear or subtle sig-
ever. acknowledge verbally or
ly that the individual has made an
o communicate. Respond with

~
o
a
uq
=
-
O

v “Show me” (and extend a hand)
or “Say | again,” whichever is appropriate
to an individual's communicative level. If
: cessful communicative act in-
I

eqjuesting an object, the object may
ted again, and a simple reach may
|- by modeling or prompting an
dte communicative act.
requests for repair should never
ding, withholding. or negatively
ch disapproving facial expression
voice, because some individuals
will withdraw under such conditions. Any
initial atfempt at persistence should be sup-
ported by subsequent physical prompting of
more appropriate gestures or clear model-
ing of speech at or slightly above an indi-
vidual’s gxpressive level.
5. Opportutiities for repair may be set up by
a. Delaying responses to initial unclear
junicative attemplts. .
b. Intentionally responding incorrectly 103
playful manner (e.g.. heading toward the
om when an individual signals 3
for a drink at the water fountain)-
c. Oftering undesired foods or items th.“
vidual points or reaches in the di-
n of many items that are out
reach jbn a table or shelf.

be dema
cast thro
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At higher levels of repair, an individual may be
required to first get attention (e.g.. by tappin
an arm or calling a name) prior to receiving
response.,
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Use Aided, Augmentative, and/or
Alternative Communication (AAC)

[t is beyond the scope of this chapter to provide
a comprehensive discussion of the variety
of augmentative or alternative communication
(AAC) systems and instructional strategies
available for persons with autism and PDD,
AAC technology has proliferated over the past
decade, especially for persons with more sel
vere disabilities and communicative limita
tions (see Beukelman & Mirenda, 1992
Reichle et al., 1991; and Watson, Lord, Schaef:
fer. & Schopler, 1989; for more specific infor-
mation). While opinions and practices do
diverge, it is becoming increasingly clear that
the selection of a suitable formal communica-
tion system is most critical when an individual:
(a) is clearly communicating intentionally,
possibly using multiple prelinguistic unconven-
tional communicative means to express differ-
ent functions; (b) uses communicative repair,
pursing communicative alternatives when
goals are not met; and (c) demonstrates the
ability to understand some degree of represen-
tation (e.g., photographs or picture symbols),
either through trial teaching or less formal ex-
posure in daily routines. We are not implying
that individuals must meet these requirements
before an AAC system can be introduced:
rather. persons demonstrating these abilities
are likely to benefit greatly from the introduc-
tion of some type of system. For individuals
with more significant limitations (e.g.. no
recognition of representations such as pho-
tographs), a system or mode must be chosen
carefully after tria] periods of modeling and
ongoing diagnostic teaching. The system se-
lected must suit the individual's communica-
tive profile in terms of conceptual as well as
motor and perceptual considerations (Schuler,
1985). and must be accessible to all pertinent
‘Ommunication partners. allowing for high
fales of communicative initiations and re-
SPonses. (For a more detailed discussion of
these issues as they pertain to autism, see
Bedrosian, 1996 Beukelman & Mirenda. 1992;
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TABLE ﬂt.u AAC Options for
NonspeaKing Individuals

L. Objecls for exchange or indicatinn—a cup for a
drink.flcookics in a plastic bag (point or touch).
and sajon.

19

Picturgs/Picture symbols for exchange or indica-
tive gdsture,

3. Signs.
+. Printed words.
5. Comptters or other clectronic aids: using over-

lays of pictures/words (with the option of vocal
output|.
6. Letter boards or electronic keyboards.

Mirenda (& Schuler, 1988: Schuler, 1985:
Schuler & Baldwin. 1981.) Table 24.9 lists the
commonl used AAC options for persons with
4 PDD.

lection of one particular system does
not necessarily exclude the introduction of an
additional| system. We have been successful in
using congrete visuospatial systems that incor-
porate drawings, written words, magazine pic-
tures, and photographs. These are most helpful
in relaying concrete information—requests for
objects, comments on observations, and so on.
When oth r less tangible communicative func-
tions are involved, such as emotional expres-
sion, thes¢ means may not allow for sufficient
immediate| expressive powers. We have used
signs and $ign adaptations in reference to emo-
tional states such as anger, frustration, happi-
ness, and so on. When a sign is designed to
express an initial message, the message may
be followed up by more specific messages
through cbmbinations of pictures. written
words. and other systems. Rapid advances in
technology allow increasing use of computer-
assisted systems and/or some type of voice
output, which can be most empowering.

Implement AAC Options

oblems that limit an individual's
full potentfal use of augmentative devices in-
clude: (a) i fragmented approach to designing
systems fof individuals rather than considering
daily activities and routines in the context of
day care Or classroom settings. and (b) the
partner’s mmi:ed modeling of interactive use
of symboly| (Goossens, 1990). The following
guidelines for arranging or “engineering” envi-
ronments tlr support interactive augmentative

Frequent p
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communication are based on the work of
Goossens™ (1990). She has provided numerous
suggestions for ensuring that preschool individ-
uals” augmentative communication needs are
fulfilled. and she promotes the use of Faided
language stimulation™ on an ongoing basis. Her
approach refers to the interactive modeling of
augmentative systems, highlighting pictures or
picture symbols on an individual's communica-
tion display while providing appropriate oral
language input. General guidelines for|using
this approach include: (a) using simple |utter-
ances about ongoing activities; (b) speaking
slowly: (c) commenting about activities rather
than using primarily questions or diredtives:
(d) pausing frequently to allow the individual
to take turns; and (e) expanding on the individ-
ual’s utterances. Initially, the vocabulary used
should be relevant to the activity and should
reflect early semantic functions and relations.
For highly distractible individuals, Goossens
recommends using handheld lights or hoise-
makers to bring an individual’s attention to a
target picture.

Additional suggestions made by Gogssens
are:

1. Requesting should be a first expressive
goal and frequent opportunities for choice-
making should be provided. Requesting is
highly motivating and allows individuals to
experience the power of communication.
Within these contexts, opportunities to re-
ject should also be provided.

2. In addition to the specific devices selected
for individuals, a variety of representations
should be made available in reference to

stract representations. Similarly, when in-
dividuals receive services in a center-based
or classroom setting. the full range of rep-
resentations should be made available to
accommodate all individuals with special
needs.

3. Lower- and higher-level representations
should be paired, to enable individuails to
move to higher-level representations| For

xample, real objects may be paired with
photographs on a display in which individu-
Is make choices through manual pointing.
An ultimate goal (in addition w speech ac-
uisition) is movement to more abstract
ne drawings, or to the written word.
redictable play routines or caregiving
outines should be the primary contexts
or facilitating acquisition of augmentative
ystem use, and techniques of cuing.
rompting, and fading of cues and prompts
should be used systematically within the
butines.

arger arrays of vocabulary items should be
‘w ade available to more capable individuals
I

[

D
o

fhen they are engaged in activities that in-
olve more complex joint activity routines
.8., food preparation) and symbolic play.
addition, increased opportunities for re-

iformation), should be modeled and rein-
orced.

appraches. The specific communicative be-
rs to be used by an individual should be
rly defined. For example, the specific sym-

behaviors to be demonstrated by the indi-
1 in selecting and manipulating those
ols. The communicative function of an in-
al's behavior should be demonstrated
gent on the occurrence of the prompted
or modeled communicative behaviors. For
ple, an individual could be encouraged.
h modeling and prompting, to point 10 3
e of food or juice and immediately be
ted with the desired items. Likewise. the
dual should be taught to point to a picture
vorite toy and immediately be allowed t©
With that toy. The experience of functional
gquences is critical to subsequent spont¥
§ use. [n addition, as noted above in the
ssion on aided language stimulation. 20
s use of the communication aid along

cifi
vidu

adult
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with an appropriate level of speech input
should be maodeled throughout the day in rele
vant contexts,

[n designing and teaching the use of com
munication aids, the following points should
be remembered:

1. The individual must have ready access to a
device if it is to become a meaningful com-
munication tool. For example, if a commu-
nication board is used only in limited
activities. the probability of generalization
becomes very small. If the board itself is
not readily available, the individual should
always have a means to request the board,
through gestures, vocalization or verbal-
ization. or other signals (e.g.. a light or
buzzer).

. The symbol system used on the board
should be accessible and appropriate to the
individual’s level of cognitive development
and learning style.

3. The symbols on the board should represent

ideas or wishes the individual frequently
needs to express.

4. The family and other significant persons in

the individual’s environment should be in-
volved in the selection of an appropriate
communication aid or system.

5. Decisions about the modes and systems

of communication used should always be
guided by the results of trial teaching ses-
sions and the input and feedback of all in-
volved parties.

(%]

OTHER GOALS FOR
COMMUNICATION-RELATED
DOMAINS

The expansion of communicative means and
functions is of prime importance, but other
“ommunicative and communication-related ob-
Jectives also warrant consideration. A detailed
discussion of a greater variety of goals related
10 communication extends bevond the scope
of this chapter; nevertheless. examples are
'neluded. organized according to the domains
‘M the Social Communication Assessment-
'“ft‘r\emion Framework presented in Chap-
ter 5. Table 24.10 provides examples of dif-
STent objectives, across those domains, that
are relevant 1o individuals at prelinguistic lev-
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els. For Mirther discussion of goals and strate-
gies for [persons at prelinguistic fevels, sce
Watson effal. (1989). Quill (1993), and Prizant
and Wetherby (1988, 19934, 1993b),

SUMMARY AND CONCLUSIONS

This chapter has focused on assessment and
intervention issues specific to the social, com-
municative. and cognitive characteristics of
individuals with autism and PDD who are at
prelinguistic levels. But communication goals
should neyer be defined only in terms of these
intrinsic donsiderations. We advocate a more
ecological| orientation. Intervention efforts
should try to identify which contexts and
which styles of interaction and language use
most facilitate communicative exchanges. One
goal is important: that the individuals involved
learn to bg more active participants in the so-
cial interactions taking place around them. The
combined |force of responsive communication
partners dnd the motivating social contexts
makes the enhancement of communication a
collaborat e rather than a solitary effort, and
therefore 4 truly interactive process.
Efforts|to enhance communication should
be based directly on an individual’s current be-
haviora! and communicative repertoire, and on
future needs. More specific decisions regard-
ing content and context of intervention efforts
should be ‘I ine-tuned, based on the assessment
of related [cognitive and socioemotional abili-
ties and o l going diagnostic teaching. Another
interventign consideration in selecting content
lies in the individual's perspective of the
world. Tog/often, utterances and exchanges tar-
geted for intervention are based solely on a
predetermined program that may be peripheral
to an individual’s daily experiences and inter-
ests. The most logical content for communica-

I

tive behayior lies in communicating about
events thafl make sense. and with people who
matter to an individual. :

Cross-Reférences

General ajpects of communicative develop-
ment ure discussed in Chapter 9. [ssues in as-
sessment ape dealt with in Chapters 19 through
21. Currigulum development is detailed in
Chapter 22 Other aspects of communication
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TABLE 24,10 Gouls for Communication and

Related Domains for Persons at Prelinguistic Levels

Language and Communic

tion

Expressive

Receptive

Establishes anticipatory and carly intentional
behaviors.,

Replaces idiosyncratic communicative means (such as
recnactiments) with more conventional and intentidnal
gestures. such as an extended hand or a pointing
gesture.

Establishes multiple means of communication by
adding vocalizations to nonvocal means.
Expands the range of functions or purposes for
communication.

Develops strategies to persist in communication and
to repair breakdowns.
Develops use of aided or more formal AAC systems
to communicate intentions.

s Lo gestures and/or gaze of others.

Lo picture/written-word symbaols of oiher
tive means presented by others,

5 10 own name when called by others.

es single words, or short phrases. with their
referents when used in context.

Recognizes basic written-word lubels. including own
es of family members, und basic objects in
daily enyironment.

Cognitive Abilities/Symbolic Repfesentation

Combinatorial/

Anticipation of Routines/

Symbolic Play Constructive Play Imitation Event Knowledge
Uses objects in non- Plays with blocks or Imitates when own be- Shows anticipation of
stereotypic functional other construction toys havior is ifitated by routine completion.
ways. for longer periods of adults or peers. Initiates corrective ac-
Plays in proximity to time. Imitates when prompted.  tion when routine is
adult or peers. Plays with blocks or Imitates spontaneously. violated.

Shares toy or other focus  Other construction toys Imitates for purposes of ~ Demonstrates anticipa-

of joint attention. in closer proximity to

problem solving. tion of simple peekaboo,

: eers. i : : N
Displays pretend behav- P Imitates fe8 social tickle, or hand-slap
iors with toys or common Creates more elaborate| purposes. (*high-five™) routmc._
objects. constructions. Demonstrates recogni-
tion of simple story plot
and/or video sequence
(either oral or visual),
Social-Communicative and Socioefotional
Communicative Communicative Emotional
Functions— Functions— Social-Affective Expression/
Behavior Regulation Joint Attention Reciprocity Signaling Regulation
Expresses basic Looks at same toy Increases number dds gaze (active Responds appropri-
request for favorite that parent or peer of intentional com- r passive) to turn- ately to display of

item in sight. is looking at (and
touches or explores
that toy together?).
Draws adult or peer
attention to focus
of current attention
{e.g.. point or vo-
calize to toy,
display).

Expresses basic re-
quest for favorite
item just removed
from sight.
Expresses basic
request for desired
adult action,
Expresses basic
request for
adult/peer/
sibling to sit
near/be close,

lizing

Behavioral
regulation.

municative acts.

Restores an inter-
rupted routine,
Repealts acts, uti-
an additional
communicative
means when com-
municative initia-
tion is jnot
responded to.
Responds to com-
municative initia-
tions of others
when approached
verbally and/or
nonverbally at a
specified level,

marked affect by
parents, peers, or
other caregivers.
Attunes to affect of
interactant in play-
like interaction.
Responds to others’
efforts to calm
when emotionally
aroused.

Develops self-
regulatory strate-
gi;s to calm when
aroused.

aking interaction.
ncreases display of
dositive affect in
laylike situarions.
ecreases display

f unregulated neg-
tive affect.
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> completion.

25 corrective ac-
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1strates anticipa-
simple peekaboo,
or hand-slap
-five™) routine.
strates recogni-
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video sequence
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Expression/
Regulation
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and 23.
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