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Our Purpose

The Dimensions of Communication is an assessment instrument designed 

to help teachers, educational specialists, speech-language therapists,

psychologists, and other service providers evaluate the communication

skills of children, adolescents, and young adults who have multiple

disabilities, including severe or profound mental retardation and

deafblindness.

This instrument may be especially useful when standard language tests are 

not applicable. Many standard tests presume that the individual to be

assessed has developed the use of speech and, consequently, has acquired

basic linguistic skills and knowledge. Such tests, however, may not

measure the communicative competence of persons with disabilities, who

may use alternative means of expression, like gestures, vocalizations, or

signs. The benefits of the Dimensions of Communication are twofold:

u It offers a qualitative approach to characterize the forms, breadth, and

attributes of an individual’s communication behaviors when speech may or 

may not be present.

u It provides a process that links assessment results to intervention planning.

The development of this instrument was based on the findings of an

observational research study of the communication behaviors of 103

children and adolescents with severe disabilities, ranging in age from 3 to

15 years (Mar & Sall, 1999). Thus, although the Dimensions of

Communication can be applied to individuals who have sophisticated

language skills, it was designed primarily for the assessment of persons

whose communication behaviors are basic, nonconventional, and/or

nonsymbolic. This instrument may also be appropriate for individuals

older than those identified in the research study. 

There are two parts to this instrument. Part I: Developing a

Communication Profile provides a scale that may be used to rate six

specific qualities, or dimensions, of expressive and receptive

communication behaviors. Part I allows us to generate a broad profile of

an individual’s communication skills and behaviors.

Part II: Designing an Intervention Plan may be used to develop

appropriate communication goals for the individual, based upon the

ratings obtained in Part I. Its usefulness is enhanced by numerous

examples and descriptions of goals and interventions that can be

considered for application in the school, community, and home.
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What are Dimensions of Communication?

Communication refers to how people convey and understand messages.

We can describe a person’s communication skills in several ways. Often,

we think of the forms of communication, such as speech or sign language. 

Or we might consider the functions of communication, such as making a

request or indicating a need. But there are other natural characteristics, or

“dimensions,” of communication, as well. For example, an act of

communication might be simple, consisting of a single word, or it may be 

complex, such as lengthy dialogue. Communication can be intentional, as

when one greets another person, or nonintentional, as when one reacts to

a painful sensation. It can involve the use of symbols, such as words, or

behaviors that are not symbolic, like gestures and facial expressions.

It is possible to analyze various dimensions of communication in order to

achieve a broad picture of a person’s communicative competence. We

have selected six dimensions, based on the findings of our study (Mar &

Sall, 1999) as well as their recognition in the literature as essential

components of communicative competence for persons who have severe

disabilities (e.g., Wetherby, Warren, & Reichle, 1998). The six

dimensions defined and described in Part I: Developing a

Communication Profile are listed here:

u Symbol Use

u Intent

u Complexity

u Social Action

u Vocabulary Use

u Comprehension

Each of these dimensions places emphasis on a particular social or

cognitive aspect of communication. However, you will note similarities

and overlap among some of the dimensions, as well as the behaviors that

exemplify them. This is because communication is the result of many

processes that are not truly independent of each other.

Vocabulary size or mean length of utterance may be measured and

counted. Dimensions of communication are not quantifiable in such

ways; however, they can be described according to the degree to which a

particular quality is evident in the individual’s communication behaviors.

Each of the six dimensions in Part I: Developing a Communication

Profile can be described along a continuum of 1 to 5, which ranges from

(1) physical reactions to (5) sophisticated communication skills. We have

assumed that, within this range of communicative competence, even the

most basic behaviors have communicative value.
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Overview of this Manual

This manual guides you through a five-step process that begins with the

assessment of an individual and culminates in the development of an

intervention plan uniquely suited to that individual. This

assessment-to-intervention sequence is shown in the figure on page 5.

Before you begin the assessment, it is expected that you will have some

familiarity with the individual’s communication behaviors. To gain a sense 

of specific skills and abilities, you might first review educational records or 

speak with teachers and parents.

Part I: Developing a Communication Profile involves the first three steps. 

Step 1 (page 7) entails the gathering and recording of information about

the individual’s communication behaviors through observations,

interviews, and structured interactions. Communication behaviors should

be “sampled” across a variety of environments and activities, since it is

important to have multiple sources of data. In Step 2 (page 12), you will

use this information to rate the individual’s behaviors for each of the six

dimensions. You will then obtain a total score of communicative

competence. In Step 3 (page 13), you will generate a descriptive

communication profile of the individual.

Part II: Designing an Intervention Plan consists of two additional steps to 

directly link the individual’s communication profile and ratings to

interventions. In Step 4 (page 29), a scoring index will help you relate an

individual’s total score of communicative competence to one of five

intervention sets. In Step 5 (page 30), you may review the sets to identify

and modify relevant communication goals and activities that will meet the 

individual’s interests and needs.

In the Case Illustration (page 56) you will find a complete example of all

five steps. The example includes actual data on a student with

deafblindness and multiple disabilities. These data were obtained through

observations, interviews, and a structured interaction. We have

highlighted helpful hints for recording and reviewing the data.

The Dimensions of Communication Recording Booklet (at the back of

this manual) may be used with parts I and II. This booklet contains forms 

and guidelines for recording information obtained during observations,

interviews, and structured interactions. The booklet is used to record the

ratings for each dimension, the total score of communicative competence,

and the individual’s communication profile. It also includes the scoring

index.

You may use this instrument working singly or as a member of a team.

Team members may organize the evaluation in a variety of ways. For

example, two evaluators working together during a structured interaction

might divide their responsibilities so that while one practitioner elicits
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behaviors from the student, the other practitioner records the behavior. In 

another option, one practitioner may conduct an interview while the

other observes the student. It is important that members of the team

clearly understand their responsibilities during each step. When using a

team approach, the process must go beyond data collection to also include 

scoring the dimensions, generating a profile, and so on.
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Assessment-to-Intervention Sequence
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Administration of Part I - Developing a Communication

Profile

Step 1: Gathering and Recording Information

What you will need:

Observation Form, Structured Interaction Form, and

Interview Form from Recording Booklet.

What you will do:

Observe and interact with the individual. Conduct an 

interview to obtain information regarding 

communication skills and behaviors.

How long it will take:

Approximately 1½ - 2 hours.

Step 2: Scoring the Dimensions

What you will need:

Dimensions of Communication charts from the  manual;

Score Sheet from the Recording Booklet.

What you will do:

Identify examples of individual communication 

behaviors as they relate to each of the six dimensions.

Rate the student’s communication behaviors on each  of

the six.

How long it will take:

Approximately 20 - 30 minutes.

Step 3: Gen er ating a Com mu ni ca tion Pro file

What you will need:

Completed data sheets from the Recording Booklet; 

examples of individual behaviors from the Score  Sheet;

additional raw data from observations, interactions, and

interviews; blank Descriptive Profile Form from

Recording Booklet.

What you will do:

Write a synopsis of the student’s communication skills

and behaviors using all of the information collected

during  observations, interactions, and interviews.

How long it will take:

Approximately 30 - 40 minutes.
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Step 1: Gathering and Recording Information

Our purpose is to develop a profile of the individual’s communication

skills and behaviors. For this assessment, data are gathered as follows:

u Observations of the individual during typical daily routines and activities.

u Interviews conducted with people who are familiar with the individual.

u Structured interaction during which you will engage directly with the

individual.

Planning is a very important part of Step 1. It will save you time and

effort to determine in advance exactly when, where, and how you will

gather information. Discuss with key persons what opportunities exist for

collecting data. Observations, interviews, and structured interactions may

be sequenced in any order that makes the best use of available

opportunities.

Before you begin gathering information, familiarize yourself with each of

the Dimensions of Communication charts in this manual. You may also

refer to the Case Illustration to see what type of information is gathered

and how it is recorded. Your plan of action may follow these steps:

u Develop a schedule for conducting your observations, interviews, and

structured interactions. Use the cover sheet of the Recording Booklet to

list times and opportunities for each session.

u Review the guidelines on the following pages for how to conduct

observations, interviews, and structured interactions.

u Review the recording procedures. They provide specific instructions for

recording information obtained during your assessment.

u Conduct observations, interactions, and interviews. Depending on the amount 

or quality of information obtained during these sessions, you may wish to

conduct additional observations.

u Record the information as you conduct each session. Examine the recording 

forms in the Recording Booklet before you conduct the assessment. These 

are the forms to use for recording information obtained during

observations, interviews, and structured interactions.
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Step 1: continued
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Guidelines for Conducting Observations

u Observe the individual in settings where there are natural opportunities

for communication and social interaction. Informal activities often allow

for more interaction and communication than many formal instructional

activities. Recess, small group classroom activities, walking in the

hallways, or shared computer activities may provide more information

than independent study or traditional classroom instruction.

u If the individual shows little or no engagement or interaction, you may

need to plan another observation or extend the observation period.

u Observe a broad range of activities and environments that are typical of

the individual’s daily routine, including transitions between activities.

u Observe the individual interacting with several different communication

partners.

u Avoid conducting observations during individual instruction (e.g.,

resource room, occupational therapy, counseling, mobility instruction, or

speech-language therapy).

u Depending upon the opportunities available for conducting observations

and the settings in which you observe the individual, you may decide to

conduct a series of shorter (e.g., 10-minute) or longer (e.g., 30-minute)

observations. You may also observe the individual participating in more

than one activity during your observation time (e.g., in the classroom,

hallway, and lunchroom).

u Allow a total of 50 to 60 minutes of observation time across settings.

u Observations may be done in one day or in more than one day.

u As an observer, you should be discrete so that you do not interfere with

ongoing activities. However, if the individual directs behaviors or

comments toward you, you should observe and record them.



Step 1: continued
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Guidelines for Conducting Interviews

u First, determine which persons are most appropriate to interview (e.g.,

parent, teacher, paraprofessional, or therapist who is familiar with the

communication skills and behaviors of the individual). Conduct at least

one interview. You may wish to interview others to obtain a broader range 

of information about the individual.

u Plan on spending at least 30 minutes when conducting an interview.

u Interview questions should focus on the forms, functions, and qualities of

the individual’s  communication and interaction skills. On the recording

forms (see Recording Booklet), you will note that several interview

questions have already been listed. These are intended to provide “starting

points” for your interviews. However, you may need to add to or change

the questions in order to obtain information about the specific behaviors

of the person you are evaluating.   Examples of questions to ask include

the following:

u What are the individual’s major forms of spontaneous communication

(e.g., direct behaviors; vocalizations)?  Provide several concrete examples

(e.g., pushes teacher’s hand away to indicate disinterest; says “mmm”

when hungry).

u What are the various ways in which the individual indicates needs,

interests, and preferences?  Dislikes or disinterest?  Desire for help? 

Physical states, such as hunger, pain, or fatigue?

u Does the individual combine words, signs, symbols, or gestures (e.g.,

produces three-word utterances; points to two pictures in sequence)? 

Obtain several examples of such combinations.

u Describe how the individual interacts with others (e.g., response to

greeting, turn-taking skills, initiation of interaction, ability to engage in

conversation, awareness of the presence of others).

u How extensive is the individual’s vocabulary?  Describe the number and

types of words, pictures, gestures, signs, object cues, and other

symbols/behaviors that have specific meaning for the individual.

u Provide several examples of the individual’s receptive communication

skills. Does he or she respond to commands or directions?  What must you 

do or say in order to be certain that the individual understands you?

u Describe the types of symbols (pictures, photos, signs, three-dimensional

objects, tactual signs) the individual uses.  Provide examples.

u Use the interview as an opportunity to obtain information about

communication goals for the individual, and the effectiveness of current

interventions.



Step 1: continued
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Guidelines for Conducting Structured Interactions

u The structured interaction gives you the opportunity to work one-to-one

with the individual. In some cases, the presence of another person might

be required (e.g., interpreter, aide) to help you communicate directly with

the individual.

u Select a setting that allows for uninterrupted and comfortable structured

interaction with the individual (e.g., separate area of classroom, empty

room).

u Use the structured interaction as an opportunity to elicit specific

communication behaviors from the individual. Focus on the individual’s

social interest and ability to take turns, follow directions, initiate or

respond to an interaction, express interests or disinterests, etc.

u Plan a sequence of meaningful activities that are age appropriate and may

be of interest to the individual. The structured interaction should be

informal enough for you to be flexible while engaging the individual in

stimulating activities. Examples of materials that might be considered for

use during the interaction session include the following:

Ø musical items (e.g., whistles, shakers, drum sticks, tambourine)

Ø functional objects (e.g., hairbrush, spoon, cup, toothbrush, pen,

mirror)

Ø puzzles and simple games

Ø drawing and writing materials

Ø tactual or multisensory materials (e.g., different textured or vibrating

objects)

Ø switch-operated objects (e.g., fan, blow-dryer, cassette player)

Ø wind-up toys

Ø pictures (e.g., photographs or line drawings of people engaged in

various daily activities, pictures of food or clothing items)

u Speak with a parent, teacher, or other person who is familiar with the

individual being evaluated to solicit ideas regarding appropriate materials

for the structured interaction.

u Allow up to 30 minutes to conduct a structured interaction.



Step 1: continued
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Recording Procedures

u Use the forms in the Recording Booklet to record information obtained

during observations, interviews, and structured interactions. Use separate

forms for each session. You may need to use additional sheets of paper.

u Briefly describe the social and physical environment for each session (e.g.,

location and setting, time of day, materials used, presence of others, type

of activity, etc.).

u Record the activities, events, dialogue, and behaviors as they occur during 

the session. Try to write down exactly what the individual says or does.

Note the events occurring just prior to and after the response.

u All forms of the individual’s behaviors, even those that are not directed

toward another person, should be described (e.g., physical reactions, body 

movements, vocalizations, self-stimulation, repetitive behaviors).

u Use of a tape recorder during interviews and structured interactions may

be very helpful.

u Provide as much detail as possible. It is better to make objective

statements than to interpret behavior. For example, “John stood up and

threw his cup across the room” is more objective than “John became

angry and threw his cup across the room.”

u Before starting the evaluation process with the individual, you may want

to conduct a practice observation or interview to obtain a better sense of

the data gathering and recording process.



Step 2: Scoring the Dimensions

In Step 2, you will rate the individual’s communication behaviors from

each of the six dimensions. As you review the dimensions in this manual

(pages 15 to 26), you will note that there are five levels of competence for 

each, ranging from basic (Level 1) to complex (Level 5) skills. You will

determine what level of competence best corresponds to the individual’s

skills. An example of Step 2, which illustrates the scoring procedures, can

be found in the Case Illustration (on page 71).

u Review the data collected from the observation, interview, and structured

interaction forms.

u Identify actual examples of behavior that reflect the dimension you are

rating. These examples will serve to justify or illustrate your rating, and

therefore, should be representative of the individual’s communication

behaviors. List these examples on the Score Sheet of the Recording

Booklet.

u Circle the level (1-5) on the scoring sheet that corresponds most closely to

the individual’s communication behaviors.

Ø Compare your examples with the description of the rating and the list

of examples for a given dimension provided in this manual.

Ø Circle only one level, even if you have difficulty deciding between two 

different ratings (e.g., Level 2 or Level 3). Complete the ratings for all 

six dimensions.

Ø Make your rating on the basis of the majority of the individual’s

communication behaviors, focusing on those behaviors that are most

typical. Keep in mind that you are not necessarily rating the highest

level of behavior observed, but the level that is most characteristic of

the individual.

Ø Some difficulty in selecting a level, for example between levels 2 and

3, has been taken into consideration in the design of the scoring

index. There is some inherent overlap between levels.

u Compute the total score, which is the sum of the six levels. A total score can

range from 6 to 30. (This score will be used later for Part II:  Designing

an Intervention Plan.)  You may notice variation in levels between

dimensions for the individual you are evaluating (e.g., the dimension of

Symbol Use may be rated at Level 2 while the dimension of Social Action

may be rated at Level 3). This kind of variation is to be expected.
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Step 3: Generating a Communication Profile

In Step 3, you will write a cohesive summary or profile of the individual’s

communication skills and behaviors. This profile will provide a rationale

for selecting and designing intervention activities. It can also be used as

part of an evaluation or progress report. An example of a written

communication profile appears in the Case Illustration (on page 72).

u Synthesize the examples of communication skills and behaviors identified in

Step 2 (listed on the scoring sheet).

u Integrate additional information obtained during observations, interviews,

and structured interactions, as well as from other sources (e.g., previous

reports or evaluations).

u Write the communication profile directly into the Descriptive Profile Form

in the Recording Booklet. Include in your profile a description of the

individual’s skills and behaviors with respect to the six dimensions. Use

this as an opportunity to focus on unique communication behaviors versus 

the individual’s deficits or lack of skills.
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Dimensions of Communication

u Symbol Use

u Intent

u Complexity

u Social Action

u Vocabulary Use

u Comprehension

Dimensions of Communication 15



Symbol Use

The use of symbols refers to a person’s ability to communicate with

representations. Symbols can be in the form of signs, icons, words,

tangible objects, raised-dot patterns, pictures, or other kinds of codes in

any modality (e.g., speech, print, tactual, sound). They are representations 

that stand for objects, persons, concepts, and events.

Individuals differ in the degrees to which they use symbolic forms of

communication. Most of us rely on a formal language to communicate

with each other. That is, we communicate using speech, printed words,

signs, and/or other conventional symbols. Others, however, rely on 

behaviors, such as gestures, vocalizations, and direct actions. Because such 

behaviors are nonconventional, we often must interpret the meaning of

the “message” based upon the situation or our familiarity with the

individual.

This dimension of communication also reflects the degree to which the

individual can use symbols, regardless of their form, to represent abstract

concepts. At basic skill levels, symbols are used primarily to represent

concrete and tangible objects, persons, needs, and events of the moment.

As one’s skill level increases, symbols can also be used to represent past or

future events, feelings, relationships, categories, properties, and values.

Level Examples of Behavior

1

Re ac tions or re flexes that must

be in ter preted.

·  smiles when cheek is stroked or back 
is rubbed

·  says “ahh” when hungry or bored

· moves arms in excitement when a
familiar person enters the room

· grimaces when being physically
moved

· clutches spoon or musical shaker
when placed in hand

2

Nonsymbolic ac tions, ges tures,

or vo cal iza tions that re late to

im me di ate needs or in ter ests in 

the en vi ron ment. Spe cific be -

hav iors must be in ter preted, as 

they are mostly noncon ven -

tional or id io syn cratic.

· uses hands to search for toy on table

· waves good-bye when leaving the
room

· makes gesture that resembles “more”
to request more juice

· touches cup, picks it up, and brings
to lips

· turns doorknob to indicate desire to
leave room

· pushes away puzzle when bored.

· shouts or screams when peer
attempts to take away book
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Level Examples of Behavior

3

Con crete, con ven tional sym bols 

used to la bel com mon ob jects,

per sons, needs, sim ple events,

and ba sic ac tions. Sym bols can 

be readily un der stood by fa -

mil iar and un fa mil iar per sons.

· signs single words (e.g., “more,”
“go,” “eat,” “no”) in appropriate
context

· points to picture symbols that
represent activities (e.g., computer;
lunch)

· calls out names of familiar people

· labels common objects (e.g., cookie,
truck, pencil, wheelchair, glasses)

· hands teacher object cue (e.g., CD)
to indicate desire to listen to music

· makes simple comments about the
here and now (e.g., “man running”)

4

Ex tended sym bol sys tem that

rep re sents a pri mary form of

com mu ni ca tion (e.g., sign,

speech). Limited abil ity to

sym bol ize ab stract con cepts is

ap par ent.

· asks about person who is not present

· makes comment about favorite TV
show

· uses different words to convey same
idea (e.g., “I want a drink”; “I’m
thirsty”)

· uses several familiar category names
(e.g., fruit, animal, clothing)

· describes physical properties of
objects (e.g., shiny, hard, round,
heavy, empty)

· labels some basic feelings,
characteristics, reactions (e.g., scared,
silly, angry)

5

Ab stract ideas and con cepts are 

rep re sented sym bol i cally. Ref -

er ence is made to the past and

fu ture. 

· talks about morning routine (e.g., “I
ate breakfast and then I watched
TV”)

· uses signs to express and discuss
abstract feelings (e.g., anger, fear,
excitement)

· discusses things from the past (e.g.,
something that happened last week)
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Intent

Communication is intentional when one’s behavior is produced for the

purpose of gaining attention, responding, conveying a message, or

expressing a need or interest. Communicative intent can be viewed as

social cause-and-effect in that one understands that his or her own

behavior (cause) will affect another person in some way (effect).

Communicative intent can be described by the degree to which an

individual deliberately signals or directs behaviors to another person. It

can be expressed in a variety of verbal and nonverbal forms. For instance,

an individual may use certain behaviors (e.g., eye contact, gesturing,

tugging, crying) without clear intent but, nevertheless, receive attention.

Other behaviors (e.g., shouting, throwing) may be intentionally

produced, but are not necessarily directed toward a particular person.

Intentionally communicative behaviors, on the other hand, are produced

with a goal in mind, such as getting one’s turn in a game or gaining a

peer’s attention. The individual may be persistent in signaling others until

the goal is reached.

Level Examples of Behavior

1

Re ac tive or re flex ive be hav iors,

elic ited with out call ing for at -

ten tion. In tent is not pres ent.

· cries when physically uncomfortable 

· smiles when music is played

· eyes widen when new activity begins

· vocalizes softly when others are
present

 2

Preintentional be hav iors, in

which one gen er ally un der -

stands that his or her ac tions

will be fol lowed by a re sponse.

Be hav iors are not de lib er ately

di rected to spe cific in di vid u als.

· shouts to gain attention from peers 

· bangs on radio to get someone to
turn it on

· reaches toward ball to indicate
interest or preference

· vocalizes loudly when wants to take
a rest during activity

· makes a sign when thirsty but to no
one in particular

· says “help” to open the door of the
toy cabinet
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Level Examples of Behavior

3

Ba sic in tent, in di cated by the

abil ity to de lib er ately sig nal an -

other per son to con vey needs or 

in ter ests, with the ex pec ta tion

of a re sponse from that per son.

· tugs on teacher’s sleeve to get
attention

· presents tangible symbol to request
an activity (e.g., baseball)

· looks directly at peer who is giving
out snack and signs “more” 

· wheels toward teacher and raises
arms to be lifted out of wheelchair 

· calls out a classmate’s name in
attempt to find her in the lunchroom

· greets peer who enters the room

4

Goal-directed com mu ni ca tion.

In di vid ual shows per sis tence in

sig nal ing oth ers and/or may use 

dif fer ent means or ap proaches

to gain at ten tion or reach goal.

The pur pose of the com mu ni ca -

tion is spe cific and clear.

· raises hand to answer question, but
when no attention is given, calls out
answer

· asks peer if she is getting ice cream
for snack at lunch time

· repeatedly tells classmate to stop
pulling his arm and then moves
away

· orders French fries at the counter of
a fast-food restaurant

· begs parent to allow her to wear
favorite shirt

· signs to several different peers
working on the computer to request
a turn

5

Planful com mu ni ca tion, re -

flected by the abil ity to adapt

one’s ap proach, based upon so -

cial cues and feed back from oth -

ers. Com mu ni ca tion be hav iors

are so cially ap pro pri ate to the

con text. Goals may be long

term, such as plan ning of fu ture 

events.

· initiates telephone call with a friend
and asks friend to meet later

· asks supervisor for directions to
complete a required task

· waits until parent is in a good mood
before asking for new sneakers

· knows to ask art teacher for certain
materials to do a special project

· joins in group conversation and
offers relevant remarks

· changes tone of voice and body
language when ignored
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Complexity

In typical language development, the transition from single-word

utterances to word combinations is viewed as the emergence of syntax.

For present purposes, complexity refers to the ability to combine symbols

according to rules of syntax or to sequence behaviors in meaningful ways

to convey messages. This dimension can be likened to “length of

utterance” in which the combining of symbols or behaviors serves to

expand upon a subject.

A communication behavior or utterance may be simple, such as when one 

produces a single word or sign to make a request. In contrast, it may be

represented by a combination of words. For example, a two-word

combination may connect an object to an action (e.g., “boy runs”) or

specify a certain relationship (e.g., “my book”). More complex

constructions, such as multi-word sentences, reflect the understanding and 

use of grammatical rules to comment on the relationships among persons, 

objects, and events.

Level Examples of Behavior

1

Phys i cal re ac tions in re sponse to

stim uli.

· fusses while sitting at lunch table and
then quiets when food is presented

· grimaces or twitches when moved
into an awkward or uncomfortable
position

· blinks when object falls and makes
loud noise

· smiles, vocalizes, and reaches out
when preferred object is in view

 2

Sin gle ac tions in which one

word, sign, be hav ior, or ges ture 

is used to con vey an idea.

· waves arm at teacher to indicate
desire to continue an activity

· says “bye-bye” when getting ready to
leave

· gives tangible object cue of basketball 
to peer to show interest in playing

· signs “more” when finishes snack

· presses single picture key on
augmentative communication device 
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Level Examples of Behavior

3

Sim ple com bi na tions in which

two or three sym bols are com -

bined to pro duce a sim ple mes -

sage or a sin gle idea.

· lifts up cup and says “more juice
please”

· signs “baby cry” when sees infant
crying

· walks over to door and says “go
home”

· pulls chair away from another person
and says “my chair”

· points to two picture symbols in
sequence to indicate “music finished”

4

Short com bi na tions, rep re sented

by 3-to 5-word sen tences that

fol low ba sic rules of gram mar

and syn tax, and can ex tend an

idea or pro vide more de tail. 

· points to photos on communication
board (burger, fries, soda) to order
lunch

· signs “work finished, want break”

· says to teacher “I put train over
there” and points to toy closet

· yells “Give me the mouse!” when
working with peer on the computer

· asks “Where’s Sarah? She go home?”

5

Com plex con struc tions that re flect 

the abil ity to pro duce elab o rate

sen tences. Use of lin guis tic

forms in volv ing tense, pre fixes,

suf fixes, con nec tives, and other

gram mat i cal com plex i ties is ev i -

dent.

· relates to teammate, “I went home
early because I was hungry.” 

· calls to friend, “Hey Ruben, sing that 
Spanish song again.”

· elaborates (e.g., “I missed watching it 
on TV. I was so upset.”)

· uses braille writer to type out story
that includes past as well as future
tenses

· uses connectives (e.g., “I would have
gone if Mark was going to be there.”)
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Social Action

Social action refers to the ability to socially engage or respond to another

person. It is reflected by the degree to which one can participate in the

reciprocal, give-and-take process of an interaction. Participating in a

conversation, in which there is an implicit understanding of turn taking,

sequence, and sharing of information, is a primary example of social

action.

The salient quality of social action is that one’s behaviors serve to establish 

or maintain direct communicative contact with another person. Social

actions can be extensive, such as in a lengthy conversation, or relatively

brief, such as waving hello or goodbye. In its simplest form, social action

can be thought of as a response (e.g., smile) to a social stimulus (e.g.,

greeting). Other forms of social action include game playing (e.g.,

knowing when to take a turn) and performing steps of social routines

(e.g., shaking hands with others in a room).

Level Examples of Behavior

1

Ori ents or pro duces a gen eral

re ac tion or re sponse to so cial

stim uli.

· vocalizes “ahh” when hearing
familiar voice

· smiles when sees or hears a peer
approach

· moves body in response to being
lightly touched by teacher

· turns head when music teacher
stops singing

 2

Sim ple so cial ac tions to re spond

to or ini ti ate an in ter ac tion with 

an other per son. 

· signs “hello” to teacher and shakes
hands

· points to picture cue of “juice”
when asked what he wants to drink

· smiles and walks over to teacher’s
desk when requested

· yells “come here” to get the
attention of peer walking past the
door

· nods head to indicate “yes” when
asked if thirsty
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Level Examples of Behavior

3

Ex tended so cial ac tions to con -

tinue a com mu ni ca tive ex -

change. An in ter ac tion can go

be yond a sim ple ini ti a -

tion-response se quence.

· takes turn with classmate when
playing with basketball during
recess

· taps peer and shows her a book,
then makes gesture to give it to
peer

· gives hair clip to friend after the
friend approaches and looks at it

· approaches teacher and then signs,
“Eat now?”

· lets classmate examine special pen,
then seeks to retrieve it

4

Brief in ter ac tions, such as short

con ver sa tions and turn-taking

se quences over short pe ri ods of

time. There is in ter est and abil -

ity to sus tain in ter ac tions.

· asks peers a few questions about a
game, then asks, “Can I play with
you?”

· asks teacher, “What are you
doing?” and then asks, “Why?”

· tells classmate that they can take
turns working on computer
together

· shares a few comments about going 
to a movie 

· answers several questions to
indicate choices at a fast food
restaurant

· responds to two or three questions
about building a model airplane

5

Con ver sant, or has the abil ity to

en gage ap pro pri ately in a pro -

longed so cial in ter ac tion or con -

ver sa tion. 

· waits turn to join in conversation
without interrupting

· maintains conversation with peer
by asking relevant questions

· engages in discussion with peers
about making plans for the
weekend

· invites a third person, who is just
watching, to join in a card game

· participates in a classroom debate
and offers opinion
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Vocabulary Use

This dimension is defined by the degree to which an individual can

express needs and interests using appropriate words, signs, or

communicative behaviors. Vocabulary use reflects, in part, size of

vocabulary. The more central concept, however, is how well the

individual applies or selects vocabulary or communication behaviors from

his or her lexicon or repertoire to correspond to the object, person, need,

or event.

At basic levels of communicative competence, vocabulary is not

differentiated. That is, the individual may use a general behavior, such as a 

vocalization, to express most or all needs. Differentiation is apparent

when the individual’s words, signs, or behaviors more specifically

correspond to the situation (e.g., clapping hands when excited, using a

person’s name to gain attention, labeling an object). The individual has

learned the associations between words or signs and their referents, and

uses the words with consistency when referring to particular objects,

persons, actions, etc. Within this dimension, individuals who are

communicatively competent can use their extensive vocabulary to provide

detailed descriptions and to articulate their thoughts.

Level Examples of Behavior

1

Nondifferentiated phys i cal ac -

tions or vo cal iza tions ex pressed

in re gard to sev eral types of

stim uli.

· moves arms when someone
approaches

· moves arms when music is played

· moves arms when bright light is
turned on

· moves arms when given food

2

Dif fer en ti ated be hav iors such as

us ing dif fer ent ges tures or vo cal -

iza tions to con vey needs or pref -

er ences.

· says “yes” or “no” when asked if
interested in joining a specific
activity

· makes gesture for “drink” which
is slightly different from gesture
for “eat”

· uses category name (animal) to
represent several exemplars
(horse, dog, bear)

· points to picture of book on
communication board to indicate
desire for item

· vocalizes different types of sounds 
to indicate likes and dislikes
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Level Examples of Behavior

3

Func tional vo cab u lary, in which

par tic u lar words or be hav iors

are ap pro pri ately and con sis -

tently used to re fer to unique

ob jects, per sons, or sit u a tions.

In di cates de sire for spe cific

things by name.

· signs “cookie” instead of simply
“more” to make request during
snack

· indicates interest in activity by
making a choice using tangible
object cues

· always says “zah” to signify
“pizza”

· calls individual people by name
(e.g., “Mr. Green,” “Franny”)

· presses picture cue “cassette” on
augmentative device to indicate
desire for music

4

Pre cise use of vo cab u lary, in

which there is a closer cor re -

spon dence be tween words used

and the ob jects, per sons, events

to which they re fer. Able to

com mu ni cate about sub tle dif -

fer ences, pro vide in for ma tion,

and of fer de scrip tions.

· uses exact names to indicate need
for specific items (e.g., glass
versus cup)

· describes environmental contexts
or situations (e.g., “It’s dark in
here.”)

· provides distinct answers (e.g.,
“turkey” when asked “What did
you eat for lunch?”)

· provides elaboration (“A car”)
when initially misunderstood (“I
saw a red bug”)

· says “marker” (instead of “pen”)
to indicate choice of specific
drawing tool

5

Ex ten sive vo cab u lary use, such as 

the abil ity to com mu ni cate

about dif fer ent as pects of an

event. Can re late ideas di rectly

to a topic, even when out of

con text (e.g., things hap pen ing

in the past or fu ture).

· changes the complexity of a
sentence when talking to a
younger child

· talks about visiting a farm and
feeding the different animals over
the weekend

· describes what different children
did at a carnival, the rides, and
the food

· makes detailed comments about
the school day (“Today in math I
learned...”)

· describes elaborate plans for a
birthday party (type of cake, food, 
games)

· clarifies regional differences in
signs when questioned by
communication partner
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Comprehension

Comprehension refers to the ability to understand what someone else

communicates through behavior or language. Comprehension is observed 

when an individual’s response or communication behavior (e.g., replying,

“I’m fine.”) is relevant to the social event that preceded it (e.g., being

asked, “How are you?”). At a very basic level, “comprehension” might be

seen in the form of general interest in (or responsiveness to) the

interactions of others. At another level, it might be exemplified by the

ability to follow a simple direction or to answer a concrete question.

Understanding a lecture or the news reflects comprehension at a

sophisticated level.

Level Examples of Behavior

1

Aware ness or re spon sive ness

when an other per son be gins

or ends an in ter ac tion.

· pauses or quiets when approached

· vocalizes when peer shows a toy

· opens mouth when presented with
spoon

· turns head when loud noise is made
or when name is called

2

Sim ple re sponse, given the

avail abil ity of phys i cal cues

pro vided by an other per son.

Cues must be tied to an im -

me di ate con text in or der for

in di vid ual to un der stand.

· cries when parent says “good-bye”
and leaves the room

· gestures toward ball when asked,
“Where is the basketball?”

· stops reaching for toy when teacher
says, “All done”

· given cup and book, reaches for cup
when asked, “What do you drink
with?”

· shakes head “no” when asked if she
wants more during a meal

3

Ba sic com pre hen sion, such as

un der stand ing sim ple com -

mands, one-step in struc tions,

and an swer ing con crete ques -

tions.

· points to trash can when asked,
“Where does this garbage go?”

· performs hand and body movements
during “Simon Says” game

· responds appropriately when teacher
says or signs, “Give that blue book to 
me.”

· follows steps for ordering food (e.g.,
waiting in line, selecting food,
paying)

· when “clean-up time” is called, turns
off and puts away cassette player
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Level Examples of Behavior

4

Com plex re sponse, in which in -

di vid ual com pre hends spe cific 

and com plex re quests, ques -

tions, and con ver sa tion. 

· follows multi-step directions to put
away balls and line up at the gym
door

· understands directions on finding
items in grocery store (e.g., aisle 2,
top shelf)

· understands steps required to turn
on, access, and run computer game

· relates two or three events from
weekend activities

· offers a few comments relevant to
group conversation

5

Broad un der stand ing of so cial

sit u a tions, di rec tions, and

con ver sa tions. Easily un der -

stands and grasps what is be -

ing com mu ni cated.

· accurately summarizes a story that
was just read

· considers alternative responses to a
complex question

· follows a sequence of on-line
directions to use software

· takes notes of important information
during lecture
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Administration of Part II - Designing an Intervention Plan

Step 4: Identifying the Range of Interventions

What you will need:

Chart of Intervention Sets; Intervention Goals and

Examples of Activities from this manual

What you will do:

Identify the range of intervention activities that is

appropriate for your student, given the total score from

Part I. Consider appropriate intervention goals and

activities for your student.

How long it will take:

Approximately 5–10 minutes.

Step 5: Designing and Individualizing Intervention Goals and

Activities

What you will need:

Intervention Goals and Examples of Activities from this

manual.

What you will do:

Modify and develop intervention goals; design

individualized activities.

How long it will take:

Approximately 30–40 minutes.
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Step 4: Identifying the Range of Intervention Goals

In Step 4, you will use the total score (from the Score Sheet of the

Recording Booklet) to identify the range of intervention goals that is

appropriate for the individual who is being evaluated.

u Using the Chart of Intervention Sets below, identify the set (A,B,C,D, E)

that corresponds to the individual’s total score. The total score may fall

within one or two sets.

u Each intervention set is associated with examples of communication goals

and activities. The five sets can be found in the section of this manual

titled Intervention Goals and Examples of Activities (page 32.

Review the intervention goals and examples of activities to consider

whether or not they are generally appropriate for your student. If the

score (e.g., 16) falls within two intervention sets (e.g., B and C), you will

need to review the goals and activities associated with both sets.

                             Chart of Intervention Sets

A B C D E

6 10 15 20 25

7 11 16 21 26

8 12 17 22 27

9 13 18 23 28

10 14 19 24 29

11 15 20 25 30

16 21 26

Note: A number in boldface indicates that score falls within two

intervention sets.
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Step 5: Designing and Individualizing Intervention Goals and 

Activities

In Step 5, you will develop individualized communication intervention

goals and activities. Within each intervention set, several goals and

activities have been designed to serve as examples. Listed with each goal

are the related dimensions. These goals may correspond to the observed

communication behaviors of the individual you have evaluated. It is

important to recognize that the intervention sets serve only as

examples—they need to be individualized for each student. In addition to

these examples, you will need to consider other goals that might be more

important to your student. Because each person has unique skills and

behaviors, as well as social environments, you will need to develop a

unique intervention plan. Listed below are some guidelines:

u While reviewing the examples provided, write down any thoughts that

may be triggered about related goals that are important for your student.

u Identify those goals that are currently of high priority. This may include

only a subset of the examples provided or a limited number of goals.

(Keep in mind that it might be possible to generate many goals, but your

purpose is to identify the most important ones.)  Consult with team

members, including parents, to identify these critical goals.

u Be specific. A very important component of this step is to list examples of

activities that will help the student achieve specific goals. Often, unless

specific examples are provided, providers who work with the individual

may not understand the particular need, the approaches, or the strategies

required to promote the skill of interest.

u Modify intervention goals to meet individual needs. Think of the

behaviors you want to observe in the individual that will indicate that he

or she is making progress. (This will allow those who work with the

student to monitor progress.)
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Intervention Goals and Examples of Activities

u Set A = Scores between 6 and 11

u Set B = Scores between 10 and 16

u Set C = Scores between 15 and 21

u Set D = Scores between 20 and 26

u Set E = Scores between 25 and 30
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Intervention Goals and Examples of Activities—Set A

Ex am ple 1. Help the in di vid ual ori ent to or re spond more con sis tently to 

the in ter ac tions of oth ers. [So cial Ac tion; Com pre hen sion; In tent]

Com ment:  One of the first steps to ward mean ing ful com mu ni ca tion is the 

aware ness of the pres ence of other peo ple. For many in di vid u als who have 

se vere dis abil i ties, so cial aware ness may be spo radic. By pro mot ing the

con sis tency of the in di vid ual’s abil ity to di rect his or her be hav iors (e.g.,

head turn ing, smil ing, ex tend ing arms) to ward oth ers, so cial at ten tion—as 

well as the con cept and ex pe ri ence of in ter ac tion—is re in forced.

Con text:  Across learn ing and so cial ac tiv i ties, it will be im por tant for

those who in ter act with Mary to con sis tently give her an un am big u ous

sig nal to in di cate their pres ence, as well as an op por tu nity for her to

re spond. Peers and adults should (a) try to ap proach her slowly from the

front so that she can vi su ally es tab lish their pres ence, (b) call her name,

and (c) give her a touch cue (e.g., gently touch ing her arm or tak ing her

hand). Mary may re quire some time to re spond, per haps 5 to 10 sec onds,

as she may have a de layed re ac tion. Watch for Mary to smile, turn her

head, vo cal ize, ex tend her arm, and/or move her body in ex cite ment.

When she does of fer a re sponse, re in force her be hav ior by show ing

en thu si asm, giv ing her praise, or con tin u ing the in ter ac tion or ac tiv ity.

Es tab lishing so cial con tact in such a way may need to be done sev eral

times within a short pe riod of time to re gain her so cial in ter est.

__________

Ex am ple 2. Help the in di vid ual de velop ap pro pri ate “an tic i pa tory

be hav iors” in re sponse to cues dur ing so cial and func tional ac tiv i ties.

[Com pre hen sion; Sym bol Use]

Com ment: An an tic i pa tory be hav ior is an ac tion which an in di vid ual takes

to pre pare for the next step of a rou tine or ac tiv ity. Ex am ples in clude

spon ta ne ously reach ing for a cup af ter juice has been poured into it,

stand ing up when the school bell rings, and rais ing one’s hands when a

class mate says “Catch!”  An tic i pa tory be hav iors rep re sent im por tant early

com mu ni ca tion skills. They im ply that the in di vid ual can partly rec og nize

or “un der stand” the mean ing of a cue or sig nal or sym bol, as so ci ate it to a 

very spe cific event, and pro duce a ba sic but ap pro pri ate re sponse.

Con text:  In or der to en hance Carl’s abil ity to par tic i pate in daily rou tines

he should be pre sented with a unique cue or sig nal to “com mu ni cate” that 

he is ex pected to re spond in a par tic u lar way. The cue should be

con sis tent so that Carl can even tu ally learn what ac tion al ways fol lows it

and what be hav ior is ex pected of him. Dur ing meals, for ex am ple, a spoon 

might be first placed in his palm to sig nify that he is to scoop food from a 

bowl (even if with hand-over-hand as sis tance). Sim i larly, when ever he is

ex pected to go from one lo ca tion to an other (e.g., desk to mu sic area), he

should be given a sig nal (e.g., a touch on the shoul der paired with
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ver bal iza tion) so that he can learn to as so ci ate the sig nal with the need to

stand up.

Ex am ple 3. Be able to rec og nize and re in force those be hav iors that have

com mu ni ca tive or po ten tially com mu ni ca tive value. [In tent; Sym bol Use; 

So cial Ac tion]

Com ment:  Many in di vid u als who have se vere, mul ti ple dis abil i ties do not

com mu ni cate in ten tion ally, i.e., with the pur pose of gain ing some one’s

at ten tion. Fre quently, how ever, be hav iors that they do ex press can be

re garded as hav ing com mu ni ca tive value. For ex am ple, sev eral times

dur ing the day, a stu dent may vo cal ize, ex tend arms out, look around, or

ori ent to ward an other per son’s voice. These be hav iors, while not truly

com mu ni ca tive, should be viewed as op por tu ni ties to re spond, the goal

be ing sim ply to help the stu dent un der stand so cial “cause and ef fect” or

the con cept that one’s be hav ior can lead to a so cial ac tion. This con cept

forms a foun da tion for com mu ni ca tive in tent and sym bol use. It is

im por tant to iden tify and con sis tently re spond to the range of gen eral

be hav iors an in di vid ual might ex hibit across learn ing and so cial con texts.   

Con text: It is im por tant that Sari’s peers and care tak ers pro vide im me di ate 

feed back to her when she pro duces a po ten tially com mu ni ca tive be hav ior, 

such as cry ing or smil ing. The most cru cial com po nent of one’s re sponse

to Sari is that there is con sis tency in rec og niz ing and treat ing her

be hav iors as if they were com mu ni ca tive. For ex am ple, when Sari cries in

a par tic u lar way it might be in ter preted to mean, “I need help.”  She

should be ap proached by her com mu ni ca tion part ner and her be hav ior

should be in ter preted and clearly stated us ing sign and ver bal lan guage.

The com mu ni ca tion part ner should then fol low with some ac tion that

re flects that Sari’s cries have been rec og nized (e.g., pro vid ing at ten tion if

she is bored, help ing to change her po si tion if she is un com fort able).

Sim i larly, when Sari smiles it could be in ter preted to mean, “”I like that,"

stated by her com mu ni ca tion part ner and fol lowed with an ap pro pri ate

re sponse.

Ex am ple 4. In crease the abil ity of the in di vid ual to sus tain at ten tion to

learn ing ac tiv i ties and so cial in ter ac tions. [So cial Ac tion]

Com ment: When an in di vid ual’s at ten tion span is very short or vari able,

his or her in volve ment in learn ing and so cial ac tiv i ties may be quite

lim ited. An im por tant goal may be to help the in di vid ual di rect and

sus tain in ter est in a mean ing ful ac tiv ity. In gen eral, one’s level of in ter est

is usu ally higher when en gaged in ac tiv i ties that are mo ti vat ing. In or der

to in crease mo ti va tion dur ing so cial and learn ing ac tiv i ties, sev eral

strat e gies might be con sid ered, such as us ing pre ferred ob jects; al ter nat ing 

ac tiv i ties fre quently so as to re duce “ha bit u a tion,” or the loss of in ter est

af ter nov elty wears off; in volv ing the in di vid ual’s friends in the ac tiv ity;

and en cour ag ing at least par tial par tic i pa tion in each rou tine. 
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Con text: Dan’s in ter est and at ten tion span ap pear to be qual i ta tively better 

when he is in volved in ac tiv i ties with ob jects that pro vide multisensory

feed back (e.g., a switch-activated fan, vi brat ing toy, light box). If, for

ex am ple, dur ing an oc cu pa tional ther apy ses sion Dan is work ing on

ac ti vat ing a switch, a pre ferred ob ject (e.g., a vi brat ing light switch) may

be given to him for a few min utes and then re placed with an other ob ject

that pro vides dif fer ent stim u la tion (e.g., a cas sette player with adap tive

switch). Af ter a few min utes, be fore he be comes bored with the sec ond

ob ject, the orig i nal toy can be given back to him. He can use these two

ob jects in ter change ably for sev eral min utes be fore in tro duc ing a third

ob ject.

Ex am ple 5. Help the in di vid ual de velop an aware ness of the pres ence of

peers. [So cial Ac tion]

Com ment: So cial re gard or aware ness re fers to the abil ity to ac knowl edge

the pres ence or ac tions of an other per son. It is the most ba sic so cial skill

and a pre req ui site to in ter ac tions that are truly com mu ni ca tive, such as

re spond ing to a greet ing or sig nal ing some one for at ten tion. One can help 

the in di vid ual build an in creased aware ness of the pres ence of peers.

Ex am ples in clude the fol low ing:  con sis tently re in forc ing any re ac tion

(e.g., smile, head turn ing) of the in di vid ual to the so cial ac tions of oth ers

(e.g., greet ing); in creas ing op por tu ni ties for the in di vid ual to par tic i pate

in peer-group ac tiv i ties; as sist ing the in di vid ual to ap proach or

ac knowl edge a peer; mak ing sure that the in di vid ual is in close prox im ity

to class mates dur ing group tasks; and help ing the in di vid ual learn the

iden ti ties of peers.

Con text: Even though John at tends an ed u ca tional pro gram that pro vides

some op por tu nity for in ter ac tion with typ i cal peers, he does not ap pear to 

so cially re gard his peers dur ing in clu sive ac tiv i ties. As a re sult, John’s

typ i cal peers do not at tempt to in ter act with him. It would be help ful to

iden tify nat u rally oc cur ring so cial ac tiv i ties (such as re cess on the

play ground or lunch in the caf e te ria) and use these as op por tu ni ties to

pro vide di rect in ter ven tion be tween John and his peers. Teaching peers

how to ap proach and ini ti ate an in ter ac tion with John, and how to

rec og nize and re in force gen eral re ac tions made by John, will help in crease 

his so cial aware ness. For ex am ple, a peer can lightly touch John on the

arm and of fer a pre ferred ob ject. When John smiles, the peer can re in force 

this be hav ior by rub bing John’s arm and en gag ing him with the ob ject.

Ex am ple 6. Teach the in di vid ual to use spe cific be hav iors that re late

di rectly to im me di ate wants or needs. [Sym bol Use; Com pre hen sion]

Com ment: Some in di vid u als use gen eral be hav iors (e.g., cry, vo cal iza tion,

fa cial ex pres sion) to com mu ni cate their spe cific needs (e.g., at ten tion,

hun ger, in ter est). It is of ten a chal lenge for many ed u ca tors and care

pro vid ers to fig ure out what these gen eral be hav iors might mean at the

mo ment. Al though the in di vid ual may not be ca pa ble of us ing sym bols
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(e.g., signs, sin gle words), it may be fea si ble to teach him or her to use

be hav iors or “ap prox i ma tions” which more di rectly re late to a par tic u lar

need. For ex am ple, the in di vid ual might be taught (through rep e ti tion

and re in force ment) to ex tend his hand to in di cate “more” dur ing snack

time. Ini tially, it may be help ful to teach the in di vid ual to use a few

func tional be hav iors that are rel e vant to many con texts (e.g., “more,”

“no,” “drink,” “break”) rather than a large “vo cab u lary” of be hav iors

unique to spe cific events or en vi ron ments.

Con text: To the ex tent pos si ble, Amy’s abil ity to com mu ni cate

mean ing fully us ing nonsymbolic be hav iors should be en hanced. The

nat u ral be hav iors that Amy uses, as they re late to her im me di ate needs,

should be promptly in ter preted and re in forced. For in stance, when Amy

ex tends her hand dur ing snack, it can be in ter preted to mean that she

wants more juice, and she should be given her cup. At this time, she

should also be given ver bal and sign cues that would fur ther in tro duce her 

to the as so ci a tion be tween reach ing for some thing de sir able and re ceiv ing

it. Sim i larly, when Amy smiles and laughs while the ra dio is turned on,

but then reaches to ward the ra dio when it is turned off, it can be as sumed

that she en joys the mu sic and is at tempt ing to com mu ni cate a de sire for

more. The ra dio should be turned on again (e.g., for 10 to 20 sec onds)

when she reaches to ward it. Even tually, this nonsymbolic be hav ior (i.e.,

reach ing or ex tend ing her hand) can be shaped so that Amy can be gin to

use some ba sic form of sign lan guage (i.e., a ges ture or ap prox i ma tion of

the sign for “more”).

Ex am ple 7.  Pro mote the in di vid ual’s un der stand ing that the be hav iors

which he or she pro duces can lead to spe cific out comes. [In tent; So cial

Ac tion]

Com ment: The aim of this goal is to pro mote the in di vid ual’s

un der stand ing of so cial cause and ef fect. The in di vid ual may learn to

un der stand that his or her ac tion (cause) ei ther re sults in some

con se quence or con tin ues some ac tion (ef fect, such as re ceiv ing at ten tion

from some one). Learning that there is a con sis tent as so ci a tion be tween

one’s be hav ior, such as loud vo cal iz ing, and some con se quence, such as

get ting some one’s at ten tion, is the ba sis for com mu ni ca tive in tent, or the

de lib er ate ef fort to con vey a mes sage to an other per son.

Con text:  Mike and his pre school aide en gage in a “tick ling” game that

ap pears to be mu tu ally en joy able. This game could be used as an

op por tu nity to build both an un der stand ing of so cial cause and ef fect as

well as to help de velop Mike’s un der stand ing of con trol and con se quences 

re gard ing his so cial en vi ron ment. Dur ing ap pro pri ate times when Mike

and his aide en gage in their game, Mike’s an tic i pa tory re ac tions should

first be ob served to en sure that he is ini ti at ing or re spond ing to the game

(e.g., reach ing to ward the aide and laugh ing), and then his be hav ior

should be re in forced with the stim u la tion he en joys (e.g., be ing gently
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tick led). When Mike stops pro duc ing the ini ti at ing be hav iors, the game

should end.

Ex am ple 8. Pro mote the dif fer en ti a tion of the in di vid ual’s

com mu ni ca tion be hav iors. [Sym bol Use; Vo cab u lary] 

Com ment: Dif fer en ti a tion of be hav iors (e.g., ges tures, vo cal iza tions, di rect 

ac tions) is sim i lar in con cept to vo cab u lary de vel op ment; hav ing a larger

rep er tory of such com mu ni ca tion be hav iors means that a per son is better

able to ex press spe cific needs or in ter ests. For in stance, rather than

sig ni fy ing “drink,” one can more pre cisely in di cate the de sire for “cof fee,”

“juice,” or “wa ter.”  Ex pan sion of com mu ni ca tion be hav iors— sym bolic

or not— means that a per son can rep re sent and, pre sum ably, ex press

more con cepts, ac tions, needs, and in ter ests dur ing so cial in ter ac tions.

Con text:  Kara does not ap pear to con sis tently use dif fer en ti ated re sponses 

to in di cate in ter est or dis in ter est in ob jects or ac tiv i ties. She of ten cries to

ex press her self and can be com forted with a fa vor ite toy (e.g., a light and

sound toy). How ever, she may also use the same type of cry when she

be comes bored with the ob ject. To max i mize Kara’s abil ity to make a

dif fer en ti ated re sponse, she may be phys i cally prompted (with

hand-over-hand as sis tance) to move her arm or hand to ward the toy she

de sires. When she reaches to ward the ob ject, she should be re warded with 

it. When Kara shows signs of bore dom or frus tra tion she may be

prompted to push the toy away. The de gree of phys i cal prompts may be

faded over time as Kara be gins to per form these be hav iors more

in de pend ently.
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Intervention Goals and Examples of Activities—Set B

Ex am ple 1.  In crease the func tion al ity of the in di vid ual’s vo cab u lary (e.g., 

signs, spo ken words, ges tures, di rect be hav iors, pic ture sym bols, etc.).

[Vo cab u lary Use; Sym bol Use; Con sis tency]

Com ment: De vel op ment of com mu ni ca tion skills is of ten viewed in terms

of in creases in one’s vo cab u lary, such as the num ber of signs or sin gle

words an in di vid ual is able to use. How ever, it is equally im por tant to

help the in di vid ual use his or her ex ist ing vo cab u lary more ef fec tively to

in di cate spe cific needs or in ter ests; ex press choices and pref er ences; and

ap pro pri ately la bel or iden tify ob jects, per sons, events, and feel ings. In

other words, the main goal may be to help the in di vid ual de velop mas tery 

in the use of his or her com mu ni ca tion be hav iors rather than “build

vo cab u lary” per se. Func tion al ity of vo cab u lary use is re flected by the

in di vid ual’s con sis tency and pre ci sion in us ing the same words, sym bols,

or be hav iors to re fer to the same con cept or need across sit u a tions.

Con text: The pri mary em pha sis of Christa’s com mu ni ca tion train ing

should be to in crease the func tion al ity of her ex pres sions, that is, the

abil ity to ap ply signs when she needs to. Christa has learned a ba sic sign

vo cab u lary (e.g., more, fin ished, eat, drink, work). It has been noted,

how ever, that she rarely uses signs in de pend ently or in mean ing ful

sit u a tions, even though peo ple who know her well as sert that she does

know them. To pro mote both her ac qui si tion and use of sign, Christa

should be given re peated op por tu ni ties through out the day to

com mu ni cate in nat u ral, mean ing ful con texts (e.g., dur ing lunch or snack

to re quest some thing to eat or drink; to in di cate when she wants to take a 

break or con tinue work ing). When she is in tro duced to new signs, they

should be con crete and sim ple. Af ter pro duc ing a sign, Christa should be

given im me di ate re in force ment. For ex am ple, af ter sign ing “break,” she

should get a short break from work right away.

Ex am ple 2. Pro mote the in di vid ual’s abil ity to ini ti ate in ter ac tions. [So cial 

Ac tion; In tent]

Com ment:  Some in di vid u als are cue de pend ent in so cial in ter ac tions;  that 

is, they may re spond when oth ers seek to en gage them, but they may

sel dom ini ti ate a greet ing, re quest, or com ment. The abil ity to ini ti ate

in ter ac tion with out a cue or prompt is an im por tant skill. It re flects the

abil ity to re cip ro cate and show in ter est in oth ers, ac tively rather than

pas sively par tic i pate in so cial events, and show some de gree of

in de pend ence.

Con text:  To pro mote Ray mond’s ac tive par tic i pa tion and his abil ity to

sig nal an other per son dur ing so cial in ter ac tions, he should be given

nu mer ous op por tu ni ties to com mu ni cate that he wants to be gin or

con tinue an in ter ac tion. Dur ing pre ferred ac tiv i ties or highly mo ti vat ing

so cial sit u a tions, Ray mond might be en cour aged to pro duce an ex pres sive 
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be hav ior to ward an other per son in or der for an en joy able ac tiv ity to

oc cur. For ex am ple, Ray mond has been ob served to de light in ac tiv i ties

that in volve mu sic and dance. When the mu sic or dance ac tiv ity pauses for 

a brief pe riod, one should wait for Ray mond to ini ti ate some be hav ior

that may sig nify his in ter est to con tinue. For ex am ple, he may not

spon ta ne ously sign “more,” but he might turn to ward the per son who is

with him, vo cal ize, or ex hibit an other be hav ior that sug gests an in ter est to 

con tinue (or un der stand ing that the mu sic/dance ac tiv ity has stopped).

These be hav iors should be re in forced. The per son with Ray mond might

say “More?” and then con tinue with the ac tiv ity un til the next pause. Such 

ex pe ri ences will help Ray mond even tu ally learn that by ini ti at ing a

be hav ior, some out come will re sult. The ini ti a tion of a re quest for some

spe cific ac tiv ity us ing “want” could be car ried over into other sit u a tions as 

well (e.g., dur ing meal time; when work ing on the com puter).

Ex am ple 3.  Help the in di vid ual as so ci ate his or her di rect be hav iors with 

more con ven tional forms of com mu ni ca tion. [Sym bol Use;

Com pre hen sion]

Com ment:  In the de vel op ment of com mu ni ca tive com pe tence, one learns

to ex press in ter ests or needs through the use of sym bols (such as words or 

signs) as op posed to ges tures and di rect be hav iors (such as point ing or

cry ing). This goal pro motes the abil ity of the in di vid ual to learn

as so ci a tions be tween his or her di rect be hav iors and sym bols. Over time,

the in di vid ual may rec og nize the mean ing of sym bols (e.g., an tic i pat ing a

break when given the sign for “break”), as well as re place be hav ioral forms 

of ex pres sion (e.g., leav ing the ta ble) with more con ven tional forms (e.g.,

re quest ing a break).

Con text:  Sonny cur rently com mu ni cates his needs through the use of

ac tions or ges tures, such as di rectly reach ing or grab bing for de sired

ob jects. Al though his needs do get met through the use of di rect

be hav iors (e.g., he gets the ob ject that he wants by grab bing for it), the

be hav ior is of ten fol lowed by neg a tive re in force ment from his teacher or

aide (e.g., tell ing him “No, don’t grab”). At this time, it would be

ben e fi cial to in tro duce Sonny to the con cept that ob ject cues or photo

cues can be used to ex press his needs and de sires, re sult ing in more

pos i tive out comes. Teaching Sonny to point to ob ject cues or photo cues

where pos si ble (e.g., ac tual cas sette player and photo of cas sette player)

will en hance his un der stand ing of ex pres sion through the use of sym bols

and help to move him to ward the use of more ap pro pri ate com mu ni ca tive 

be hav iors.

Ex am ple 4. Help the in di vid ual gain ex pe ri ence in mak ing sim ple choices 

by pre sent ing con sis tent op por tu ni ties through out the day for him or her

to ex press a choice. [In tent; Com pre hen sion]
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Com ment: Making a choice be tween two or more al ter na tives (e.g.,

choos ing a book ver sus a game for free time) rep re sents an op por tu nity

for the in di vid ual to ex press an in ter est or pref er ence, and to ac tively

com mu ni cate it to an other per son. In a choice-making sit u a tion, the

in di vid ual’s be hav ior can be im me di ately re in forced for ini ti at ing a

re sponse (e.g., get ting a cup of juice right af ter mak ing the choice). It also 

in volves the ba sic con cept of cause and ef fect (e.g., se lect ing one

al ter na tive leads to a cer tain event), which pro motes com mu ni ca tive

in tent.

Con text: Making choices is a very im por tant goal for Maria, and she

should be given nu mer ous op por tu ni ties dur ing the day to make choices

by in di cat ing pref er ences for spe cific items. The train ing pro cess should

be gin by pro vid ing Maria with ba sic, con crete, and con sis tent

op por tu ni ties to in di cate pref er ences dur ing nat u ral sit u a tions. This would 

in volve al low ing her to se lect from one highly mo ti vat ing choice and one

more neu tral choice. For ex am ple, dur ing a break from work, Maria could 

be given an item that she pre fers (e.g., soda) and an other that she nei ther

likes nor dis likes (e.g., pa per). She would then be asked which she wants.

Once a choice is made, re in force ment should be im me di ate (e.g., if she

chooses the soda, it should be given right away ver sus hav ing her walk

down the hall to the vend ing ma chine). Once con sis tency is es tab lished,

then true choice (e.g., soda or tea) might be of fered.

Ex am ple 5. De velop op por tu ni ties for the in di vid ual to en gage in sim ple

forms of turn tak ing. [So cial Ac tion]

Com ment: The goal is to ex tend the in di vid ual’s par tic i pa tion in the

give-and-take pro cess of so cial in ter ac tion be yond a sim ple

ac knowl edg ment (e.g., smil ing when greeted) or re sponse (an swer ing

“yes” or “no” when asked a ques tion). Varying de grees of phys i cal cues

and ver bal prompts may be re quired to help the in di vid ual con tinue an

in ter ac tion or sus tain at ten tion to peers. So cial “turn tak ing,” i.e., hav ing a 

per son “com mu ni cate” with peers by struc tur ing their con ver sa tion or

play, is one way to pro vide the in di vid ual with the ex pe ri ence of ex tended

in ter ac tions.

Con text: At tempts should be made to in crease op por tu ni ties for di rect

in ter ac tion be tween Ste ven and his class mates dur ing small-group

ac tiv i ties, with an em pha sis on in creas ing Ste ven’s par tic i pa tion in so cial

give-and-take in ter ac tions. By pro mot ing Ste ven’s aware ness of oth ers and 

his abil ity to re cip ro cate with a sim ple so cial re sponse, he will learn ba sic

forms of turn tak ing dur ing a so cial in ter ac tion. One pos si bil ity is that,

dur ing cir cle time rou tine, a peer can give Ste ven his name tag and help

him hang it on the board. The peer can then help Ste ven se lect and pass a

name tag to the next stu dent, and fi nally, help him re turn to his seat.
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Ex am ple 6.  Help the in di vid ual to ex press likes and dis likes by in di cat ing 

“yes” or “no” in the con text of nat u ral sit u a tions. [Sym bol Use; In tent;

Vo cab u lary Use]

Com ment:  One of the most im por tant com mu ni ca tion skills is the abil ity

to re spond “yes” or “no” to in di cate in ter ests, choices, and de sires. In its

early form, the skill may con sist of di rect be hav iors, such as turn ing one’s

head, reach ing, smil ing, push ing some one’s hand away, or sweep ing an

ob ject off the ta ble. When an in di vid ual’s com mu ni ca tion skills con sist

pri mar ily of such nonsymbolic be hav iors, more con ven tional forms

should be pro moted by pair ing the sym bol with the be hav ior across

sit u a tions (e.g., “Oh, you’re tell ing me, ‘No.’”).

Con text:  Teaching Joan to de velop a con sis tent yes/no re sponse is an

im por tant fo cus of her com mu ni ca tion train ing and will help in crease her

abil ity to in di cate ba sic needs. For ex am ple, Joan’s di rect be hav iors (e.g.,

push ing away an un wanted item or push ing away the teacher’s hand) can

be shaped with ver bal prompt and sign cues to re in force the con cept of

“no.”  It may be nec es sary to be gin train ing by pro vid ing hand-over-hand

as sis tance to form the sign for “no” dur ing these sit u a tions. Like wise,

when she reaches for a de sired ob ject, she should be given a ver bal

prompt (e.g., “Do you want this?”) and as sis tance to form the sign “yes.”  

She should then be given the ob ject.

Ex am ple 7.  Pro mote the in di vid ual’s abil ity to at tend to and par tic i pate

in group ac tiv i ties. [So cial Ac tion; Com pre hen sion]

Com ment: An im por tant over all ob jec tive may be to pro mote the qual ity

of the in di vid ual’s so cial at ten tion, in ter est, and par tic i pa tion dur ing

for mal and in for mal peer ac tiv i ties (e.g., small-group tasks, free play). It

may be nec es sary to re di rect the in di vid ual’s at ten tion to the ac tiv ity by

call ing his or her name or through the use of var ied ma te ri als. This will

help the in di vid ual learn to be re di rected to a struc tured task. Ex pres sive

com mu ni ca tion on the part of the teacher or per son pro vid ing

in ter ven tion in this man ner should be fre quent, sim ple, and con sis tent

(use of same names of ob jects, use of sim ple com mands, say ing the

stu dent’s name be fore each com mand). It is more im por tant that the

in di vid ual un der stand he or she is ex pected to par tially par tic i pate in an

ac tiv ity (even for a few min utes) than to ac tu ally com plete an en tire task.

Con text: Ef forts to in crease Bobby’s at ten tion dur ing group ac tiv i ties

should fo cus on in creas ing his par tic i pa tion, re gard less of whether he can

ac tu ally com plete the en tire task. Bobby’s role as an ac tive par tic i pant and

the meaningfulness of the so cial ex pe ri ence can be em pha sized even when

Bobby only par tially par tic i pates in a group ac tiv ity. Since Bobby be comes 

fa tigued and frus trated eas ily, the most ap pro pri ate time to en cour age his

par tic i pa tion is at the be gin ning of a group ac tiv ity (e.g., dur ing the first 5 

to 10 min utes). Af ter that time, or when he be gins to show signs that he

is un in ter ested, Bobby’s ac tiv ity may need to be changed. It is im por tant
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to keep Bobby oc cu pied with re lated ac tiv i ties while he re mains a part of

the group. For ex am ple, Bobby can be ac tively en gaged by his teacher

aide us ing mo ti vat ing and ma nip u la tive ob jects (e.g., brightly col ored

count ing rods) that re late to the over all ac tiv ity (e.g., a math les son).

Ex am ple 8.  Pro mote the in di vid ual’s abil ity to re spond con sis tently and

ap pro pri ately to sim ple com mands, re quests, or com ments.

[Com pre hen sion]

Com ment: This com pe tency can be es pe cially im por tant to help the

in di vid ual ex hibit an tic i pa tory re sponses dur ing rou tines (e.g., at tempt ing

to stand up dur ing a tran si tion from one ac tiv ity to the next) and to

in crease his or her abil ity to par tially par tic i pate in ac tiv i ties. Over time, it

would be ideal to ex tend the types of sim ple re quests the in di vid ual can

rec og nize and as so ci ate with an ac tion.

Con text:  Com mands and re quests should be made to Carl us ing clear,

sim ple, and con sis tent cues. It would be es pe cially im por tant to pair

ver bal com mands with sign cues. It has been noted that Carl has a de lay

in pro cess ing in for ma tion; there fore, his teacher or aide should wait at

least 15 to 20 sec onds for Carl to re spond to a com mand (e.g., “Stand

up”) be fore it is re peated. If he does not re spond, the same ver bal and

sign cues should be given again. One should not change the lan guage of

the com mand when it is re peated (e.g., from “Stand up” to “Can you get

up”) as this will re quire him to pro cess a dif fer ent com mand and may

cause a fur ther de lay. Phys i cal prompts and as sis tance (e.g., a tap on the

el bow) may ini tially be needed to help Carl de velop an tic i pa tory

re sponses, but these should be faded over time. 
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Intervention Goals and Examples of Activities—Set C

Ex am ple 1.  Help the in di vid ual di rect so cial be hav iors to ward peers with 

greater con sis tency and more con ven tional forms of com mu ni ca tion.

[So cial Ac tion; In tent; Vo cab u lary Use]

Com ment: There are sev eral skills in volved in com mu ni ca tion, the most

im por tant of which in volve so cial in ter ac tion pro cesses. Be yond be ing

aware of the pres ence of oth ers or sim ply re spond ing to an other per son’s

greet ing, com mu ni ca tive com pe tence in volves skills such as sig nal ing the

in ter est to com mu ni cate, en gag ing oth ers in ap pro pri ate ways, know ing

how to con tinue an in ter ac tion, and com mu ni cat ing in ways that oth ers

can un der stand. Ex am ples of very spe cific skills in clude the in di vid ual’s use 

of proper names when ap proach ing oth ers or re spond ing to oth ers when

be ing ad dressed or ap proached.

Con text: Sev eral con cerns ex ist re gard ing Joe’s peer so cial in ter ac tions. At

times, he has been ob served to par tic i pate in brief in ter ac tions with peers,

but he does not do so con sis tently. It has also been noted that in ter ac tions 

do not ex tend be yond a ba sic ini ti a tion-response se quence. It may be

ben e fi cial to prompt Joe dur ing ap pro pri ate sit u a tions not only to

ap proach a peer, but also to sus tain an in ter ac tion. For ex am ple, when Joe 

meets peers at school (e.g., vis i tors, stu dents from other class rooms), he

could ini ti ate a rou tine that con sists of say ing “Hello,” shak ing hands,

ask ing a ques tion (e.g., “How are you?”), and wait ing for a re sponse. Joe

may need prompts to re spond to ques tions asked by oth ers dur ing these

so cial ex changes. Prompts can serve to help Joe learn to ex tend and

main tain a so cial in ter ac tion, but cau tion must be ex er cised so that he

does not be come too de pend ent on prompts.

Ex am ple 2. Pro mote or re in force the in di vid ual’s use of sim ple word

com bi na tions. [Com plex ity; Vo cab u lary Use]

Com ment: Com bining words or other sym bols is an im por tant skill that

re flects the abil ity of the in di vid ual to con vey more spe cific or com plex

thoughts. The ob jec tive is to pro mote the in di vid ual’s abil ity to as so ci ate

sub jects and ob jects (e.g., bus) with ac tion words (e.g., go) or other

descriptors (e.g.,  big, red). The goal is to help the in di vid ual ac quire the

skills and vo cab u lary to use more elab o rate and com plex forms of

ex pres sive com mu ni ca tion.

Con text:  Tasha has the abil ity to ex pres sively com mu ni cate us ing sim ple

com bi na tions in de pend ently, but she typ i cally points to one pic ture on

her com mu ni ca tion board to ex press her wants or needs. It would be

help ful if Tasha’s com mu ni ca tion board were set up in such a way as to

pro mote her abil ity to use ex ist ing vo cab u lary to pro duce more elab o rate

and com plex mes sages. For ex am ple, rather than hav ing her

com mu ni ca tion board con sist of mostly ob jects, col umns could be set in a 

left to right se quence which would in clude sub jects (e.g., me, you, she,
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he) as well as ob jects (e.g., home, school, ball, book, com puter). When

Tasha makes sim ple two-word com bi na tions spon ta ne ously and

con sis tently, a third col umn could be added to en able her to be gin to

make more com plex sen tences in volv ing three-word com bi na tions (e.g.,

me play out side).

Ex am ple 3. In crease the in di vid ual’s func tional vo cab u lary by la bel ing

ac tions, events, or ob jects dur ing nat u ral ac tiv i ties. [Vo cab u lary Use;

Sym bol Use; Com pre hen sion]

Com ment: By de vel op ing a com mu ni ca tion- and lan guage-rich

en vi ron ment, the in di vid ual will be ex posed to a va ri ety of vo cab u lary

words through out the day. Cre ating a com mu ni ca tion en vi ron ment may

in volve la bel ing, us ing words and pic ture sym bols, typ i cal items found in

the class room (e.g., desk, chair, door, light switch, book shelf, sink). It

would then in volve re fer ring to these la bels dur ing the course of ev ery day

ac tiv i ties and sit u a tions.

Con text: Evan uses sin gle con crete signs to iden tify spe cific peo ple,

ob jects, and ac tiv i ties by name (e.g., cookie, chair, ball, bus, Mom, Dad,

Evan, eat, drink, toi let). At this time, Evan’s func tional vo cab u lary could

be ex panded be yond sim ple ob ject names. This can be achieved by

teach ing Evan other la bels that can be as so ci ated with spe cific ob jects or

ac tiv i ties (e.g., run). Ab stract signs (e.g., fast, slow) will also be im por tant 

for Evan to learn, and should be pre sented in nat u ral con texts. Evan’s

abil ity to ac quire and use new vo cab u lary will be en hanced by se lect ing

fa mil iar ac tions, ob jects, or events that oc cur fre quently and dur ing

rou tines.

Ex am ple 4. Pro mote the in di vid ual’s abil ity to com pre hend and fol low

di rec tions that go be yond fa mil iar one-step com mands. [Com pre hen sion] 

Com ment: An in di vid ual’s abil ity to com ply with multistep com mands

in di cates that he or she not only com pre hends two or more spe cific ideas,

but also can in te grate and se quence them. Two-step com mands, for

ex am ple (e.g., “Put the book on the shelf and bring me the tape”) re quire

that the in di vid ual store two re quests in mem ory, per form the first task,

and ini ti ate the sec ond task. Most daily rou tines in volve more than a

sin gle step, and it is im por tant that stu dents have nat u ral op por tu ni ties to

carry out com plete rou tines, as well as un der stand the ver bal di rec tives

that cor re spond to them.

Con text: Linda of ten needs to have sim ple one-step com mands re peated

to her be fore she at tempts a task. Sev eral steps may be taken to in crease

her abil ity to re spond ap pro pri ately to com mands. A phys i cal prompt

such as a light tap on the shoul der can be used to cue her that a com mand 

is about to be given. Once it is cer tain that she is pay ing at ten tion, then

the com mand can be is sued. Ver bal com mands may be paired with sign
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cues to pro vide an added stim u lus. It would also be help ful to in crease the 

num ber of op por tu ni ties through out the day for her to com plete sim ple

com mands. Iden tifying nat u ral sit u a tions dur ing the day (e.g., lin ing up at 

the class room door, pass ing out pa pers to class mates, giv ing a pen to a

class mate) would pro vide her with greater ex pe ri ence and prac tice, and

should serve to in crease her abil ity to fol low di rec tions.

Ex am ple 5. Re in force the stu dent’s abil ity to en gage in sim ple

con ver sa tion per tain ing to ev ery day ac tiv i ties.  [Sym bol Use; Vo cab u lary

Use; So cial Ac tion]

Com ment: Op por tu nities for so cial con ver sa tion are of ten taken for

granted. How ever, for many per sons with very ba sic com mu ni ca tion

skills, it is es sen tial to build in struc tured, yet nat u ral, con ver sa tions to

in crease so cial con tact, pro vide fre quent op por tu ni ties to re late needs and

ex pe ri ences, and de velop so cial re la tion ships. Ques tion-answer for mats

(e.g., “What have you got there?”), choice sit u a tions (e.g., “Do you want

to hear hip-hop or rock?”), or more open ended com ments (e.g., “That’s

a beau ti ful draw ing!”) are ex am ples of ba sic for mats for con ver sa tion.

Con text: Darnell has been ob served to ini ti ate in ter ac tions and par tic i pate

in brief turn-taking ex changes with oth ers. How ever, the top ics of his

com mu ni ca tive ex changes are gen er ally con crete and re late to im me di ate

events (e.g., shar ing a book that he is look ing at). It may help in crease his

abil ity to en gage in short con ver sa tion by ask ing him rel e vant ques tions

per tain ing to daily ac tiv i ties. For ex am ple, when pre par ing to go to the

gro cery store as part of a com mu nity-based ac tiv ity, Darnell can be asked

sev eral ques tions per tain ing to what he is go ing to buy and why.

Ex am ple 6. Pro mote the in di vid ual’s di rect par tic i pa tion in turn-taking

ac tiv i ties. [So cial Ac tion; In tent]

Com ment: Turn-taking ac tiv i ties, such as play ing board games or di rectly

con trib ut ing to a group pro ject, help the in di vid ual es tab lish sev eral

im por tant so cial con cepts, such as rec i proc ity (re spond ing to oth ers and

ini ti at ing in ter ac tion) and co op er a tion. Turn tak ing im plies that one

at tends to what oth ers are do ing or say ing, an tic i pates and pre pares to

pro duce one’s own re sponse, and rec og nizes that one’s re sponse, in turn,

af fects the next step in the so cial se quence.

Con text: An tic i pating when it is her turn and ex pect ing some one else to

re spond in a given sit u a tion rep re sent im por tant so cial-communication

skills that should be ad dressed with Aida. Peers and adults who spend

time with Aida in var i ous so cial and learn ing sit u a tions should in volve her 

as much as pos si ble in re cip ro cal in ter ac tions. For ex am ple, a sim ple card

game with a peer can be an op por tu nity to em pha size the con cept of

so cial se quenc ing (e.g., my turn, your turn). This con cept could also be

ad dressed dur ing a com puter ac tiv ity in which a class mate would prompt
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Aida when it is her turn to press a switch which ac ti vates the pro gram.

Aida may also be prompted to sig nal to her part ner to use the switch.

Ex am ple 7. Pro mote the in di vid ual’s un der stand ing of ba sic con cepts

(e.g., op po sites, sim i lar i ties, prop er ties, func tions, cat e go ries) in the

con text of nat u ral ac tiv i ties. [Com pre hen sion; Vo cab u lary Use]

Com ment: For many in di vid u als with ba sic com mu ni ca tion skills,

un der stand ing of ba sic con cepts about ob ject prop er ties (e.g., hard-soft),

re la tion ships (e.g., big ger-smaller), func tions (e.g., eat, wear), is an

ab stract pro cess. How ever, there are many op por tu ni ties through out the

day when the learn ing of these con cepts can be built into nat u ral rou tines

and ac tiv i ties. It is es sen tial to uti lize these op por tu ni ties (e.g., plac ing

ob jects on one’s left vs. right, se lect ing the larger vs. smaller  cup, us ing

the dry vs. wet washcloth). The goal is to in crease the in di vid ual’s

lan guage de vel op ment through use of nat u ral vo cab u lary-building

ex er cises.

Con text: In or der to pro mote Ruthie’s vo cab u lary and lan guage

com pre hen sion, it would be ap pro pri ate at this time to in tro duce con cepts 

such as sim i lar i ties (e.g., same and dif fer ent) as well as to teach op po sites

(e.g., many/few, tall/short, big/lit tle). A “con cen tra tion game” in volv ing

Ruthie and two class mates can be a nat u ral sit u a tion in which the con cept 

of match ing pic tures that are the same can be tar geted. Other

age-appropriate ac tiv i ties can be used to teach ba sic con cepts, such as a

com puter pro gram that fo cuses on iden ti fy ing dif fer ent pic tures or

cat e go riz ing items by var i ous at trib utes.

Ex am ple 8. Pro mote the in di vid ual’s abil ity to ex press feel ings, states, or

needs through con ven tional sym bols in stead of through di rect be hav iors,

such as cry ing or hit ting. [Sym bol Use; In tent]

Com ment: Many in di vid u als whose com mu ni ca tion skills are lim ited

ex press their feel ings and emo tional re ac tions only with di rect be hav iors,

such as hit ting, shout ing, and throw ing things. These be hav iors may be

quite func tional, but the forms of ex pres sion may place the in di vid u als or

oth ers at risk. A func tional com mu ni ca tion train ing ap proach may be

im por tant to con sider. One does not wish to elim i nate the di rect

be hav iors, but to help in di vid u als learn to ac knowl edge and com mu ni cate

their feel ings us ing more con ven tional sym bols so that more ap pro pri ate

re sponses (e.g., com fort ing, break from work) can re sult.

Con text: It is im por tant that Doug learn to com mu ni cate his feel ings

through con ven tional sym bols in stead of re ly ing on phys i cal be hav iors or

ac tions. This in cludes ex press ing a need for help, hun ger, or pain, among

oth ers. For ex am ple, if Doug cries when his mother leaves the pre school

class room, it would be an ap pro pri ate time to teach him the sign for “sad” 

by pair ing the sign with a pic ture sym bol. Dur ing those times when he

gets fa tigued and puts his head on the ta ble, the teacher could show him a 

46 Developing a Communication Profile



pic ture sym bol and make the sign for “tired.” This could be an

op por tu nity for the whole class to re view sev eral dif fer ent feel ings and

states (e.g., happy, sad, bored, hun gry). In the con text of this ac tiv ity, the

teacher could ask each of the stu dents to point to a pic ture cue or make

the ap pro pri ate sign for how they are feel ing, and could help Doug make

the sign for “tired.”

Ex am ple 9. Pro mote the in di vid ual’s abil ity to make a true choice dur ing

nat u ral op por tu ni ties through out the day. [In tent; Com pre hen sion]

Com ment: A ba sic choice-making op por tu nity oc curs when an in di vid ual

is pre sented two op tions (e.g., one or an other ac tiv ity), re gards each one,

and in di cates pref er ence for one over the other. An ex ten sion of this skill

is the abil ity to un der stand when a choice-making sit u a tion is ap pro pri ate

(e.g., “Can I choose the next book?”), con sid er ing ac cept able al ter na tives

that are not pre de ter mined by some one else, and ex press ing one’s

pref er ence. Ac tiv ities un der this ob jec tive would seek to ex tend the ba sic

choice-making be hav iors de scribed in the pre vi ous set of in ter ven tions

(Set B).

Con text: Beth needs to learn to rec og nize true choices and to ap pre ci ate

the out come of mak ing a choice. She might be given an op por tu nity to

se lect a snack by pre sent ing her with two items that she likes (e.g., cof fee

cake or chips), or to in di cate a pref er ence for which class room job she

wants do (e.g., wa ter ing plants in the class room or col lect ing pa pers).

Even tually, rather than be ing given pre de ter mined items or ac tiv i ties from 

which to choose, Beth could be given an op por tu nity to ex press a choice

in re sponse to an open-ended ques tion. For in stance, dur ing snack Beth

could be asked “What do you want to eat?”  If a choice is not made, it

may be nec es sary to re view the dif fer ent pos si bil i ties (e.g., ap ple, rai sins,

pret zels, crack ers, nuts, cake, chips) and then ask the ques tion a sec ond

time.
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Intervention Goals and Examples of Activities—Set D

Ex am ple 1. Pro mote the in di vid ual’s abil ity to ex press feel ings and to

rec og nize the feel ings of oth ers dur ing so cial in ter ac tions. [So cial Ac tion;

Sym bol Use]

Com ment: Training of so cial com mu ni ca tion skills of ten fo cuses on

teach ing fun da men tal strat e gies such as ini ti a tion or re sponse to a so cial

cue. For an in di vid ual whose com pe ten cies go be yond these ba sic

el e ments of so cial com mu ni ca tion, it is im por tant to con sider ways to

ex tend and re fine skills. This may in clude in creas ing the in di vid ual’s abil ity 

for self-sxpression us ing ap pro pri ate so cial skills and en abling the

in di vid ual to talk about emo tions in so cial con texts.

Con text: Manny of ten ex presses his feel ings of ag i ta tion by throw ing

ob jects, hit ting him self, or hit ting oth ers. He of ten needs to be re minded

to ex press his feel ings with words rather than be hav iors. Sev eral strat e gies

can be used to help Manny talk about emo tions and re duce his ten dency

to re act phys i cally when he gets up set. Role-playing ac tiv i ties with peers

in which dif fer ent emo tions are acted out and dis cussed might help

Manny ac quire and use more ap pro pri ate means of ex press ing him self. A

peer “Con cen tra tion” or “Go Fish” type of game, which in volves

iden ti fy ing and la bel ing emo tions, can pro vide in creased op por tu ni ties to

talk about dif fer ent feel ings. Manny’s suc cess in iden ti fy ing and dis cuss ing 

his feel ings in an ap pro pri ate man ner can be ob served by a de crease in

be hav iors such as throw ing, yell ing, or hit ting.

Ex am ple 2. Pro mote the in di vid ual’s ac qui si tion and use of sym bols

rep re sent ing ab stract con cepts. [Sym bol Use; Vo cab u lary Use]

Com ment: Func tional vo cab u lary in cludes words that re late to one’s ba sic

needs, the here-and-now, fa mil iar per sons, and com mon ob jects. As the

in di vid ual gains pro fi ciency with these skills, ef forts should be made to

en hance the in di vid ual’s level of sym bolic un der stand ing and thus

aug ment lan guage de vel op ment, ex pres sive vo cab u lary, and

com mu ni ca tive com pe ten cies.

Con text: In or der to ex pand Car mine’s ex pres sive lan guage and

com mu ni ca tion pro fi ciency, it might be help ful at this time to fo cus on

ac tiv i ties in volv ing sym bol match ing or sort ing by tax on omy, func tion,

and mul ti ple di men sions. Com puter pro grams that pro vide

word-to-picture match ing ac tiv i ties can be used to help in crease Car mine’s 

un der stand ing of ab stract sym bols. Matching ac tiv i ties should be made

in creas ingly more ab stract (e.g., word-to-word), and the level of dif fi culty

should ad vance as Car mine rec og nizes more and more ab stract sym bols.

Sim i lar types of com puter pro grams might be used to re in force con cepts

in volv ing at trib utes of ob jects and other schemes for sort ing and

clas si fy ing.
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Ex am ple 3. In crease the in di vid ual’s abil ity to ex tend con ver sa tion by

pro vid ing more elab o rate or de tailed com ments. [Com plex ity;

Vo cab u lary Use; Com pre hen sion]

Com ment: Re sponding to ques tions in com plete sen tences, pro vid ing

de tailed re sponses, and par tic i pat ing in ex tended con ver sa tions are

com po nents of lan guage and com mu ni ca tion that can be fos tered via

in ter ven tion. The use of prompts or lead ing ques tions in the con text of

par tic u lar sit u a tions may help pro vide op por tu ni ties for and re in force

ex tended re sponses on the part of the in di vid ual.

Con text: Erica has been ob served to pro vide clear and con cise mes sages,

but seems to have dif fi culty re lat ing events, char ac ter is tics, and de tails to a 

main idea. It might be help ful in the con text of a given sit u a tion to ask

Erica spe cific ques tions that would serve to ex tend the topic or idea she is

dis cuss ing. For ex am ple, one could help Erica se quence spe cific parts of

an event that took place ear lier in the day by ask ing ques tions per tain ing

to the event (e.g., “What hap pened next?”  “Then, what did you do?”).

Set ting up an in ter view be tween Erica and a class mate for a weekly class

news pa per could pro vide an other op por tu nity to help Erica learn to

elab o rate on ideas. Erica and her part ner could take turns ask ing and

an swer ing ques tions of each other. If Erica’s re sponses are not

com pre hen sive enough, Erica’s part ner could ask her prob ing ques tions.

Ex am ple 4. Pro mote the in di vid ual’s abil ity to sus tain in ter ac tions with

peers be yond sim ple give-and-take so cial in ter ac tions. [So cial Ac tion;

In tent]

Com ment: As so cial and com mu ni ca tion ca pa bil i ties in crease, so cial

in ter ac tion skills take on more ob vi ous and im por tant char ac ter is tics of

over all com mu ni ca tion pro fi ciency. So cial com mu ni ca tion in volves the

abil ity to en gage oth ers in a mean ing ful con ver sa tion. The spe cific goal of

this type of in ter ven tion is to en able the in di vid ual to ex pe ri ence lon ger

pe ri ods of in ter ac tion with peers.

Con text: Op por tu nities to pro mote richer and more mean ing ful peer

in ter ac tions need to be iden ti fied and/or cre ated. While Rich ard does have 

some op por tu ni ties to in ter act with his class mates, these in ter ac tions are

of ten fleet ing. It has also been noted that Rich ard spends the ma jor ity of

his day in close phys i cal prox im ity to his one-to-one as sis tant. Strat egies

to in crease the qual ity and du ra tion of peer in ter ac tions might in clude

de creas ing the amount of adult in ter ven tion pro vided and iden ti fy ing a

peer who can of fer sup port dur ing cer tain ac tiv i ties. In creasing

cir cum stances that pro mote spon ta ne ous in ter ac tion with a peer group

should pro vide Rich ard with more op por tu ni ties to ask and re spond to

ques tions and to par tic i pate in length ier con ver sa tions.

Ex am ple 5. Pro mote the in di vid ual’s abil ity to com pre hend mul ti ple-step

di rec tions, ex tended con ver sa tion, or lon ger sto ries. [Com pre hen sion]
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Com ment: One method of de ter min ing whether or not an in di vid ual has

un der stood com plex com mands or sto ries is by the re sponses to ques tions 

or re quests. Helping an in di vid ual learn strat e gies to pro cess sev eral

dif fer ent steps, such as those in volved in com plex re quests, may ini tially

re quire help ing the in di vid ual fo cus, link one step to the next, or re view

por tions of the in for ma tion given. The ul ti mate goal of this in ter ven tion

is to in crease the in di vid ual’s lan guage com pre hen sion skills.

Con text: It is im por tant that adults work ing with Mar tha use a va ri ety of

strat e gies keep her fo cused and en gaged in a par tic u lar ac tiv ity or task. It

might be help ful to work with Mar tha on link ing the first step in a set of

di rec tions to the sec ond, or ask ing her to re peat all di rec tions be fore

be gin ning a task. Re viewing an en tire set of di rec tions or pieces of

in for ma tion in a story or con ver sa tion should also serve to guide Mar tha

in pro cess ing com plex re quests, sto ries, or dis cus sions. Finally, it might

prove use ful to dem on strate or model to Mar tha a spe cific se quence of

steps in volved in com plet ing a task be fore ask ing her to do it her self.

Ex am ple 6. Help the in di vid ual par tic i pate in de pend ently in turn-taking

ac tiv i ties with peers. [In tent; So cial Ac tion]

Com ment:  Turn tak ing is a key com po nent of so cial in ter ac tion and

con ver sa tion. Spe cific strat e gies to pro mote these skills in so cial sit u a tions

may in volve struc tur ing cir cum stances or en vi ron ments in which the

in di vid ual and a peer are re quired to share ma te ri als, ask ques tions of each 

other, and pro vide feed back to each other. Over time, adult in ter ven tion

should be faded dur ing these ac tiv i ties and the in di vid ual en cour aged to

sus tain an in ter ac tion with greater in de pend ence.

Con text: Keith seems to be gen er ally fond of his class mates and has been

known to en joy peer in ter ac tions. He has been ob served of fer ing one or

two ques tions or com ments rel e vant to an on go ing small group

con ver sa tion. How ever in ter ested he is in his class mates, he has also been

ob served hav ing a dif fi cult time shar ing ma te ri als and tak ing turns in

so cial and learn ing sit u a tions. One pos si ble strat egy to in crease his

in de pend ence and par tic i pa tion in turn-taking ac tiv i ties might be to

struc ture co op er a tive games and ac tiv i ties that re quire Keith to take turns

with his part ners. These ac tiv i ties can take place dur ing math class, small

group read ing pe riod, sci ence class, or dur ing “free time” in the

class room. It is im por tant to make sure that Keith is paired with two or

three other stu dents who will en cour age his par tic i pa tion, take turns, and

in clude him in con ver sa tion.

Ex am ple 7. Re in force the in di vid ual’s abil ity to se quence the events of

sto ries or ac tiv i ties. [Sym bol Use; Vo cab u lary Use; Com pre hen sion]

Com ment:  The skill of con nect ing ideas in an or ga nized fash ion, with out

frag men ta tion, be comes more ap par ent as an in di vid ual’s lan guage

pro fi ciency in creases. Helping the in di vid ual make these con nec tions can
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be ac com plished through sev eral strat e gies. For ex am ple, se quences can be 

elic ited by dem on strat ing or ex press ing what the next step would be in a

se quence of steps, or by help ing the in di vid ual re late steps of the story or

ac tiv ity to an other per son.

Con text: Teaching Mag gie strat e gies to or ga nize her thoughts and to

pres ent co her ent and co he sive sum ma ries of events will help in crease her

abil ity to re late sto ries and events. One strat egy is to help Mag gie learn to

de velop an out line for a se quence of events that took place. For ex am ple,

upon re turn to school from a field trip to the zoo, dis cuss with Mag gie

what hap pened dur ing the day. De tail the se quence of events and help her 

ac tu ally write an out line de scrib ing the or der of things as they oc curred

(e.g., be gin ning with the bus ride to the zoo, nam ing an i mals they saw,

hav ing pic nic lunch and iden ti fy ing what they ate, bus ride back to

school). Mag gie could then take home this out line and re fer to it as she

re lates the events of the day to her fam ily.
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Intervention Goals and Examples of Activities—Set E

Ex am ple 1. Pro mote flu ency in Amer i can Sign Lan guage and so cial

lan guage skills by cre at ing ad di tional op por tu ni ties for the in di vid ual to

en gage in con ver sa tions with peers. [So cial Ac tion; Vo cab u lary Use]

Com ment: As the in di vid ual ac quires and uses more so phis ti cated forms of 

so cial com mu ni ca tion it be comes im por tant to con sider ways to re fine

these skills and pro mote op por tu ni ties for use in ev ery day ac tiv i ties. This

can be ac com plished by help ing the in di vid ual in crease his or her

knowl edge and vo cab u lary about age-appropriate and so cially rel e vant

top ics, and by struc tur ing peer group sit u a tions.

Con text: Randy’s com mu ni ca tion and so cial in ter ac tion is qual i ta tively

dif fer ent when she is in the com pany of adults ver sus class mates (e.g., she

tends to be more in volved in con ver sa tion when with adults). Even

though her sign lan guage skills are on par with those of her class mates,

she does not par tic i pate to the same de gree in con ver sa tions and so cial

ac tiv i ties. One strat egy that might serve to in crease her pro fi ciency in peer 

so cial in ter ac tions and group con ver sa tions would be to have Randy

par tic i pate in a “fo cus group” ac tiv ity in class. This would pro vide a

struc tured op por tu nity for her to en gage in so cially rel e vant dis cus sions

with a peer group and to learn new vo cab u lary and top ics of con ver sa tion

ap pro pri ate to teens her age. Ad di tional op por tu ni ties for peer

con ver sa tions could be cre ated by hav ing the group dis cus sion carry over

into other ac tiv i ties (e.g., dur ing lunch).

Ex am ple 2. Pro mote the in di vid ual’s abil ity to for mu late and ab stract

main themes of brailled text in ac a demic con tent ar eas (e.g., lan guage arts, 

sci ence, his tory). [Com pre hen sion]

Com ment: The abil i ties to sum ma rize a story, fol low a se quence of

di rec tions, or par tic i pate in com plex con ver sa tions are in di ca tors of an

in di vid ual’s abil ity to com pre hend lan guage and com mu ni ca tion at a

com plex level. Spe cific in ter ven tions, such as teach ing him or her how to

iden tify key points of in for ma tion in a dis cus sion, story or lec ture, may be 

used to fur ther pro mote the in di vid ual’s com pre hen sion skills.

Con text: While Bill is able to ver bally sum ma rize the ma jor themes of class 

read ings, he of ten has dif fi culty de scrib ing spe cific de tails of read ings as

well as fol low ing more com plex or con vo luted group dis cus sions. It might 

be help ful to re quire Bill to de scribe both ver bally and in a writ ten

sum mary the se quences of events from a class read ing as sign ment or

group dis cus sion. In an ef fort to in crease his level of com pre hen sion and

un der stand ing, it may also be use ful to teach him to take notes us ing his

brailler (e.g., by iden ti fy ing the key points and im por tant in for ma tion

pre sented dur ing a lec ture).
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Ex am ple 3. Pro mote the in di vid ual’s abil ity to pre pare and or ga nize his

or her thoughts when talk ing to a group of peers. [So cial Ac tion;

Vo cab u lary Use; Com pre hen sion]

Com ment: Skill ful com mu ni ca tion in cludes the abil ity to ef fec tively plan,

se quence, and con vey ideas. Ef forts to in crease speak ing skills and

con fi dence when talk ing to oth ers can be pro moted by fo cus ing on these

el e ments of com mu ni ca tion.

Con text: It has been ob served that Vic tor tends to so cially with draw when 

he is in a group of three or more peers. He of ten mum bles and seems to

for get his train of thought when speak ing. It might help Vic tor’s so cial

in ter ac tion and or ga ni za tional skills if he is given op por tu ni ties to prac tice 

speak ing clearly and loudly enough for oth ers to hear and un der stand

him. Vic tor may need to be re minded to ex press him self in a voice and

tone which oth ers can hear clearly and un der stand. It might also be

help ful to cre ate struc tured op por tu ni ties for Vic tor to talk to a large

group of peers (e.g., giv ing an oral book re port; ask ing or pro vid ing

elab o rate an swers to ques tions dur ing class dis cus sion).

Ex am ple 4. Pro mote the in di vid ual’s abil ity to ex press opin ions and to

ac knowl edge those of oth ers ex pressed dur ing small-group dis cus sions.

[So cial Ac tion]

Com ment: An in di vid ual’s ef fec tive ness in com mu ni cat ing with oth ers

com bines skills of lan guage with skills of so cial in ter ac tion. The abil ity to

en gage oth ers in lengthy con ver sa tion, to hold a dis cus sion, or to

pro fi ciently com mu ni cate ideas re quires one to ef fec tively of fer an opin ion 

and to lis ten and re spond to oth ers. The goal of this type of in ter ven tion

is to mas ter these as pects of so cial com mu ni ca tion.

Con text: Mi nerva rarely ex presses her thoughts or feel ings when in volved

in in clu sive ac tiv i ties with typ i cal peers. It may prove ben e fi cial to in crease 

op por tu ni ties for Mi nerva to par tic i pate in loosely struc tured so cially

ori ented ac tiv i ties with a spe cific group of class mates. For ex am ple,

role-playing ac tiv i ties in which Mi nerva can as sume the role of some one

who is more out go ing may en able her to ex press opin ions dur ing a

nonthreatening ac tiv ity. Mi nerva may also be en cour aged to par tic i pate in 

class dis cus sions which al low stu dents to ex press their opin ions re gard ing

spe cific top ics.

Ex am ple 5. Pro mote the in di vid ual’s abil ity to gain more ad vanced

in quiry skills. [In tent; So cial Ac tion]

Com ment: In or der to com mu ni cate ef fec tively and in de pend ently with

oth ers, an in di vid ual should be able to seek in for ma tion or clar ify

mis un der stand ings. This goal aims to en cour age more in de pend ent study

and prob lem-solving skills and to re duce the need for adult in ter ven tion

or as sis tance as a re sult.

Dimensions of Communication 53



Con text: It is im por tant that Charles learn ap pro pri ate and more

in de pend ent meth ods and skills for seek ing in for ma tion when he re quires

clar i fi ca tion or has a par tic u lar ques tion. Charles cur rently tends to rely on 

teacher sup port to com plete his work. This im pulse should de crease if

op por tu ni ties are cre ated that fos ter greater in de pend ence or peer

as sis tance. Charles could, for ex am ple, be cued to at tempt a task

in de pend ently be fore ask ing for as sis tance. When nec es sary, a class mate

could serve as a peer as sis tant or peer tu tor to help him solve prob lems

re gard ing class as sign ments (e.g., to search the in ternet; to clar ify

di rec tions for a pro ject).

Ex am ple 6. In crease the in di vid ual’s cre ative ex pres sion through ac tiv i ties 

that em pha size imag i na tion, story lines, nar ra tive, and  con ti nu ity of

thought. [Com pre hen sion; Com plex ity; Vo cab u lary Use; Sym bol Use]

Com ment: Cre ative ac tiv i ties, such as writ ing po ems, sing ing songs or

act ing out sto ries, pres ent im por tant op por tu ni ties for in di vid u als to

ex press their thoughts and feel ings us ing lan guage. The goal of this

in ter ven tion is to pro mote the in di vid ual’s use of lan guage in a va ri ety of

ac tiv i ties that fos ter cre ativ ity and imag i na tion.

Con text: In an ef fort to in crease Michelle’s un der stand ing of and

par tic i pa tion in com plex con ver sa tions and com mu ni ca tive in ter ac tions, it

might be use ful to de velop var i ous op por tu ni ties through out the day that

would en cour age her to use lan guage cre atively. For ex am ple, af ter

read ing a play or story dur ing Lan guage Arts class,  Michelle and her

class mates could “act out” the dif fer ent roles, cre ate ad di tional di a logue,

or write new end ings to the sto ries.

Ex am ple 7. In crease op por tu ni ties for the in di vid ual to use his or her

augmentative com mu ni ca tion de vice dur ing group con ver sa tion and in

class room set tings. [Com plex ity; Vo cab u lary Use]

Com ment: An augmentative com mu ni ca tion de vice must be pro grammed

to meet the in di vid ual’s spe cific com mu ni ca tion needs and in ter ests, so

that he or she is able to re late ideas ef fec tively.  The lan guage and top ics

of con ver sa tion should be mean ing ful and ap pro pri ate for the age of the

user.

Con text: Lou has been ob served to in de pend ently and suc cess fully use his

augmentative com mu ni ca tion de vice in one-on-one sit u a tions with his

speech-language ther a pist, par ent, and aide. To in crease his abil ity to

com mu ni cate ex pres sively us ing his augmentative de vice, it is nec es sary

that the de vice be avail able at all times (i,e., phys i cally ac ces si ble to Lou,

the bat tery charged, etc.). For in stance, the Can non Com mu ni ca tor

should be at tached to Lou’s wheel chair tray when ever he is seated in his

wheel chair. Dur ing those times when Lou is us ing other types of

equip ment (e.g., prone stander; adapted desk), the strap for the

com mu ni ca tion de vice should be used to se cure it around his neck or arm, 
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de pend ing upon his pref er ence. His teacher and class mates must

rec og nize that Lou is ca pa ble of ex press ing him self in de pend ently us ing

this de vice, and they need to re spect the time it may re quire for him to

spell a mes sage (e.g., he should not be in ter rupted or dis tracted while he

is typ ing a mes sage).
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Case Illustration

Marie is a 9-year-old girl who attends an inclusive education program in

her local public school and lives at home with her parents, older brother,

and younger sister. Marie has been diagnosed as having congenital rubella 

syndrome (CRS), resulting in deaf-blindness. She has bilateral cataracts

but is able to distinguish specific objects and can play with items such as a

tennis ball that she is able to find. Marie also has a severe bilateral

sensori-neural hearing loss. For many individuals who are deaf-blind as a

result of CRS, communication is a major educational challenge. Effective

interventions might promote the use of American Sign Language, tactual

signs, gestures, object symbol systems, assistive devices, or direct

behaviors. CRS is often associated with multiple disabilities, as is the case

with Marie.

Specific educational issues and objectives were identified for this

evaluation. These include evaluating her functional receptive and

expressive communication abilities and reviewing problem behaviors that

interfere with learning and meaningful social activities.
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Recording Booklet
[Case Illustration]

General Information

Name: ______Ma rie___________________ Date of Birth:

________________

Age:  __9-04___    Sex:___F____    Date of Eval u a tion:  

__________________

School: ___Vil lage El e men tary___  Grade/Class:  

__3rd____________

Evaluator :  

__Carol_________________________________________________

July, 1999
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Background Information

Medical Condition or Diagnosis: __Con gen i tal Ru bella Syn drome_______

Other Disabilities: ____bi lat eral cat a racts; se vere bi lat eral sensori-neural hear ing

loss; mod er ate growth re tar da tion________________________________

Degree of Mental Retardation: ____se vere________________________________________

Cognitive Skills (form of assessment; dates): _____informal eval u a tions & ob ser va tions;

Ed u ca tional As sess ment Re port 3/98 fo cus ing on match ing ob jects, iden ti fy ing

col ors, 1:1 cor re la tion, con cept of “one,” and cause -

ef fect_______________________________________________________________________

Primary Mode of Expressive Communication: __single signs_______________________

Augmentation (yes/no, if yes,  describe):__N/A______________________

Educational Setting: _____Public school inclusive education program; 1:1 assistant

throughout day__________________________________________________

Therapy (OT, PT, Speech/Language sessions per week): ___O&M (1 hr./wk.); vision (1

hr./wk.); auditory (1.5 hrs./wk.); O.T. Consultation; augmentative

communication consultation______________________________________________

Additional Information (e.g., educational goals; behavior concerns): __Educational concerns

include functional receptive and expressive communication, problem behaviors

(e.g., rocking, hitting self) that interfere with learning & social activities, and

general education setting                                         



____________________________________________________________________________

____________________________________________________________________________

____________________________________________________________________________

____________________________________________________________________________

____________________________________________________________________________

____________________________________________________________________________

Dimensions of Communication 61



Observation Form

Setting: _______Classroom___________________________Date:

____________________

Peers Present (how many): _______29_______________Start Time: ___11:00

am______

Others Present (e.g., 1:1 assistant):  _____Yes________End Time: _____11:30am_____

        Activity/Stimulus Behavior/Response

            Key: M = Marie; A = Assistant Teacher
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(Free-period/snack time)

1) M. Sitting at desk with
snack of cookie and juice

2) A. Holds down her
hand & signs “stop
hitting.”

3) A. Signs “eat.”

4) A. Asks “want drink?”

5) A. Pours juice in her
cup & signs “drink”

6) —

7) A. Pours more juice in
her cup

8) A .tells her to bring
juice to the refrigerator
and then hands the
container to M.

1) Hits self repetitively on side of head
with heel of hand and giggles.

2) Moves hand away from A. &
Continues to hit head

3) Gazes at lights, then takes bite of
cookie

4) Signs “more drink” independently
in response to question

5) takes cup and drinks juice

6) signs “more” spontaneously when
cup is empty

7) Takes cup and drinks, then puts
cup on table and looks up at ceiling
lights and waves fingers in front of
eyes

8) Grasps container, stands up &
walks to refrigerator in back of room - 
opens door of refrigerator but drops
container on floor. Without prompt or
cue, bends down & picks up container
- then puts container in refrigerator
& closes door. Walks back to desk
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Observation Form

Setting: _lunch room & play ground_____________________Date: _______________

Peers Present (how many): _10 (at her table)______________Start Time:12:45 am_

Others Present (e.g., 1:1 assistant):  _____Yes________End Time: _____1:30am_______

        Ac tiv ity/Stim u lus Be hav ior/Re sponse

Key: C = Chris (classmate); A = Assistant Teacher; M = Marie
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(Lunchroom)

1) Seated at table between 
C. & A.  A. hands her pizza

2) C. signs to M. “stop
waving”

3) A. gives her pizza &
signs “eat.” A. holds down
the hand M. is waving.

4) A. asks “finished?”

5) A. tells her to put away
the tray

6) C. asks if she wants to
go outside & takes her
hand

(Playground)

7) C. asks if she wants to
play ball or jump on
trampoline

1) Takes bite of pizza, then looks at
ceiling lights an d waves fingers.

2) Continues to wave fingers in  front 
of eyes - ignores C.

3) Pushes away pizza with free hand
& pulls other hand away from A. then 
begins to jump up & down in seat.

4) Signs “finished” and pushes away
tray

5) Stands up, takes tray, & walks to
other side of cafeteria. Puts tray on
counter & walks back to table.

6) Stands up an d holds C’s hand.
Walks to door and goes outside with
C.

                       

7) signs “jump” and smiles

Continued   ¾®



Observation Form

Setting: _lunch room & play ground (continued)____Date: __________________

Peers Present (how many): _______________________Start Time:

____________________

Others Present (e.g., 1:1 assistant):  ________________End Time:

____________________
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8) C. walks w/ M. to
trampoline. There are 2
other students in line
ahead of them.

9) Another peer
approaches and takes M’s
other hand. Holds her left
hand while C. continues
to hold her right hand.

10) C. tells her it is her
turn & guides her over to
trampoline.

11) A. approaches & taps
her arm - tells her
“finished, go inside.”

12) A. tells her again
“jumping finished, need
go inside.” & takes her
hand.

13) A. guides her into
building.

8) Begins jumping in place while
waiting on line. Signs “jump,” but
not directed to C. or any other peer.

9) Willingly takes peers hand - no
apparent differentiation from one
person to next. Stops jumping. Takes
her hand away from C’s hand & puts
it around C’s neck, then waves fingers 
in front of her eyes.

10) Jumps up & down on trampoline,
giggles & smiles - continues for @ 5
minutes.

11) Turns away from A. & continues
jumping.

12) Stops jumping, steps off
trampoline - then starts jumping on
ground & giggles.

13) Walks with A. - once inside, walks 
independently (avoids obstacles).
Stops 2x to wave fingers in front of
eyes.



        Ac tiv ity/Stim u lus Be hav ior/Re sponse

66 Part I:  Developing a Communication Profile



Interview Form 

Person Interviewed: ____Ms. Smith_________________________ Date: _____________

Relationship to Individual: _______Classroom teacher___________________________

Start Time: __9:00 am_____________                                         End Time:9:30 am__

1. How does the individual spontaneously communicate needs and interests (i.e., forms

of communication)? How does s/he ask for something specific (e.g., drink, toy, book)?

Occasionally initiates on own - for example, initiates when help I needed

by signing “help.” Will use single signs to indicate desire for food or drink.

Makes vocalizations (“mmm”) but these don’t seem to reflect specific wants

or needs..

2. What are the individual’s most typical comments or requests?  Give examples of exactly 

what the individual says or does.

Mostly comments about immediate wants or needs. Uses signs to

communicate. including “more,” “drink,” “eat,” “finished,” “help,” and

“cookie.”

3. How does one best communicate with the individual?  (e.g., Speech?  Sign Language?

Gestures? Combinations of forms?)

Use single signs and hand-over-hand signs but do not pair with verbal

language. Some Mayer-Johnson picture symbols (“bathroom”) and use of

some object cues for a calendar box (mini violin = music; ball = gym)

4. Most of the time, will the individual use single words, two-word sentences, or             

lengthier sentences?

Spontaneously will use single signs. Has made some progress in use of 2 & 3 

word combinations. Occasionally uses 2-sign combinations spontaneously

(“more cookie,” “more drink”). Requires prompt for 3-word combinations

(“more cookie please”).
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Interview Form, continued

5. Describe how the individual interacts with others.

Peers sill initiate interaction with her. On occasion, Marie will respond,

but does not initiate social interaction independently. When with peers,

she mostly engages in physical behaviors (e.g., waves fingers; jumps; light

gazes; flaps hands,). Will participate with peers if she enjoys the activity

(e.g., jumping on trampoline).

6. Describe how well developed or extensive the individual’s vocabulary is.   

Common vocabulary words include “cookie,” “ drink,” “help,” and “more.”

Can sign categories of items in response to a question; including different

food items (”cereal,” “cookies”), drink items (”juice,” “milk,” “soda”) and

preferred activities

7. Can the individual correctly respond to commands?  Provide specific examples of   

typical commands.

Follows 1-step directions: “sit,” “stand,” “bathroom-go,” “stop’ (give in

sign).

8. How does Marie indicate that she does not like or want to do  something? 

She tends to turn away or push away something that she clearly doesn’t

want. Sometimes she rejects activity she doesn’t like by placing object cue

(from calendar box) in the “finished” box and then continues to search

through the box until she finds an activity she likes.

9.
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Structured Interaction Form

Setting: ____Classroom________________________ Date: _________________________

Start Time: ____11:45_________________________ End Time: _____________________

Others Present (e.g., interpreter, aide, parent): __Yes______________________________

Evaluator’s Comments, Individual’s Specific Behaviors,

Activities, or Setting Events Responses, or Comments

Key: A = Assistant Teacher
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(Peers leave for gym; A.
stays to interpret)

1) I approach & tell her
“hello” & that we are
going to work together

2) I take her hand & walk 
to table in back of room.

3) Matching Objects with
Signs - Presented with:
milk, juice box, soda can,
flashlight, ball,
hairbrush, pen, cup.

4) 1-step directions:
“wipe table,” “give me,”
“open door,” “sit there,”
“stand up.”

1) Looks up at ceiling lights - no
response to me or to A.

2) Accepts my hand & walks with me - 
sits in chair that I pint to, on request.

3) signs words for each of the objects
in response to question “what’s that?”
Knows signs for all objects except pen
& hairbrush (doesn’t answer
anything for those two.

4) · uses paper towel to wipe table;

· hands flashlight to me on request;

· attempts to open door but needs
assistance to physically complete task

· stands up in request (then starts
jumping)



Structured Interaction Form, continued

Eval u a tor’s Com ments, In di vid ual’s Spe cific Be hav iors,

Ac tiv ities, or Set ting Events Re sponses, or Com ments
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5) Cause - Effect
Objects include flashlight, 
switch-activated light
box, switch-activated fan.

6) Indicating Choice:
Asked which she wants
when presented with 2
objects

· flashlight $ pen
· fan $ ball

I take fan away after 30
seconds & ask if she wants
“more.”

5) · turns on flashlight
independently (shakes in front of
eyes - no protest when I take it away)

· Needs hand-over-hand assistance
to turn on fan (by pressing on
switch) - then turns on
independently and smiles

· Uses same switch as above to turn
on light box independently.

6) Directly selects preferred objects
(does not sigh object name)

· picks flashlight
· picks fan 

 signs “more” when fan is taken away 
- smiles when it is given back & turns
it on  again.



Score Sheet

Directions

As described in Step 2: Scoring the Dimensions, this tally sheet is designed to rate the

individual’s communication behaviors from each of the six dimensions. In the space below

each dimension, write an example of the individual’s behavior. Circle the rating which

most closely corresponds to the individual’s communication behaviors. Sum the ratings

and calculate a total score. Write the score in the space marked “Total Score.”  This score

will be used in Step 4:  Identifying the Range of Intervention Goals. 

Dimension:     Rating:

1. Symbol Use           1    2    3    4    5

Uses some signs spontaneously to indicate basic needs & desires (“more,”

“cookie,” “drink” “help,” “flashlight,” “jump,” “ball,” “milk”). Object cues for 

calendar box

2. Intent           1    2    3    4    5

Occasionally initiates need for help by signing “help.” Spontaneously uses

some signs (”more,” “jump,” “eat”) and physical  behaviors (pushing away

unwanted objects, but not necessarily directed toward anyone).

3. Complexity           1    2    3    4    5

Mostly uses single signs. Occasionally uses 2-word sign combinations (e.g.,

“more drink,” “more cookie”). Needs prompt for 3-word combinations.

4. Social Action           1    2    3    4    5

Responds to questions with appropriate answers (e.g., signs “more drink”

when asked if she wants a drink); does not typically initiate an

interaction.

5. Vocabulary Use           1    2    3    4    5

Can sign categories of items in response to questions [e.g., food items

(“cereal,” “cookie”), drink items (“juice,” “milk,” “soda”), preferred

activities (“jump.” “flashlight”)].

6. Comprehension           1    2    3    4    5

Follows 1-step directions (“stand up,” “wipe table,” “give me”); knows

routines (e.g., puts away juice container in refrigerator; puts lunch tray

on counter).

Total Score __15___

Lowest possible score = 6; highest possible score = 30

NOTE: The Score Sheet is found on the last page of the actual Recording Booklet. It

appears here as an example of how this information can be used to develop the

Descriptive Profile.
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Descriptive Profile

Use this page to integrate and synthesize the information from the six

dimensions. Write a description of the student’s overall communication

behaviors, as described in Step 3: Generating a Communication Profile.

The purpose is to provide a cohesive picture of the breadth and range of

skills observed in the student. Attach other pages if necessary

Marie was observed across several settings including the classroom,

lunch, and recess. Across these settings, Marie exhibited different

forms of expressive communication, such as the use of single signs

and object cues to make her needs and desires known. Marie’s

teacher, assistant teacher, and some of her classmates use simple sign 

language, including hand-over-hand signing, to communicate with

her.

Marie is able to use some symbols and clearly understands the

relationship between signs and object cues, and the objects or actions

they represent. She uses signs to communicate immediate needs such

as “more drink,” “finished,” “help,” and “jump.”  Marie also uses some

object cues with a calendar box as a way of representing her daily

schedule and for making choices regarding different activities (e.g.,

mini-violin to represent music class; small plastic ball for gym class).

While Marie rarely initiates sign communication on her own,

communicative intent is apparent in that she spontaneously indicates

certain needs and desires through physical behaviors (e.g., pushing

away a plate of food when she is not hungry; smiling when she enjoys

an activity). Most often, Marie’s expressive signing is in response to a

question or cue from the person working with her. However, she also

uses some signs independently and purposefully. For example, she

seems to understand that when she makes the sign for “help,” it will

be followed by an action.

The complexity of Marie’s expressive communication is mostly in the

form of single signs. However, she has made progress in the use of

spontaneous two-word combinations, including “more cookie” and

“eat cookie.”  Marie is sometimes physically prompted by her teacher

to make three-word combinations (e.g., “want cookie please”). Most of

the combinations of signs that Marie uses appear in very specific

contexts, such as when she desires more food.

Marie’s social interactions with peers typically are brief and fleeting.

Her peers often tend to provide assistance during an activity or

attempt to stop Marie from engaging in repetitive behaviors (e.g., by

holding her hands when she waves her fingers in front of her eyes). 

Marie does not often attend to what is happening in the social

environment, but instead exhibits interest in several different physical

behaviors which include finger flicking, light gazing, and jumping.

While it is often possible to redirect her behavior, Marie nevertheless

has little sustained involvement in communicative and social activities

with her classmates. In addition, Marie’s attention span in the
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classroom is very brief, and while she does not disturb other students, her

degree of meaningful participation appears limited.



Descriptive Profile, continued 

Marie’s expressive sign vocabulary consists of several single signs (e.g.,

“cookie, ”drink," “help,” and “more”). She uses this vocabulary reasonably well,

as is evident when she responds appropriately to questions using single signs

(e.g., signing “finished” when asked if she is all done with lunch). In addition,

her vocabulary use has been noted to include higher order cognitive skills such 

as categorical thinking (e.g., producing signs within specific categories such as 

food and drink). Her teacher noted that Marie has also demonstrated an ability

to engage in mental problem solving such as putting objects from the calendar 

box into the “finished” box as a way of rejecting an undesired activity.

Finally, it was noted during this evaluation that Marie is also able to anticipate

the steps for simple multistep routines such as returning juice to the

refrigerator in the classroom and putting away her lunch tray in the cafeteria.

At times, when she is focused, her comprehension is quite good and she is

able to complete an entire sequence independently. She appears to have an

adequate understanding of simple directions or requests presented to her

during the context of different activities. For example, when given several

different one-step commands (e.g., “Give me _____,” “Sit,” “Stand,” “Wipe

table”), she demonstrates an ability to follow these directions without the need 

for any prompts.
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Background Information

Medical Condition or Diagnosis:______________________________________________

Other Disabilities:__________________________________________________________

_____________________________________________________________________

Degree of Mental Retardation: _______________________________________________

Cognitive Skills (form of assessment; dates): ____________________________________

_____________________________________________________________________

_____________________________________________________________________

Primary Mode of Expressive Communication: __________________________________

Augmentation (yes/no, if yes, describe): ____________________________________

Educational Setting: ________________________________________________________

_____________________________________________________________________

Therapy (OT, PT, Speech/Language sessions per week): __________________________

_____________________________________________________________________

_____________________________________________________________________

Additional Information (e.g., educational goals; behavior concerns):_________________

_____________________________________________________________________

_____________________________________________________________________

_____________________________________________________________________

_____________________________________________________________________

_____________________________________________________________________
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Observation Form

Setting: __________________________________________ Date: _________________

Peers Present (how many): __________________________ Start Time: ____________

Others Present (e.g., 1:1 assistant): ___________________ End Time:_____________

        Activity/Stimulus Behavior/Response
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Observation Form

Setting: __________________________________________ Date: _________________

Peers Present (how many): __________________________ Start Time: ____________

Others Present (e.g., 1:1 assistant): ___________________ End Time:_____________

        Ac tiv ity/Stim u lus Be hav ior/Re sponse
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Observation Form

Setting: __________________________________________ Date: _________________

Peers Present (how many): __________________________ Start Time: ____________

Others Present (e.g., 1:1 assistant): ___________________ End Time:_____________

        Ac tiv ity/Stim u lus Be hav ior/Re sponse
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Interview Form 

Person Interviewed: _____________________________________ Date: _____________

Relationship to Individual: __________________________________________________

Start Time: ______________  End Time: _______________

1. How does the individual spontaneously communicate needs and interests (.e., forms of 

communication)?  How does s/he ask for something specific (e.g., drink, toy, book)?  

2. What are the individual’s most typical comments or requests?  Give examples of exactly 

what the individual says or does.

3. How does one best communicate with the individual?  (e.g., Speech?  Sign Language?  

Gestures?  Combinations of forms?)

4. Most of the time, will the individual use single words, two-word sentences, or                  

lengthier sentences?  
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Interview Form, continued

5. Describe how the individual interacts with others. 

6. Describe how well developed or extensive the individual’s vocabulary is.

7. Can the individual correctly respond to commands? Provide specific examples of

 typical commands.

8.

9.
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Structured Interaction Form   

Setting: __________________________________________ Date: _________________

Peers Present (how many): __________________________ Start Time: ____________

Others Present (e.g., 1:1 assistant): ___________________ End Time:_____________

Eval u a tor’s Com ments, In di vid ual’s Spe cific Be hav iors,

Ac tiv ities, or Set ting Events Re sponses, or Com ments
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Structured Interaction Form, continued

Setting: __________________________________________ Date: _________________

Peers Present (how many): __________________________ Start Time: ____________

Others Present (e.g., 1:1 assistant): ___________________ End Time:_____________

Eval u a tor’s Com ments, In di vid ual’s Spe cific Be hav iors,

Ac tiv ities, or Set ting Events Re sponses, or Com ments
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Score Sheet

Directions

As described in Step 2: Scoring the Dimensions, this tally sheet is designed to rate the

individual’s communication behaviors from each of the six dimensions.  In the space below 

each dimension, write an example of the individual’s behavior.  Circle the rating which

most closely corresponds to the individual’s communication behaviors.  Sum the ratings

and calculate a total score.  Write the score in the space marked “Total Score.”  This score

will be used in Step 4:  Identifying the Range of Intervention Goals.

Di men sion:     Rat ing:

1. Symbol Use           1    2    3    4    5

2. Intent           1    2    3    4    5

3. Complexity           1    2    3    4    5

4. Social Action           1    2    3    4    5

5. Vocabulary Use           1    2    3    4    5

6. Comprehension           1    2    3    4    5

Total Score _____

Lowest possible score = 6; highest possible score = 30
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Descriptive Profile

Use this page to integrate and synthesize the information from the six dimensions. Write a 

description of the student’s overall communication behaviors, as described in Step 3:

Generating a Communication Profile (Page 13). The purpose is to provide a cohesive

picture of the breadth and range of skills observed in the student. Attach other pages if

necessary.
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Descriptive Profile, continued 
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