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AAC – Augmentative and Alternative Communication 
ALN – Additional Learning Needs
ASD – Autistic Spectrum Disorder
EMAU – Ethnic Minority Achievement Unit
ICT – Information and Communications Technology
PECS – Picture Exchange Communication System
SEN – Special Educational Needs
ZPD – Zone of Proximal Development
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Humans are characterised as social beings and the ability to communicate is an important part of our everyday lives. Communication starts essentially from birth; babies have a predisposition to showing characteristics of a social animal (Coupe O’ Kane and Goldbart, 1998). Therefore, they display unintentional behaviours that communicate early needs to a caregiver, and typically respond with gesture to the human voice. As a child develops, they typically become involved with more complicated communicative exchanges and language begins to develop. This can develop a child’s independence in relation to their personal wants and needs, including their environment as they becoming more competent at expressing themselves to others. The ability to use learnt communicative skills becomes a powerful tool for learning and allows children to start developing social relationships other than their primary caregiver. Therefore, communication development becomes an important part of a child’s holistic development.

How we develop communication is largely linked to language acquisition, mainly in the context of verbal language. There has been a variety of literature and theories focused on this concept, based on how we learn to speak and the syntax and semantics of doing so. There has been less of a focus on non-verbal communication and the pragmatics of language and communication. However, few aspects of general communication are reliant on actual words, most stem from non-verbal communication (Ralph and Rochester, 2016).  
This essay aims to look at communication as a whole, the typical milestones of how we acquire language and it’s affect on literacy and academic achievement. However, there will be more of a focus on early development of communication and will look at the importance of communication development for all children including those with additional needs. Children with ALN may need to find alternative forms of communication such as PECS or Makaton, as their additional need may hinder language acquisition or aspects of communication in general. 

There will be a case study focus on a child from the author’s school and their communication development. This essay will look at the child holistically, assess their communication needs and look at a form of AAC that could be implemented with them in order to support progression in a specific area of their communication development.
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[bookmark: _Toc29406141]What is communication?
Communication is characterised as successfully sending and receiving messages to convey meaning (Buckley, 2003) from two people or more. These messages can be conveyed either through intentional or unintentional means depending on the age or development of the person sending them. Therefore, communication is not only conveyed through verbal language, but can be expressed in a variety of non-verbal ways such as gesture, eye contact or even text.  

Communication and language, although interlinked, are two different entities. Communication is characterised by the sending and receiving of messages, through a variety of contexts, whereas language focuses more on the spoken and written word, the understanding and expressing of such language. Communication development starts long before the acquisition of language (Määttä, 2016) and is seen as a complex process to develop (Plummer, 2011). The acquisition of language and communication development usually follows a typical progressive pattern that normally corresponds to a child’s chronological age. Milestones of early language development can be broken down into three specific areas (Paul and Norbury, 2012): pre-linguistic (birth to 18 months), emergent (18 to 36 months), and developing (2 to 5 years of age), anything above age 5 is usually when a child is secure and developing proficiency in their language and communication development. However not all children develop language, or if they do it doesn’t always happen in a linear fashion. A child’s language development may possibly be influenced by several aspects contributing to their overall development whether physical or cognitive. For example, the pre-linguistic stage of development includes gesture, eye contact, vocalisation and joint attention (Määttä, 2016) which are all forms of non-verbal communication. This is a contract to the emerging and developing stage of language development that focuses more on the spoken word and verbal language. Prelinguistic development is typically between the ages of 0 and 18 months of age, however due to factors such as global delay, a child may stay in this stage of development for a sustained period of time. They may also only acquire aspects of each stage of development, whilst having difficulties developing particular aspects of communication such as joint attention which could hinder the formation of social relationships. Some children may never acquire formal speech and may rely heavily on non-verbal communication.

For anyone to communicate effectively there must be a want or a need to communicate a message. If there is no purpose to communicate, it can be difficult for communication to be initiated or sustained (Dimbleby and Burton, 1998). There are multiple reasons why a person may want to communicate, it could be for example, to fulfil our personal needs or to develop relationships and become more social with others (Dimbleby and Burton, 1998). This could be linked directly to Maslow’s Hierarchy of Needs (1943), where initially a baby may only communicate it’s very basic needs unintentionally such the want for food or sleep. However, when the child becomes older and more aware of their preferences, needs and wants, as they may start to communicate more complex ideas such as the desire to form positive relationships or problem solving. Despite this, if there is a cognitive delay or a particular additional need that may impair communication or language development, then the child may only focus on their basic needs. Jean Piaget (1936, cited in Ültanir, 2012) describes the way children learn cognitively in the form of schemas. There are four schema stages ranging from a sensorimotor stage, which is typically up until the age of a two year old, where children learn about the world around them by using their senses and physical activity, to a formal operational stage where an older child from 11 years onwards would think abstractly about the concepts of world around them. Although there are typical chronological ages related to the cognitive schemas, for children and adults with additional needs, this may not necessarily follow the same process. The person may, as said previously, only be thinking about their basic needs in the hierarchy (Maslow, 1943) and communicating them in an unintentional sensory way by displaying behaviours such as crying or shouting, although the person is much older chronologically than two years. Therefore, the person may still be developing in the sensorimotor stage of development, communicating about their immediate world around them through their senses. 
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There are many theories as to how children acquire language. It is a naturist view that children’s acquisition of language is innate. Noam Chomsky (1965, cited in Harley, 2004) believed that all children had a natural language acquisition device (LAD) within their brains, therefore they will learn language regardless of their environment or social development, as long as there is regular exposure to the language. This is linked to the fact language seems to be learnt at a time where a child is incapable of complex cognitive functions (Harley, 2004). Yet it is difficult to think about language this way in regards to pupils with additional needs, whose conditions or developmental delays mean that the child may never learn language in this way, even though they would still be exposed to it from an early age. Within this theory there is a strong focus on only language development without taking into account communication as a whole and how children without that innate language development will communicate their needs with others.

It is suggested in order to function in society it is important for children to develop a means of communicating with others, so their needs are satisfied and they are able to make social connections. There is more of a focus on the role of the adult scaffolding a child’s learning within a social constructivist theory. Bandura (1977, cited in Leonard, 2002) suggests that pupils may develop a means for communication language and acquire language through their physical environment by observing, modelling and imitation from a more experienced person. It this also links with Vygotsky’s (1934, cited in Dodici, Draper and Peterson, 2003) theory that all pupils learn from a more skilful person, regardless of what skill is being taught. It called a child’s ZPD, and this is where a child has limitations in their acquisition of a more complex and difficult skill. They would then need a person with more experience and knowledge who can support the child in their achievement of a new skill. Therefore, causing progression. In the case of young children, the more experienced person would be an adult. These theories focus less on the acquisition of verbal language and more on the social constructs of skill learning, in this incidence it can be related to communication. This could support both typically developing children and children with ALN. However, as this focuses on social interaction for skill development, the theory that pupils may develop language may not necessarily correlate for a pupil with ASD as they have a lot of difficultly with social communication. The skill imparted would need to be structured and explicit in their social interactions in order for them to gain the specific skills required to communicate effectively with others. Although the role of the adult is important, it can require more planning to support communication development.  
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There is a link between the ability to communicate and literacy development within education. Goodman and Goodman (1979, cited in McDevitt et al., 2013) suggest that the link between the areas of language acquisition and literacy is due to them having similar underlying structures. It is emphasised that the interaction between the structures can support children to become more competent with their literacy skills in school, including the development of the respective skills in both writing and reading. Within the new Welsh Curriculum draft document (Welsh Government, 2019a) and the Foundation Phase curriculum (Welsh Government, 2015) the area of learning and experience is categorised as language, literacy and communication. Although communication development comes before language and literacy development, it comes last in the order of this area of learning and general aspects of communication, such as non-verbal cues, is focused on the least. Within the Foundation Phase Curriculum, the document starts at nursery. Children with a delay of communication and language skills may not necessarily access this area of the curriculum and therefore the Routes for Learning (Welsh Government, 2019b) routemap might be more accessible for pupils with ALN, but it is a separate document entirely. Whereas within the new curriculum, academic years are not necessarily the focus of the progression steps, although there are ages vaguely attached to each progression step. The document for the new curriculum is only in consultation currently and although there is opportunity for adaptations, there is a specific area within the Language, Literacy and Communication area of learning that focuses specifically and only on speaking (Welsh Government, 2019:47). This could be problematic for pupils who may have no speech or will never acquire any speech, but do have a means of communication that they use regularly and competently, may that be AAC or ICT programmes. Therefore, having a focus just on speaking, hinders pupil’s academic progression as it focuses on what they are unable to do, rather than giving them opportunities to develop their communication in a variety of different and individual ways. 

It has also been noted that early language and oral development can support the independence across all areas of the curriculum and can be a predictor for academic success (Amorsen and Miller, 2017; Rosetti, 1996). Children are typically supposed to acquire a vocabulary of between 4000 and 5000 words by the time they reach school age and any delays to their communication and language development can affect them for life (Amorsen and Miller, 2017). Having the means to communicate is known as a social skill, due to it being a joint activity regardless of the means of delivery. Without a means of communication, this can affect the way a child builds and forms relationships with others (Owens et al., 2008). The lack of personal relationships can isolate the person and have an effect on general self-esteem and well-being with the feeling that others dislike them.
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As communication is an important part of a child’s development and within society as a whole in order to build social relationships and have our needs met, adaption for pupils with additional needs is important. AAC was first introduced in the 1950s, particularly for people with either brain injuries or developmental conditions such as ASD or cerebral palsy where the means for communication through typical language structures is limited. It’s primary aim is to facilitate a person’s communicative competence (Mirenda, 2017; Schlosser and Wendt, 2008). AAC could be categorised as manual signing and gesturing, visual/symbolic use and the use of apps and programmes through the means of ICT. The type of AAC to be used is completely suited the individual’s needs and not every person with ALN, for example, cerebral palsy would use the same form AAC, although it is common for similar types to be trailed based on past successes. 

It is noted that the communication partner plays a key role to any AAC intervention (Dolly and Noble, 2018). This could be due to the communication partner knowing the child well enough to interpret the means of AAC being implemented, or from the positive relationship being built where the child would want to communicate with the partner. However, it is noted by Keen, Sigafoos and Woodyatt (2001:385) that the use of AAC can rely on ‘informal and problematic behaviours to communicate.’ With a focus on some prelinguistic behaviours such as self injury or aggression, this may seem as inappropriate forms of communication to exhibit, whilst other forms such as hand flapping can be difficult for the communication partner to engage with or interpret (Keen, Sigafoos and Woodyatt, 2001). In spite of this, the behaviours exhibited may also be linked to frustration from the lack of understanding from what the child is trying to communicate, and therefore it is still vital for a child to have a form of communication and the right AAC for them may be found through a trial and error basis. Also, if the adult if aware of the child’s specific behaviours and has a good understanding of how the child communicates, it may limit aggressive behaviours that can be displayed. This shows the importance of adult intervention and the role of the adult in developing positive communication skills. 
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The focus of this case will be on a 6-year-old child with a primary diagnosis of ASD. For the purpose of this essay, the child will be referred to as Sophia. For ethical reasons and to avoid any distress towards Sophia and her family, any personal information regarding Sophia has been anonymised (BERA, 2018). Sophia has been assessed using the WellComm assessment which looks at the receptive and expressive language skills of a child between 6 months and 6 years (see appendix A for explanations of WellComm and sections related to specific chronological ages). The assessment initially starts at the child’s age and works back until the child receives a green score, eluding to the fact the child is working at that specific age. From this, it is noted by WellComm for the child to work on the language difficulties from the section above the one they had a green score to provide opportunities for development (see appendix B for section examples). After the initial assessment, it was shown that Sophia was working at a section 4, which is around the age of 30 months or two and a half years of age. This would imply from the research above that Sophia would be working at or just coming out of a prelinguistic stage of language acquisition and functioning within the schema of sensorimotor development. Sophia would need to learn in way that would involve working using her senses but through building joint attention and applying gesture to words. From looking at the parts where Sophia has the most difficulty, it was noted that she has difficulty in answering questions. Sophia shows signs of echolalia, often repeating the question back or looking at your mouth and copying the shapes made, waiting to copy the answer she thinks you want, rather than what she understands.  
 
Sophia’s first language however is not English. At home her parents speak to her in Malayalam and she is exposed the nursery rhymes and programmes in her home language. Although her parents speak to her in her home language, her brothers only exclusively speak English to Sophia when at home. Therefore, she is hearing both languages within her home environment. Her parents have noted that she has never said a word in Malayalam, she does follow basic instructions. It was noted by Baker (1993, cited in McDevitt et al., 2013) that although there are initial delays within language development for bilingual children, they are fluent in both languages by the time they reach school age. This is not the case for Sophia, however due to her cognitive delays and the language age score from the Wellcomm assessment, Sophia is currently only working at a preschool level and may take more time to before proficient in either language. It is also difficult to assess her proficiency in her Malayalam due to budget cuts in the EMAU service within the local authority and bilingual communicators being difficult to access from the authors’ personal experience. It could be suggested that learning languages bilingually could be confusing for a child with ASD due to their difficulty with developing communication and language acquisition. However, although research is limited, it is possible that learning bilingually can support children with ASD to develop better communication and social skills. Valicenti-McDermott et al. (2013 cited in Hampton et al., 2017) noted that bilingual children with ASD showed more communicative gestures and imaginative play, than those who learnt language monolingually.
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From the initial WellComm assessment, the author decided that the use of Colourful Semantics would be a good form of AAC to implement with Sophia. Colourful Semantics was first introduced by Bryan (1997, cited in Hettiarachchi, Ranaweera and Walisundara, 2018) and it uses visual support and colour coordination to support the development of answering questions in a systematic order. The following questions of the primary focus on the resource: Who?, What Doing?, What? and Where?. When the question is asked, it is reinforced with Makaton signing to support and reinforce the understanding of the question. Until a child has mastered and understood the first question, they can’t move onto the second, then the third etc. Colourful Semantics also supports children to create basic sentences once the questions have been mastered in order to build on their vocabulary. They are shown a picture, and asked to provide an answer using colour coded cards provided. For example, the who card is orange, therefore the who answers are orange, and the child would be given two or more options in order to answer the question (see appendix C for more information and examples). Questioning is an area which Sophia has difficulty in her development of her communication skills. As Sophia has ASD, she is very systematic in her approach to learning and her working memory is very good, she often memorises words and number sequences and recalls with ease. 
ASD is categorised by the following; deficits in social interaction and communication alongside repetitive and restrictive behaviours (National Autistic Society, 2018). With regards to social communication and interaction, it is a common attribute that communication is typically impaired in people with ASD, where most find difficulty with expressive language and communication. This becomes more prominent by the time they reach school age (McLay et al., 2017). Sophia’s statement of SEN also reflects this, where it shows a long-term objective in developing her expressive and receptive language. Colourful Semantics could be used for both receptive language (as Sophia would have to understand the question) and expressive language (Sophia would then have to provide an answer either by identifying the correct picture or by using the correct word verbally). 
Colourful Semantics is fairly new approach to developing communication and consequently it is limited in its previous research and studies. Therefore, this provides limitations in its effectiveness of its use and to look into depth at the resource. However, it is highly recommended by speech and language therapists in the UK and is suggested to be most effective with younger pupils than older pupils (Hettiarachchi, Ranaweera and Walisundara, 2018). As Sophia is still only 6 years old, early intervention to support the development of her communication is vital. For children with ALN, early intervention is essential and may lead to improved educational achievement and personal development (Mengoni and Oates, 2014). As stated previously, difficulty in developing language and a means of communication can affect academic achievement as a whole, therefore early intervention and developing a means for communication could support Sophia not just to form relationships and communicate her needs, but to achieve academic success across a range of subjects. 
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Sometimes Sophia displays primal behaviours that overrides any intentional communication that she is trying to express. As a known adult, it is important to look at Sophia’s specific behaviours and try to interpret what she is communicating as different behaviours may indicate different responses. For example, if in pain, scared or worried, Sophia tends to drop to the floor, scream or cry and contort her body into various positions until she is calm again and ready to continue a task. This response involves her sensory integration process. This is where the brain takes in and organises various areas of sensory information for it to create a logical response. Sensory information that Sophia takes in cannot always be processed accurately or comprehensively due to the fact a person with ASD has a stronger fight or flight response (Berger, 2002). The fear of imminent danger triggers the fight or flight response in the brain; therefore, it would be essential that Sophia would need to be calm and feel safe before undertaking any activity and eliminate where possible any new sensory information that would potentially trigger the fight or flight response in the brain. This could be additional noise or transitional movements from one space to another specifically for Sophia, however all children with ASD are different and the triggers would be different for each child and this is important to take into account before starting a new intervention. Therefore, when proceeding with the intervention initially, it would be important to keep Sophia in a quiet area classroom, which she feels in and where noise would be limited. 
The use of visual aids such as the colour coordination and picture cards used in the Colourful Semantics strategy, supports the learning of language for pupils with ASD as they typically respond better to visual instructions over verbal instructions. The predictability and structure of the resource also alleviates any anxiety that the pupil may have over the task (Allen et al., 2017). However, pupils with ASD struggle with generalisation of the skills learnt within a setting. An issue with the implementation of Colourful Semantics is that even though is a successful tool to use, sometimes there have been problems linked to the generalisability of the skill into all areas of the child’s life successfully. A similar issue arises in other AAC tools such as PECS where the child may have difficultly applying their new skills in other areas of their home and social life, as they associate the skill to where it was learnt i.e. school (Carre et al., 2009; Jurgens, Anderson and Moore, 2009). Therefore, it would be important to involve parents in the use of the tool, as Sophia would understand that this isn’t just a singular task that is only be done in school. This would then suggest that she would find it easier to either use the tool or understand the topic of questioning and be able to answer a question from a variety of people in a variety of situations. This is why it is important to expand the areas is it used and the staff implementing the task, although Sophia would be starting the task where most comfortable to introduce the resource. The use of Makaton signing is also a good support system, as it can add to the generalisation of the skill as the signs can be used throughout the day without the use of visual cards as a transition between the heavy use of visuals to verbal understanding. However, the use of the Makaton signs would have be consistent and embedded into Sophia’s everyday communication.

It is suggested that many individuals who use AAC find initiating or sustaining interactions with others difficult (Edmister and Wedner, 2015). Also, people with ASD find social interactions difficult and struggle with joint attention. In spite of this, due to Sophia’s stage of development, joint attention is an important part of her learning. Hui Shyman Ng et al. (2016) suggests that peer or teacher modelling of specific skill has a positive impact on the change of behaviour, in this case through the development of questioning and social communication. As previous stated Vygotsky (1934) believed that everyone, regardless of age or development, has the capacity for learning within their personal ZPD. Sophia would be able to accomplish the skill of questioning with the support of a more skilled partner (Kozulin et al., 2003) which would be a familiar adult within the class, or at home her parents or brothers. Parental input is also important as early intervention in AAC in the child’s natural home environment is the most effective for natural language learning (Nunes and Hanline, 2007). 
Sophia struggles to attend activities for long periods of time. Therefore, in order to keep her attention, the adult would have to be enthusiastic and patient, as an adult’s personal attitude can enhance and influence a child’s feelings towards their learning and play (McInnes et al., 2013). The less engaging the adult, the less likely Sophia will focus on the task and not develop her joint attention skills as well the specific skill of questioning, meaning she won’t initiate or sustain conversation. It is also important that Sophia feels safe with the adult, as if she feels uncomfortable, her fight or flight responses may trigger, thus meaning she will not be able to communicate effectively or develop her communication.
The task would have to be done frequently as pupils with ASD need consistent and regular input in order to achieve a new skill (Finke et al., 2017). The need for consistent input links to the spiral curriculum, first introduced by Jerome Bruner (1960, cited in Clark 2010), which allows pupils to learn skills through repetition, from simple and general to complex and specific. Colourful Semantics goes from the child recognising and understanding one colour and one question through to four colours and four questions, therefore going from simple to more complex as suggested above. This can stop the child from being overloaded, taking in too much information at one time and losing interest in the task. However, a difficulty that may present itself with Colourful Semantics is its lack intrinsic motivation, with other AAC styles such as PECS, it uses a child’s motivation in order for the want to communicate their needs. Skinner (1957) suggests that by having a positive reinforcement when learning language by using our individual motivations, it would prompt a person to want to initiate and engage with communication in a functional manner. However, answering questions does not necessarily engage a pupil’s natural interests and Sophia may disengage with the task, therefore another means of motivation such as a now and next board (see appendix D) alongside the task where Sophia can see and choose what reward she is having may motivate her to stay on task. 
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In conclusion, communication is a vital part of a person’s development, however the means in which we communicate can vary and doesn’t necessarily focus on just verbal language. Although there are milestones given for acquisition of language and the development of communication, it is not necessarily the way all children develop and there might be some milestone that are not reached due to a persons developmental or cognitive needs. There are many theories and approaches to communication and language acquisition as mentioned previously (Chomsky, 1965; Bandura, 1977; Vygotsky,1934), however there is a large focus mainly on typical language development and doesn’t really include those with additional needs and how they might develop communication.
AAC can provide opportunities for people who may not acquire verbal language a means to communicate their needs with others and develop and form relationships in a way that is most accessible to them. It is important to note that a person must have a desire to communicate with others and this could be facilitated by a good communication partner (Dolly and Noble, 2018).
Colourful Semantics seems like a good tool to use with Sophia to develop her communication skills in regards to developing her understanding of questioning due to a number of important factors. As it is a visual tool, it provides Sophia with a structured and predictable element that can alleviate any anxiety caused (Allen et al., 2017) and help reinforce the language being taught. Colourful Semantics can be implemented alongside the Makaton use, that can offer reinforcement of the language and provide Sophia with a different communication skill that can be transferred into a variety of other general situations. It also offers Sophia a means to communicate where she wouldn’t have to use verbal language if she didn’t want to, as she could use the symbols to provide answers to the questions. However, it is difficult to comment on how Sophia will react to the resource as not all forms of AAC are effective with every child and the resource has not yet been implemented with Sophia in school.
It is important to ensure before Sophia communicates that she feels safe and calm with the environment that she is in. This is due to the fact that the fight or flight system is particularly sensitive in a person with ASD (Berger, 2002) and Sophia may display certain behaviours that overrun her want to communicate with others. It is vital for a well-known adult to interpret and monitor specific behaviours to try and understand what Sophia is trying to communicate at that time. It is also essential that Sophia is comfortable with her communication partner either at school or at home. Using the resource at home can support Sophia is not only generalising the skill but can provide a consistent and repetitive approach in learning to acquire this specific skill.
It is important to consider that the resource, although useful, may not be interesting or motivating to Sophia as it does not necessarily provide her with what she intrinsically wants, therefore a reward might be needed alongside the tool as a motivator for Sophia to want to communicate with her partner.
There are a few areas that have been identified where further research is recommended as a result of there being limited research in the above fields. This includes the following:
· If Colourful Semantics is a useful tool to developing questioning with pupils with ASD.
· If learning language bilingually has an affect on children with ASD in regards to their communication development and/or language acquisition of either language learnt.
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Appendix A - WellComm
This appendix gives information on the WellComm assessment conducted with Sophia. 
There are 9 sections to the assessment and each section has 10 questions. A pupil has to answer between 7-10 questions correctly to obtain a green score in a section. If a pupil obtains an amber or red score, they must try to answer questions from the sections below until a green score is obtained. Once a green score is obtained, that is the section that a pupil is currently working at. WellComm assessments always start at a child’s actual chronological age. 
The following video gives information about WellComm assessment, how to use it and how to implement specific strategies if the pupil is having difficulty with their language development: https://www.gl-assessment.co.uk/videos/wellcomm-overview/
Age Appropriate Sections:
Section 1 – 6 to 11 months
Section 2 – 12 to 17 months
Section 3 – 18 months to 23 months (1.5 – 2 years)
Section 4 – 24 month to 29 months  (2 – 2.5 years)
Section 5 – 30 months to 35 months (2.5 – 3 years)
Section 6 – 36 months to 41 months (3 – 3.5 years)
Section 7 – 42 months to 47 months (3.5 – 4 years)
Section 8 – 48 months to 60 months (4 – 5 years)
Section 9 – 60 months to 72 months (5 – 6 years)



Appendix B – Sections 4 and 5 
[bookmark: _GoBack]The following appendix is a blank outline of a section 4 and 5 assessment. It outlines the receptive and expressive questions asked. Section 4 is from 2 – 2.5 years and section 5 is from 2.5 – 3 years. This is taken from the WellComm assessment booklet (2010). 
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Appendix C – Colourful Semantics
The following video gives information about Colourful Semantics, how to use it and how to implement specific strategies if the pupil is having difficulty with their questioning and sentence structure:
https://www.youtube.com/watch?v=17smjL8Y21s
This is an example of a colourful semantics questions strip (phase 4): 
[image: Related image]

The following is an example of the symbols used to answer the Colourful Semantics questions: 
[image: Image result for colourful semantics]





Appendix D - Now and Next Board
The following picture is an example of a now and next board that would be used to support Sophia, when motivating her to communicate using Colourful Semantics and to engage her in the tasks. 

[image: Image result for now and next board]
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WellComm Score Sheet Section 4



Child’s Name 



Date of Birth                          Age (months) Gender         M/F



Ethnicity  Date



What the child understands Yes/No (�/�)



What the child uses Yes/No (�/�)



Action:



N.B. Use your own knowledge of the child as well as  
their WellComm code to make a decision regarding 
what to do next. 



Enter the Section (1–9) on which the child scored ‘Green’. Only complete on           Section: 
the Score Sheet that corresponds to the child’s age. For data collection only.



1 Can the child remember two items correctly?  



2 Can the child understand the word ‘broken’? 



3 Can the child understand the negative ‘no’? 



4 Does the child engage in imaginative play? 



5 Can the child follow three-word instructions? 



6 Is the child putting two words together? 



7 Does the child use the word ‘in’?  



8 Can the child use the word ending ‘-ing’? 



9 Is the child using ‘I’ to refer to himself/herself?  



10 Does the child use the word ‘big’ to describe things? 



 Score Code



 7–10 Green



 5–6 Amber



 0–4 Red



Score Guide



Total Score (0–10):                                                          



Code (Green/Amber/Red): 
Please refer to ‘Score Guide’ below.  
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WellComm Score Sheet Section 5 (30-35 months)



Child’s Name 



Date of Birth                          Age (months) Gender         M/F



Ethnicity  Date



What the child understands Yes/No (�/�)



What the child uses Yes/No (�/�)



Action:



N.B. Use your own knowledge of the child as well as  
their WellComm code to make a decision regarding 
what to do next. 



Enter the Section (1–9) on which the child scored ‘Green’. Only complete on           Section: 
the Score Sheet that corresponds to the child’s age. For data collection only.



1 Can the child understand the prepositions ‘in’ and ‘under’? 



2 Can the child repeat two words after you? 



3 Is the child interacting with others in play? 



4 Can the child identify the colours ‘green’, ‘red’ and ‘yellow’?  



5 Can the child understand ‘where’ questions?  



6 Is the child joining three words together? 



7 Can the child use the word ‘under’? 



8 Is the child starting to use ‘what’ and ‘where’ questions? 



9 Can the child identify an object by its function? 



10 Can the child use plurals (e.g. ‘cats’)? 



 Score Code



 8–10 Green



 6–7 Amber



 0–5 Red



Score Guide



Total Score (0–10):                                                                 



Code (Green/Amber/Red): 
Please refer to ‘Score Guide’ below.  
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