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Abstract

The intent of this research was to add to the iegjditerature regarding hearing the
voices of pre-verbal early years’ children with qiex and special educational needs
and to inform and contribute to the developmertarhmunication and interactive
methods for this population. This research willpegtinent to the local and national
context and recent legislation that promotes collation and participation with

children, young people and their families.

The exploratory research took a post-positivisgpratic position, with elements from a
transformative paradigm. This stance allowed Béity in the way reality can be
captured from this heterogeneous and potentialliyerable population. This mixed-
methods research study included a collective dasky ®f children, parents and
teaching staff sampled from a special educatioaatia school in the UK. Various data
gathering methods such as eye-tracking softwamstgunnaires and observations were

used.

The findings imply that each child required indiwvadised communication methods and
adaptations were informed through observationspanental and teacher information.
The findings also indicated a common thread adtussase studies, which placed
emphasis on adapting and considering the systemséthe child, as well as the
individual needs of the child themselves. Thigaesh will add to the limited, but
growing body of literature exploring the barrieoshearing the voices of pre-verbal
early years children with complex and SEND, as waslinform Educational
Psychology (EP) practice by demonstrating how ike/s and opinions of this complex

population can be included in the decisions thatnaade about them.
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Chapter 1

Introduction

1.1 Overview of Chapter

In this chapter | discuss my professional and peakimterest in the topic of hearing the
voice of children and Young People (YP), befordinimg the professional and political
context for the research and theoretical underpgsi This chapter outlines the

significance of the issue and justification for teeearch, leading on to its background
and purpose. A brief outline of the chosen methaglpis explained before considering

the potential contribution and implications of fivaings.

1.2 The Author’s Professional and Personal Interesh Hearing the Voice of

Children and Young People

As a trainee educational psychologist, | have srast in the social world,
communication and interaction, individual differesand hearing people’s stories.
Working with children allows for an insight intoethworld of a child in the 21st century
that as practitioners and researchers may imposenstruct our own understanding of,
having never experienced it. Helping children aehitheir potential and to be happy is
at the heart of what drives my commitment to myknamd training. To do this |

believe adults and professionals need to be aldertonunicate with children and YP

to hear their preferences, thoughts, views andiomsn

For children and young people with more complexdsegeco-ordinated assessment
process and the new 0-25 Educational Health and Blan (EHCPs) may be requested.
In England, Educational Health and Care Plans (E$)@Rre introduced in 2014
(Department for Education and Department of He&l@ii,4) and placed emphasis on
children, YP and their families being at the heduthe legislation. The Code of
Practice (CoP) encourages professionals to contfiderhild or young person’s views,
wishes and feelings, to place importance on theitigpation in decisions, to provide
information and support to enable them to makesilmts, and to support them to

facilitate their development. Through my EducagioAsychology (EP) training | have
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listened to professionals and experienced thedrarfaced when completing statutory
work with P-V children with Special Educational Niseand Disabilities (SEND). It
raises the question of how children with difficaltiin language, speech or writing with
SEND can contribute their own views other than toxp.

The Children and Families Act 2014 defines a chilgoung person as having special
educational needs, if they have a learning diffical disability, which requires special
educational provision to be made for them. Chkibdwho have been diagnosed with an
illness, disability or sensory impairment that reeadot of additional support for them
to live day to day, might be described as havir@piplex needs” (NHS, 2016). EPs
and other professionals who work with children &itdshould be able to access a
toolbox of effective methods tailored to the indival to enable children to have their
voice heard, communicate and be a participanterddtisions made about their own
future. Hearing the voices of the children is guisement in statutory documents (e.qg.,
EHCPs), regardless of age or the special educateea. It may be beneficial for
effective methods and approaches that can be apgtedp adapted to hear the voices
of children with diverse to be widely available antdised just as frequently and

confidently as the cognitive assessments and catisu frameworks.

Historically, children have often been denied agesnd possibly deemed vulnerable
and incompetent (Komulainen, 2007). Another ainthef research was to have a
positive influence on the participants themselresugh presenting an understanding
of their views and opinions as well as their pas&rarers and school staff through
practice-based implications from the findings. Tésearch holds an action agenda for
reform and maintains the idea of conducting re$eaith andfor, rather tharon,
participants. As a researcher and a trainee BR) tacreate positive change with those
I work with and uphold key axiological beliefs afcsal justice, respect and

beneficence.

Although some academic authors avoid writing inftist person, possibly to create an
objective, neutral or uninvolved tone, my involvarhand active role in data gathering
and analysis is integral so the research will bi&tevr in first person to reflect this. The
APA Publication Manual (2010) recommends using fserson, when appropriate, to
avoid ambiguity (McAdoo, 2009).



1.3 Professional and Political Context

To explore the relevance and importance of thisaesh | first consider the current
legislation and guidance for practice. EP pradiicther evolved with the Children and
Families Act 2014, which showed the involvementtofdren, YP and parents to be at
the heart of the legislation. This is reflectedha new SEND CoP (Department for
Education and Department of Health, 2014) whicltgdaemphasis on involving the
children or young people and their parents in decisaking. For children with
significant additional needs, the assessment psaoey now result in them receiving
an EHCP. EHCPs encompass children and YP age@®years old and the document
hopes to reflect the child’s aspirations for thieifa, as well as their current needs. This
is reinforcing Norwich’s (2000) and Stobie’s (2002ws of the EPs role is a fluid one,
as practitioners need to adapt to meet the stas@dad demands of new legislation and

cope with an increasing population against a chmngolitical and social landscape.

This research includes participants aged founi® years old who are P-V with SEND
and explores how professionals can develop th@rogezhes and methods to hear the
voices of these children. This is to fulfil ouasttory requirement during an EHCP
needs assessment, which is to listen to and adangssoncerns raised by children
themselves (Department for Education and Departwigdealth, 2014). This research
is also in line with Articles 12 and 13 of the WdtNations (UN) Rights of the Child
(The United Nations Convention on the Rights of@ld, 1989), which states that all
children have the right to express their views fadings, to have them considered and
taken seriously. The UN also required that adulistrfacilitate children and YP to
have their views, feelings and aspirations elicdaad placed at the centre of plans for
the future. This condition was reported by Sha8Q(l) to be “one of the provisions
most widely violated and disregarded in almost ye@here of children’s lives” (p.
108). The UN convention places responsibility dales to engage in creative and
developmentally appropriate ways of facilitatingldten’s communication (Hill et al.,
2016).

In order for this research to be beneficial andstmuttive in promoting a positive
change in practice, it is helpful to consider tegearch within the local and national

context, bearing in mind current issues and prexit



“The social and cultural climate remains ambivakanbut hearing the voices of
children and young people. There is a contextithapparently supportive of
asking for children and young people’s views, lsubften resistant to really
hearing and acting on these views” (Hardy & Hol#d,7, p.174)
All too often children and YP report that they hanat been involved in the decisions
affecting their lives, they have failed to be pard with adequate information and they
have not understood what is happening to them (RO&5). The SEND CoP requires
those who work with children to listen to and addrany concerns raised by children
themselves. (Department for Education and Depattofddealth, 2014). Recent
research by Children’s Trust ‘in York (UK), knows #orOK (2015) provides a helpful
set of questions that support the challenge andldpment of exploring effective
methods of hearing the voice of the child: “Howwle hear the voices of children and
YP? How do messages we hear shape our priorities?Hdve we used these messages
to make a difference? How do we know YP feel sa{&¢®r-ok.org.uk, 2015).

1.4 Significance of the Problem

Inclusion in education requires most children teehtneir needs met in local
mainstream early years providers, schools or cefié®epartment for Education and
Department of Health, 2014). The SEND code of jixagiromotes high-quality
teaching that is differentiated and personalisearder to meet the individual needs of
all children. EP input can sometimes be souglet difie schools have exhausted all
their efforts to support the child, or if the ne@edishe child are very complex and
therefore significantly impacts their ability taale. SEND can be thought of in four
main areas: communication and interaction; cogmiéiod learning; social, emotional
and mental health; and sensory and/or physicalsneateges (Department for
Education and Department of Health, 2014). Oftald@m with complex needs can
have needs across all areas, for example, spesghdge and communication needs

can feature alongside other learning, health, glysir sensory needs.

Children with complex and SEND are an extremelyedse population and include
potentially vulnerable children, and for some cteldverbal communication may be
particular challenging; therefore, eliciting theldls views can be difficult. These
children are often believed to have little ageradylity to voice experiences or
opportunity to participate in society (Simmons & &, 2014). The children and
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YP’s workforce needs to be equipped with greatéissior understanding children’s
‘voice’ in P-V children and YP (Yor-ok.org.uk, 20i5Developing skills in this area
can help professionals keep children safe, enbatdltey are receiving support they
want and need, that they are happy and healthyelhss helping children achieve their
potential. This research will develop methods Wwrattow the experiences of children
to be heard and provide insight into the lives -of Poung children with complex and

SEND. The research will be carried out in a UK city

1.5 Educational Psychology Practice

Todd, Hobbs & Taylor (2000) argue that the primeopcern of every EP should be
how to develop professional practice that genuieelgbles the views of children and
YP to be heard. Research suggests that hearingetive and opinions of children and
YP with SEND and involving them in assessment, milagn and review processes are
beneficial for several reasons. Some of the adgastanclude increased motivation;
independence; perception of personal control; gweldpment of meta learning skills
such as reflection, planning and monitoring; knalgke of learning styles and
individual strengths and difficulties; personalpessibility for progress; and a greater
personal responsibility for change and progres#i€éRd.998). According to Rose
(2005), YP from marginalised groups, such as thadedisabilities, have remained on
the outside of decision-making processes in edutagiven though it is quite likely that

the outcomes could have a profound impact on tivess.

The aim of this research will be to improve methtigg adults and EPs can facilitate
communication when working with pre-verbal, preaalchildren and to help children
communicate their needs and make choices. Furthrerrtios research will be an
opportunity to use practice-based evidence whigiekdo inform evidence-based
practice for EPs as well as informing person-ceht@sultation methods as promoted
in the Children and Families Act (2014).

1.6 Background and Purpose to the Research

1.6.1 Terminology

The population of children included in this reséaace children aged five or younger,
who have complex and special educational needsligablilities needs and may be pre-
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verbal or non-verbal. This research uses the tesmplex and SEND’ to encapsulate

the needs of these children.

In the literature and in practice the terms ‘nonbad# and ‘pre-verbal’ are used
interchangeably for children who do not currentbg werbal communication.

“Given that toddlers and preschoolers are chroncédly young, the extent to which
they may be jugpreverbal(they are delayed in their language now but vai gpoken
language in the near future) versusverbal(they do not use spoken language now
and will continue to not use spoken language imgw to far future) is unclear”
(Tager-Flusberg & Kasari, 2013, p. 2).

The term pre-verbal was chosen for the purposkisfrésearch as it was understood
that this may suggest that although the child tscnorently verbally expressing
him/herself, there is a positive connotation shanedl they may, one day use verbal
communication (whether primarily or alongside augtagve and alternative

communication).

Throughout this research the term ‘pre-school’ Wdlused interchangeably with ‘early

years’ to describe the young population of childndro are the focus of this research.
1.6.2 Children’s Voices

Before discussing the methods of eliciting and igagirchildren’s perspectives, opinions
and views, it is important to explain the term t@i both as a metaphorical and non-
metaphorical term. This section then explorediflecate topic of interpretation and
highlights possible issues and pitfalls when efigitchildren’s voices. Research
suggests that there is a continued need to exjgismes surrounding how best to elicit
and understand the voices of children and for tteehrave an active role in their lives
(Harding, E., & Atkinson, C, 2009).

A child’s voice is a means of directing otherseation, not only to where the child is
located but also to how they feel. “A child’s voican at times be a powerful event,
sometimes heard by unintended hearers in the wigddghbourhood” (Kupfer, 2011,
p.102). Listening to children’s voices can allotlers to recognise their emotional
states such as joy, curiosity, satisfaction, bomgdanger or despair (Harcourt, Perry, &

Waller, 2011) and, more than gaze, posture andigesstvoice gives value to their



feelings and allows for greater expression. Vosca basic means for directing others’

attention in a social situation and establishingacounter (Goffman, 1981).

Professionals working with children and YP may viestening to their voices the most
important aspect of their role for recognising anderstanding the important and
worrying issues for those children. The term vproetaphorically speakingan prove
capable of merging weighty issues and discoursasdipresent the current landscape
of childhood studies, such as children’s rightstipgation, social inequality,
perspectives (Schnoor, 2012) as well as inclusmitgutonomy. There is also the non-
metaphorical meaning of voice that relates to aspafdhe anatomy that produces
vocalisations and sounds. Although these two pdiiifer, they can be closely related.
For example, without the physical ability to vosaliand form words children and

young people may then need to overcome barrieatinglto participation and equality.

Listening to the voices of P-V children and recavgitheir intended meaning can
sometimes require trial and error. The interpretadf gestural pre-linguistic
communication can be supported by a joint-atteafitname and shared experiences
between both communication partners, as well agtantive recipient; otherwise the
possibilities for interpretation are limitless. \Wetheless, it can be argued that the
adults who are most familiar with the child, andridfore have more shared experiences
with that child, such as teachers and family memsleme the most likely to have the
highest degree of emotional involvement (Knight &@r, 2007), and a consequence

of this factor is a lack of validity (Carpendaleddrewis, 2004). Porter, Ouvry, Morgan
& Downs (2001) however, emphasises that staff, iaemd friends are influential in
enabling the communication. Sharing crucial infation about methods of
communication can allow others to gain a more ateunterpretation of the child’'s
views and wishes. The use of multiple data forrsat$ as observations, conversations
and video recordings will facilitate sensitive imeetation and validation of inferences
(Grove et al., 1999).

There are dangers that the interpretation of aiildrvoices elicited by researchers can
be marked by the mixed motives of the adults inedI{Prout & Hallett, 2003).
Ethnographers have been criticised for portrayimggiltusion of being able to convey
authentic voices by directly quoting what childsay (James, 2007). Roberts (2000)
does warn that listening to children can be intreisind can cause distress if that act of
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listening does not mean hearing the child. Theegfinding the correct methods that
suit the needs of each child is fundamental whakiihg about gaining the voice and

hearing what they have to say.

1.6.3 Communicating with Children with Complex andSpecial Educational Needs

This section explores how varied and unique childvéh complex and SEND are and
highlights the need for unique and flexible methotisommunication. The term
‘communication’ is defined, and emphasis is plasedhe importance of aiding
understanding between the communicator and thpiegti It is important to
acknowledge the necessity of facilitating the ckicbmmunication skills and as well

as the methods of communication.

Children with complex and SEND are likely to haigngficant communication
difficulties. They may be P-V and have other difaés that could affect their ability to
react and respond to stimuli in their environmehhis population of children is a
heterogenic group, and therefore creative adapwaod diverse methods and tools to
capture the child’s attitudes, views and prefersraze required. The unique
communication patterns can pose challenges foethwasking with these children, not
only owing to the nature of the communication asdsalidity and reliability but also
because attempting to simplify the medium of comication could lead to

misinterpretation (Detheridge, 2000).

Communication is interactive, demanding an exchdreg@een two or more
communicating partners (Kraat,1985). The OxfordtiDiary (2016) defines
communication as the successful conveying or sharindeas and feelings and the
imparting or exchanging of information by speakiwgiting, or using some other
medium. Freely accessible participation in comroaton may not be available for
everyone; this could be due to inclusion or excnsenforced engagement and
disagreement, sometimes caused by physical orl smeiatraints (Harcourt et al, 2011).
The scope for children to feel empowered and hagdreedom to communicate
depends not only on appropriate methods of commatinit and sensitive interpretation
but also on the power relationships; being a peisdme ability to exercise personal
power, which allows the children to be influentiathe world and achieve outcomes
(Detheridge, 2000). Communication is an integrat padaily life experiences and not
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a separate and isolated activity for the majoritthe population. For children with

speech and language impairments, Light, Page, €amnd Pitkin (2008) found that
children preferred and value technology that sesshfantegrated them into a wide
range of functions, such as social interactionsjyraonication, play, entertainment,

telecommunication, art and companionship.

Exploring what children say cannot be possible auttitaking into account what
children hear. The communicator’s receptive andesgive communication and
cognitive capabilities may affect this exchangg,,éhow well the child understands and
processes what is being communicated and theityetmlexpress their own ideas and
have them understood. Every child will be at viagypoints along the progression of
their understanding and processing of informatioh their expressive communication
capability. The developmental gap between comprgberand speaking will vary
between children, and that gap may be exacerbgtedrbmunication difficulties or
severe physical disability (Bloom & Lahey, 1978pwtver, for people communicating
with children with complex and SEND, and especifdlyresearchers, the important
concern is the reliability of the child’s undersiarg of the referent and the ability to
express ideas (Detheridge, 2000). Children magrstand utterances before being
able to produce them (Dockrell & McShane, 1993) treir expressive communication
may not match their cognitive and comprehensiohtigsi (Detheridge, 2000).

Ethnographic research techniques allowed Schn@ir2j2o capture the ‘voices’ of the
pre-school children in their entirety without arstract notions of the conveyed
meanings, taking ‘listening’ in the literal sensehe Mosaic Approach devised by Clark
and Moss (2001, 2005) uses multiple methods tarekechildren’s views and require
the researcher to use all their senses to cagtamnany ways in which children
communicate. The Mosaic Approach promotes childragency and equality in their
own lives by allowing them to use different mediulmsommunicate and find a range
of communication method that are accessible antbappte. This work requires time
and patience from the researcher to listen to &ad Wwhat the child is communicating
through picture elicitation, drawings, intervievasidio recording, conversations and
touring of the setting.



1.6.4 Technology and Eye-Tracking Approaches

This section discusses the potential importandeatfnology and augmentative and
alternative communication that P-V children witmgaex and SEND could use to aid

interaction and communication.

Sullivan (2009) mentions Disability Theory and deades a perceived medical
perspective, explaining that the disabled commustityuld be able to walk side by side
with non-disabled researchers, using the transfovenparadigm in the search for
social justice. The transformative paradigm caadsociated with addressing inequality
and injustice in society using culturally competenixed methods strategies. Pre-
verbal children have the need to express themsednelsresearchers and professionals
should not assume that even young disabled childrénlittle or no speech have
nothing to say (Beresford, 1997). Children withnadural verbal form of expression
may have the opportunity to use artificial systerhsommunication constructed by the
adult society commonly referred to as AAC (Augmémeaand Alternative
Communication) (Falkman, 2002). Opening multiplenoaunication channels between
children with little or no speech and their carseeks to give children choices, allowing
them to exert some control over their lives (Konmga, 2007). There is an increased
number of people with significant communicatiorfidiflties who require AAC, and
there is growing evidence of the potential ben&fitdAC for a population of

individuals from diverse backgrounds (Light & McNgaton, 2012).

It is reported in the UK that there are 1 in 100ge with ASD (National Autistic

Society (NAS), 2016), and in the USA 1 in 68 cleldare identified to have an ASD
diagnosis (Centres for the Disease Control anddatean, 2016), 30 to 50 per cent of
whom are reported to lack functional speech and neaefit from AAC (National
Research Council, 2001). The incidence of Cerdbafdy (CP) in the US is also
reported to be increasing (Loyola University He&#fstems, 2010), and the current UK
incidence rate is around 1 in 400 births (CereBedsy, 2016). CP is now recognised as
one of the most common chronic childhood disabditiwith language and speech
limitations present in approximately 95 per centhad population, who may benefit

from AAC intervention to communicate (Hustad & Mi|€2010).
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AAC is a term used to describe various methodoofraunication that can enhance or
help individuals who have difficulties with speemhcommunication. Technology can
make it possible for children to control a commatien aid and provide solutions for
those who have difficulty verbalising or have ladlco-ordinated motor function to
communicate (e.g., eye tracking, movement of thoait, an eye blink or a movement of
their head) Eye-tracking technology has been usepiéntly with children and adults
to measure eye movements and is becoming morelpn¢wa infant research (Aslin,
2011). When measuring the child’s eye trackintgrpretations about psychological
processes are made, such as preference for ondisiirar others. Krajbich et al.
(2010) propose the theory of Drift-Diffusions whishused in modern psychology and
behavioural neuro-science to help explain percépe@sion making, the choice-
making process and the relationship between egkitrg, fixation and duration.
Whereas, Busmeyer and Townsend (1993), suggessiDedtield Theory to explain
the process of decision making. Both theories atjratea child would spend more time
looking at the option he/she likes; however, tigaize will move between the options
over time, placing value until a decision threshisldeached and a choice is made
(Krajbich et al., 2010). There are possible bidkascan affect the findings (e.g., Last-
fixation bias, Choice bias, Cultural Choice biasftlChoice bias), which are explained

later.

Despite growing research in the area of heariniglien’s voices there is still a need to
develop methods and inform professionals ways praving communication with
young P-V children with complex and SEND. Althougkere is no current research
showing how practitioners can improve methodsditeh to children’s views and
opinions from this population, the various resegrapers included above and later in
the literature review show how using a multi-metlaggroach and including
technology can be adaptable and be used to triatggwhat is being communicated.
This research therefore will add to the growingyoflliterature discussing the topic of
hearing voices of children, inform practitionerglassist in the further development of
methods to effectively hear the voice of P-V, ptheol children with complex and
SEND.
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1.7 Conclusion of Chapter

Throughout the previous pages the importance oftinent research has been
introduced. This chapter outlined the backgrounthé research including the author’s
professional and personal interest in the tope pitofessional and political context for
the research and its theoretical underpinningse Méxt chapter provides a critical
systematic review of the current literature thakigvant to the current research

question.
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Chapter 2

Literature Review

This chapter provides details of the literatureclealt addresses the research questions,
before providing a critical review and an overviefiterature related to this area of

research.
2.1 Literature Search

This systematic review required several sourcégtsearched and the search terms to
be adapted and added to as the search progre&dddional search strategies, other
than electronic database searches, were used. ifloasded checking reference lists of
results from the electronic search and searchimgulditional search engines.
Searches were limited to the years 2000 to 201t dite range was chosen to identify
the most current literature and to focus on acadgouirnals after the SEN CoP (2001)
had been published, which placed emphasis on ehildith SEN having a voice in
decisions made about them. The search was ndetino the UK, as this research
wanted to avoid a western-centric perspective @nagethes and methods to capture the
voice of the child. In 2017 demographics of cowestand cities reflect a greater
diversity due to the increased globalisation ofwloeld, which was reflected in the city
where the research will be conducted. These @waogl for culturally responsive

AAC approaches in order to meet the needs of, aratbessible to, the varied

populations. A flow chart diagram of the searchhswn in Figure 2.1.

An electronic search of the literature between Mamed July 2016 included the

following.

e Electronic databases (Psych info, Child developraedtAdolescent Studies,
Education Research Complete via the host dataB&%CO)
* Reference and citations lists

» Google search
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Figure 2.1 - Flow Chart of Systematic Review Search

Title sift e Excluded studies that are not
relevant based on title alone

Abstract sift on
e Studies excluded based on abstract

at title by the researcher

e Exluded studies that are
not relevant due to not
Full text sift meeting the inclusion
criteria (see table 2.2.
below)

N=9

Included studies
for review

Studies were excluded based on title, and themaadbsthrough applying the inclusion
criteria. After a review of the full text, nineuslies were identified to be relevant to the
research question and included in the literatweeve None of the studies conducted
research or produced findings that were directigteel to the current research question.
This lack of literature exploring methods and ajpgiees in hearing the voices of P-V
pre-school children with complex and SEND indicategap in the research and adds
weight to the need for this current study.

2.2 Search Criteria

Once a research question had been dectded ‘Can Practitioners Develop Methods
of Hearing the Voices of Pre-Verbal Children in Barears with Complex Needs®”’
brainstorm and thesaurus search was done to presueghaustive list of terms for

Exposure (Voice), Population (Young children) andé@@me (Understanding). During
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the search, more terms were identified and addé#uktost. The list of terms is shown
below (Table 2.1).

Boolean logic was then applied to the electroniali@ase using the Boolean operators
AND, OR and NOT depending on how the search netmlbd subtracted or multiplied.
The search first used Population AND Interventiop@&sure terms, and if the search

result was unmanageable to the number of studidf Autcome would then be added.

Table 2. 1 — List of systematic literature reviexach terms

Intervention/Exposure Population Outcome
Voice P-Vv Understanding
Communication Infant Interpretation
Interaction Early years Confirmation
Dialogue Non-verbal Comprehension
Language Early childhood Theory formulation
Speech Pre-school
Child voice Infant development

Verbal communication

Early child development

Verbal ability

Young children

Communication skills

Pre-linguistic

Social interaction

Non-speaking

Expression

Learning difficulties

Vocalisation

PMLD

Oral communication

SEND

Conversation

Special needs

Eye tracking

Eye-tracking

Technology

Mosaic approach

Observations

Triangulation

Voice of the child
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2.3 Inclusion and Exclusion Criteria

Papers were excluded or included for review dep®ndn the criteria shown below.

Table 2.2 - Systematic literature review exclusaod inclusion criteria

Inclusion Exclusion
Population | «  Early-years children * Adults
* Pre-Schoolers » Parents/caregivers/teachers
* Infants experience of having a child with
* Non-verbal SEND

e PV

» Special Educational Needs and
Disabilities (SEND)

» Complex needs

Exposure | Communication methods of P-V
children e Speech patterns of children with

» Multi-method approach used to complex and SEND
communicate and understand
young children

Outcome |+« Adult’'s understanding and » |dentifying a child’s risk of disorders
interpretation of the child’s or language delay
communication » Evaluations of interventions
* Methods/concerns about » Interactions between P-V children
confirming the information « Evaluating technologies’ impact on
communicated teaching literacy and English in
e Child's comprehension of verbal schools
or visual instruction/stimuli
Context » Clinical and natural settings * Reviews
» Case studies, case-control and | « Studies published before the year
cohort studies 2000
e Studies published between 2000-
2016

2.4 Framework for Critical Analysis of Studies

A guide to analyse the selected studies was useiical Appraisal Skills Programme
(CASP): Qualitative Research (2010). This is a khstowhich provides significant

criteria applicable to qualitative research.
2.5 Analysis and Review of Relevant Studies

Out of the nine research papers, three focuse@dwarchildren with varied complex
needs and limited or no spoken language communia¢teothers (Balan & Manjula,
2009; Pinto & Gardner, 2014; Sigurd Pilesj6 & Rassan, 2011). Two studies looked

at pre-linguistic communication and explored the okgestures and pointing during
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interaction as well as highlighting the issues rdijgy accurately interpreting the

child’s intended meaning (Dimitrova, Moro & MohiQ25; Liszkowski, Brown,
Callaghan, Takada, & de Vos, 2012). GeytenbeeknHéermeulen & Oostrom,

(2010) explored verbal comprehension in P-V chiidiad evaluating assessment tools,
while the final three studies discussed how chilre@oices are being represented and
recorded by professionals (Harding, 2009; Hilllet2016; O’Connor et al., 2011).

A table displaying the summary of the chosen stidan be found in Appendix A.
The selected papers in this literature review sliblear identified themes, as follows.

1) How children with varied complex needs and limitedho spoken language
communicate with others (Balan & Manjula, 2009;tBi& Gardner, 2014;
Sigurd Pilesjo & Rasmussen, 2011).

2) Pre-linguistic communication, exploring the usegestures and pointing during
interaction and issues regarding accurately in&tiny their intended meaning
(Dimitrova et al., 2015; Liszkowski et al., 2012).

3) Exploring verbal comprehension in P-V children awdluating assessment
tools (Geytenbeek et al., 2010).

4) How children’s voices are being accurately represkand recorded by

professionals (Harding, 2009; O’Connor et al., 2011

These four themes will be explored in detail beland the studies summarised.
Firstly, their aims will be briefly presented, atten how each study relates to the
current research will be discussed. The studiddwicompared, their methodologies
will be critiqued, similar and different findingsilhbe reported and finally the findings

of the literature will be summarised.

2.5.1 How Children with Varied Complex Needs and Ltnited or No Spoken
Language Communicate with OthergBalan & Manjula, 2009; Pinto &
Gardner, 2014; Sigurd Pilesj6 & Rasmussen, 2011).

Three studies in the review, conducted in IndiddB& Manjula, 2009), Sweden
(Sigurd Pilesjo & Rasmussen, 2011) and in the UKt@P& Gardner, 2014) over a six-
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year span (aimed to) presented findings relatingeéccommunication functions of

children with no verbal language ability.

2.5.1.1 Summary of Aims, Participants and Sample Size

Balan and Manjula (2009) conducted research iraltaliexplore the communication
functions in children aged between two and threes/é€hree males and one female)
who had been diagnosed with Cerebral Palsy, weadrgplegic and had severe speech
and physical impairments (SSPI). The study focusetive identified communicative
functions: request, information, instructions, ¢onétion and denial. This research
was to provide further literature in the area ovimmmunication attempts by children
in this population can be understood by caregivétss study is relevant to the current
research because it highlights the ways in whighdPildren communicate without

technology and the frequency of certain communiedtiinctions.

In contrast to Balan and Manjula’s research (2088)urd Pilesjo and Rasmussen’s
(2011) research was centred on how technology aidldchteraction and

communication of non-speaking children.

Sigurd Pilesjo and Rasmussen’s (2011) study wasa study design which aimed to
explore interactions between a non-speaking eight-pld boy and his everyday
communicative partners using augmentative andratime communication (AAC);
there was a focus on how the conversations arenseghand how turn-taking in
conversations develop. The research was conduct®deden. The three research

questions were as follows.

* Are the participants able to organize their intBogns in turns or turn-like units
as they are defined in Conversational Analysis?

» Are there different practices for designing conitibns to an on-going
interaction?

* What are the features of participants’ contribugidn

This study explained that there has not been meséarch into how interactions are
built up, organized and managed by the participamtsmunicating with AAC. This
included the speaking partner as well as the nealgpg partner. This study is
relevant to the current research as it is impotiahighlight issues about patterns of
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communication, for all communicating partners, whising AAC technologies. This
information can also be helpful when training neaffsas research could help inform

them about the communication patterns of childreéh similar needs.

Similar to Sigurd Pilesjé and Rasmussen (2011)XoRand Gardner (2014) conducted a
case study in the UK to explore how an eight-yddrgarl who has a severe physical
disability and complex communication needs parétap in AAC with her mother. The
study placed emphasis on how technology aids aiking. The aims of this study were

clearly explained and were reduced to two resequeistions as follows.

* How are communicative turns constructed arounditieeof AAC systems,
specifically the iPad, between a child with AthdtQerebral Palsy and her
mother in the home environment?

* How does the child with complex communication negalsicipate in iPad aided

conversation?

Pinto and Gardner (2014) defined the importandhisfresearch by highlighting the
challenge in communicating with children with Atbiet Cerebral Palsy. Pinto and
Gardner (2014) explain the need for future resetrelse to the challenge and explore
communication, interpreting and adaptation methodspnly for the child, but the
speaking partner too. This paper underlies the ogetlogical approach of the current
research, as the findings explain the importana®osidering the context of the
interaction and environment in which the childusdtioning, as well as considering all
forms of communication, e.g., non-verbal as wellhesinteraction with AAG. The aim
of the current research is to include a rich desiom of the child’s environment,
communication methods and needs, as well as usittgpie forms of communication,

whilst also considering the context of that comroation.

All three of these papers included participantdaitdiagnosis of Cerebral Palsy. Pinto
and Gardner’s (2014) and Sigurd Pilesj6 and Rasemiss$2011) case studies included
participants of the same age, eight years old,eABdlan and Manjula (2009) worked
with four cohorts who were aged between two aneelyears. The details of the
recruitment process, the reporting of the detaits @emographics varied among the
papers. Pinto and Gardner (2014) did not explarréeruitment strategy or reasoning

for choosing a case study or the thoughts behiciteng this particular dyad (child—
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mother). Balan and Manjula’s (2008) selected pgudints who attended a children’s
centre that provided services for children with ptem and SEND. Balan and Manjula
(2009) present a table with limited informatioe, j.age, gender and diagnosis of the
four participants. The children’s communicatiomtpars were their mothers in this
case, and details of age and educational backgnerelpresented. Similar details of
participants were explained in Sigurd Pilesjo aadRussen’s (2011) and Pinto and
Gardner’s (2014) studies. Both Balan and Manj2@00) and Sigurd Pilesjé and
Rasmussen (2011) tested or looked at previousteportheir participants to check for
any auditory and vision impairments, as well asrtlamguage ability. Balan and
Manjula (2009) tested for participant receptivegiaage ability using the Receptive
Emergent Language Scale. However, this scale wasatised on a sample of children
in the USA with disabilities and possible languadgéculties, not on non-verbal
children, and concerns regarding the validatiothefassessment were not mentioned.
Sigurd Pilesj6 and Rasmussen (2011) tested forcdhgrehension abilities of the
children using a Sprakligt Impressivt Test, a Swhdiormed test of language

comprehension

All three studies use mothers as the communicgt@rmers and this could be due to
their status as primary caregiver hence, they hace of the previously identified
important factors in communicating with non-spegkahildren: shared knowledge and
common ground. These papers highlight the impodari the communication partner
when interpreting the child’s voice and facilitagistructured conversational patterns.
As Pinto and Gardner (2014) suggest, research obaldenge and explore
communication, interpreting and adaptation methodspnly for the child, but the
speaking partner too (Pinto & Gardner, 2014) ariconty the mother but other key

family members, educators and friends.

2.5.1.2 Design, Data Collection and Data Analysis

Two out of the three studies used a qualitativéegte@into & Gardner, 2014; Sigurd
Pilesjo & Rasmussen, 2011), whilst Balan and Man{@D09) used a qualitative
methodology. All three studies used video to rdd¢beir data, and both case studies
(Pinto & Gardner, 2014; Sigurd Pilesjo & Rasmus&gi,1) used Conversational
Analysis to produce their findings, while Pinto a&drdner (2014) used an independent

coding method. These were appropriate designssdwex the different research
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questions. Balan and Manjula’s (2008) qualitasuely took place in a clinical setting,
and a semi-structured model was used, in whichebearcher would instruct the
mother how she should interact with her child twéase the occurrence of
communicative function. The researcher videoediffals playing on three separate
occasions over one month. Each video recordingfiftaen minutes long, and each
interaction was coded and counted. The author doiesxplain the possible effects that
the semi-structured model and the presence oegwarcher may have had on the
interactions, although they do attempt to explhat & few sessions of feeding,
physiotherapy/infant stimulation and play were wvielé to familiarise the dyad with the
recording procedure and to desensitise them tphigsical presence of the investigator
and help overcome shyness/fear. Due to the clisgtéing and the instructed play, the
reliability of the findings may be called into qties, and it may not be possible to

replicate them in a naturalistic setting.

Sigurd Pilesjo and Rasmussen (2011) used a guaitatethodology to illuminate the
communicative actions and shows how turn takingthedrganization of
communication develops. Video recordings were usexpture the data, both
vocalizations and non-spoken internationally refé\action. These were transcribed
and analysed using Conversational Analysis. Therdatgs were from three different
settings and with three different communicativeipens: 1) Home with mum, 2) Home
with personal assistant and 3) At his mainstreamo@lcwith his classmate. The settings
were naturalistic and the participants were ndrurcsed in their conversational topic.
The case study design lends itself to providinglaer data set and in-depth analysis of
the data, therefore providing more reliable findifgit less generalisability.

Similarly, Pinto and Gardner’s (2014) qualitatiesearch design used videos that were
recorded at home by the mother in a naturalistiirenment, without time restrictions

or instructions. The mother video recorded mom#rasshe believed were complete
conversations/interactions with her daughter atdnasuo researcher bias was reduced.
However, the author did not discuss the possitade and influences or their own
relationship or role in formulating the researclesfions and analysing the data. There
were four transcripts that were analysed sepata#lfour in total equalled two

minutes and thirty-five seconds. This suggeststéichgeneralisability of the findings,
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and the validity of the findings are questionahle tb the lack of description about

multiple researchers and member-checking the trgmsc

The level of depth and detail given to the datdyasigmthe researchers used to arrive at
their findings varied. Both Pinto and Gardner (204dnd Sigurd Pilesjo and Rasmussen
(2011) used examples of their transcripts in thespective papers to support their
(methodology and) findings. However, Balan and M&n{2009) explain in some detail

the level of analysis and inter-rater reliability.

2.5.1.3 Findings and Limitations

The main findings from these three studies inditad a large number of
communication functions can be naturally elicitecbtigh non-verbal communication,
rather than technology-aided communication (Balad&jula, 2009). They suggest
that so far, technology systems do not seem tdleeta do all the jobs that the human
communication partner can do (Sigurd Pilesjo & Rassen, 2011). The
communication partner is highlighted to play a magde in forming the structure of
interactions and the turn taking during communaai(Sigurd Pilesjo & Rasmussen,
2011). These findings are echoed in Pinto and fa&aisl (2014) study, which
emphasises the importance of considering the comtexhich the child is functioning
and all forms of non-verbal communication, as aslthe interaction with AAC. The

findings also highlight the importance of suppaytthe other communicator (the adult).

The findings of all the studies were not descrilmeklation to current policies or
practices. However, they did all offer areas fdufa research. Pinto and Gardner
(2014) concluded that the findings of their studuld be used for deciding the
rehabilitation strategies for further communicata®velopment. Sigurd Pilesjo and
Rasmussen (2011) described how their findings cbale clinical implications in

terms of training new staff who may be working wWitAC. They argue that awareness
of how conversations are organised can help dewofidence and turn taking; and
the speaking co-participant can add to the effyesf the interaction. In Sweden, there
is an interpreter between the speaking and thespeaking participants, and the
findings may clarify that role further. For climaas, the findings indicate that the

interventions should focus on both the non-speagartjcipants and the speaking.
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Pinto and Gardner’s (2014) findings were also tatgd in the current context or in
relation to current policy (i.e., CoP) or discusseterms of how they could be
transferred to other populations. The authorsldidvever, propose new areas of
research. Pinto and Gardner (2014) suggest fudsearch could focus on clearly
defining communicative competence of non-speakimiglien with differing AAC
systems and the development of reliable and véihital assessment procedures to
identify specific interaction strategies and intgrtions. There is also a focus on
supporting the speaking communicator. Pinto anadl@a (2014) highlight that, if the
goal for the aided speaker is to develop commuineabmpetence and independence
then, to be effective, early intervention must édittpe interaction strategies of not only
the child but also family members. This reseasdn line with other research that
suggests shared experiences and joint-attenticarakl aid communication and
positive interactions, as well as improving acoeiiaterpretations of the message
(Knight & Oliver, 2007).

2.5.1.4 Researcher Reflexivity and Future Research

A criticism of these three studies is that thers Vitle critical examination on the
researchers’ part regarding their own role, moibres, influences and potential biases
that could have impacted upon their studies, ims$eof research questions,
methodology, data collection and analysis. BalashManjula (2009) are the only ones
to mention allowing the mother—child dyads to vik# clinical setting several times in
order for them to become used to the researche¥sépce and the environment. The
researchers could have described their prior egpees in using Conversational
Analysis, as this method is grounded in the commetef the researcher, which could
make conducting research using Conversational Aigig different cultural settings
more difficult. This could also be true for anahg AAC conversational data, if the
researcher is not familiar with the methods. Tésearcher will shape and change the
‘true’ findings by merely having a presence andrbgosing their motivation for
conducting the research in the first place. Thidg&dmpact upon what is identified as
significant or noteworthy in the author’s analysisl findings. Therefore, transparent
reflective thinking could have been beneficial ahdwn awareness of the researchers’

impact.
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2.5.2 Pre-Linguistic Communication - Exploring theUse of Gestures and Pointing
During Interaction as well as Highlighting the Issies Regarding Accurately
Interpreting the Child’s Intended Meaning (Dimitrova et al., 2015;
Liszkowski et al., 2012)

The studies included below were conducted in thia&t&ands (Liszkowski et al., 2012)
and in Switzerland (Dimitrova et al., 2015). Betkplore pre-linguistic
communication: gestures, pointing and interpretatibthese actions across different

cultures.

2.5.2.1 Summary of Aims, Participants and Sample &

Both studies used quantitative designs (with) védi@orecord the interactions.

Liszkowski et al. (2012) conducted a study in thethérlands which aimed to show
evidence for pre-linguistic gestural communicatiath emphasis on index finger
pointing, and investigate whether this gesturenisersal or culturally influenced.
Although there is a range of papers on pre-lingumbinting, most of the research uses
participants from a Euro-American cultural backgrd@and questions the universality
of pre-linguistic communication skills. This papgrelevant to the current research as
it explores the possible cultural differences tabesidered when working with young
children who are P-V, and it also highlights thgportance of accurate interpretation of
the message, as this may differ depending on allbackgrounds. Ninety-six dyads
(mother — child) were included from seven differeunltures, and the children’s ages
ranged from nine to fifteen months old. Liszkowskal. presented a table detailing
each participant’s gender, age, ethnicity, famihg slanguage spoken, socialisation
goal, geographical area of their home and theiilfésroccupation. The participants
and the cultural backgrounds were chosen baseldose the various researchers knew

from their field sites.

Dimitrova et al.’s (2015) longitudinal study washclucted in Switzerland and explains
that, although there is research on the role agiaers in early communication
development, little is known about how caregivdtskaite a specific communicative
function to infants’ gestures. The aim of this stuehs to examine if the caregivers rely
on the knowledge about the referent that is sharddinfants, to interpret what
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(communicative function) the infants wish to conwath their gestures. The

participants were six eight-month-old girl and mestdyads who were recruited from
day care centres in a Swiss city. The primary laggun all families was French. The
children’s families constituted a heterogeneous imiterms of income, ethnic
composition and education. This study is relevarthé current research, as it highlights
the importance of observing P-V gestures and mow&nghen communicating and
interacting with pre-linguistic children. It alsiemonstrates the importance of shared
experiences in terms of increasing accurate indégipon of gestures and the importance

of the caregiver and child relationship.

Both studies included similar participants in termhgge and their maternal caregivers
as well as their absence of SEND diagnoses. Hawkiszkowski et al. (2012) used a
far larger sample size. Neither study providesitkebout the recruitment process.
Liszkowski et al. mention that their participantsre recruited because they showed
interest in becoming involved in the research. Ruehe aim of the research,
Liszkowski et al. (2012) states the cultural variettheir sample population, and
Dimitrova et al.’s (2015) study mentions that tlaetgipants are a heterogeneous mix
in terms of ethnic composition, although they walid-rench speaking. Both these
papers not only highlight the issues involved whgerpreting children’s messages and
intentions through pointing and gestures, they ataphasise the importance of cultural
differences and the possible impact cultural bediag may have on pre-linguistic

communication.

2.5.2.2. Design, Data Collection and Data Analysis

The preferred design for both studies was a quivet, semi-naturalistic design. The
studies used video recordings to capture the daththe data in each study were

analysed using ELAN software to code the non-vegbeatures.

Liszkowski et al. (2012) used semi-naturalisticiédition using video recordings in a
relaxed environment, where the participants wemnalfar with the researchers. Each
dyad was asked to stay in a room, where there waaldilled with pictures, colours

and textures. The video recordings were used tumaghe number of pointing actions
and other non-verbal gestures between mother attj ciither than seeking to interpret
the meaning behind certain actions. The authoragx@dl that this method was used as it
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had previously been successful in eliciting uningtied, spontaneous pointing
(Liszkowski & Tomasello, 2011). Data analysis wasprehensive and rigorous. The
video recordings were digitised, synchronised aralyged by one trained assistant
using ELAN: video annotation software developedh®/Max Planck Institute for
Psycholinguistics (Sloetjes & Wittenburg, 2008)ttallows frame-by-frame video
analysis. The assistant researcher codes allgy@y tracking and other non-verbal

gestures of the child and mother.

Dimitrova et al. (2015) explored infant gesturesenms of the number of gestures
produced and whether caregivers interpreted thestiges as conveying a clear
communicative function. The quantitative methodglogthe study allowed for
interactions between child and parent to be vigemataand coded. The researcher
recorded five-minute interactions in the particigghome. The author describes the
interactions as occurring in a naturalistic settiigwever, the awareness of the
participants that they were being video recordey have affected how naturally they
interacted and thus the validity and reliabilitytoé data; this was not discussed.
Caregiver and infant interactions were observed five occasions in two-month
intervals, when infants were eight, ten, twelveirfeen and sixteen months. This age
span was described as ideal because independdigsstiave found this period to
include the onset (age) of both functional playhwabjects and of gesture production
(Capirci, Iverson, Pizzuto & Volterra, 1996). Tvideotapes were analysed and coded
using the ELAN software. Infant gestures, whichsisted of hand movements that
conveyed a specific communicative function, werégecbduring a first watch of the
videos. During a second inspection, the reseaitermined whether mothers
interpreted each gesture produced by infants agegtmg a clear communicative

function or not.

To increase the reliability of the findings, Dinaitta et al. (2015) checked inter-coder
reliability for 20 per cent of the data, and reiidgypwas coded on 30 per cent of

Liszkowski's (2012) data recordings by a seconihéc assistant.

Both the data collection and data analysis of thesestudies are similar in terms of the
video recording, ELAN software, detailed descriptad the analysis and calculation of
inter-coder reliability. Both studies used stromgidns to increase the credibility of
their findings. Dimitrova et al.’s (2015) withindgpects longitudinal study suggests that
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the researcher can assess over time the stalititg@ntinuity of gestures produced and
the caregiver’s interpretations, as well as poitiere changes occur. However, the
possible limitation of practice effects was notagpd by Dimitrova et al. (2015). The
practice effect was not discussed, but over tireedyads could be improving their
communication while interacting in the same setiind may become familiar with
each other’s interactional patterns. This couldant upon the validity of the findings

as the mother and child.

Liszkowski et al. used a large sample size, whiely mean the findings are more
generalisable to the population; however, as teeaeh questions were concerned with
cultural differences, it would be wise to be causiaf generalizing these results to other
cultures. Liszkowski et al. (2012) used only togarid in western cultures, and it
remains unknown whether the association betweenedtaowledge about object use
and maternal interpretation of infants’ gesture®ieas to cultures other than the seven

included in the study.
2.5.2.3 Findings and Limitations

Both studies explored pre-linguistic gestures amidtpng. Liszkowski et al. (2012)
aimed to explore pointing and whether there wesecaittural differences in how this
gesture was used between child and caregiver. tfowai et al.’s (2015) focus was on

whether the caregivers could accurately intergretnbeaning of the child’s pointing.

Liszkowski et al. (2012) stated that their studgyides the first coherent and
systematic evidence of a universal form and usagpeman gestural communication
before language. The main findings were that aldodn and caregivers used pointing
in one and the same situation, and index-fingemtpw emerged in all cultures within
the same age range. Even the frequency of infaotating did not differ across

cultures.

Dimitrova et al. (2015) showed that, at age fourtemnths infants, gestures were
interpreted by mothers as clearly conveying a comoative function. It was also
highlighted that, to provide a meaningful interptain of young children’s early
gestures, caregivers likely rely on the informatamailable within the context of their
interaction. The possibility that shared knowledgeut the conventional use of objects
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helps parents interpreting their infants’ gest@®@gsommunicatively functional is

anchored in the theoretical importance of the adgve context.

Liszkowski et al. (2012) provide adequate discussibevidence both for and against
the conclusion of their study by showing findingsni other relevant research
literature, such as the universality of pre-lingjaisommunication skills and means,
alluding to vast cultural differences in socialipatpractices and the role of social
interaction in development (e.g., Gaskins, 20067¢&i$ Mistry & Mosier, 2000;
Masataka, 2003). The authors argued that the melibgylused in this paper was more
robust than in previous research and thereforeege the findings. The credibility of
the findings was discussed in relation to geneahligy across cultures and the authors
argued that, although only seven cultures wereided they were varied and distinct in
their geographic spread and in other social, deapigc, and economic aspects, thus
making it unlikely that they constituted a biasadhple. However, the authors did not
make it clear how long these families have beandiin the Netherlands, away from
their countries of origin. This may affect eachtiggpant’s level of cultural immersion,
which could impact upon their parent’s practicewture-specific behaviours and

gestures.

Dimitrova et al.’s (2015) study also presents saManitations regarding
generalizability, as, despite the longitudinal dasionly six infants were studied, five
of whom were girls. This is not a representatample and raises questions about
gender differences regarding pointing and accundé¢epretation of the meaning.

Both studies used a quantitative methodology iir tiqgproach, and as a result they
(could) produce numerical data for each of the dasnp provide an argument to
support their conclusions. A limitation of quaative research in social sciences is that
it can lack a rich or in-depth description of thx@eriences of the participant and
researcher and of their interactions and contBytfocusing solely on measuring and
counting interactions and behaviours deemed imptlae researchers could be
missing out on capturing human perceptions anefsehlvhich could provide another

level of understanding to contribute to the finding
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2.5.2.4 Researcher Reflexivity and Future Research

To increase the reliability of their findings, bgihpers used inter- rater coding.
However, neither paper explored any reflexive tmglkduring the research or explained
their position or role the researchers took whemtdating the research questions,
collecting the data or analysing the data. Biaga® discussed in terms of participants’
cultural diversity and the generalisability of firedings, however, the possible biases
concerned with the location of where the researab gathered and the participant
recruitment were not mentioned. Ethical considenstwere not mentioned, which
makes assessing if ethical standards were maidtaneng the study difficult, e.g.,
issues of informed consent and confidentialityimifrova et al. (2015) suggested an
area for future research. They found that theicgldetween infants’ knowledge of
objects’ conventional use and parents’ abilityrtieipret infants’ early gestures was
valid for all members of the same culture and midy éor parents. The suggested future
work would investigate whether this effect is indgeneralizable to communicative
dynamics between infants and adults other thargoees.

2.5.3 Exploring Verbal Comprehension in Pre-VerbalChildren and Evaluating
Assessment ToolgGeytenbeek et al., 2010).

Geytenbeek et al.’s (2010) study describes theldpweent of an assessment tool to
assess verbal comprehension in children with CP dahoot have dominance in spoken
language and who cannot access standard langusegsasents due to motor

impairments.

2.5.3.1 Summary of Aims, Participants and Sample &

Geytenbeek et al. (2010) conducted a case-conixadymethods study in the
Netherlands which was prompted by the scarcitestf instruments used to assess
verbal comprehension abilities in children with gdex communication needs and
Cerebral Palsy (CP). It had been identified tleat mssessment tools that can reliably
assess receptive language abilities are neededdB&Light, 2008). The researchers’
aims were to develop and test the validity, fedigybiand reliability of a computer-
based diagnostic instrument, Computer-Based Ingnaifior Low Motor Language
Testing (C-BILLT), for assessing verbal comprehensbilities in children with
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complex communication needs and CP. Assessmephgbrehension of spoken
language can have an impact on how caregivers thiedsanteract with children both

naturally and using technology or AAC systems.

The participants included eighteen children withese CP, nine girls and nine boys, all
aged between 19 and 75 months. The children wergited from rehabilitation centres
and special day-care centres throughout the Neti#s| Geytenbeek et al. (2010)

presented the inclusion criteria for the case gradpch included:

a) A medical diagnosis of CP;

b) A severe motor impairment;

c) A productive spoken vocabulary of less than fivedso

d) no diagnosed or documented history of auditoryiswmal perception problems;
and

e) The ability to choose between two (familiar) rebjexts.

The control group consisted of 42 children withdigabilities, 20 girls and 22 boys, all
aged between 14 and 60 months. This group wasitetfuom mainstream nursery

schools and day-care centres. Exclusion criteri@we

a) A documented history of speech/language delay;

b) A auditory or visual problems;

c) A learning disability; and

d) Any neurological or otherwise chronic diseasespsnted by parents or nursery

school teacher.

Geytenbeek et al. (2010) included a table detadiach child’s age, gender CP
diagnosis type and communication modes as paheofdsults table of the C-BILLT
testing. Screen shots and photographs of datemgaghwith the children were also
included, which allowed a clear understanding efrtiethods used.

2.5.3.2 Design, Data Collection and Data Analysis

The researchers used both the C-BILLT (Geytenbeak,e2010) and the RDLS
(Reynell Developmental Language Scales) (Edwaiésster, Garman, Hughes, Letts,
& Sinka, 1997). RDLS is a standardized measureiKEVan, Schlichting, Lutje
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Spelberg, Meulen Van Der, Meulen, Van Der, 199943@nd is one of the most
widely used tools for the assessment of senternve-t@mprehension of spoken
language. The authors investigated the prelimipagchometric qualities and
compared differences in performance on the C-Bilan@ on the RDLS in a group of
children with complex communication needs and CéPagroup of children without

disabilities.

Participants could use eye tracking, pointing, trgwitches and linear scanning to
make selections and choices on a large televisitnckear photographs of objects.
Administration of the C-BILLT was carried out byrained speech and language
therapist and used both direct observation ancovideordings to record responses. For
the children with CP, a pre-test was administeoegistablish that these children
possessed sufficient cognitive and attentionaltedsito perform the tasks included in
the C-BILLT. Children who did not discriminate atst five objects were excluded
from the study and the investigator stopped thieaftsr eight successive incorrect or
excluded responses, when the child was no longepeaative, no longer made any
visual contact with the flat screen or had beeartyanattentive. The methodology and

participant selection were comprehensive and cleagplained.
2.5.3.3 Findings and Limitations

The findings suggest that children with complex owmication needs can develop
verbal comprehension abilities when productive gpdiknguage is limited. However,
considerable variability in verbal comprehensioititsds was observed and the internal
reliability of the instrument (C-BIiLLT) has not beeroperly investigated. This study
could have benefited from a larger sample and nmdoemation explaining how the
selection procedure minimised selection bias. K taught that more in-depth
psychometric analyses of larger samples that irctildren without disabilities would
be necessary to establish test reliability (moogdbghly). There was a high
correlation between the C-BILLT and the RDLS tatebres in children without
disabilities. The C-BILLT was always administer@dtf which may explain the higher
scores than those of the RDLS. The author repaoniztdthese findings suggest that the
C- BILLT has the potential to become a useful instent to assess the comprehension

of spoken language in children with complex commation needs and Cerebral Palsy.
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2.5.3.4 Researcher Reflexivity and Future Research

Future research suggested by Geytenbeek et aDY2@lld be to conduct a study that
could also include children with mild to moderatsual impairments, as these
populations were excluded from the present stuide study found considerable
variability in verbal comprehension abilities ahe internal reliability of the instrument
had not been properly investigated. This was amattea identified for future research.

The Sage handbook of mixed-methods research (Teshdk Teddlie, 2003) proposes
four questions for researchers to ask before emzada their research as follows.

1. How does your position in society affect the way ydserve and perceive
others in your daily life?

2. What particular values and biases do you bring?

3. What particular ideas on the nature of knowledggaobring?

4. What specific research questions guide your choficesearch methods?

Although this paper was thorough in the descripthathodology, analysis and
discussion, the reflective questions mentioned alvosre not addressed.

2.5.4 How Children’s Voices are Being Accurately Rgesented and Recorded by
Professionals(Harding, 2009; Hill et al., 2016; (O’Connor et,&011)

All three studies were conducted in the UK and esgphow professionals gain and
record the voices of children with varying levefsieed. Harding and Atkinson (2009)
and O’Connor et al. (2011) used qualitative methaglg while Hill et al. (2016) used a

mixed-methods approach.
2.5.4.1 Summary of Aims, Participants and Sample &

Harding and Atkinson (2009) conducted researchlxKdocal authority, as it was
thought that, although the importance of childrenéws being ascertained and
accurately represented is advocated in both lggialand research, there has not been a
focus on how EPs record the voice of children. fésearcher developed four research

guestions:
1. What are the key themes that EPs record in thd’shilew section of a report?
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2. What evidence is there that the child’s views alutgisions and arrangements
are recorded by EPs?

3. What techniques and strategies do EPs use to aiscere child’s views?

4. How do EPs select and represent the child’s views?

This study is relevant to the current research @smportant to understand the current
practices in EP and to build on relevant researche field. This paper also highlights
the importance of how professionals make decisiegarding recording the voice of
children and YP and how to present their viewsildtén’s views were originally
collected from transition review reports of 30 randy selected year nine students, in
both mainstream and special schools, with a rah@EdID. Harding’s (2009) sample
was a mix of 30 students aged between thirteerfamrteen who attended a

mainstream or special school.

O’Connor et al. (2011) conducted a PhD pilot studthe UK: they aimed to develop
innovative and exploratory research strategiebéonessing the voices of children and
YP with behavioural, emotional and social difficedt (BESD). It has been found that
students are rarely asked what methods would warthem to convey their views and
opinions. Research also shows that YP at risk clusion are rarely their opinion or get
the opportunity to be heard (Sellman, 2009) andesits have a lot to offer research in
terms of providing insight into their own experiesc The participants in O’Connor et
al.’s study were chosen using purpose sampling adsthParticipants were aged
between fourteen and sixteen years old and hadéexmded from school due to
behavioural issues. Parents and teachers of eseere also included in semi-
structured interviews. O’Connor et al. (2011) ud#d three YP who had been
excluded from school and were attending an altemataining provider; one
participant has then identified to take part initidividual semi-structured interview as
well as parents and teachers of the YP. Due todhére of the pilot PhD study, the
sample size is smaller than Harding’'s (2009). Havgethe reporting of the research

process is rich and descriptive.

Hill et al. (2016) used a participatory researcprapch to explore the experiences of
children and YP educated in a residential schoith an emphasis on how their rights
and wellbeing were being promoted. This study lisviant to the current research, as
the aim of this study was also to develop techrscqared approaches for hearing the
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voice of children and YP. The patrticipants incld@s3 children and YP aged eight
years and three months to nineteen years andreighths, with a wide range of SEND.
It is unclear what method the researcher usedi¢atsthe participants. However, each
participant had an EHCP or a Statement of Spedat&ional Need which declared
the primary need and thus the profile of the sampjaulation was defined. Data was
also gathered from other professionals workindngdgchool, parents or carers of

participants, and school staff.

2.5.4.2 Design, Data Collection and Data Analysis

Both Harding and Atkinson (2009) and O’Connor e{2011) captured data through
transcribing audio-recordings of focus groups tenviews. Harding and Atkinson
(2009) identified themes using Content Analysis ighs O’Connor et al. chose a
Grounded-Theory approach. Hill et al. (2016) usexeohmethods. However, they
recorded only the qualitative data in the papee dhalitative data collection methods
were varied, and techniques were selected if therg welevant for the diverse range of
needs in the sample population. Procedures wededjby experienced professionals

conducting the research.

Harding and Atkinson (2009) used focus groups ¢teain techniques and strategies
used by EPs to gain the voice of the children aRdhey work with and to establish
how the information was selected and reported.igutthe focus groups, a scribe
recorded main themes, as well as the sessions bieieg recorded and transcribed.
Objectivity was promoted in the analysis, as a sdgesearcher, who did not
participate in the research, coded data from theige reports as part of a two-tier

analysis. Content Analysis was used to establisimtain themes of the focus groups.

During the review of the children’s reports, sest®f the report that contained
identifying information were separated from theeasttlata about the child, to protect
confidentiality. The anonymity of the children wa®tected, as no demographic data
was collected. The data analysis was rigoroustladesearcher used open and axial
coding; which yielded eight common themes repoiretie child’s views section of the
report, and five main approaches as of how EPgtastehildren’s views were

reported in the focus groups.
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O’Connor et al. (2011) conducted consultation sesswith participants, their parents
and their teachers to decide on data collectiomatst The study developed novel data
collection methods which were supported by theitatale methodology. Group

activity sessions of YP were observed and semegtrad interviews including life

grids were used, to allow the YP to report keyngpartant moments during their school
experiences. To reflect the diversity of the YH®ws, the researcher used
triangulation and multi-method techniques. Theaesh was conducted within a
constructivist paradigm, and a grounded theory@ggr was used to analyse the data
and capture emerging themes. The researcher cteaple initial analysis, and then
the students were given an opportunity to disdussdentified themes and confirm that

their perspectives had been captured accurately.

Hill et al. (2016) created a young researchersugrihat included a group of YP aged
thirteen to nineteen years old with various SENDhis group met several times to
identify key issues for investigation, advisingmloting appropriate methodologies
and helped to verify emerging themes. The variethodology to capture the voice of
the child included adaptations to known approaehgs the graffiti wall (used to obtain
children’s views and perspectives - suitable towisle children of all ages and abilities
who are able to write, or to do so with assistgrite diamond ranking activity (a way
of ranking activities and objects in order of prefece) and school preference cards
(consists of photographic cards, each illustratingpe of experience, labelled with
simple phrases - users are asked to sort the itaodgositive, negative and neutral
categories) as well as an adapted structured adisamtool. Throughout the write-up
of the research, photographs of the tools useddrelde a clear picture of the
adaptations made as well as the researcher’s @tseral notes which provided a
description of the adaptations and limitations. @mme of this participatory research was
to empower the participants and encourage themitte@nd steer the topic of research
and the collection of data.

2.5.4.3 Findings and Limitations

Harding’s (2009) findings clearly answered the foagearch questions. They showed a
wide range of strategies that EPs use to harneseeanrd children views. The

methods selected depended on the child’s needect@juestioning of children was
found to be the most common method of gaining céilts views. However, Hobbs,
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Todd, & Taylor (2000) argue that direct questionmngy not be the best method, as
children do not know what to say sometimes whereas$ar their views. Solution-
Focused Brief Therapy techniques were was fourmktan effective method to use.
Firstly, colleagues within the local authority ER8re participants of the focus group,
and secondly, the audio recordings and transcripttbhd not allow for important
contextual and non-verbal information to be recdrd¢owever, the notes taken during
the focus group allowed the participants to clatifgir meaning and for them to be
interpreted correctly, as the notes could be vielyedll participants.

O’Connor et al. (2011) showed an awareness of #ia rmsues involved when using
exploratory research strategies. This paper dsgtlsolutions in how to overcome
barriers regarding accessing and collecting datas@ results will inform future
research, and they were to be fed back to the s&hoamrder to help them develop best
practice guidelines for professionals working witR with behavioural, emotional and
social difficulties (BESD).

Hill et al. (2016) reported that the findings oéthresearch provided evidence to
support professionals in fulfilling their statutaspligations to hear the voice of the
child. The methods used in this study proved éffean helping to facilitate children
to share their preferences and insight. This papgrhasised that collecting and
analysing the information was time consuming, dmsl teflects the time and flexibility
needed to have meaningful interactions with complepulations such as children with
complex and SEND. Time constraints were also mnaetli when discussing the ability
to build relationships with the participants andtmsult adequately with them while
analysing the data. The aim of the research avgather information but the
researchers subsequently failed to share strategjieshe educational setting. Hill et
al. (2016) mention that future studies could ineladgreater involvement of the
children’s families, especially when analysing tla¢a collected.

2.5.4.4 Researcher Reflexivity and Future Research

O’Connor et al. (2011) explained that the consivigitapproach of grounded theory
allowed the researchers to go beyond simply exangihow individuals view their
situation and move on to explore critically the aupthe researchers themselves will be
having on developing the theory. The paper higitidnow theories develop depending
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on the researcher’s interpretation of the dataCo@nor et al. (2011) mention barriers
and issues that needed to be overcome such aale$isizes, the impact of the
researcher, gaining access to the ‘field of re$eatite gatekeepers, parental and
student consent to participate and power diffeadmtretween the researcher and YP.

Harding and Atkinson (2009) do not consider the iflthe researcher, but do explain
the impact of the research’s findings. The findilhgd an impact on the local authority
where the research was conducted and since thenttaee been changes in how EPs
collect, select and report children’s views. Futtggearch is also suggested which
could include replicating the Content Analysis gsiaports written for children of
different ages. This may allow exploration of wietthemes recorded and methods

used differ depending on the age of the child

Hill et al. (2016) took a participatory approactieh accentuated the role of
participants in the research process. The resea@anted to facilitate a feeling of
empowerment in their participants and encourage ttacbecome actively involved in
the decisions made about them, steering the faciie sesearch and the interpretation
of the data collected. Hill et al. (2016) mentiornikd Harts Ladder of Participation, but
used an adaptation of the Six Degrees of ParticipgCornwall, 1996). This
emphasised consultation, co-operation and co-legrnThroughout this study, the
researchers were aware of their position and wetreedy repositioning themselves,
perhaps through reflexive thinking; however, theswot explicitly mentioned. A
description of adaptations made and the limitatimnsach approach were provided

throughout.

2.6 Summary of Literature

The variety of methodologies used by researchetade 'Tap to Talk' (Pinto &
Gardner, 2014), the Mosaic Approach (Clark, A. &3dpP., 2001, 2005), Solution
Focused Brief Therapy (Harding, 2009), Augmenta#ind Alternative Communication
(Geytenbeek et al., 2010; Pinto & Gardner, 201gufi Pilesj6 & Rasmussen, 2011),
eye tracking and other non-verbal gestures (Liszkbet al., 2012; Pinto & Gardner,
2014), eye tracking, pointing, input switches @moanbination (Geytenbeek et al.,

2010), Life Grids and visual tools, interviews,ieity sessions (Harding, 2009;
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O’Connor et al., 2011), the Graffiti Wall, DiamoRdnking Activity, School

Preference cards and observation tools (Hill e2al16).

Most of the research highlighted the importanceadiuding caregivers, teachers and
other communication partners to help triangulagefthdings and facilitate
communication with children and YP. The methodtelil above were used to explore
the combined areas of pre-verbal communication, BEMeraction, gestural
communication, comprehension, interpretation, mashaf recording children’s voices
and the role of the speaking communicator. Howethercurrent research question has
not been explored in its entirety. The literatighlights the need for further
investigation into how professionals can work WV pre-school children with
complex and SEND and gain an understanding of theivs, preferences, likes and

dislikes.

Reviewing the current literature suggests thakthefindings from the literature could

be summarised into four themes.

2.6.1 Theme 1: The Importance of the Speaking Commicator in Facilitating

Children’s Communication and Understanding the Child’s Message

This is in line with the DECP Professional Practigdelines (Division of Educational
and Child Psychology, 2002), which state clearft firofessional EPs are expected to
support and promote the positive development déidm and YP. In doing so, they
work not just directly with YP but also with thedarents/carers and families and with
the adults who teach and care for them. The tileeareview indicates that the
communication partner plays an important role instaucting the turns of the non-
speaking co-participant (Sigurd Pilesjo & Rasmusg60i1) and highlights the
importance of supporting that person, consideragring opportunities that occur and
exploring different communication aids (Pinto & @aer, 2014). Caregivers may be
more likely to interpret accurately their childremhessages (Dimitrova et al., 2015;
Liszkowski et al., 2012).
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2.6.2 Theme 2: Consideration of the Context in whitthe Child is Communicating

and the Shared Knowledge Held by the Communicatingartners

Dimitrova et al. (2014) strengthened the idea thatpossibility that shared knowledge
helps caregivers interpret their infants’ gestutiess, echoes research presented earlier
in the background information section. For thepient to have the best chance of
accurately interpreting the message of the infamtmg there needs to be recently
shared experiences/common ground and joint attebebween them (Moll &
Tomasello, 2007; Tomasello & Haberl, 2003). Shangueriences are also crucial
when infants are interpreting messages through aduiting (Tomasello, Carpenter &
Liszkowski, 2007).

2.6.3 Theme 3: The Importance of Cultural Differenes when Interpreting

Intentional Non-Verbal Gestures

Non-verbal gestures such as index pointing are comaeross cultures. However, more
research is needed to show the extent of crossralifire-linguistic gestures before

certain communication methods are thought of agansal (Liszkowski et al., 2012).

2.6.4 Theme 4: Heterogeneity in the Group of Child¥n with Complex and Special

Educational Needs and Disabilities in Terms of thelAbilities

Considerable variability in verbal comprehensioiiitéds in children with complex
communication needs was observed by Geytenbeék(20&0) and children vary in
their level of communicative function (Balan & Maitg, 2009). These findings show
how diverse this population can be, and tools aathods should be flexible enough to
meet the needs of each child. Hill et al. (20D&)nid that schools are developing
creative techniques to promote children’s voices &r professionals working with
this population, it may be beneficial to embraceae holistic conceptualisation of

how children express their views.

This review of the literature has shown a lacklafity among researchers and
professionals regarding the most effective methiodsgage, include and listen to the
wants, needs, opinions and preferences of childneinyYP, because of the heterogenetic

nature of this population.
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The literature review has highlighted a need fothfer research in this area and has
informed the main research question and three sebtipns for this research, shown

below.

2.7 Research Questions

The main research question for the current study is

How Can Practitioners Develop Methods of Heariregg\Woices of Pre-Verbal Children

in Early Years with Complex Needs?

To answer this complex question, the themes idedtif the Literature Review have

informed the sub-questions below.

1. What techniques and strategies are used to ascér@achild’s views?

2. What adaptations to the communication methods weeeled to meet the needs
of the children participating?

3. What are the researcher’s experiences in usinguaigable methods of

communication?

This research hopes to report and convey the attapganade and the flexibility in the
methods used in order to meet the needs of thalsieesh The third sub-question
allows the researcher to share experiences of tisenmethods and approaches,
challenges, limitations as well as what worked wwth regards to listening to the
children voices. Although this will provide a sle@nd subjective account it is hoped
that this may provide transferable informationddults and professionals to refer to if
they find themselves in a similar situation. Tleadusion of the literature review and

the rationale for the current research are preddrgw.

2.8 Conclusion and Rationale for Current Research

This literature review has outlined previous methatllised for listening to the voices
of pre-verbal children in the early years with cdexmneeds. However, there seems to
be little research that explores effective andifiexmethods that can be adapted for
pre-school children with a variety of SEND, esplgi@ EP practice. There is also

little detalil in the research that explores théese¥e thinking and the experiences of the
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researchers when working with children, to capthesér voice. Part of being a reflective
practitioner requires a kind of artistry that ailseolves intuition, flexibility and critical
evaluation of one’s own experience. Recording wdthogical approaches allows for
transparency. Accounts of the researchers’ réfiethinking process can communicate
to the reader the researcher’s understanding, éypefforts to safeguard against bias,
sensitivity, flexibility and awareness of the resb&r's own assumptions, which can be
valuable information for other professionals whaehwio capture the voice of this
homogenous population.

Person Centred Planning and the SEN CoP (DepartimeBtiucation and Department
of Health, 2014) refer to One-Page Profiles andéteCentred Planning as part of the
personalisation agenda already established in iHaall Social Care (The Local Offer,
2016). Applied child psychologists and professismeorking with children make
efforts to listen and learn about what the childnemt from their lives, and work with
family and friends and other services to help a¢bitdto achieve aspirations and goals
and review these over time. In EP practice theousriools used in a person-centred
way of working, such as videos, drawings, musisyals and discussions, can help
create the child’s One-Page Profile. Person-certhie#fing tools are essentially
systemic ways of ensuring that the adults workirty whildren are meeting their needs,
recognising that each child and young person hascue style of learning,
communicating, building relationships and makingisiens (National Association for
Special Educational Needs, 2016). The personegmpproach is unlikely to prosper
without fundamental cultural change as servicespotkssionals develop new ways of
conceptualising disability, potential, self-detemation, forms of support and new ways
of working with disabled individuals and their fdi@s (National Association for
Special Educational Needs, 2016). Although argtiveiy evidence-based practice
increasingly dominates psychology, Fox (2011) ukederm “practice-based
evidence” as an alternate approach to establisgfiegtiveness. Practice-based
evidence can be understood as the psychologistihggnow to act by experiencing

unique situations and reflecting on them.

EPs are well placed to ensure that children’s viakeselicited in a natural way and that
they are included in the decisions being made atheuh (Department for Education

and Employment, 2000). EPs are seen by themsahdby local authorities as agents
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of change, EPs are found to want a greater empbagsoblem solving and
preventative work at a range of levels and recagmnihat they have a role in
supporting the raising achievements of all childifi@apartment for Education and
Employment, 2000). This research hopes to sharexperience of using multi-

methods to hear the voices of children and cortilba the evidence base in this area.

The next chapter explains the methodology and relsekesign as well as exploring the
chosen epistemological and ontological positiomhthis research. Data analysis
methods and ethical issues, as well as reliakliy validity matters, are also

considered.
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Chapter 3

Methodology and Data Collection

3.1 Chapter Overview

In this chapter, the research design and methogauogoutlined and justified.
Following this, the ontological and epistemologipaskitions are outlined, and the
researcher’s position adopted for the purposeisfrdsearch will be stated. An
overview of the research design and barriers todkearch are identified, a description
of the participants and recruitment, the researobgss for the mixed-methods study
and possible biases, as well as the reliability\aldlity concerns. This chapter
includes a list of the variables that were congd|lafter which the data analysis
processes are defined, before finally the roldefresearcher and issues relating to
ethics are considered.

3.2 The Research Rationale

The previous sections have established a cleanedé for the current study, having
explored the author’s interest in the researchessprofessional experiences,
professional and political context, as well as tded gaps in the current literature. The
aim of this research will be to inform professianahd assist in the development and
improvement of communication methods available bet@rogenic population. | hope
to do this by making a connection with the procesig transparent in my experiences

as a researcher and through the triangulationeo@i#ta.
3.3 Ontology and Epistemology

The literature review did not identify effectivedcafiexible methods or practice
guidelines that can be adapted specifically foryadal children in early years with
complex and SEND, thus highlighting a need for #xplorative piece of research that

addresses the issue of hearing the voice of tmgtx, heterogenic population.

This research could be considered as social canisisi, due to the ways in which

approaches were used and adapted to listen tdillokeen’s subjective multiple truths.
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Even though the complexity of hearing multiple domstions is acknowledged, this
research takes a post-positivist ontological apgrda inform the methodology and to
best answer the research question. The aim dirttiegs is to detail limitations,
adaptations and effectiveness of certain methodgjng a strong case for improving
and developing methods to elicit children’s viewsl preferences; however, this will be
within the realm of probability rather than certginMaxwell (2012) claims that post-
positivists believe one reality exists, but argtieg it can be known only imperfectly
because of the researcher’s limitations.

Epistemology in this instance refers to the mammevrhich the voices of the children
are heard, and is understood from a pragmaticiposats well as including elements
from a transformative paradigm. There needs tiex@ility in the way the reality is
captured, hence a pragmatic approach, considetiag i& possible within time,
budgetary and ethical constraints. The populatiochildren with complex and SEND
and issues concerning what they have to say steutdnsidered within a social and
historical context. “The transformative paradigtharacterized as placing central
importance on the lives and experiences of marngealgroups, such as women,
ethnic/racial minorities, people with disabilities)d those who are poor” (Mertens,
1999, p. 45). The aim of the research is to exptareent methods being used, in order
to develop approaches and to advance the practecéhanking of practitioners working
with children and YP.

3.4 Research Design

| chose this topic of research because | havesopal desire to help children with
complex and SEND without verbal communication tomomunicate and to interact with
other people more effectively. The research dearghontological and epistemological
positioning were informed by theoretical approachigsh as; Children’s Rights theory,

Participation Theory and Developmental Theory.

Although this research does not take an actiorareeeapproach, the findings of this
research could be adopted at a social level aredecsystemic change. It is hoped that
the practice of applied psychologists and profesdsworking with children will be
moved forward by the findings and recommendatiohis.action research agenda was
deliberately not chosen, as | believed it was nbameficial to explore how
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communicative approaches can be developed foptpslation of vulnerable children
and to address the complexity and difficulty sunding the issue of eliciting children’s

voices, rather than focus solely on the developroénty professional practice.

The purpose of this research was exploratory: itnasato inform professionals and to
assist in the development of improving methodsamhigg the voice of P-V, early years
children with complex and special educational nesdkdisabilities (SEND). In order
to explore this issue efficiently, a mixed-methoagtiple case study design will be

used.

This mixed-methods research design is viewed thr@ugragmatic and a
transformative lens. Pragmatism is essentiallyoblpm-solving approach and is used
commonly in psychology. Researchers are generaligerned with an issue at a
significant scale, which is dealt with through gtitative methods, as well as conditions
that give rise to it and the experience of thosecééd by it, gained through qualitative
means (Newby, 2014). The research question dicta¢esmethods that will be used in
this research, and by using a mixed-method dedmgpé to capture the complexity of
issue. A mixed-methods approach is helpful in tre is able to conduct in-depth
research and, when using complementary mixed msftpodvide for a more
meaningful interpretation of the data and phenomdyeng examined (Teddlie &
Tashakkori, 2003).

This multiple-case study research design includas participants and was chosen as
the preferred strategy due to the exploratory “viigthow?” or "why?" questions that
are posed (Yin, 2003). Case studies can provisighhinto unique features that may
otherwise be lost in larger-scale data (e.g., sivehere is a strong sense of reality in
the results and write up, they can embrace and luiinanticipated events and
uncontrolled variables and case studies are momageable for a single researcher
rather a whole research team. Case studies caseldewhen the investigator has little
control over events and when the focus is on aetoporary phenomenon within some
real-life context (Yin, 1981). According to Yin@@23, p. 4), "the distinctive need for
case studies arises out of the desire to understamglex social phenomena" because
"the case study method allows investigators tameétee holistic and meaningful
characteristics of real-life events". It is impart#hat, although case studies provide an
opportunity to provide in-depth, intensive and ghafocused exploration of
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occurrences (Willig, 2013), the findings may notgameralizable and, despite attempts

at reflexivity, there may observer bias issues.

Each case study analysis consists of three sepateets: parent and teacher
guestionnaires (Appendix B), naturalistic obsensai data and observational and
guantifiable data from the mixed activities anddge-tracking activities, which are
described in detail later. The findings from eaakadset are triangulated and
amalgamated for each case study and a conclussad lmen findings drawn, before,
finally, an overall conclusion and discussion oiitie data collected answers the
research question are presented. The matrix be&hows the four case studies and the

data sets.

Figure 3.1 - Case Studies and the Data Sets

e Case 1 e Case 2
o [sla* e Mark*
Observations (x2)
Observations (x2) Eye-tracking Activities
Magic Carpet School Preference
ACtiVity ACthlty
Questionnaires (x2) Questionnaires (x2)

Observations (x2)

Magic Carpet Activity
School Prefernce Activity
Questionnaires (x1)

Observations (x2)
Eye-tracking Activities

Questionnaires (x1) e Case 4

e Martin*

(* pseudonym used)

The following section discusses the qualitative qudntitative elements, as well as the
recruitment of the participants for this mixed noethcase study research, in further

detail.
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3.4.1 Qualitative and Quantitative Approaches

| selected eye tracking as the quantitative elep@entesearch suggests that, when
measuring the child’s eye-tracking, interpretatiabsut psychological processes are
made, such as indicating preference between twaooe stimuli (Krajbich et al., 2010).
Using eye gaze as a method of interaction onlyiregihe movement of the eye itself,
unlike alternative methods such as the use of bestor buttons, head-mounted
equipment or other obtrusive devices which mayirequovement of other muscles
and may cause discomfort. Thus, making eye-trackingccessible solution for
individuals with physical and motor disabilitiesdg paralysis, spinal cord injury &
cerebral palsy) and ideal for the study of youniddedn and infants.

The qualitative methods used included structuresstionnaires, observations and
various activities in which adaptations were guibgdhe experienced school staff as
well as informed by observations. These methodldoeidescribed later in detail.

A concurrent embedded approach was used, as battiigtive and qualitative data
were collected simultaneously. There is more weaghthe qualitative data; the
guantitative data plays a supportive role. The $@ts of data reside side-by-side, both
presenting different views of the same area bexpdpeed. A concurrent embedded
approach allows different methods to be used wystlifferent approaches for eliciting
the views of the children, school staff and pareaswvell as exploring the process and
experience of using the various methods; this tsmlze known as a multi-level
approach (Tashakkori & Teddlie, 2003).

The limitations to consider with this design relaieéhe ways in which the data needed
to be integrated within the analysis phase. A& @aethod has its own weight, there is
a risk of the results providing biased evidenceictvicould pose a problem when

interpreting the results.

3.4.2 Research Participants

The sampling strategy for this research was a dolie case study sampling from
experimentally accessible populations, also knoiwwrhaoretical Sampling; | purposely

selected participants who were considered to lewael to the research project (Jeon,
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2004). Theoretical Sampling relates to when re$mascselect a group to study based
on the relevance to its research questions. Thwexethe generalisability of findings
should be understood in terms of the generaligglaficases to theoretical propositions
rather than the wider population (Silverman, 20@%). (2003) explains that case
studies are generally used to investigate a cordeamp phenomenon (voice of the
child) within a real-life context (school), espdlyiavhen the limitations between
phenomenon and context are not clearly evidente tDuhe limited number of
participants, case studies rely on multiple soucfessidence, with data needing to

come together in a triangulated fashion (Yin, 2003)

The children were identified by key staff membaerd aelected on the basis that they
were aged between two and five years, had compl&EBdID and were P-V. The
parents and key school staff members of theserehnildere also invited to participate.
The patrticipants in the qualitative and quantietamples are different but from the
same school; otherwise known as parallel samplidige to the heterogeneity of
children with complex and SEND, this research atersi and describes the contextual
variables of each participant and provides a riescdption to pass the burden of

generalisability to the reader (Mertens, 2015).

This is a multiple-case study design, and the saimgludes four children under the
age of five years who have complex or special ettutal needs and disabilities
(SEND) and who are P-V. Due to the nature of thrmiasion process to the special
needs school where the research was administdr#ae ahildren have EP involvement

and may have, or be in the process of receiving; F4GP.

3.4.3 Contextual Information

In the section below | have described relevantdgjicial information relating to the four
participants, as well as the relevant contextudl@gemographic information relating to
the school. It is recognised that the contextaeidrs of the participants and the school
are relevant in the analysis and the conclusioawlifrom the data. The contextual
data from each participant was drawn from the ‘PBpssport’ information that was
shared by the school staff. These documents @dceadntred in their presentation and
approach. The documents include the child’s ageomality, language spoken at
home, likes and dislikes, and they also describentteds of each child, their emotional
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and behavioural presentations, what the childréoyeand what they find difficult, as

well as how they communicate with caregivers, stbtadf and peers. The contextual

information about the school was gained througHipailly available data via the

website. The contextual data reported is limited general, to protect the anonymity of

the participants and the school.

Table 3.1- Demographic Information for each Chedagell as Primary and Additional

Needs of Each Child.

Casel—-Isla Case2-Mark Case 3 - Liam

Case 4 — Michael

Gender Female Male
Age 4 5
Ethnicity Turkish Irish
Primary SEND | MTHFR Autistic

deficiency and spectrum
hydrocephalus disorder (ASD)

Vision Speech and

impairment language delay
Global
developmental
delay

Additional needq Wears glasses Dislikes loud
and has started noises and
to use a cane groups of
when walking  people

Prone to
infections

EAL

Level of verbal | Able to repeat Sounds and P- P-V utterances

communication | familiar sounds V utterances
and tunes of
familiar songs

P-V utterances

Male
5

Black African

Autistic
spectrum

disorder (ASD)

Speech and
language delay

Processing
difficulties

and giggles

Male
5
British Asian

Pelizaeus—
Merzbacher diseass
which is a central
myelination
condition

Nystagmus (rapid,
involuntary,
rhythmic motion of
the eyes) and has
difficulty with head
movements

P-v
Small in size and
difficulty putting on

weight

Gastrostomy
feeding

Uses a wheel chair

P-V utterances

L4
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The school caters for children and YP aged twaxiesn. The boys to girls ratio is 3:1
and the school population comprises 42 per cerdkBAdrican and 25 per cent White
British heritage, the remainder being from a raofyether ethnic minority groups,
reflecting the makeup of the UK city. Approximat@§ per cent use English as an
additional language, and there are 25 communitydages spoken by parents and
carers. The proportion of pupils known to be eligitor free school meals is 34 per cent

(Demographic data, June 2015).

3.4.4 Potential Barriers to Real World Research

One of the barriers to overcome in conducting neseaith YP is gaining access to the
‘field of research’ (Sime, 2008). Therefore, ageshive of this research was work
collaboratively with the school staff and paremtghsure they were aware of what was
happening at every stage of the research procAssessing this population of children
in a real world setting such as in a nursery quexgl school can be (thought of as a)
challenging (concept), especially when thinkinguwhrecruitment of the children,
parents and staff, as well as allocating a perfddre in which to gather data that is
convenient for those involved. This may includenbemindful of school holidays and
OFSTED inspections. Arrangements to collect dageevmade in advance with the
Head Teacher. The use of eye-tracking technolagytlae possibility of technical

malfunctions were also considered.

3.4.5 Inclusion Criteria

The chosen participants have varied complex or SEMD the various approaches and
technigues used were adapted to meet the neelds olildren participating. However,
to be able to access the eye-tracking activitfesretwas a list of criteria that the

children needed to meet as follows.

» Sufficient vision, but vision impairment is not arclusion criterion
* Shows ways of responding to a widening range anétyaof stimuli
* Follows a stimulus in a range of directions

* Shows response of ‘liking’ stimuli

* Shows a response of ‘rejecting’ stimuli

* Shows any form of voluntary exploration in theimmadiate environment
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e Shows awareness of two objects when prompted
e Able to select from two or more items
* Able to indicate preferred item (adult can intetpniaild’s choice)

* Shows attention to one item when a choice is affere
3.5 Data Collection Procedures

A flow chart of the data collection procedure isg@nted below (Figure 3.2). This also
shows the timeline of the pre-data collection pduce which included the distribution
of information sheets (Appendix C) and consent ®(Appendix D) as well as the
presentation of posters (Appendix E) displayed addhe school and given to parents

to let them know about the research.

A presentation to the teachers and support stagfasaducted (Appendix F). This was
an opportunity to introduce myself to the staff axglain the research rationale, data
collection procedures and aims. A parents’ infdramasession was scheduled, but this
was not feasible, due to delays in parental cormethtrecruitment as well as various
transportation and timing issues. Instead, phaiis were arranged for each parent, so
| was able to explain verbally the information sheeeived, thank participants for their
participation and answer any queries. These irgthbol visits were arranged via the
school’'s Head Teacher, the Family Liaison Officed ¢he Social Networking and
Voice of the Child Lead at the school.

Due to the schools’ use of AAC and eye-trackingptetogy, two meetings were
arranged with the head of technology before | cotetliany eye-tracking activities.
This was to allow me become familiar with the cusigable procedures and timings

and to eliminate any possible foreseeable issues.

For each participant, the two observations andsvisi conduct the eye tracking/mixed
activities required contacting the class teacheremail to arrange times which fitted
with each child’s timetable. The regular contaithwhe class teachers also allowed for
them to communicate any child absences, illnessesole-school activities (e.g.,
Christmas concerts). This required flexibilitymry approach and the ability to build

and maintain positive relationships with the sclsiaff.
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Figure 3.2 Flow chart of Data Collection Procedure

Participation Sampling

Identify children using inclusion
criteria

Research presentation for school
staff

Distribute information sheets,
consent forms and posters

S

Testing

Test the eye-tracking technology and collaboration

Researcher to become familiar with procedures and

setting

NS

Preliminary phase

Gather 'All About Me' and 'Pupil
passport’' document

Collected information to inform
stimuli used foreye-tracking

Document provides contextual
information for each child

NS

Data Collection Phase 1

Observation Screemng f or field De_51gn cye Eye-tracking test Adapt_ed_ r_nlxed
of vision tracking software activities
Data Collection Phase 2
Observation Screenmg f or field Deslgn eye- Eye-tracking test Adaptgq r_mxed
of vision tracking stimuli activities

NS

Date Collection Phase 3

Parental questionnaire

School staff questionnaire

S

Data Analysis

Quantitative data:eye-tracking

Qualitative data:Mixed Activities;
Observations; Questionnaire

Triangulation of analytical
findings

NS

Results

Report findings

Feed back to school staff and parents
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3.5.1 Quantitative

The guantitative data was collected using hardWeoeii T Series eye) and software
(Look-2-Learn). This gathered data about eacldhéye tracking and eye dwell

ability when the children were presented with chsiof stimuli displayed on the

screen. There are variables and elements to cansgitmn using the eye-tracking
technology, to ensure the reliability and validifythe results as well as ethical practice.
Considerations about the following were taken axtoount for each child: testing
situation and stimuli, calibration procedure andgeassing of eye movement data. These

are discussed below.

The school has a dedicated eye-tracking studiowall for a distraction- free
environment for children. The eye-tracking equipbegtaches to an adjustable

monitor and is practically unnoticeable, since ens®rs or other hardware elements are
visible. This allows for an unobtrusive experien&echair was placed in front of the

monitor for the child to sit on.

Calibration testing was done prior to the eye-tnaglactivities. This was a
fundamental step, which is made simple and qukntsure the eye-tracking device is
calibrated to each child by encouraging them toktemoving object to several points
on the screen. The greater the number of pointshie tracks the object to, the higher
will be the accuracy of the calibration. However,the basis of the age and SEND of

the participants, two-point collaboration was thiotuigp be sufficient.

Figure 3.3 - Look2Learn — Farmyard Activity and Bype— Sensory Activity

The calibration test also doubled as a short sargeast for the children’s field of
vision. The eye trackers tolerate both largerapid head movement. Tobii eye

trackers use binocular tracking (recognising bg#sesimultaneously) and
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automatically determine which eye is left and whighght, regardless of head pose
and blinking. Binocular tracking allows more rabtolerance to head motion, since

tracking continues even if one eye is hidden framfteld of view of the tracker.

For the child to become familiar with the eye-triagktechnique, equipment and the
setting, he/she was asked to play two eye-tracjamges using Look2Learn and Eye Fx
software. These initial games were to introdueecthild to cause and effect of eye-
tracking technology, by giving them a chance toegigmce sensory stimuli (e.g.,
musical and colourful displays) that appeared enstireen wherever the child looked,
and disappeared if they looked away. Another gaxciaded was a farmyard activity
that encouraged the child to look at the barn doothree seconds before a different

animal appeared which would then make noises anc ifsee pictures above).

Look2Learn software was used for the eye-trackimgae-making activity as it allows
for customisation. Customisable choice-makingvétets allowed the researcher to
design an activity in which the child was able take a choice between two stimuli on
the screen. The stimuli chosen were determinexlitr the findings from
observations, discussions with the school staffaréntal and school staff
guestionnaires, and therefore they differed fohesdsld. On the screen there was one
‘liked’ object/activity/person and an object/actiwperson where preference was not
known e.g., Bourbon biscuits and cake; dolls additss; sensory inflatable physio rolls
(used in Physical Education (PE) lessons and ahhetass teacher and Teresa May;
kite and bike; bumble bee and horse; banana apggi@Appendix G). The eye-
tracking activity was repeated to reduce validiyeerns, e.g., novelty factors and
chance. During tracking, the Tobii eye tracker us&ared diodes to generate
reflection patterns on the corneas of the usees eyhese reflection patterns, together
with other visual information about the person, @skected by image sensors (Tobii
T/X series Eye Trackers, 2010). The eye-trackirfyswe is able to track the
object/activity/person that the child’s gaze focuea and the duration of eye dwell to
determine the child’s choice. The duration of dweell can be adjusted and for this

research the eye dwell was reduced to 1.5 seconds.

The school and the students had access to tousbnstablets. The school also used
switches and clickers, eye-tracking technologiesyement sensors, software and a

range of apps that are intended to support theestadvith their communication.
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3.5.2 Qualitative

The qualitative data gathering procedures inclyassreéntal and school staff
questionnaires as well as observations and findnogs mixed activities. These

procedures are explained below.

3.5.3 Questionnaires

The questionnaires contained twenty questions aledeéloped these independently to
explore the topics of the verbal and non-verbal mamication methods of the children
and of the social interaction between the childipgants and their communicative
partners. The results are triangulated with therodtlata to further inform how these
young P-V children with complex and SEND commurecais well as to provide
information regarding the child’s preferences, viahit turn informed the eye-tracking

stimuli.

Although a previously validated and published goesiaire may have saved time and
resources | chose to construct my own short quastioe for parents and school staff.
This approach ensured the questionnaire includdabé list of questions relevant to my
research question, accessible wording as well @sdsand flexible response options.
However, to ensure an appropriate design and eféegtiestions, | drew on influences
from the SCERTS questionnaire designed to be cdetpley an adult who interact with
the child on a daily or regular basis, named theguage Partner Stage Questionnaire
(Prizant, Wetherby, Rubin, & Laurent, 2003; PrizaNetherby, Rubin, Laurent, &
Rydell, 2006) (Appendix H). The questions usethenSCERTS questionnaire guided
the design of my own questions and the areas tlmesuch as social communication
(understanding and use of nonverbal and verbal aomuation in social interaction),
emotional regulation (capacity to regulate attemterousal, and emotional state), and
transactional support (ways that partners and ilegectivities support development).
The SCERTS framework is an approach used to ent@memunication and social
abilities for individuals on the autistic spectrumb.can be used as an assessment tool
and an observation framework which focuses on yimauhics of the child in a
naturalistic setting and the methods adults useipport the children. | found the
guestions used had the potential to capture anttideshe nature of child/adult
interactions in both home and school settings. malkselection of questions were
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adapted and added to pre-determined questionasdPtte that the questionnaire for
this study was designed to gain further informategarding communication and

interaction methods and was not a standardisedsssat or screening tool.

The questionnaire was pre-tested by an EP whap®aialist in early years work, as
well as by a set of parents and a young persois prh-testing allowed for the
identification of questions that lacked clarity]pesl to identify repetitive questions and
highlighted any issues with the questionnaire thigiht lead to bias. This pre-testing

led to a revision of the order of questions.

The questionnaires were sent to the teachers ti€ipants via email. Two of the
parental questionnaires were administered oveplioae, one via post and one parental
questionnaire was not completed. It has been shbatrparticipants may be less
guarded in a questionnaire than in an interviewbfidas & Abbott, 2010). Timing
constraints and timetabling were also considereld thie school staff; by receiving the

questions via email the staff were able to completen when they had sufficient time.

| chose to administer the questionnaire over thenpldue to research that shows that
using the telephone is more likely to improve rem@orates (Dillman et al., 2009).
Dillman also counsels that telephone questionnaaesyield more positive results than
postal questionnaires. To ensure positive residta the telephone questionnaires the
parents were encouraged to be as honest as passdaulghout and a professional
relationship was built over two phone calls witlcle@arent. Due to the demographic
of the cases, it was felt that a telephone questioa might allow parents with English
as an additional language, and perhaps a lessanandof written English, to answer
guestions verbally. | would also have the oppatyuio re-word the questions in order
to be understood. One of the parental questiormaies completed and returned via the
post. However, it has been found that there arggrificant differences in the
prevalence of missing data between questionnasggorese methods (Johnson, Seaton,
Manktelow, Smith, Field & Draper, 2014).

The data was analysed using qualitative conteriysisawhich will be described in

depth later, and the findings triangulated with dliger qualitative and quantitative data.
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3.5.4 Observations

To access the views of children with complex antNBEit is often more appropriate to
examine their expression of preference, as deteariy their communicative
behaviour and their experience with others withigirt natural environments (Hill et al.,
2016).

To capture the nature of each child’s spontaneoasmunicative behaviours and the
methods of communication used by children and tt@inmunicative partners, in a
variety of settings, | chose data collection methathich utilised both unstructured
ethnographic and structured observations methddss allowed the openness and
flexibility required to observe and create a ‘thadscription’ of the context, whilst also
providing a structure to help make sense of tha datl understand the complexity of

issues.

The observations took place on two separate oatgsamd each occasion was an
opportunity to see the child in different situasqielassroom, playing outside, during
PE lessons, during soft play and lunch times) amtifi@rent times of day. As
mentioned, these dates and times were arrangedheitHead Teacher and school
Family Liaison Officer and were checked with thasd teachers, to ensure the
children’s timetable and routine were not disrupt®e@rbatim observational notes were
taken and later typed with all the identifying infeation removed. The observational
data was guided by the SCERTS model (Prizant,e2@03), and this is a model that
the school staff were familiar with. The SCERTSdmlovas intended to focus on
children with significant challenges in social coomitation and emotional regulation,
needs that are shared by most children with ASPBwé¥er, this model can also be
used with children with similar challenges, e.dijdren with developmental
disabilities, communication difficulties, sensomppessing disorders and difficulties in
social communication and emotional regulation. RTE has been designed and
organised to provide an individualised approachtagtlights the child’s profile of
strengths and needs. Therefore, SCERTS is apptegdar pre-verbal children as well
as verbal children. The SCERTS communication fraorkwffers a range of questions

to guide observations in six areas, these are:
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1) Joint Attention: Why did the child communicate? For which purpases
functions (e.g., to meet needs, to engage in badkfarth interaction, to share

attention, to engage socially, to share experierioe=sxpress emotions)?

2) Symbol Use:Did you observe the child initiating communication
communicating in response to others? If so, howtltedchild communicate
(e.g., imitated actions/words, gestures, gaze,lygeebal, symbols)?

3) Mutual Regulation: How did the child respond to assistance offered by

partners? Did he/she seek assistance from others?

4) Self-Regulation: What did the child do to attempt to regulate hes/h
emotions and arousal (e.g., sensory motor behajitalking to himself/herself,

planning and self-reflecting)?

5) Interpersonal Support: Which interactive style modifications helped the
child regulate, engage, and participate? Whiclesgdtors appeared to hinder

participation?

6) Learning Support: Which aspects of the activity (e.g., a clear and
predictable sequence, motivating meaningful madsgrand/or which visual
supports were most effective for supporting thédthiactive engagement?

Which variables appeared to hinder participation?

When reporting the observational data, | used d@sex reporting and vignettes to
reduce the data to manageable and meaningful chLiaksed to draw a picture in
words of something tangible (Bassey, 1999). Dptga reporting can also be called
portrayal reporting (Stenhouse, 1988) and Stenhsuggests that vignettes should be
used for short descriptive pieces to illustrateaipalar points. In the case of this
research, the vignettes are used to “encapsutdtehiservation and crystallise
important aspects” (Stenhouse, 1988, p.52) by desgran example of interaction and

communication between the child and adults or peers
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3.5.5 Mixed Activities

| worked with the children and a key member oftieeching staff who helped to
facilitate the child’s ability to communicate pregace. | recorded observational notes
regarding the ways in which the child communicated interacted throughout the

session.

The decision about which activities to use withheelgild was steered by the
experienced school teaching staff, school resouressarcher observations and
reviewing of relevant literature. As each child lthiflerent needs, each activity needed
to be adapted accordingly; the procedural inforamtadaptions made for each case
and noted limitations will be explained later i tlesults section. The activities are as

follows.

3.5.5.1 School Preference Activity

This activity is based on a profiling tool to hedigntify the sensory preferences of

adults with autism. This activity included 75 caehtitled What Do You Like? Each
card shows a different sensory experience anchtheidual sorts the cards into three
categories 'Like’ (indicated with a thumb up imag®@jislike’ (indicated with a thumb

down image) and ‘Neutral’ (with no accompanying gea

The adaptations, procedure and limitations of uttiegvariations of the School

Preference Activity are described below for Islarkand Liam.

Adaptations:

Isla is Turkish and is aged 4. She has MTHFR defigichgdrocephalus and vision

impairment

Adaptations -As Isla is visually impaired, the School Prefee@ctivity was adapted

by using toys and sensory objects instead of phapig/pictures.

Procedure -These objects were chosen by her class teachérAaadd included a

selection that the child enjoys and some with amown preference, too. Parallel
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observations by myself and a key member of thehiagcstaff of her behaviour and

facial expressions were noted whilst she was inized to each object.

Limitations —This was an artificial situation set up by adultgh activities and
methods designed by adults, to facilitate intecactind a sharing of opinions and
preferences within a particular time frame. Althbugis gave an indication of Isla’s
preference for the objects that were availableedquired informed individuals who had
a good understanding of what Isla was communicatirgyder to have a more accurate

picture of her likes and dislikes.

Mark is Irish and aged 5. He has a diagnosis of Aatsgtectrum disorder (ASD),
speech and language delay and global developnuzita}.

Adaptations -The activity used photographs frequently in tresstoom and
photographs of familiar objects or activities te thild, e.g., Circle Time, snack time,
pirate game, food and photos of known adults. ifrfeges chosen were informed by
observing what Mark appeared to like to do/eat/p¥édip as well as through the
guestionnaires, plus photographs of objects witbhrdmown preference. Familiar
photographs were used, to make it easier for thd tthunderstand what was being
asked of them and to remove reliability and amitigisisues found with novel 2D

images.

Procedure -The responses available were simplified, as Ma& ancouraged to make
a binary decision by placing the photograph that nended to him and verbally
described into one of the two boxes. One box afslled with a smiley face, the other
with a sad face, indicating ‘like’ and ‘dislike’espectively. Mark placed all the pictures
and objects near him in one of the boxes (labelligia a smiley face), as though he was
tiding up. The boxes were removed, the photogragre then laid out on the table and
Mark was encouraged to choose his favourite. Togjever, also resulted in Mark

picking up most of the photographs and putting theima pile.

Limitations— The concept of the ‘like’ and ‘dislike’ boxes wasew one, although
Mark was familiar with smiley and sad faces to mieaand dislike. Using the boxes
was a concept which required being introduced hed teinforced over time. The
limited time allocated during this research wassuficient to introduce, teach and
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reinforce the use of the boxes as a choice-malgdtigitg. The photographs used were
also used by the class teacher to allow Mark toawdoices, and usually the choice
was received immediately, e.g., the pirate gamethi® activity, care was taken not to
use those photographs, so as not to create agemlianticipation or expectation.
Similarly to Isla’s adaptations, the photographsvpied were a limited selection and

were an adult’'s construction of Mark’s preferregeats.

Liam is black African and is 5 years old. He has guiieis of Autistic spectrum

disorder (ASD), speech and language delay and btev&lopmental delay.

Adaptations -A reduction in the number of photographs. Two pgoaphs of familiar

objects (Bourbon biscuit and banana) were used.

Procedure -These were placed on a chair, and Liam chose ahbranight it me. The
teacher provided some bourbon biscuits for me ehaxge with Liam if he brought the
relevant photo to me, similar to a picture exchac@@munication system (PECS)
approach. It was originally thought by the classcher that Liam might not be able to
distinguish the photograph and use it as a requgesibl, as PECS symbols are more
familiar to Liam. However, Liam was able to choesel differentiate between the two
photographs every time, despite placing the phaiuws in different areas around the
room. Liam was not asked to choose by an adulvdgeencouraged to explore the

surroundings and choose and request a biscuisiavan time.

Limitations —The choice was made out of only two items; it migéwve been helpful to

explore Liam’s choice-making abilities using a geeaaumber of objects.

3.5.5.2 Magic Carpet

The Magic Carpet is a software program which ptsja@tteractive games and images
onto the floor that children can play with and cohsimply by moving on or over the
projected image. It can easily be customised tviddal needs and requirements, and
there is a wide range of games and activities avlgl The Magic Carpet was situated
in the eye-tracking studio in the school, whicloatkd for a distraction free
environment for the child to play in and explotanteracted with and observed each
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child using various programmes, either indepenganthlongside the key teaching

staff member.

Isla -We (class teacher and researclsgd the flower bed app and the fish pond app.
The fishpond app is reported to be Isla’s favouaitd she uses this on an iPad in the
classroom. She sat on the floor, in the centré@fggond’, while the adults (mother,
class teacher, TA and researcher) interacted Witlwiater and moved the fish.

Liam —We (class teacher and researcher) used the figh flower bed and other
interactive sensory apps which make noises andoausounds when you move on the

carpet.

3.5.5.3 Eye Tracking

The eye-tracking software ‘Look2Learn’ was custadiso that once the choice had
been made by the child (i.e., by the duration efdlie dwell [1.5 seconds] on the
image), an audio recording would state which imaag been chosen, e.g., “banana”. |

was able to note the responses from time one areltivo.

Mark —On the screen there was one ‘liked’ object/actipiyson and one
objects/activity/person with an unknown prefererecg,, Bourbon biscuits and cake;
dolls and teddies; sensory inflatable physio r@lsed in PE) and a bench; class teacher
and Teresa May; kite and bike; bumble bee and hbesgna and grapes. These
selections were informed through observations awadlyais of questionnaires. |
observed and made notes at time one and time twich choices were made,

through eye tracking.
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Table 3.2 — Results from Mark’s Eye-Tracking Adiyvi

Mark — Eye-Tracking activity

Time 1 Time 2
Sad face Sad Face
Banana Grapes
Doll Doll
Teacher Teacher
Sensory roll Sensory roll
Bee Horse
Flying a kite Flying a kite
Biscuits Biscuits

Michael is 5 years old and British Asian. He has Pelizadlerzbacher disease (a

central myelination condition) and Nystagmus.

Michael —Eye-tracking software failed to work for MichaeloWever, he could
respond and complete the 9-point collaboration ggsdwice. The Collaboration
process requires the child to follow a moving shapéhe screen to ensure that the
sensors capture images of the user’s eyes so ¢heamking device knows where the

user's focus is at any given point in time to ble &b use the software most effectively.

3.5.6 Variables

Research in this area is complex, due to the conging variables and different
features that occur in children with complex andN®Eand the understanding of the
term ‘voice’. However, it is important that thesearch should address these variables,
as it is the variety in children’s SEND and in dnén’s communicative ability that
drives the need for this research, as well asithiéeld literature that addresses this
issue. Below is a comprehensive list of varialieg warrant consideration and

attempts were made to control these.

Independent variable®ategorical variables)
« Demographic status (age, gender)
e Social circumstances (country of birth, home lamgg)a

« Lifestyle and behaviour (diet, activities)
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* Health status (SEND, motor skills, physical hedtwelopmental age)

« Visual saliency (where the individual views pariaofimage/object that is
sufficiently different from its surroundings andwsrthy of their attention)

» Location of images on the screen (during eye-tragki

« Calibration of the eye-tracking system used

Dependent variable@rdinal variable)

* Eye-tracking parameters, i.e., gazing and duraifayaze

Mediating variables to consider
e SEND
e Chronological age/developmental age
» Ethnicity/cultural background
* English as an additional language (EAL)
*  Novelty
» Fatigue

* Fluency in alternative methods of communication
To control for demographic, health and social amstances of participants, theoretical
sampling was used. Children who fitted the inclostateria were selected by school
staff.
| could control for a selection of environmentdtisgs e.g. minimising distractions
| attempted to control the observations by conagctibservations of the participants in
their classrooms and playgrounds without their awvass, to maintain a naturalistic

environment.

| usually observed and worked with the participantfhhe mornings to reduce tiredness

and maintain the child’s routine.

- 64 -



3.5.7 Possible Biases

Table 3.3 — Possible biases in research

Last-fixation Participants will be more likely to choose the stins they last looked at,
bias compared to the other option.

Choice bias | The longer the participant fixes their gaze on stmaulus the more likely
they are to choose it. Order and duration of iofat

Cultural choice | Cultural norms (reading left to right).
bias

Left choice bias | The more likely a subject was to look left firstetmore likely she/he was
to choose items on the left.

Systematic An inherent tendency of a process to support outsom

biases
Experimenter | The researcher’'s own expectations of the reseaaghsubtly influence
bias data collection and analysis.

Information bias | Misclassification of observations or incorrect dfedent methods of
collecting data.

Selection bias | If the sample is not randomly selected it is imaottto consider the
repercussions on the generalisability and validitthe data collected.

3.5.8 Ethical Considerations

Ethical approval was granted for the study by ttteds Committee at the University of
East London. Ethical practice was guided by thé€riPsychological Society (BPS) —
“Code of Human Research Ethics” (2014) and the BB&e of Ethics and Conduct
(2009). Issues relating to informed consent, wagkiith vulnerable children,
confidentiality and anonymity were the three ethammsiderations particularly relevant
to this topic of research and are outlined below.

3.5.8.1 Informed Consent

Ethics guided the whole process of planning andiaoting this research. Before
starting the research, | had an introductory meaiiith the Deputy Head Teacher in
which | presented the research design. | arrangedmnation sessions for staff and the
recruitment of participants. | hosted an inforroatevening at the school and invited
relevant school staff. This was an opportunitgxplain the aim, and purpose of the

research and how the data would be used.

Participant information sheets, posters and corfeemis were sent to the school’s
Family Liaison Officer and the Child’s Voice andcsa Media Lead who could

distribute these to the relevant parents. Inforemtent was sought from parents on
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behalf of their children, due to the age of thddrien (under 16 years) and the capacity
of the children to provide informed consent, in@dance with Mental Capacity Act,
(Department of Health, 2005). The consent alsotgchpermission for the school to
share contact details of parents with the researsbean introductory phone call could
be arranged between myself and parents, as wp#rasission to share information
regarding relevant demographic information andekrel of needs of the children.
Consent was also sought from the Head Teacheeddhool to allow the research to
take place within the school.

3.5.8.2 Working with Vulnerable Children

One of the main aims of this research was to egplwe children’s views and
preferences. Due to the level of need, and vanatin the children’s cognitive and

language abilities, a number of ethical consideratiwere relevant.

Children participating in this research were idigedi by the teaching staff and
arrangements for parental consent made throughRaimely Liaison Officer. Parents
were asked for consent on behalf of their childhay are legally responsible; however,
it was also important to ask the children themsel/éhey wished to participate. This
was done using smiley and unhappy faces on therstxefore the eye-tracking. A key
member of the school staff who was familiar witk tthildren was also present and
could identify and inform me if the child did noaw to participate. The results were
triangulated with how the key person who had atgraanderstanding of the child’s
reactions and emotional state. One participaredjat the unhappy face, over the
happy face, rather than the screen however th@&epn believed this to be due to the

novelty of the stimuli rather than an indicationupiwillingness to participate.

The children were observed within their schoolisgitas it has been found that
removing children with complex and SEND with a pblslimited understanding of

the world outside their familiar environment canveey distressing and can potentially
influence the reliability of the responses andefene result in an inadequate basis for
drawing conclusions (Detheridge, 2000). During dgtthering (e.g., observations, eye-
tracking tasks and other activities), the key menabeschool staff accompanying the

child was instructed not to attempt to influence ¢hild’s behaviours.
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Steps were taken to limit the effect of the poweabalance between myself, as the
researcher and the child participant, such asingeatrelaxed atmosphere, gathering
data in the child’s familiar environment with famail adults present, introducing myself
and allowing the child to be inquisitive, and allogrtime for the child to become
comfortable with the researcher being there. tetksthe school and observed the
children in their classrooms twice before complgtmy of the direct work with them,

to help the children become more familiar with mggence.

Data collection sessions were kept brief, betwde@A minutes, in order to maximise
the child’s concentration and focus levels, lirhi thild’s feelings of tiredness,
discomfort or distress; for some of the childrewais important to limit the disruption

to their daily timetable or routine. As the childreere unable to communicate verbally,
each one was observed throughout all activitiethbyesearcher and a key school staff
member who knew the child well, in order to idepainy signs of discomfort or distress

and the child’s desire to withdraw from the activit

3.5.8.3 Confidentiality and Anonymity

Adult participants were fully informed about cordittiality. They were made aware
that the children’s names and the names of thenfgrstaff and school would be
removed in the write up of the research and repladgth pseudonyms. Under the Data
Protection Act (1998), specific details of the mapiants’ characteristics were not
documented, to ensure they could not be identifrddrmation will be kept until after

the write up of the findings and finalisation oétthesis, and then it will be destroyed.

Participants were informed that, in circumstanchsne the researcher believed that the
participants or others were at risk of harm, caarfighlity would have to be broken.
Information obtained from and about a participamnim an investigation is

confidential unless otherwise agreed in advance.

3.5.9 Ethical Principles

Included below are ethical principles that werdofwked which are based on the ethical
principles stated in the ‘Ethics and Code of CotdiBPS, 2009) as well as my own
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moral principles that helped guide the researdhme résearch proposal was also passed
through the UEL’s Ethical Committee Panel (Append)ix

The researcher’s personal moral values underlyirsgrésearch are:

1. Autonomy, the right of people to hold views, to make choiaed to take actions
based on their personal values and beliefs (Fak20

2. Transparency, referring to research that shows an explicit eation between the
process and the outcome

3. Social justice“the full and equal participation of all groupssaciety that is
mutually shaped to meet their needs” (Speight &ay&009, p 54)

3.6 Data Analysis Procedures

This section describes the analysis procedurethéquantitative and qualitative data
collected, after describing the importance of tpamency when recording psychological
research. As previously mentioned both quantitadind qualitative data were
collected simultaneously; the quantitative data ia supportive role to the qualitative
findings. Both methods were used to explore timeesssue but answering different
research questions (research questions are refesgted). Data was anonymous and a

pseudonym’s were assigned to each child and addlitipant.
The main research question for the current study is

How Can Practitioners Develop Methods of Heariregg\Woices of Pre-Verbal Children
in Early Years with Complex Needs?

Sub-questions:

* What techniques and strategies are used to ascéreachild’s views?

* What adaptations to the communication methods weeeled to meet the needs
of the children participating?

* What are the researcher’s experiences in usingvaigable methods of

communication?
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3.6.1 Transparency in Research

This research is reported in a transparent wathesoeader can make informed
judgments about the conclusions and claims tal@n the findings. During research
and data collection it is inevitable that some gkido not go as planned. However, it
can be the response to these unforeseen circurastrat matters. It is important that
ethics are not compromised in pursuit of intergstesearch (Battersby, 2016).
Transparency and complete reporting of psycholbgéesearch can provide a clearer
understanding of the strengths and weaknessestatlg. And finally, keeping to
reporting standards can make it easier for otheanehers to design and conduct
replications and related studies, by providing nameplete descriptions of what has
been done before (American Psychological Associd#d®A), 2008). Without
complete reporting of the critical aspects of desigd results, the value of the next

generation of research may be compromised (APA3R200

3.6.2 Quantitative Analysis

A mixed-methods research design was chosen, t@exphd capture the complexity of
iIssues relating to hearing the views of P-V, prieest children with complex and
SEND. A concurrent embedded approach was propastidboth quantitative and
qualitative data collected simultaneously and #senting different views of the area

being explored.

The quantitative element of the research desiga-{@cking/tracking data) was

included to support the main qualitative elemegtseétionnaires, observations and
mixed activities). In an earlier chapter, the pti@nmportance of technology and
augmentative and alternative communication for EaNdren with complex and SEND
were discussed. Eye-tracking/tracking data weoseh as the quantitative element of
this mixed method design, as research suggesisithah measuring the child’s eye-
tracking, interpretations about psychological psses can be made, such as preference
between two or more stimuli (Krajbich et al., 2010)

Eye-tracking activities were used with two of thetipants. However, due to the
differentiation required to meet the needs of thiédcen, the researcher needed to use a

simpler eye-tracking programme. The nature of $msplified software meant that the
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results of the activities could not be quantifieskasured or recorded as quantitative
data. However, the eye tracking did provide ferthualitative observational data,
which added to the rich description of the contd will be discussed in the

gualitative section.

During the Data Collection section | discussedlitinéations of a mixed methods
approach. This included concerns around how theedatild be integrated within the
analysis phase, as each method has unequal wdigtg.may have resulted in the two
repeat approaches providing unequal evidence, witald pose a problem when
interpreting the results. The fact that the rese# unable to report a quantitative
element eliminates this limitation and one of tiéeptial challenges during the analysis

phase.

3.6.3 Qualitative Analysis

The literature review showed that one study ouhefselected nine used content
analysis, while the others used various qualitadivenixed-methods approaches. Two
of the papers from the literature review used chséies, while the remainder used
focus groups, multiple dyads or larger sample gsoupelow, the rationale for the
chosen qualitative multiple case study methodokryy qualitative content data

analysis is discussed.

| identified the need for an exploratory pieceedaarch that explored the issue of
hearing the voices of P-V, pre-school children vatimplex and SEND. This issue was
explored using a multi-method approach, includibgesvations, questionnaires and
direct work with the children. The focused useasfigarch methods takes the everyday
actions of listening to people’s stories, obseryinteracting, learning about their
interests, irritations and culture a step furthe®” systemic analysis that may lead to a
better understanding, not just for the researchealso for others (Tracy, 2013). A
systematic interpretation of the data collected/jpi@s an analysis that sheds light on
the possible steps to social transformation (Traéy,3).

Qualitative methodology was chosen as an elemethisfesearch due to the nature of
the research questions and the need for ‘fieldarekéin order to provide insight into
the social and cultural activities that might besseid through surveys (Tracy, 2013).
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Qualitative researchers study people in their agvnitory, within naturally occurring
settings (such as home and school) (Willig, 20k8Bjeal-world settings, qualitative
research methods can uncover significant issugésrthginform future research, they
can also facilitate the development of trusting prafessional relationships with
participants that may encourage a level of discleswand have the potential to give a
voice to those populations who are marginalisesteneotyped. Qualitative
methodology can provide an opportunity to tell@gthat not many people know
about (Tracy, 2013). This happens by not askirayttwhat people say they do, but
observing and listening to what people actuallyfTacy, 2013).

It was important not only to consider the importantl fundamental by-proxy
information provided by the adults around the aleitg but to also observe and make
sense of the children’s experiences. One ainhisrresearch will be to inform
professionals about how to improve the ways in Whine voices of the children they
work with are heard. Qualitative research can pelpple understand their
organisations, community and society and can peaiztessible knowledge which
targets particular issues (Tracy, 2013). In recagg the relevance and value of
qualitative research for this research projeds @lso important to recognise that
gualitative research can support quantitative mebeand vice versa. "Different
methods have different strengths and weaknesse®\lfconverge (agree) then we can
be reasonably confident that we are getting the prature” (Gillham, 2000, p13).

When conducting qualitative research there arestboee qualitative concepts which
the researcher should consider: self-reflexivipntext and thick description (Tracy,
2013).

1. Self-reflexivity refers to the researcher’s consideration of hair thwn values,
beliefs, background, and experiences impact omaoten with all aspects of
the research, including deciding on the researéstipns, sampling, data
analysis and framing of the results and conclusion.

2. Context refers to how the researcher immerses themseiiée iscene and
makes sense and build on the knowledge of thereultMan is an animal
suspended in webs of significance he himself haa,dpake culture to be those
webs, and the analysis of it to be therefore nabaerimental science in search
of law but an interpretive one in search of meah{@gertz, 1973, p.5).
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3. Related to the idea of context is that dhigk description, where researchers
immerse themselves in a culture, investigate treigistances present in that
scene and, only then, move towards grander statsraad theories (Tracy,
2013). Researchers can collect information and fitatn many different
sources and over varying time periods; trianguhatbdifferent data sources
can potentially generate what anthropologiststualiktic work or thick
description (Jick, 1979), and the aim is to drawatasions from densely
textured facts (Geertz, 1973).

Qualitative data analysis methods have been adtitover the years and have faced
acceptance problems as well as academic and dioiplesistance (Denzin &
Lincoln, 2000). Qualitative researchers were li@oeas unscientific, exploratory and
subjective (Kohlbacher, 2006). However, in the tntury, the development of
qualitative methods showed impressive advancesesults, thus helping them to gain
more acceptance, not only in the field of sociakeech (Mayring, 2002). This has led
to the appearance of mixed-method approaches angsthof triangulation (Creswell,
2003).

3.6.4 Why Qualitative Content Analysis (QCA)?

Qualitative approaches share a parallel aim inttieyt make it possible to further
understand a particular phenomenon from the vapeuspectives of those
experiencing it. There are many methods of qualgéanalysis and this section briefly
explains the consideration given to other methaodsthe reason for qualitative content

analysis (QCA) being chosen as an analytic tootHir research.

Thematic analysis and qualitative content analgsestwo common forms of qualitative
analysis and both can be used within a post-padigpistemological framework. It

has been suggested that thematic analysis caredeagsa flexible and useful research
tool that provides a rich and detailed, yet compéecount of the data (Braun & Clarke,
2006). It was due to the complex account of the,dzaired with no clear agreement in
the literature about the thematic process, thabke content analysis for this multi-case
study. For pragmatic reasons, qualitative cordaeatysis was used, rather than
thematic analysis, as it can be used for the simggerting of common issues
mentioned in data across multiple case studiese{&eThorogood, 2004).
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This research uses an inductive qualitative cordeatysis rather than Grounded
Theory, as with Grounded Theory the researcharppased to have no theoretical lens.
The data is collected and analysed without a thesorg themes are considered in
isolation from literature. Due to the complex mataf the research question, | wanted
to read around the area by conducting a literatewriew and learn about existing tools

and approaches used, e.g., SCERTS.

Questionnaires and observations used in this ¢adg were designed to research and
explore the ways in which current methods are ugdacilitate communication with
pre-verbal, pre-school children with complex andcsal educational needs and
disabilities. These approaches also explore wibaksvand what doesn’t work, to
inform future practice. Although it was hoped ttia findings would add to how this
issue is understood, the fact that the phenomeeamy lexplored was ways of
communicating with this population, rather than plagticipants’ experiences, meant

that Interpretive Phenomenological Analysis (IPAlic not be used.

Classical content analysis, according to Titscheyer, Wodak, and Vetter (2000,
p.55), is “The longest established method of testysis among the set of empirical
methods of social investigation”. Classic contamalysis is categorised as a
quantitative analysis method, due to the reseaitokiag able to quantify aspects of
texts. Itis seen as a coding operation, procgssw data into a standardised form
(Babbie, 2001), and the simplest form of evaluaiobsequently consisted of counting
the numbers of occurrences per category (supptisatghere was a relationship

between frequency of content and meaning) (Kohlea@006).

Many critics of quantitative content analysis amjtigat it can be reductive in nature to
count and measure patterns in text. The true mgaffiwhat was being communicated
could be lost; Mayring (2000) speaks of a supefianalysis without respecting latent
contents and contexts, working with simplifying afigtorting quantification. It was
these criticisms that led to the development of Q@&yman defines QCA in the

following way.
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"An approach to documents that emphasises theofalee investigator in the
construction of the meaning of and in texts. The@n emphasis on allowing
categories to emerge out of data and on recognihmgignificance for
understanding the meaning of the context in whicitem being analysed (and
the categories derived from it) appeared” (Brynzi94, p.424).
QCA is the chosen method to analyse the questicesai this research. It has been
described as a research technique for making edgdicand valid inferences that can
provide new insights, increase a researcher’s stateting and meaning of a
phenomenon or inform practical actions (Krippenfj@®04). Recognising this
meaning is why researchers engage in QCA ratherdtieer investigative methods
(Krippendorff, 2004). QCA can be used to develouaderstanding of the meaning of
communication (Cavanagh, 1997); it is concernett wieanings, intentions,

consequences and context (Downe-Wamboldt, 1992).

QCA can be applied in an inductive or a deductiag;whe purpose of the research
dictates which way it is used. Inductive is a tbat-up’ approach that is data driven.

In this instance | will attempt to avoid any preceptions and categorising the data into
pre-existing coding frames. Deductive QCA is whie purpose of the study is based

on prior knowledge and the main aim is theory tes{Kyngis & Vanhanen, 1999).

For this research, as it is exploratory in nature there is limited literature on the

subject area, the inductive approach will be used.

3.6.5 Qualitative Content Analysis Procedure

Like other qualitative methods, gathering and asiaty data are conducted concurrently
in descriptive qualitative approaches, adding edapth of the analysis (Elo & Kyag
2008). This research will follow the process oalipative content data analysis

according to Elo and Kyrég (2008), summarised below.

3.6.5.1 Preparation

Being immersed in the data and obtaining the sehadole, selecting the
unit of analysis, deciding on the analysis of mestiicontent (developing

categories) or latent content (developing themes).
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This research analysed data from parental and ¢eagciestionnaires per case study.
Each questionnaire included twenty questions thatiged condensed and manageable

amounts of data without the need for summarisimtéu.

3.6.5.2 Organisation

Open coding and creating categories, grouping coddsr higher-order
headings, formulating a general description ofrésearch topic through

generating categories and subcategories abstracting

Each questionnaire was annotated and certain ghasskvocabulary were highlighted
and paraphrased. Due to the nature of the questi@s, most responses were short
(two sentences) or in list form, creating unitsanalysis. The annotated coded extracts
were then grouped to form sub-categories and genategories which relate to the
main category/question of research.

3.6.5.2 Reporting

Reporting the analysis process and the resultsighranodels, conceptual

systems, conceptual map or categories and a sbery |

The findings were presented in a table for eack sagly, showing the main categories,
generic categories and sub-categories as welkegsataphrased/extracts from the
parent and teacher questionnaires. The tablelvesissummarised into a visual
representation, showing the abstraction processibas the example shown in Elo and
Kyngas (2008).

QCA can be an appropriate analysis methodologgdse study research (Kohlbacher,
2006). Case studies can provide a multi-dimeradiparspective that can be used to
create a shared view of ‘the situation’, and cagdysresearch has a major function in
generating hypotheses and building theory (Kohlbgc2006). Below, the relationship

and appropriateness of content analysis and cadg sisearch are discussed further.
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Figure 3.4 - Visual Representation Showing the Adasion Process of Content Analysis Based
on the Example Shown in Elo and Kyngas (2008), p5
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3.6.6 Using Content Analysis with Case Studies

As mentioned earlier, the context and richness®fdata is crucial to qualitative
analysis, and similarly the defining features chae study include in-depth, intensive
and sharply focused exploration of occurrencesl{§y2013). Using QCA with case

studies can be beneficial for the following reasons

3.6.6.10penness and the Capacity to Deal with Complexity

QCA synthesises openness, as anticipated due tu#igative research paradigm. It
can take a comprehensive approach towards analglatagand strives to understand the
complexity of the social situations examined. Thpacity to cope with complex data
and gradually reduce it is due to the methodoldlyicareful, step-by-step analysis
process. The procedure of summary, explicationsantturing step-by-step reduces
complexity and filters out the main points of arssdy Therefore, QCA perfectly fits the
principle of case study research: helping to utdadscomplex social phenomena
(Kohlbacher, 2006).

3.6.6.2Theory-Guided Analysis

The central idea is that researchers constantlyeoetheory and data, iterating toward
a theory which closely fits the data (Eisenhar@89). As well as theory building, it is
important to compare emerging concepts or hypothe#h existing literature, because
connecting the emergent theory to existing liteagnhances internal validity
(Eisenhardt, 1989).

3.6.6.3Amalgamation of Context

Different to the classic content analysis mentioeadier, QCA recognises that the
context in which the data is gathered is also e¢tdrthe interpretation and analysis of
the data. It is not only the apparent content efrttaterial that is important but also the
underlying content that needs to be taken intoidenstion. This is to achieve a more
holistic analysis of complex issues. “The key featof the case study approach is not
method or data but the emphasis on understandotggses as they occur in their
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context” (Hartley, 1994). Therefore, research goestabout ‘how’ and ‘why’ rather

than ‘what’ or ‘how much’ are best suited to theeatudy strategy (Kohlbacher, 2006).
3.6.6.4Amalgamation of Data

The object of QCA can be any kind of recorded comigation, e.g., transcripts of
interviews/discourses, protocols of observatiodewuitapes, written documents
(Kohlbacher, 2006). In a comprehensive study lth@ts at analysing multiple data sets
and case study research usually corresponds tcasdesign the same methods of
analysis could be applied. According to Yin (20@8%trength of case study data
collection is the opportunity it provides to usenyalifferent sources of evidence,
which allows a researcher to address a broadee raigistorical, attitudinal and
behavioural issues. Mayring (2000) states that @&#be combined with other
gualitative methods, which can be advantageous wbaling with various
heterogeneous types of data.

3.6.6.5 Amalgamation of Quantitative Steps of Analysi

Researchers in the field of socio-scientific reskauggest using and combining several
methods of triangulation or cross-examination,riheo to obtain more valid results
(Kohlbacher, 2006). The combination of qualitatarel quantitative methods can allow
a deeper insight and a more general view of theablof research (Diekmann, 2005).
Triangulation and amalgamating different data ssetsyell as quantitative and
qualitative steps of analysis, help researchebetmore confident of their results and

can also lead to a synthesis or integration ofrikedJick, 1979).
3.6.7 Triangulation of Data

For each case study there are approximately fitee skts. These data sets will be
compared and contrasted, to show whether the datadne source correlates or
concurs with data collected from another sourcesitB2010). As the data sets are
collected and analysed using different methodoldtee findings will be triangulated
using methodological triangulation; this is whea #ame issue is investigated by using
two or more methods of data collection, e.g., gaasaires and observations. This

triangulation of data is a strategy which is useddtablish concurrent validity, looking
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at the same issue from different perspectives. (1276) argues in favour of
triangulation by stating that exclusive relianceome method may bias or distort the
researcher’s view of the specific part of the sosrld being investigated. However,
Fielding and Fielding, (1986) state that the deptt breadth of one method can paint a
full picture of the phenomenon, and triangulati@esl not necessarily increase validity,
reduce bias or bring objectivity to research. Th&earch, however, is using the
triangulation method, as it can be a helpful sgwt® check validity and reliability of
data, and, due to the complexity of the issue bexgpdored and the case study design,
different viewpoints and perspectives are requicegiain a thorough understanding of
communication methods of P-V children with compéead SEND.

Triangulation procedure for this research:

4  Data gathered through questionnaires will be aealysrough QCA and will
produce main and sub-categories, describing cukeanprinciples of interaction
and communication methods.

5 The observational data will be recorded and theetigs analysed by applying the
SCERTS framework:

5.6 The level of interaction and communication ovetisgs and situations and with
various communicative partners

5.7 The extent to which the setting and approacheseh@ator facilitated the child’s
communication

5.8 How the relationship with the adult/communicatigtper helps or hinders
communication (Hill et al., 2016)

6 Eye-tracking and mixed-activity information will becorded as observational
findings.

A summary and conclusion of the findings for eaabkecstudy.
8 The main categories from all four case studies b@lcompared, contrasted and

discussed with regards to informing principlesgaactice.

3.7 Validity, Reliability, Relevance and Impact

This section begins with a discussion of the issuesounding the analysis of the
qualitative and quantitative data, before consrgthe measures taken to ensure the
findings were as reliable as possible; in otherdspwould this research yield the same
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results if replicated elsewhere by another pers@o®cerns are highlighted regarding
the validity of the research, is the research expoand measuring what it aims to, in
order to answer the research question? Finakytramsferability of the research

findings as well as feasibility, resources utilisatand the role of researcher will also

be discussed.

Qualitative research understands that the resaarehatably influences the research,
as the researcher chose a research topic, deaidedesearch question and design of
the study, and chose the methods of data colleaialysis and interpretation of
findings. Qualitative research embraces subjagtamd focuses on a particular issue,
such as the subjective and situational experieockge participant, in an attempt to
understand and create meaning. Ratner (2002)iegptzat objectivism is the highest
form of respect for the participants being studiddespects the participant’s
psychological reality as something meaningful andartant which must be accurately
comprehended. Subjectivism either denies a psygluabreality to participants or else
makes it unknowable. The psychology of other pe@ptdouded by the subjectivity of

the observer and is not recognised for what ity(tris (Ratner, 2002).

The aim of this research will be to explore methibgsvhich how professionals might
hear the voice of P-V, pre-school children with gdex and SEND, in order to develop
better approaches. The voices of children areestilsg, and influenced by personal
feelings or opinions. However, the message commatgucneeds to be understood

objectively and respected as truth by the researche
3.7.1 Reliability

During this research | have become an integralgfatte data gathering, especially
during the observations and the telephone questioesl As a result the question
“Would this research yield the same results ificgped elsewhere by another person?”
is difficult to answer. In order to tackle thisig, the researcher has been transparent
regarding procedures and decisions made, as wptbagling rich descriptions of the
context surrounding each case experiment, suckrasgraphics of the child and
details of their SEND, adjustments that needecetmbde to the approaches and

techniques used and the emotional state of thecipant and researcher.
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3.7.2 Reliability of Content Analysis

Here, several issues are mentioned that needd¢orisidered with regards to the

reliability of content analysis.

9 Although this research includes written evidenoafteachers and parents
through the questionnaires, the responses mayavet lieen written with the
research in mind, and the researcher would negdaointentions from the text
(Robson, 1993).

10 Some of the questionnaires could have includedédudnor selective information,
for various reasons, which also poses the quesfigalidity as well as reliability.

11 The classification and coding of the text couldrm®nsistent, due to human error
or ambiguity in the coding rules (Weber, 1990).

12 Words are characteristically ambiguous, and thgirmal constructed meaning
could be lost to the reader, who may apply thein oneaning of the word.

13 Categories identified in the analysis may refleet tesearcher’s agenda despite

efforts to ensure objectivity and reflexiveness.

Qualitative analysis cannot be evaluated using#mee criteria as quantitative research,
which aims to eliminate researcher bias, and srfi@eunbiased, objective observation
of reality (Robson, 1993). Qualitative researchnbfure, attempts to make meaning
and to understand a particular context, includnaiMidual experiences, feelings and
views. A valid piece of qualitative research afi¢srto report methods and practice
with transparency, thus passing the burden of gdisability to the reader (Mertens,
2015), rather than seeking to eliminate researoiaaror generalisability. Stiles (1999)
suggested that qualitative research can be evdlaat®rding to criteria relating to a)
good practice in conducting the research, i.e., el the research was carried out;
and b) validity of the interpretations, i.e., tihestworthiness and utility of the

interpretations made.
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3.7.3 Validity

The table below highlights concerns regarding imaeand external validity.

Table 3.4 - Internal and External Validity

Threats to internal validity

Actions to take

Participant drop out

Use a larger sample or recruit more
participants than required

Maturation / development of the children

in sample may change results over tim
e.g., repeatability measure.

Select participants of similar
developmental age

Selection may not have characteristics
that are equally distributed

The sample will be heterogenic cas
study samples from experimentally
accessible populations.

92
]

Participants may become familiar with
materials when repeated

Have an appropriate time interval
between both tests

Measuring ‘one off’ preferences

Use different images of the same
object, and display them at different
places on the screen

Infants can sometimes engage in a bla
stare. Can infants look without seeing?

To reduce blank stares at the screen, |
could use moving objects so the child
will have to track the image across
the screen

Creating themes on limited evidence

Triangulate different data sources,
which allows for more data to justify
themes

Incorrect interpretation of what the
participants said

Use participant checking to determipe
how accurate the interpretations
were, possibly in a follow up
interview.

Not providing enough contextual
information

Use rich, thick descriptions and
perspectives. The themes and

conclusions that are drawn then
become more realistic

Researcher bias

The researcher to be reflective and
create an open narrative on how the
researcher has engaged with the
research

174

Limited time spent in the setting or with
participants

N

The researcher will spend enough
time in the field to understand the
phenomenon further
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Threats to external validity Actions to take

» Limited characteristics of the sample anfl ¢ The researcher restricts generalisability
generalisability claims and is explicit about the
rationale for case-study examples

» Characteristics of the setting and measuyres The researcher uses many methods
may limit generalisability of findings within different areas of the setting to
see if the same results occur

* Results at a particular time cannot be * Repeating the tests at an appropriate
generalised later time to see if the same results
occur

3.7.4 Transferability of Findings

The aim of this research will be to inform professils and assist in the development of
improving methods of gaining the voice of P-V chéd under the age of five with
special educational needs and disabilities (SEN&¥) this research uses a case study
sample, the results cannot be generalised to theryiopulation, however, to allow for
transferability of the findings, this research pd®s sufficient detail of the context and
situations, cases and approaches, with the aimhbaeader can decide whether the
environment is similar to another situation in whtbey are working, or cases that they

are working with, and if the similar approacheslddie applied.

3.7.5 Feasibility and Resources Utilisation

It is important to consider the usefulness and @ppateness of the research and the
extent to which the research can be implementduimtbe specific setting. To

increase the feasibility of the evaluation, thiseg@rch included the key school staff
within the procedures, and details of the findingisbe shared, so that the school staff
can feel competent and confident in using the warimethodologies and adjusting them
appropriately to meet the needs of the child.

The evaluation will be fed back appropriately toleatakeholder (children, staff,
parents, whole school, local authority and uniwgyswhich will help link the process
to outcomes, as well as demonstrating how therigglcan create a positive change in
practice and serve the needs of the stakeholdesding back the findings also allows

an opportunity for stakeholders to re-frame andtegpret personal judgements and
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concerns about practice they may hold. | will beedo interpret the findings

appropriately and answer questions or concernas $0 reduce any misinterpretations.

I needed to consider the difficulties of conductingiece of research in a real-world
setting, such as a special school nursery. The issties to consider were to plan
contingencies for the length of time it takes toro& and gain consent for children,
parents and staff participating, allocating a pkordtime in which to gather data that is
convenient for those involved, which may includengemindful of school holidays and
OFSTED inspections, as well as considering thditiked of the children being unwell
and having to attend external appointments. Amgement to collect data was made in
advance with the Head Teacher, class teachersardtp. As the research used
technology (eye trackers), there was a need tmked to technology support, both
through the university and through the school.sErisured there was support if the
researcher encountered any mechanical breakdowather difficulties and also helped

with the customisation of the software.

The Family Liaison Officer at the school supportieel researcher in gaining parental
consent and collecting the signed consent formsedace the potential for lost or
unreturned postal forms. This research was managé#uae sole researcher (EP in
training) and supervised by a senior EP. The rekadesign was an extensive guide for
the research. However, there was a need to haabtliy to react and adapt to any

unforeseeable circumstances.
3.7.6 Role of the Researcher

In adopting a mixed-methods methodology, it wasdrtgnt to consider the context in
which the research was carried out, as well asumgnt values and beliefs that could
potentially bias the research. In order to avhike personal contributions greatly

impacting on the research, it was important to bedfal and aware of personal value

systems, moral principles and biases.

The context in which the research was conductedimaiof a Trainee EP at UEL
whilst concurrently working for a local authority?5. Being a student and working for
a local authority required working as a researcimer a practitioner at the same time,
which prompted careful planning and implementatbthe research. This research,
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therefore, was conducted whilst also respondirtheaequirements of different

stakeholders.

The aim of this research was to inform the praaticerofessionals who work with
children and have a positive impact on the EP gsats. | hope this research will
inform guidelines, reporting techniques and appneador professionals to gain the
voice of P-V pre-school children with complex arfeND. This will be available for
all schools, practitioners and local authoritiegnform their work with children. As
this research is part of a doctorate, the reseawitiehave the opportunity to present
the research to the first, second and third cohegsimmer 2017 and to submit it for

publication in the Educational Psychology Researath Practice open access journal.

3.8 Chapter Summary

This chapter outlined the research rationale aséareh questions, as well as the
ontological and epistemological orientation. Tisce of transformative research takes
a post-positivist stance based on the belief thatreality does exist (the child’s voice),
but arguing that it can be known only imperfectbchuse of the researcher’s
limitations. This research positions itself withie transformative paradigm and also
has elements of pragmatism, as the methods ofrtgetire voice of the child need to be
considered within socially and historically contextowever, there needs to be a
flexibility in the way the children’s reality is ptured. This research explored
approaches and techniques to hear the voice alrehifrom a heterogeneous
population, in order to further develop these mdsthand inform professional practice.

The mixed-methods research design and recruitnfentbiple case studies were
outlined. Relevant contextual and demographidakrmation re: the participants and
school was shared, and data collection methods exgri@ined (questionnaires,
observations, mixed activities and eye-trackingvdes). | explained the importance
of the transparency in psychological research,reedgplaining the reason for the lack
of a quantitative element to the mixed-methodsgiesirhe quantitative component
could not be captured, due to the need for diffgm&an of the chosen eye-tracking
software, which subsequently brought issues widmgjtying the data. Qualitative data
analysis methods were discussed in detail; QCAcliasen, as this approach was

developed to explore the underlying meaning bebatd. It allows openness and
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flexibility, encourages triangulation and alsoiggk a structured analysis process, in
which themes can develop through inferences drawam the data sets, to help the
researcher make sense of the complex issues. &3®@anch outlined the complementary
relationship between case study design and thesohoductive QCA approach.

Details regarding the SCERTS communication fram&waod the ways in which this
informed the researcher’s questionnaires observatproach and analysis were

outlined.

Consideration was also given to the variables assiple biases in data collection and
analysis. Ethical guidelines and main ethical gigles followed throughout the
research were defined, and finally the validityiatality, relevance and impact of the
research were also discussed. This research sepksvide findings to develop
approaches used to explore the voice of P-V childrigh varying levels of SEND and
influence the practice of how professionals invathddren and YP in decisions made

about them.

The following chapter provides the analytical fingls for each case study.
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Chapter 4

Presentation of Analytic Findings

This chapter presents the analytic findings fromdhservational and questionnaire
data from each participant. The analysis of eath det is reported in chronological
order of working with the children, starting witsld then Mark, Liam and finally
Michael. Each analytic data set is displayed itetédrm, pictorially and in text, before
the overall findings are amalgamated and key thedit#srences and broad principles

for practice are summarised.

The observational data is displayed in table foramat the categories are derived from
the SCERTS observational framework. The findingsifthe questionnaires are
written in prose and categorised in generic andcatibgories that derived from the
content analysis of the data. The analysis of #ta dill seek to address the main
research question “How Can Practitioners Develothblés of Hearing the Voices of

Pre-Verbal Children in Early Years with Complex Ns®@

4.1 Participant 1- Isla

Figure 4.1 Isla — Analytic Data Map

1. Table & description of
observational data

2. Table & description of
questionnaire data

Pictorial summary

Aewruing
[er10321d pue ua)ILIM [[BI9A0 S, e[S] '€
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4.1.1 Observational Data - Analytic Findings

Table 4.1 - Isla Observational Data

Case study 1 Isla*, Female, Aged 4, Turkish

Summary of child’'s SEND: MTHFR deficiency and hydrocephalus, vision impaint
wears glasses and has started to use a cane whaémgwprone to infections, able to make
noises and repeat familiar tunes

Observational data (Vignette 1): | worked with Isla using the ‘Magic Carpet’ rodan
interactive projector) and used the flowerbed appthe fishpond app. The fishpond app i

reported to be her favourite, and | observed hielguis on the iPad in the classroom. She

sat on the floor, in the centre of the ‘pond’, wehihe adults interacted with the water and
moved the fish. Isla spend short periods of timmeubhout the session rocking. After a whi
Isla began to rub and bang the floor, smiling a&sfish moved around her. She crawled o
the pond and off the Magic Carpet and then bacé tntShe began to imitate hand washir
this was thought to be because of the water soffect® used, and at home her mother sh
her how to wash her hands by rubbing them togethbis was an action she would repeat
over the session. When the session had endedAtkaid “finished!” supported with
Makaton. Isla held the hand of the TA and walkezl TA to the door.

In attendance: Isla, Isla’s mother, teaching amsistesearcher

v

le,
er

g,
DWS

SCERTS questions SCERTS observation Observati@s not

Joint Attention: Why did the
child communicate? For
which purposes or functions
(e.g., to meet needs, to
engage in back-and-forth
interaction, to share
attention, to engage socially,
to share experiences, to
express emotions)?

When it was time to
leave, she held the hana
of the TA and walked thé¢
TA to the door

Engages in brief reciprocal
interaction (1.2)

D

Symbol Use: Did you
observe the child initiating
communication or
communicating in response
to others? If so, how did the
child communicate (e.qg.,
imitated actions/words,
gestures, gaze, vocal, verbal
symbols)?

Spontaneously imitates
familiar action (1.1)

Imitating hand washing
behaviours modelled by
her mother at home

She responded
appropriately to the worg
‘finished’, which was
supported with Makaton
sign

Follows instructions with
visual cues (2.3)

Mutual Regulation: How did
the child respond to
assistance offered by
partners? Did he/she seek
assistance from others?

Engages when alerted by
partners (2.2)

Encouraged to
interact with the
fishpond and engage
with the sounds and
lights through verbal
encouragement from
the adults

&N

Isla rocked as she sa

Self-Regulation: What did

the child do to attempt to

Uses behavioural strategies

to regulate arousal level

t
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regulate his/her emotions ar
arousal (e.g., sensory motof
behaviours, talking to
himself/herself, planning an
self-reflecting)?

aluring solitary and social
activities (2.1)

on her knees on the
floor. This was a
self-stimulating
behaviour

Interpersonal Support: Whic
interactive style
modifications helped the
child regulate, engage and
participate? Which style
factors appeared to hinder
participation?

hFollows child’s focus of
attention (1.1)

Imitates child (1.6)

Allows child to initiate and
terminate activities (2.4)

Gets down on child’s level
when communicating (4.1)

Adjust complexity of
language input to child’s
developmental level (6.2)

The adults observed
where Isla was
focusing on, e.g., the
colours and shapes 4
they moved or the
noise, and watched
her move freely
across the floor

The researcher
imitated Isla when sh
banged the floor and
wiped the floor with
her hands

Isla crawled off the
interactive mat for a
time, and re-engaged
later in her own time

The adults were sat @
crouched on the floor
at Isla’s level

The language used
was familiar to Isla
and consisted of
simple, clear
instructions, using
one or two words

D

Learning Support: Which
aspects of the activity (e.qg.,
clear and predictable
sequence, motivating
meaningful materials) and/o
which visual supports were
most effective for supporting
the child’s active
engagement? Which
variables appeared to hinde
participation?

Defines clear beginning and
aend to activity (1.1)

=

r
Offers varied learning
opportunities (1.5)

The ending was made
clear with simple verbal
instruction, supported by
Makaton, and the
machine was turned off.
Isla took the hand of the
TA and walked her to th
door understanding that
the activity had finished

The learning
opportunities were
varied, as the two Apps
were different in the way
individuals were
expected to interact with
them and the cause and
effect. Isla was able to

1%

experience the differenc
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in colours, lights and
noises from both
applications

Research guestions

What techniques and
strategies were used to
ascertain the child’'s views?

Observation of her facial expressions and movements
during her time interacting with the Magic Carpet

Observing Isla’s physical movements, terminatiod an
re-engagement with the activity

Observing her imitations and using her mother’s
understanding and shared experiences to make skns
her behaviours

Observing her intensity and variety of interactwith
the Magic Carpet

D

1)

What adaptations to the
communication methods
were needed to meet the
needs of the children
participating?

Isla required a multi-sensory approach, and themsgn
information received supported her to make decssion
about how to interact with the Magic Carpet, e.g.,
listening and watching the shapes and lights, rigetlie
mat and the floor

Imitating Isla’s behaviours was a method of
communicating shared attention

Time allowances were made to allow her to choosenw
to participate, to process the sensory informadiad to
regulate the sensory input through rocking movement

What are the researcher’s
experiences of using the
available methods of
communication?

Isla imitating behaviours modelled by her mother at
another time, prompted by the water sound effect
indicated their shared knowledge

| observed that Isla responded positively to thétimu
sensory approach, and the free flow element of the
activity indicated her ability to choose indeperttieher
position, movements and level of interaction

Although the direct interaction between Isla aral th
adults was limited, | felt the presence of knownltsl
encouraged and reassured her that she could
independently explore her environment

The importance of routine, familiar settings, prepan
and communication were highlighted as importantofiec
in Isla maintaining a positive and calm emotionates
and readiness for school. Prior to the sessitanhksd
seen the physiotherapist. The usual routine wagtesd,
due to her school bus being late, the physiothstapi
meeting her in a different place and taking a déffet
route into the school. It was thought by her teac¢hat,
because she didn’t leave from the usual door, ssniy
sure which room or environment she was in, whicken
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before the session

her become quite unsettled and distressed. Shabias
to calm herself, with help from the adults and tmether,

Observational data (Vignette 2):Choosing from a selection of mixed objects chosethb
teacher. The selection included objects thataheher believed she liked and some she d
not. Isla began by having a choice of two itenegpte having a choice of more items to pl
with. The objects included were plastic rattles) makers, toys with ball bearings inside,

books and a hairy cuddly toy

In attendance: Isla, Isla’s mother, teaching amsistesearcher

id
ay

SCERTS questions

SCERTS observation

Observation tes

Joint Attention: Why did
the child communicate?
For which purposes or
functions (e.g., to meet
needs, to engage in back
and-forth interaction, to
share attention, to engag
socially, to share
experiences, to express
emotions)?

Shifts gaze/attention betweer
objects (2.1)

Protests/refuses undesired
eobject (4.2)

Choice making by picking
up and mouthing objects

Showed dislike or
disinterest by turning away
from the toy

Making low pitched noises
when certain objects were
presented and investigate
by Isla

|®N

Symbol Use: Did you
observe the child
initiating communication
or communicating in
response to others? If sg
how did the child
communicate (e.g.,
imitated actions/words,
gestures, gaze, vocal,
verbal, symbols)?

Responds to a variety of
familiar words and phrases
(6.2)

Her mother started
humming and singing a
Turkish rhyme, and Isla
started to repeat the tune

Isla responded to Turkish
instructions, e.g., “Put it
down”

Mutual Regulation: How
did the child respond to
assistance offered by

partners? Did he/she se¢
assistance from others?

Shared negative and positive
emotions (1.1)

14

Soothed when comforted by
partners (2.2)

Makes choices when offered
by partners (2.6)

Crying communicated
distress, and the particula
toy was removed and
hidden and replaced with
one of her preferred objec

Striking out at the adults
and hitting her mother
indicated unhappiness an
reluctance to continue.
This prompted a distractio
or change in activity from
the adults

Isla’s mother sat her on he

[s

=)

18

knee to calm her down
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Mouthing objects in turn
for particular lengths of
time while she made a
decision. The choice was
made, and Isla either
moved the toy away or
moved herself and the

chosen toy somewhere else

in the room
Self-Regulation: What | Responds to sensory and sogial Moving the toy away from
did the child do to experiences with differentiated  her if she did not choose i
attempt to regulate emotions (1.4)
his/her emotions and * Smiling and playing with
arousal (e.g., sensory Demons'trates emOt_ional (shaking and rattling) the
motor behaviours, talking €XPression appropriate to toy she chose
to himself/herself, context (1.8) Rocking herself
i : . ocking herse
Felz?lgg?ngg;? d self Using behavioural strategies to J
regulate arousal level during | ¢ Looking closely at and
solitary and social activities listening to the toy as she
(2.2) put the toy in her mouth
* Needed time to consider
the options in front of her
* The options needed to be
very close to her for her tg
see them
Interpersonal Support: | Follows child focus of * The TA and mother were
Which interactive style | attention (1.1) aware of the objects Isla
modifications helped the was focusing her attention
child regulate, engage on and allowed her the
and participate? Which q iatel time to make a choice
style factors appeared to Re'sr?on' S appropriately to L
hinder participation? child’s S|gnfals to foster a sensg€  aquits used verbal
of communicative competence

(1.3)

Recognises signs of
dysregulation and offers
support (1.5)

Offers choices verbally and
non-verbally (2.1)

Uses appropriate proximity
and non-verbal behaviour to

reinforcement and
reassurance to Isla

Adults commented on her
actions and what actions
and choices she was
making

Adults sat on the floor and
on mats at Isla’s level

The objects and toys werg
placed close to Isla, so sh
could see the shape, due
her vision impairment

1)
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encourage interaction (4.3)

Learning Support: Which
aspects of the activity
(e.g., aclear and
predictable sequence,
motivating meaningful
materials) and/or which
visual supports were mo
effective for supporting
the child’s active
engagement? Which
variables appeared to
hinder participation?

Adjusts task difficulty for
child’s success (4.2)

Modified sensory properties d
S{earning environment (4.3)

Arranging learning
environment to enhance
attention (4.4)

—h

Due to her vision
impairments, the options
needed to be very close tg
her for Isla to see them

Isla was at first given two
options before having a
bigger choice of objects

Clear simple verbal
language

Verbal commentary on he
actions

Isla reacted to texture,
smells, intonation of vocal
commands, touch and
sounds rather than visuals
due to her vision
impairment

One particular toy caused
Islas to become distressed
(a furry and vibrating
teddy), and she required
comforting for a while
before she wanted to
continue

The adults encouraged
interaction and movement
between objects by
creating space and using
verbal encouragement

)

Research guestions

What techniques and
strategies are used to
ascertain the child’'s
views?

* Choice making and indicating preference betweeaatbj
indicated by time spent exploring the objects (rhog,
listening and touching the object), rejection @imtierest of
objects (turning away, moving herself away, moimg

object away)

» Observations of Isla’s emotional responses, facial
expression, body language, vocalisations and vocal

expressions

* Isla imitated her mother when she hummed a fantiliae,
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possibly indicating Isla’s enjoyment of the rhytlamd music
as well as an attunement and enjoyment of a slzatadty

Shared knowledge of what Isla prefers to play gage
with, from the TA and parent, supported interpietabf
Isla’s views and choices

Observations of Isla’s behaviour

What adaptations to the
communication methods
were needed to meet the
needs of the children
participating?

Situations were actively produced by adults dueetovision
impairment; for example, objects/toys were pladedecto
her and her hand was initially physically scaffaldewards
the objects

Isla reached out to touch her mother in the roolnis Tould
be reassurance for Isla, that her mother was atignal her

Isla created a triangle between the object, heaselfthe
adult, possibly to confirm or encourage sharechtitie

Attunement to Isla’s emotions and behaviours, sigaaind
responding to her emotions

Clear, simple and accessible child-centred language

Time allowances were made for her to make a chamceto
process the sensory information

What are the

researcher’s experiences

of using the available
methods of
communication?

| observed that the intersubjectivity between &sid her
mother increased, due to their shared emotionpbreses,
attunement and shared attention

Shared intention was encouraged by the researghesiihg
a calm and naturalistic play environment. Howeagtimes,
the shared intention may not have been in syne atults
in the room intended to display joint communicatéomd
choice-making abilities, whereas Isla intendedlay gvith
her favourite toys

Shared experiences between Isla and the adult®iaadoly
contributed to predicting Isla’s behaviour and prefices.
This could confirm and strengthen known informatoort
also possibly reduce further exploration or develept, due
to adults foreseeing her preferences and theréfoiteng

the choices

| feel it was important to note that the choicemfenade
by Isla were between toys and objects that thetsidubund
her had chosen. There was a limited number obogtior
her to choose from because of this

As an adult unknown to Isla, | observed her facial
expressions and was able to identify her emotisesgdonses
towards particular objects. As | was relativelywrte Isla,
my observations were mainly based on the humarténna
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ability to recognise facial expressions rather thlaared

knowledge
Overall summary of » Isla showed her feelings using facial expressiotnich
reflections and learning suggests that blind individuals produce facial espions of
points (e.g., limitations, emotion as an evolved, rather than socially leanmbtional
adaptations, future response

research opportunities,
impact on EP practice): | * Relationships and how these impact on Isla’s ghititmake
choices and have her choice or communication atsyra
interpreted

* Adults attending to Isla and the object impactfhenchoice

Using the SCERTS model as a framework, key elensrdsapproaches to facilitate the
communication and interaction of a four-year-old gith MTHFR deficiency,
hydrocephalus, vision impairment and severe spaediHanguage delay were
identified. These included, learning support, mutagulation and interpersonal

support explored below with extracts from the obagon data.

4.1.1.2 Interpersonal Support

There were many examples of interpersonal suppeghdy the adults, including the
interactive style modifications that helped thddinegulate, engage and participate as
well as the factors that appeared to hinder padtan. Interpersonal support was one
of the main areas identified that may help Islenviiér communication and interaction.

Examples of interpersonal support (SCERTS):
* Adult followed child’s focus of attention (1.1);
* Imitated child (1.6);
* Allowed child to initiate and terminate activiti€s 4);
* Got down on child’s level when communicating (4dngd

» Adjusted complexity of language input to child’svdepmental level (6.2).

Example observations:
« The researcher imitated Isla when she bangeddbe dind wiped the floor with
her hands.
» Isla crawled off the interactive mat for a time areengaged later in her own

time.
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* The adults sat or crouched on the floor at Iskxzl.
* The language used was familiar to Isla and corésstsimple, clear

instructions using one or two words.

4.1.1.2 Learning Support

There were examples of learning support, whictescdbed by SCERTS and
understood by this research as aspects of thatggewg., a clear and predictable
sequence, motivating meaningful materials) andi&ral supports that were most
effective for supporting the child’s active engageny as well as those that appeared to

hinder engagement.

Examples of observed learning support (SCERTYS):
» Adjusted task difficulty for child’s success (4.2);
* Modified sensory properties of learning environm@n8); and

* Arranged learning environment to enhance atter{dof).

Example observations:

» The options needed to be very close to her forttskee them.

» Isla was at first given two options before havingigger choice of objects.

e The adults used clear simple verbal language.

e The adults observed Isla’s actions and used vedmamentary throughout

* Isla reacted to texture, smells, intonation of Y@cemmands, touch and sounds
rather than visuals, due to her vision impairment.

* One particular toy caused Isla to become distreGséary and vibrating teddy),
and she required comforting for a while before whated to continue.

e The adults encouraged interaction and movementdasgtwbjects by creating

space and using verbal encouragement.

4.1.1.3 Mutual Regulation

There were also many examples of mutual regulat®@ERTS describes this as ways
in which the child responds to assistance offegeddrtners as well as how much she
requested assistance from others in an attempgtdate her emotions and arousal

(e.g., sensory motor behaviours, talking to hergddinning and self-reflecting).
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Examples of observed mutual regulation (SCERTS):
» Shared negative and positive emotions (1.1);
* Soothed when comforted by partners (2.2); and

* Made choices when offered by partners (2.6).

Extracts of observational notes:

* Crying communicated distress and the particulamtag removed and hidden
and replaced with one of her preferred objects.

» Striking out at the adults and hitting her mothweticated unhappiness and
reluctance to continue. This prompted a distractiochange in activity from
the adults.

» Isla’s mother sat her on her knee to calm her down.

* Mouthing objects in turn for particular lengthstimhe while she made a
decision. The choice was made and Isla either chtwetoy away or moved

herself and the chosen toy somewhere else in tha.ro

4.1.2 Questionnaires - Analytic Findings

Generic category:
A relationship, for the purpose of this research, was definedtasantions that connect
the relationship partners and influence each pastbehaviour. This category was

composed of two sub-categories: attunement ane ss.

Sub-categories:

a) Attunement was defined by behaviours and descriptions thate to the
adult’s and child’s levels of understanding and athp toward each other
regarding communication meaning and feelings.

E.g.,'Her mother always understands what Isla is commatmg; tired,
hungry, thirsty, sleepy’ and ‘Sometimes she comeateud that she is unhappy

and we are unsure of the cause’.

b) Closenesseferred to descriptions around Isla’s familidatenships with
known adults and children.
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E.g., ‘Normally independent, although she is gelgtaappy for a familiar

adult to join her in her play’.

Generic category:

Communication methodswas defined, for the purpose of this researclanpas
interactive sharing of ideas and feelings and delimgnan exchange between two or
more communicating partners. This category was os@g of two sub-categories:

sensory and P-V communication methods.

Sub-categories:

a) Sensoryreferred to behaviours and interactions with disjand adults which
were of a sensory nature.

E.g., shds good at biting things; she is good at banginiggs, listens to range
of sounds around her and repeats sound pattern.

b) P-V communication methodss a sub-category referring to the manner and
ways in which Isla interacted and communicatedguesfces, emotional state,
choices, etc. through non-verbal method.

E.g., Child uses gestures, stilling, movementssanthds; doesn’t open her

mouth when she doesn’t want to eat.

Generic category:

Understanding intent/messageeferred to the mutual understanding between both
parties of what was being communicated, as weNass in which further explanation
or reframing took place to increase understandihg. sub-category identified was:

shared knowledge.
Sub-category:

a) Shared knowledges understood to be ttshared experience/common
ground between the child and adults that facilitatderstanding of what is
being communicated.

E.g., Isla understands more short Turkish wordsitBaglish words.
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Generic category

Child’s presentation is defined as how the child is perceived to fewl axperience

most situations and settings. The sub-categontiited is: emotional state.
Sub-category:

a) Emotional stateis understood in this research to be how the shittbod
and emotional presentation are perceived by others.

E.g., normally a very happy child; enjoys a randeadtivities.

The content analysis map highlights the main, gerserd sub-categories identified
through the analysis of the parental and teachezstopnnaires. The content analysis
shows similar findings to the observations, repgrgjeneric themes such as
Communication methods (Sensory and P-V communicgtidnderstanding
Intent/meaning (Shared knowledge) and Child’s Rredg®n (emotional state).
Interestingly, however, the areas relating to Refeships (attunement and closeness)
were more evident through the responses to theiqoraire than through
observational data.
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Table 4.2 — Isla - Observational
Data QCA

Category |

Sub-Category |

Responses from parent questinaire (Q)

Responses from teacher questionnaire (Q)

Category 1: Relationships

Interactions that that connect
the relationship partners and
influences each partner's
behaviour

Attunement

Her mother always understands what Isla
communicating, e.g., tired, hungry, thirsty,
sleepy (8)

Mother very confident in her understandin
of Isla’s feeling of being overwhelmed or
frustrated and how she is feeling generally
(18)

Mother is slightly less confident in her
understanding of Isla’s focus of attention,
what she is trying to communicate and wh
she needs a break (18)

Mother is least confident in understanding
when Isla is interested in something (18)

is

en

Sometimes she communicated that she is
unhappy and we are unsure of the cause (8
Key staff are very confident in her focus of
attention and what has taken her interest (1
Key staff are less confident in understandin
what is being communicated, how she is
feeling, when she needs a break and when
is frustrated (18)

Key staff are least confident in when she feg
overwhelmed (18)

Closeness

Likes to play with her brother (1)
Recognises family, e.g., auntie, and smile
(6)

Plays near her brother (11)

Usually plays alone (11)

Interact daily with — mother, father, brothe
teachers and peers (17)

Isla likes to touch the faces of adults she
meets for the first time (19)

Isla wants to play with others, when they
show they like her (20)

Se

rs,

Responds well to one-to-one time (2)

Will sometimes approach a familiar adult to
interact with (4)

Will occasionally give brief eye contact to
very familiar adults during play (5)

We have observed child approaching mum
and holding her cheeks - pulling mother’s f4
close to hers (6)

Normally plays independently, although is
generally happy for a familiar adult to join hg
in her play (11)

Interacts with all class-based staff and class

9%
=

D

peers, with support (17)
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Speaking with adults — child can become
distressed if approached incorrectly (19)

Category 2: Communication m

Communication is interactive,
sharing ideas and feeling and
demanding an exchange
between two or more
communicating partners

ethods
Sensory Likes to play with musical toys (1) » Listens to range of sounds around her and
She is good at biting things (2) repeats sound pattern (2)
She is good at banging things (2) » (Favourite toy?) any that provides visual or
No eye contact (5) audible reactions which can also be mouthed
1
e Child really enjoys activities and toys that
provide an audible reaction and familiar songs
she can join in with (20)
Pre-verbal No words (3) » Expresses her preferences clearly (2)
communication Will follow her mother if she is hungry (3) | « Child uses gestures, stilling, movements,
methods Smiles when she is happy (4) sounds (3)
Doesn't touch the object or person if she | « During motivating activities, will take turns
doesn’t want to play (6) and communicate she wants another turn tg an
Doesn’t open her mouth when she doesn’t  adult (4)
want to eat (6) * Does not seek help when needed — moves pnto
Puts her arms up when she wants a cuddle ~ something else instead (4)
(6) » Taps foot or hand for more (6)
Imitates and repeats the tune of songs, e.ge, Will protest using large arm movements, turn
‘twinkle twinkle’ (12) head away and produce unhappy vocal
Will copy clapping hands and banging the sounds. May bite or hit out if scared (6)
floor (12) * llluminate possible causes such as new toys or
Happiness —Smiling, singing, playing (16) sounds — if the child’s reaction changes we
Sadness — Crying (16) know what the trigger was (9)
« Body language, expressions and vocalisations

Contentment — Turning her head (16)
Anger/frustration — Kicking, pushing,
aggressive, pulling her hair (16)
Excitement — Smiley, makes noises, if it's
her birthday she will sing ‘Happy birthday’

helps to understand what is being
communicated (10)

Sometimes she mimics the sounds people
make, claps when she hears somebody els

D
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(16)
Fear — She fears birthday candles, crying,
upset and pushes away (16)

clap (13)

Simple vocabulary, objects of reference,
audible cues helps Isla understand what is
being communicated (14)

Happiness - Smiles and laughs

Sadness - cries

Contentment - Plays quietly

Anger or frustration - Cries with loud
vocalisations and body movements
Excitement - Flaps arms up and down,
bounces and makes happy vocalisations
Fear -Turns head away, cries, hits arms out

Communication
support/aids

No visual or technological supports are ug
at home (15)

ed

Uses touch rather than sight, as child is
visually impaired (15)

Category 3: Understanding intent/message

Explaining, reframing, or Shared
otherwise showing knowledge
understanding of something

Isla understands a greater number of sho
Turkish words than she does of short
English words (14)

rt

Category 4: Child’s presentation

How the child is perceived to | Emotional state
feel and experience most
situations and settings

Normally a very happy child (20)

Enjoys a range of activities (2)
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Figure 4.2 Isla - Analytical Findings from Questionnaires
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4.1.3 Individual Summary - Isla

This analysis explores qualitative data colleceeghloring the methods and
approaches used to facilitate communication aretaction between Isla and her
communication partners. Isla is a four-year-oltl\gith MTHFR deficiency,
hydrocephalus, vision impairment and severe spaedhHanguage delay. The two
methods of analysis used were Content Analysisghwhighlighted key themes
reported in the teacher and parental questionnaresapplying SCERTS questions
to vignette observational data. These data sets arealysed separately, before the
key findings were amalgamated and presented paditpriBelow, the findings are

outlined and the research questions are addressed.

What technigues and strategies are used to ascettiai child’s views?

The results of the data analysed suggest thathiésavere required to support Isla in
active engagement and provide support in how Islaaged her sensory and
emotional regulation. The methods adults useddditate interaction were mainly
sensory, and Isla communicated through P-V methbodsisting of facial
expressions, gestures, noises and behavioursiném of what was being
communicated was understood through observatitreofacial expressions and
movements, observing Isla’s physical movementsjiteation and re-engagement
with activities. Indicating a preference betweéfeots was shown by the time spent
exploring the objects (mouthing, listening and tung the object) or the rejection of
or disinterest in objects (turning away, moving gwand moving the object away).
The relationship between Isla and her communicgiamtner was a key factor in
understanding the message being communicatedatthisement allowed adults to
understand how she was feeling, to know how muuk tvas required for Isla to
process the information and make a choice, to geoappropriate levels of stimulus
and to know when to intervene to help her regutatreemotions.

What adaptations to the communication methods weeeled to meet the needs of the
children participating?

Due to Isla’s visual impairment, as well as heritoidal needs, Isla required a multi-
sensory approach. The sensory information shévestsupported her in making

decisions about how to interact with activities afgects (e.g., listening and
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watching the shapes and lights, feeling the mattaadloor). The modifications to
Isla’s communication and interaction methods inethddults firstly manufacturing
opportunities and providing a space for safe imt@ra. Situations were actively
structured by adults, due to Isla’s vision impaintpéor example, objects/toys were
placed close to her and her hand was initially piajly scaffolded towards the
objects. Adults created choice-making opportusjti®/ providing a selection of
activities, toys and objects for Isla and they emaged active participation, through
various motivational tools; while, conversely, tredgo wished to create a sense of

freedom for Isla to make choices independently.

Isla reached out to touch her mother in the rodms; might have been to seek
reassurance and ensure that her mother was atetoder. By doing this, Isla
created a triangle between the object, herseltlamadult, possibly to confirm or
encourage shared attention; adults imitating Iddalsaviours was also a method of
communicating shared attention. Adults used ckaarple and accessible child-
centred language, and time allowances were madsléoto make a choice and to
process the sensory information. | felt thatddalts were conscious of creating a
balance between support and safety, as well asuieagiog autonomy and providing

occasions for independence.

What are the researcher’s experiences of usin@tagdable methods of
communication?

Shared intention was encouraged by the researghamnduring a calm and naturalistic
play environment; however, at times the sharedtrda may have been not out of
sync. The adults in the room intended to dispbéytjcommunication and choice

making abilities, where Isla intended to simplyypleith her favourite toys.

Shared experiences between Isla and the adult®igdadly contributed to predicting
Isla’s behaviour and preferences. This could confind strengthen known
information and also possibly reduce further exgtion or development, due to
adults foreseeing her preferences and thereforgrignthe choices. | feel it was
important to note that the choices being made laywere between toys and objects
that the adults around her had chosen; there wiretad number of options for her

to choose from because of this. As an adult unknmaisla, | observed her facial
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expressions and was able to identify her emotimsgdonses towards particular
objects. As | was a relatively new to Isla, myefstions were mainly based on the

human innate ability to recognise facial expressi@ther than shared knowledge.

| observed that Isla responded positively to thétirsensory approach and the free-
flow element of the activity highlighted her abjliio choose independently her
position, movements and level of interaction. haligh the direct interaction
between Isla and the adults was limited, | feltghesence of known adults
encouraged and reassured her that she could indieptinexplore her environment.
The intersubjectivity between Isla and her motheraased, due to their shared
emotional responses, attunement and shared atterioe imitated behaviours
modelled by her mother at a later time; the behavod washing her hands was
prompted by the water sound effect, which indicdstals ability to follow cues
(sound of water) and spontaneously imitate behasioua different context. |
recognised the importance of routine, familiarisgt and preparation in Isla’s
maintaining a positive and calm emotional state rasadiness for learning and

participation, prior to direct work with Isla.
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Figure 4.3 - Isla - Overall Summary of Analytic findings
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4.2 Participant 2 — Mark

Figure 4.4 Mark - Analytic Data Map

1. Table & description of
observational data

2. Table & description of
questionnaire data

Aewruing
[er10321d pue ua)ILIM [[BIDA0 S MIC '€

Pictorial summary

4.2.1 Observational Data - Analytic Findings
Table 4.3 - Mark -Observational Vignette Data

Case Study 2 — Mark*, Male, Aged 5, Irish

Summary of child’s SEND: Autistic spectrum disorder (ASD), speech and laggudelay
and global developmental delay. Able to make sewmd pre-verbal utterances.

Observational data (Vignette 1) Mark was participating in his PE lesson in thiecsit hall.
There was an activity circuit set up, which was enad of different activities. Mark ran
around the hall independently and lay down withhgad in his hands on the mat, observir
others. He was encouraged to join in with theuiiractivities by the TA, and he understog
that he needed to balance and walk across the béitdr he completed this, Mark ran ang
lay on an inflatable sensory ball. The TA camerpstarted bouncing the ball gently while
he was lying across it on his back. She stoppedding the ball, and he made eye contag
with her and took her hand to encourage her tameatouncing, which she did.

In attendance: Mark, class teacher and four TAgrsef his peers and the researcher

19

—t

SCERTS questions SCERTS observation Observation red

Joint Attention: Why did Engages in brief reciprocal | « Mark made eye contact
the child communicate? For| interaction (1.2) with the TA and took her

which purposes or functions
(e.g., to meet needs, to
engage in back-and-forth
interaction, to share attentio
to engage socially, to share
experiences, to express
emotions)?

nShifts gaze between people
and objects (2.1)

hand to encourage her t
continue bouncing the
ball

Mark lay down for
periods of time and
watched his peers
engaging with various

activities
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Shares negative and positiv
emotions (3.1)

Requests help or other
actions (4.3)

1%

Mark spotted the
inflatable bouncy ball
and ran over to it

Mark displayed clear
emotions on his face,
e.g., frowning, wide
surprised eyes

Took the TA’s hand and
makes eye contact to
indicate he would like
her to continue bouncing
the ball

Symbol Use Did you
observe the child initiating
communication or
communicating in response
to others? If so, how did the
child communicate (e.g.,
imitated actions/words,
gestures, gaze, vocal, verbg
symbols)?

Follows situational an
gestural cues in familiar and
unfamiliar activities (2.1)

Mark was able to
complete the activity
circuit by following the
cues given by the TAs
and by observing the
other children

Mutual Regulation: How
did the child respond to
assistance offered by
partners? Did he/she seek
assistance from others?

Engages when alerted by
partners (2.2)

Shares positive emotion to
seek interaction (3.2)

Mark responded to
prompts from adults
to engage in the
circuit activities
Mark was calm and
content while he lay
on the inflatable ball

Self-Regulation: What did
the child do to attempt to
regulate his/her emotions ar
arousal (e.g., sensory motor
behaviours, talking to
himself/herself, planning ang
self-reflecting)?

Initiates bids for interaction
(1.1)

d
Responds to sensory and
social experiences with

| differentiated emotions (1.4

Responds to a variety of
familiar words and phrases
(1.6)

Removes self from overly
stimulating or undesired
activity (5.1)

Holding the hand and
making eye contact
with his TA

Facial expressions
and placing his hands
on his ears

Able to understand
and respond to the
phrases “ lie down!”,
‘Mark’s turn’ and
‘more’

Lay down on a mat
away from everyone
else and observed

Interpersonal Support:
Which interactive style
modifications helped the
child regulate, engage and
participate? Which style
factors appeared to hinder
participation?

Follows child’'s focus of
attention (1.1)

Waits for and encourages
initiations (2.2)

« The TA would

*  While Mark was

observing and
watching Mark
explore and engage i
certain activities
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Allows child to take breaks
to move about as needed
(3.2)

Gets down on child’s level
when communicating (3.1)

Adjusts complexity of
language input to child’s
developmental level (6.2)

bouncing on the ball
the TA would wait for
him to make eye
contact and/or take
her hand to initiate
the bouncing

The TA and class
teacher sat crouched
down and sit on the
floor when interacting

The instructions and
descriptions were
simplified and
familiar

Learning Support: Which
aspects of the activity (e.g.,
clear and predictable
sequence, motivating
meaningful materials) and/o
which visual supports were
most effective for supporting
the child’s active
engagement? Which
variables appeared to hinde
participation?

Defines clear beginning and
aending to activity (1.1)

r Offers varied learning
opportunities (1.5)

r

Music was played on
entry to the hall to
signify the PE lesson hal
started

A selection of practical
activities was available,
and Mark was
encouraged to explore a
variety of them

Research questions

What techniques and
strategies were used to
ascertain the child’s views?

that Mark wanted ‘more’

» Observing his facial expressions and movements

» Observing what activities he wanted to engage waiiith
when he wanted to observe

» Mark initiating contact with the TA, taking her rhand
making eye contact, which was understood by the TA
through experience and shared understanding to mea

What adaptations to the
communication methods
were needed to meet the
needs of the children
participating?

he would like to do
approach

‘more’

e The adults to approach Mark on his level and usslifar
and simplified language to encourage participation

» Allowing Mark to initiate or terminate an activitigy
providing space and allowing time for him to decideat

* Having adults on his level, available for to him to

» Shared understanding, e.g., eye contact can corgaten|

What are the researcher’s
experiences of using the
available methods of
communication?

situations

* Mark was able to make choices in his own time.
However, | felt he needed to be guided by the adult

* They needed to encourage him to interact for a time

* Mark's facial expressions were clear indications
regarding his thoughts about certain activities sodal

» Mark needed the option to take himself away froheat
when he wished too; | felt these breaks helpedthim
cope with re-engagement in activities.
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Observational data (Vignette 2):Mark was brought into the eye-tracking room andrdfie
had explored it independently he was asked ta $ibnt of the computer. Mark completed
two-point collaboration before participating ananmeting the two eye-tracking activities
(Look2Learn — Farmyard activity and Eye Fx — sepsativity). The customised eye-
tracking activity was then introduced and was catga twice with five minutes between

time 1 and time 2.

The choices were made through Mark’s eye-trackimdyan eye dwell of 1.5 seconds, after,
which a voice recording would announce his choice.

Results below.

Time 2

Time 1
1 Sadface Sad Face
2 Banana Grapes
3 Dol Doll
4  Teacher Teacher
5 Sensory roll Sensory roll
6 Bee Horse
7  Flying a kite Flying a kite
8 Biscuits Biscuits

In attendance: Mark, TA, Technology Lead and redear

SCERTS questions

SCERTS observation

Observation tes

Joint Attention: Why

did the child
communicate? For which
purposes or functions
(e.g., to meet needs, to
engage in back-and-forth
interaction, to share
attention, to engage
socially, to share
experiences, to express
emotions)?

Shifts gaze between people
and objects (2.1)

Mark was able to follow
the collaboration
procedures and eye-
tracking activities by
following points on the
screen

Symbol Use Did you
observe the child
initiating communication
or communicating in
response to others? If sg
how did the child
communicate (e.g.,
imitated actions/words,
gestures, gaze, vocal,
verbal, symbols)?

Follows instructions with
visual cues (2.3)

Mark was able to follow
the instructions on the
screen that were given
visually and verbally, e.g.,
3- 2-1 countdown

Mutual Regulation:

How did the child
respond to assistance
offered by partners? Did
he/she seek assistance
from others?

Engages when alerted by
partners (2.2)

Makes choices when offered
by partners (2.6)

Responds to partners attemp

Mark was encouraged by
the adults to begin and
continue the activities
Mark could make choices
using eye-
tracking/dwelling between
images on the screen
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to re-engage in interaction or
activity (4.4)

presented by the adults
After the five-minute
break, Mark responded to
encouragement and verba
prompts from the adults tg
re-engage with the activity

Self-Regulation: What
did the child do to
attempt to regulate
his/her emotions and
arousal (e.g., sensory
motor behaviours, talking
to himself/herself,
planning and self-
reflecting)?

Responds to a variety of
familiar words and phrases
(2.6)

Participates in new and
) changing situations (4.1)

Encouragement and prais
was given to Mark, e.g.,
“well done”, high fives,
which he responded to
Common and familiar
instructions were verbally
given to Mark, e.g., “sit
down”, “finished”

This was a new activity fof
Mark and he hadn’t used
the eye-tracking software
before but he was able to
participate and complete
the activity

D

Interpersonal Support:
Which interactive style
modifications helped the
child regulate, engage
and participate? Which
style factors appeared tg
hinder participation?

Facilitates re-engagement in
interactions and activities
following breaks (1.8)

Offers choices verbally and
non-verbally (2.1)

Providing guidance and
feedback as needed for succg
in activities (5.4)

2SS

The adults facilitated re-
engagement of the activity
after a break

Non-verbal choices were
provided in a pictorially on
screen

Positive feedback and
praise was given to Mark
verbally and through
actions from the adults.
Voice recordings on the
software also provided
feedback by reinforcing th
choices he had made and
congratulating Mark on
completing each activity

D

Learning Support:
Which aspects of the
activity (e.g., a clear and
predictable sequence,
motivating meaningful
materials) and/or which
visual supports were mo
effective for supporting
the child’s active
engagement? Which
variables appeared to
hinder participation?

Uses augmentative
communication support to
enhance child’s
communication and expressiy
language (2.1)

stAdjusts task difficulties for
child success (4.2)

Arranges learning environme
to enhance attention (4.4)

e

The eye-tracking software
was used as a tool to
support Mark’s expressive
language and ability to
make choices and show
preference

The activity and
collaboration processes
were simplified and
customised to meet the
needs of Mark

The room and learning
environment were
distraction free, and the
unit of time used was shor
to encourage focus and
attention on the activities

Research questions
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What techniques and
strategies are used to
ascertain the child’'s
views?

Eye-tracking software — choice making using eyeldtivee
Shared knowledge and TA affirming choices with\atitis
he enjoys during free time at school

What adaptations to the
communication methods
were needed to meet the
needs of the children
participating?

The eye-tracking software was simplified so thees &
binary choice

Eye dwell time was reduced to 1.5 seconds
Collaboration was reduced to a two-point collaborat
The time between time 1 and time 2 was reduceny¢o f
minutes to maximise the child’s concentration anxu§,
limit the child’s feelings of tiredness, discomfortdistress
The choices on screen were between two photogréphs,
remove reliability and ambiguity issues found with
cartoon/abstract images

The voice recording and adults reinforced his a®&nd
repeated the choices verbally to him to help eragear
participation and feeling of being heard

What are the

researcher’s experiences

of using the available
methods of
communication?

D

This was a positive experience, as | felt that Mamgaged
with the activities and produced reliable data

Mark appeared to enjoy the task

This was a time-consuming method, due to the lef/el
preparation required prior to the short task

Overall summary of
reflections and learning
points (e.g., limitations,
adaptations, future
research opportunities,
impact on EP practice):

It would be helpful to see how this eye-trackingheology
would be used in the classroom to help make chaice®re
‘everyday’ situations

The choices were binary and were constructed bifsadu
Limited choices and the photographs used wererimgdr
through observations and questionnaires, limitirayl¥
ability to express preferences for alternative @wn
objects/activities

Using the SCERTS model as a framework, key elem@rdsapproaches to facilitate

Mark (a five-year-old boy with Autistic spectrunsdrder (ASD), speech and

language delay and global developmental delay) lmglcommunication and

interaction were identified. These included, jattention, self-regulation and

interpersonal support explored below with extrdiis the observation data.

4.2.1.1 Joint Attention

There were many examples of Joint attention. Téfers to the purposes or functions

of the child’s communication (e.g., to meet neéd€ngage in back-and-forth

interaction, to share attention, to engage sogcitdlghare experiences, to express

emotions). Facilitating joint attention was ondlté main areas identified.
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Examples of observed Joint attention (SCERTYS):
* Engages in brief reciprocal interaction (1.2);
» Shifts gaze between people and objects (2.1);
» Shares negative and positive emotions (3.1); and

* Requests help or other actions (4.3).

Example observations:

* Mark made eye contact with the TA and took her hanehcourage her to
continue bouncing the ball.

* Mark lay down for periods of time and watched heefs engaging with
various activities.

» Mark spotted the inflatable bouncy ball and ranrdoet.

* Mark displayed clear emotions on his face, e.gwifting, wide surprised
eyes.

» Takes the TA’s hand and makes eye contact to itelleawould like her to

continue bouncing the ball.

4.2.1.2 Self-regulation

There were also many examples of self-requlat®@ERTS describes this self-
regulation as ways in which the child attemptecegulate his emotions and arousal
(e.g., sensory motor behaviours, talking to hindkelself, planning and self-

reflecting).

Examples of self-regulation (SCERTS):
» Initiates bids for interaction (1.1);
* Responds to sensory and social experiences wittrelitiated emotions (1.4);
* Responds to a variety of familiar words and phré$es; and

* Removes self from overly stimulating or undesiretivaty (5.1).

Example observations:

* Mark was holding hands and making eye contact ighr A.
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* Mark used clear facial expressions and he placetidnds on his ears at
times.

* Mark understood and responded to the phrasesdiend “Mark’s turn” and
“‘more”.

* During the sssionMark lay down on a mat away from everyone else and

observed the activities.

4.2.1.3 Interpersonal Support

There were also examples of mutual regulation wstded by SCERTS and this
research to be the communication style and modidica which help the child self-
regulate, engage and participate, as well as fathat appear to hinder participation.

Examples of observed interpersonal support:
* Follows child’s focus of attention (1.1);
* Waits for and encourages initiations (2.2);
» Allows child to take breaks to move about as ned8¢el);
* Gets down on child’s level when communicating (3ahd

» Adjusts complexity of language input to child’s éeapmental level (6.2).

Example observations:
* The TA was observing and watching Mark explore angage in certain
activities.
* While Mark was bouncing on the ball, the TA woulditsfor him to make eye
contact and/or take her hand to initiate the baumnci
* The TA and class teacher would crouch down andnsihe floor when
interacting.

* The instructions and descriptions were simplifiad éamiliar.
4.2.2 Questionnaires — Analytic Findings
Generic category:

Autonomy, for the purpose of this research, was definedeas\dours that are self-
governed and decided upon by the child, withouti$ed influence from others. This
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category was composed of two sub-categories: intkp®e and observant/imitative

behaviours.

Sub-categories:

c) Independencewas indicated by reported behaviours which inéiddtis need
for, or enjoyment for being alone and away fromdheup for periods of
time.

E.g., ‘Usually plays independently’ ‘Doesn’t choose totiate with other
children’.

d) Observant/imitative behaviours referred to descriptions around certain of
Mark’s behaviours which were observed and copisdyell as the manner in
which Mark watched others.

E.g., ‘Imitates actions, e.g., sneezing sound artid@.

Generic category:
Body Languageas defined for the purpose of this research iredugestures,
mannerism or behaviours that can communicate fgemd attitudes. This category

was composed of three sub-categories: facial esiores, behaviour and eye contact.

Sub-categories:

a) Facial expressiongeferred to Mark’s expressive facial features.
E.g., Facial expressions help understanding of what leoremunicating’;
‘Smiles and frowns’.

b) Eye-contactdenoted the manner in which Mark used eye contatta@ked
at others.
E.g., ‘He will look at adults and hold eye contadten engaging, e.g., when

he wants to be thrown into the ball pool’; ‘Impralveye contact’.

c) Behaviour signified physical movements and general manner and
performance of Mark.
E.g., ‘Smiling and giggling indicates happinesstyimg and stomping his feet

indicates anger and frustration’.
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Generic category:

Multi-method approach indicates the child using a mix of various

approaches, methods and tools to communicate.

b)

d)

Sub-categories:

Sensoryreferred to how Mark reacted to sensory objects/as/well as
potential over stimulatiorkE.g., ‘Sometimes places hands over his ears to
show a dislike’; ‘Favourite toys are those with tous, lights and sounds, e.g.,

cash register’.

Verbal indicated any verbal communication between or fMark and other
adults/peers.

E.g., ‘Makes a certain noise to show a dislike mtect’; ‘Simple, one word
instructions helps Mark’s understanding’; ‘Repesitsiple phrases, e.g., “yum

yum

Visuals and objectswere discussed in relation to methods that weed ts
communicate as well as objects which Mark likesgend time.
E.g., ‘Providing a choice of two objects/toys’; jays playing with dolls and

figures’; ‘Responds to symbols/PECS and commuiicdioards’.

Technologywas a sub-category referring to any technologykMsagages
with to communicate or for pleasure.

E.g., ‘Enjoys watching DVDs'.

Generic category:

Communication partner is defined as an individual whom the child attentpts

or successfully, interacts and communicates withe four sub-categories

identified are: encouragement, adult as a tooétuest or retrieve, emotional

regulation and attunement.
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Sub-categories:
a) Encouragement elated to how adults praised or reassured Mark’s
communication/behaviour.

E.g., using ‘high fives’.

b) Adult as a tool to request or retrievewas how Mark interacted with
adults and the ways in which he was able to comoat@ihis message.
E.g., ‘Pulls adults to desired location to requistp’; ‘Indicates “No” or

refusal by taking adults hand away’; ‘Leading arudidy the hand'.

c) Emotional regulation referred to how Mark used adults as a way to
regulate how he was feeling.
E.g., ‘Goes to adults for a cuddle when upset’el&comfort from

adults’.

d) Attunement was defined by behaviours and descriptions thate@ to the

adult’s and child’s levels of understanding and athp toward each other

regarding communication meaning and feelings.

E.g., ‘His mother is most confident in understagditark’s feelings of
being overwhelmed, frustration, interest, when éeds a break and how
he is feeling’; ‘Observing and speaking to aduftghe class could help
getting to know Mark the best’; ‘School staff arerenconfident in

identifying Mark’s feeling of frustration and intst’.
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Table 4.4 — Mark
Questionnaire QCA

Category

Sub-Category

Responses from parent questinaire (Q)

Responses from teacher questionnaire (Q)

Category 1: Autonomy

Behaviours that are self-
governed and decided upon b
the child without focused
influence from others

Independence
y

He is getting better at being around other
children (4)

Usually plays independently (11)

Doesn’t choose to interact with other
children (20)

Little communication with other, just adults

(5)
Plays independently (10)

Sometimes plays parallel alongside peers

Observant/imitates
behaviours

Puts his hand out to greet people (6)

Imitates actions, e.g., sneezing sound an
action (12, 13)

o

Doesn’t show evidence of imitation (12)

Category 2: Body Language

Gestures, mannerism or
behaviours that can
communicate feelings and
attitudes.

Facial Expressions

Smiley and happy (2)

Facial expressions help understanding of
what he is communicating (10)

Smiley (4)

Smiles and frowns (8)

Eye Contact

Improved eye contact (5)

He will look at adults and hold eye contact
when engaging, e.g., when he wants to be
thrown into the ball pool (2)

Behaviour

Giggling and laughing indicates happineg
(16)

Se

Holding fingers in his ears when anxious (8§
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Crying indicates sadness (16)

Sitting, playing, not whining indicates
contentment (16)

Crying and stomping his feet indicates
anger and frustration (16)

Laughing, giggling jumping up and down
indicates excitement (16)

Crying, grabbing the adults and covering
his ears indicates fear (16)

Smiling and giggling indicates happiness (1

Crying and fingers in his ears indicates
sadness (15)

Calm behaviour indicates contentment (15

Crying, facial expressions and making noig

indicates anger and frustration (15)

Happy facial expression and excited noises

indicates his excitement (15)

Crying and facial expression indicates fear

(15)

5)

esS

D

Category 3: Multi-method app

roach

The mix of various approache
methods and tools to
communicate.

sSensory

Favourite toys are those with buttons, ligh
and sounds, e.g., cash register (1)

ts

Sometimes places hands over his ears to
show a dislike (4)

Enjoys ‘clicky clacky’ toys (9)
Enjoys being thrown into the ball pool (9)

Enjoys drama games (9)

Verbal

Repeats simple phrases, e.g., “Yum yum

3
Repeats names, e.g., Mum and Dad (6)

Understands “Ready, steady, go” (6)

Occasionally says “go” (3)

Makes a certain noise to show a dislike or
protect (4)
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Simples questions “What do you want?”
Tone of voice helps Mark understand (14

Simple, one-word instructions helps Mark
understanding (14)

Visuals and objects

Responds to PECS symbols (3)
Providing a choice of two objects/toys (9)
Pointing helps Mark’s understanding (14)

Enjoys books and being read to (15)

Uses pictures displayed on the ‘Now’
timetable (3)

Responds to symbols/PECS and
communication boards (7)

Enjoys playing with dolls and figures (9)

Technology

Enjoys watching DVDs (15)

Category 4: Communication p

artner

An individual whom the child
attempts to, or successfully

Encouragement

Using ‘high fives’ (20)

interacts and communicates
with.

Adult as a tool to
request or retrieve

Leading an adult by the hand (2)

Leading an adult by the hand to request
help (6)

Indicates ‘more’ or ‘again’ by taking the
adults hand (6)

Indicates ‘no’ or refusal by taking adults
hand away (6)

Takes adults hand (1)

Pulls adults to desired location to request
help (4)

Emotional

Goes to adults for a cuddle when upset (3

Will climb on and cuddle adults (1)
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regulation

Seeks comfort from adults (4)

Attunement

Average four or five times per day parent
doesn’'t understand what is being
communicated (8)

His mother is most confident in
understanding Mark’s feelings of being
overwhelmed, frustration, interest, when
needs a break and how he is feeling (18

His mother is slightly less confident in
understanding what his focus of attentior
on (18)

His mother is least confident in knowing
what Mark is trying to communicate (18)

To get to know Mark it was recommende
that working/playing alongside him is the
best method (19)

Getting to Mark’s level when
communicating with him (20)

Quite often the staff understand what is
communicated, only sometimes they do nd

(6)

School staff are more confident in identifyil
Mark's feeling of frustration and interest (1

School staff are less confident when
identifying how Mark feels and what he is
communicating (17)

And school staff are least confident in
identifying his focus of attention, when he
needs and break and when he is feeling
overwhelmed (17)

Observing and speaking to adults in the cl;
could help getting to know Mark the best
(18)
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Figure 4.5 - Mark - Analytic Findings from Questionnaires
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4.2.3 Individual Summary - Mark

This analysis explores qualitative data collectbed,methods and approaches used to
facilitate communication and interaction betweenrlvind his communication
partners. Mark is a five-year-old boy with a diagis of Autistic Spectrum Disorder
(ASD), speech and language delay and global denedofal delay. The two methods
of analysis included Content Analysis, which highted key themes reported in the
teacher and parental questionnaire, and applyir@ RIS questions, to vignette
observational data. These data sets were anadgpedately, before the key findings
were amalgamated and presented pictorially. Belbg/findings are outlined and the

research questions are addressed.

What techniques and strategies are used to ascettiai child’s views?

Mark responded to a multi-method approach of comoatimg and interacting, this
consisted of using facial expressions, body languagl gestures, P-V and verbal
vocalisations, eye contact, touch, visuals andrteldyy. Observing Mark’s levels of
interaction and approaches to situations also belferm the adults of Mark’s
preferences and his reactions to certain situatiboo®served that Mark would initiate
contact with the adult by taking the adults hand araking eye contact, which was
understood by the adult, through experience ancedhanderstanding, to indicate that
Mark wanted ‘more’. Adults supported Mark in hie@ional regulation and sensory
processing, encouraged him to initiate interacfeg., eye contact) through
motivational activities and positive reinforcemesmd created opportunities for him
to actively participate in activities. Mark wasoaed the opportunity to explore his
environment and engage, to varying degrees, wiilities of his choosing, which

helped him regulate his own sensory input and ematiresponses.

Eye-tracking technology was used as a method fok Mamake a choice from two
images on the screen. The eye-tracking softwagd e@ge dwell time to decipher a
preference. Repeating the activity and using shianewledge between adults and
Mark were used to affirm the choices he made ottwhaictivities/objects/food he

enjoyed.

Mark appeared to have a trusting and strong relsiiip with the adults in his

classroom, and this helped to facilitate an aceunatlerstanding of the message
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Mark was communicating, as well as the relationgingviding a safe and familiar

setting for Mark to feel comfortable interactingdarequesting support.

What adaptations to the communication methods weeeled to meet the needs of the
children participating?

Mark’s actions were generally not governed by athand he was allowed to initiate
or terminate activities, within reason. Adultsyded space and allowed time for
him to decide what he would like to do; Mark wasetved exploring his
environment independently or observing others. |&duere present and available
for Mark to approach when he required support ilotEmnal or sensory regulation
and also as retrievers of objects or providersoaffort. Adults observed Mark’s
movements, P-V vocalisations, facial expressioys,oentact and gestures to further
their accurate understanding of what Mark was comoating. Adults approached
Mark on his level and used familiar and simplifladguage; to encourage
participation they used shared understanding (@egnonstrated through eye contact)
to interpret his message (e.g., ‘more’).

During the eye-tracking activity, the eye-tracksaftware was simplified so there
was a binary choice; eye dwell time, which was usddg Mark’s choice, was
reduced to 1.5 seconds; and the collaboration a@sced to two-point collaboration.
The time between repeated measures (time 1 and)invas reduced to five minutes
in order to maximise Mark’s concentration and folayels and limit his feelings of
tiredness, discomfort or distress. The choicesapeen were between two
photographs, to remove reliability and ambiguiguiss found with cartoon/abstract
images. The voice recording and adults reinfordeathoices and repeated the
choices verbally, once Mark had made them, to biilmelp encourage active

participation and his feeling of being heard.

What are the researcher’s experiences of usin@tagdable methods of
communication?

Although I observed Mark being able to make choindspendently and in his own
time, | felt he needed to be guided by the adultkencouraged in order to interact
with a variety of activities or as part of a grofgr, a time. The adults modelled clear

communication and encouraged social interactiansensitive and calm manner, and
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their verbal language was age, and need appropmatevas supported with visuals

or objects of reference.

| felt the use of the eye-tracking activities wgsositive experience for Mark, his TA
and me, due to his engagement with the task anprtaiction of reliable data. The
TA felt the results confirmed some of her thougitieut Mark’s favourite activities
and what he enjoys doing, which fuelled a sensmofidence in her level of her
attunement and shared understanding with Marktindgs, Mark could appear
disengaged from activities in the classroom, samegipreferring to play
independently. Using the eye-tracking technology l@oking at the screen, Mark
appeared motivated, and this could be used to geduirther learning opportunities
in the classroom and assessment of his strengtharaas identified areas for
development. By possibly moving to the more adedneye-tracking activities and
software, which allows tracking and recording ofadighis could also inform adults
working with Mark of how he learns, e.g., Can rexzkrmoving objects? What are his
eye movement patterns like? Does Mark scan theefhitefore making a choice?
What colour, size and type of image can he disisiuEye-tracking technology can
empower students to feel a level of control andcettgy skills to eventually be able to

surf the internet and use social media to commimica

The use of the eye-tracking software in this redegaroved to be rather time
consuming due to the level of preparation requikealvever, in a classroom situation
with mobile technology, this could be used to supptudents help make choices in
‘everyday’ situations. It is important to note tttiae binary choices provided on the
screen were constructed by adults. Mark was toergfrovided a limited choice of
photographs to choose from, reducing his abilitgxtpress preferences for alternative

or new objects/activities.

It is also important to consider Mark’s diagnodi\&D, as children with ASD can
react in individual ways in social situations; éstample, some children avoid eye
contact and/or fixate on smaller details rathentba the main activity or subject
being presented. When providing a situatiorcfasice making which involved
photographs and images on the screen, it may lefibhto have a reading on the

child’s eye tracking and where on the screen thild chfocusing. This could help
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with understanding if the child is making a chdian the main image presented or

is interested in an unrelated detail.
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Figure 4.6 — Mark - Overall Summary of Analytic Findings
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4.3 Participant 3 — Liam

Figure 4.7 Liam -
Analytic Data Map

1. Table & description of
observational data

Pictorial summary

2. Table & description of
questionnaire data

Pictorial summary
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4.3.1 Observational Data — Analytic Findings

Table 4.5 — Liam — Observational Vignette Data

Case Study 3 — Liam*, Male, Aged 5, Black African

Summary of ctild’'s SEND: Autistic spectrum disorder (ASD), speech and laggudelay
and global developmental delay. Able to make @&l utterances and giggles.

Observational data (Vignette 1):1 observed Liam outdoors lying down on a sensorygw

with other children sitting around him or on tophifn. The tambourine was sounded by the

class teacher to indicate Circle Time inside. étpiired encouragement from the TA to gd
inside. During Circle Time the teachers used siggnd rhymes to explain the actions or
next activity as well as photographs and symbola dlcro timetable.

After Circle Time Liam independently ran over te ttable to check what was inside, e.g.,
water/sand. He stood for a while next to a partitind used his hands to swing the beads
decorations which were hanging of. He came ovendavhile | was crouched down and s
on my knee for a time. Liam had a chew toy; he &dithe TA and squeezed her hands, 3
she responded by squeezing his hands and askimegytAr bored?”

In attendance: Liam, class teacher and four TAsphers and the researcher

and
At
nd

SCERTS questions SCERTS observation Observation res

Joint Attention: Why did Initiates bids for * Takes and squeezes the
the child communicate? For| interaction(1.1) hands of the TA

which purposes or functions e Looks at the

(e.g., to meet needs, to Shifts gaze between people photographs and
engage in back-and-forth and objects (2.1) visuals on the timetable
interaction, to share attentiop, during Circle Time and
to engage socially, to share looks at the teacher and
experiences, to express Shares negative and positive  Ta

emotions)? emotions (3.1) «  Shares feelings through
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Requests comfort (5.1)

physical contact,
hugging and squeezing
Approaches adults for
cuddles and hand
squeezes

Symbol Use Did you
observe the child initiating
communication or
communicating in response
to others? If so, how did the
child communicate (e.qg.,
imitated actions/words,
gestures, gaze, vocal, verbg
symbols)?

Follows situational cues in
familiar and unfamiliar
activities (2.1)

Follows instructions with
Ivisual cues (2.3)

He was able to follow thg
routine (with adult
encouragement) of Circl
Time, sitting on his chair
and following small
aspects of the activities
He observed and
appeared to follow the
visuals used in Circle
Time and understood
what to expect next

1%

Mutual Regulation: How
did the child respond to
assistance offered by
partners? Did he/she seek
assistance from others?

Soothes when comforted by
partners (2.1)

He chose to seek
cuddles and comfort
from adults at times

Selt-Regulation: What did
the child do to attempt to
regulate his/her emotions ar
arousal (e.g., sensory motof
behaviours, talking to
himself/herself, planning anc
self-reflecting)?

Responds to sensory and
social experiences with
dlifferentiated emotions (1.4

He appeared to gain
enjoyment and was
soothed by the sway
on the swing and
watching the beads
and decoration as he
moved them from
side to side; the chew
toy also appeared to
provide a level of
ease

Interpersonal Support:
Which interactive style
modifications helped the
child regulate, engage and
participate? Which style
factors appeared to hinder
participation?

Follows child focus of
attention (1.1)

Recognises and supports
child’s behavioural and
language strategies to
regulate arousal level (1.4)

Recognises signs of
dysregulation and offers
support

Waits for and encourages
initiations (2.2)

The TAs and teacher
were aware of his
movements and
attempted to engage
his attention during
activities

TAs recognised his
behavioural strategies
and interpreted his
behaviours, e.g.,
swinging the swing
when he lay on it,
squeezing his hands
when he squeezed
their hands
Recognising that he
could be bored due tq
his behaviours and
engaging or
introducing other
activities or comfort
The adults made
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Gets down on child’s level
when communicating (4.1)

Uses non-verbal cues to
support understanding (6.1)

themselves available
for initiation and
encouraged initiation
with others and
objects/activities
The TAs were either
sitting or crouched
when not moving
around the room
During Circle Time
the teacher used
visuals and
photographs to
support verbal
instruction and
understanding

Learning Support: Which
aspects of the activity (e.g.,
clear and predictable
sequence, motivating
meaningful materials) and/o
which visual supports were
most effective for supporting
the child’s active
engagement? Which
variables appeared to hinde
participation?

Defines clear beginning and
aending to activity (1.1)

Provides predictable
I sequence to activity (1.3)

Offers varied learning
opportunities (1.5)

The tambourine signifieg
the ending of outdoor
play and the start of
inside time, and the
Circle Time activities
were structured with
familiar songs

There was a predictable
routine for the children
during the day and
during each structured
activity

There was a mix of
outdoor and inside
activities as well as
guided structured
activities

Research guestions

What techniques and
strategies were used to
ascertain the child’s views?

* Observations of his behaviours and movements

* Providing an open and accessible environment ichwvhi

he was able to make choices
Arranging a variety of activities and objects famio
make a choice and show preference during free time

What adaptations to the
communication methods
were needed to meet the
needs of the children
participating?

Simple and clear instructions and questions

Visuals and photographs to support verbal language
Routine and structure provided a predictabilityredat
Music, song and rhythm used to structure the sessio
and create a beginning and end as well as encourage
engagement

What are the researcher’s
experiences of using the
available methods of
communication?

Liam showed limited facial expressions and gesfures
which | found caused ambiguity in recognising haav h
was feeling

Liam used physical contact and touch quite often.
However, | am not sure if the squeezing of aduisds
was communicating boredom, contentment, frustratdio
if it was satisfying a sensory need

Liam required adult prompting to attend and lookhat
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communicating

adult-led situations

teacher and the activities during Circle Time

* Adults were able to understand his movements and
behaviours. As a new observer | found it was diffito
identify or understand feelings or the message && w

e Liam was very lethargic at times and it would apgbat
he would have preferred to be left to be alonelging
down. It appeared that the adults wanted to intemad
communicate more than Liam did.

* The interaction and communication were artificiatla

Observational data (Vignette 2):In the Magic Carpet room Liam was able to explbee t

room independently. The lights were turned off Hreinteractive projector was switched

to display bright colourful images, which were usgdhe fishpond, flowerbed and other

interactive sensory apps. Liam sat for a while, afiter interaction from me and the class

teacher, Liam began to make hand movements oraineaind watched the images. |

imitated his behaviours as he moved back and fatsvacross the floor. He started to run
around the floor independently. As | crouched ddv@ncame over, squeezed my hands a

hugged me very tightly.

In attendance: Liam, class teacher and researcher

SCERTS questions

SCERTS observation

Observation tes

Joint Attention: Why

did the child
communicate? For which
purposes or functions
(e.g., to meet needs, to
engage in back-and-forth
interaction, to share
attention, to engage
socially, to share
experiences, to express
emotions)?

Initiates bids for interaction
(1.2)

Follows contact and distal
point (2.2)

Squeezed my hand and
hugged me

Watched the images on
the floor as they moved,
and afterwards he
interacted with them

Symbol Use Did you
observe the child
initiating communication
or communicating in
response to others? If so
how did the child
communicate (e.qg.,
imitated actions/words,
gestures, gaze, vocal,
verbal, symbols)?

Follows situational and
gestural cues in familiar and
unfamiliar activities (2.1)

Showed conventional and
symbolic gestures (distal
reach/point) (4.1)

Liam was able to follow
my cues and imitate my
actions as [ moved my
hand and feet to interact
with the images

Liam was reaching to
touch and move the
images around him on
the floor

Mutual Regulation:

How did the child
respond to assistance
offered by partners? Did
he/she seek assistance
from others?

Shares negative and positive
emotions (1.1)

Hugged me and squeezed
my hand to indicate a
positive or negative
response or possibly
satisfying a sensory need

Selt-Regulation: What
did the child do to
attempt to regulate
his/her emotions and

Initiates bids for interaction
(1.1)

Uses behavioural strategies t

|=)

Squeezed my hand and
hugged me

Hugged me and squeezed
my hand, possibly due to
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arousal (e.g., sensory
motor behaviours, talking
to himself/herself,
planning and self-
reflecting)?

regulate arousal level during
) solitary and social activities
(2.1)

Participates in new and
changing situations (4.1)

a sensory need

Liam was able to engage
in new and changing
activities

Interpersonal Support:
Which interactive style
modifications helped the
child regulate, engage
and participate? Which
style factors appeared to
hinder participation?

Follows child focus of
attention (1.1)

Recognises and supports
child’s behavioural and
language strategies to regula
arousal level (1.4)

Imitates child (1.6)

Waits for and encourages
interaction (2.2)

Gets down on child’s level
when communicating (4.1)

Encourages imitation (5.1)

Provided guidance and
feedback as needed for succg
in activities (3.4)

e

2SS

[ was watching his eye
tracking and which
activity he was attending
to

Attended to Liam’s
emotional responses and
recognised when he
wanted to end the activity
through observing his
behaviour

Imitated Liam’s
behaviour and
movements as he
interacted with the Magic
Carpet

[ sat by the carpet and
interacted with it
independently of Liam,
and used his name and
commented on his
behaviours

Sat or crouched on the
floor

I made some hand
movements to interact
with the Magic Carpet
and wait for Liam to
imitate

[ provided a commentary
on his movements and
praise for any
engagement | observed

Learning Support:
Which aspects of the
activity (e.g., a clear and
predictable sequence,
motivating meaningful
materials) and/or which
visual supports were mo
effective for supporting
the child’s active
engagement? Which

Creates turn-taking
opportunities and leaves
spaces for the child to fill in
(1.2)

stProvides activities to promote
initiation and extended
interaction (4.8)

I made some hand
movements to interact
with the Magic Carpet
and waited for Liam to
imitate

The Magic Carpet
software is software that
can be used by the child
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variables appeared to independently to

hinder participation? manipulate cause and
effect and/or with others,
to promote interaction

Using the SCERTS model as a framework, key elem@rdsapproaches to facilitate
Liam (a five-year-old boy with Autistic spectrunsdrder (ASD), speech and
language delay and global developmental delay)srtémmunication and interaction
were observed. These included, joint attentiotgrpersonal support and learning
support, explored below with extracts from the obsgon data.

4.3.1.1 Joint Attention

There were many examples of joint attention. Téisers to the purposes or functions
of the child’s communication (e.g., to meet ne¢d€ngage in back-and-forth
interaction, to share attention, to engage sogcialghare experiences or to express

emotions). Facilitating joint attention was ondloé main areas identified.

Examples of observed Joint attention (SCERTS):
* Initiates bids for interaction (1.1);
e Shifts gaze between people and objects (2.1);
» Shares negative and positive emotions (3.1); and

* Requests comfort (5.1).

Examples observations:
e Liam takes and squeezes the hands of the TA.
» Liam looks at the photographs and visuals on tnettble during Circle Time
and looks at the teacher and TA.
* He shares his feelings through physical contaggimg and squeezing.

» Liam approaches adults for cuddles and hand sqseeze

4.3.1.2 Interpersonal Support

There were also examples of mutual regulation wtded by SCERTS and this
research as to which communication style and mzatibns help the child regulate,
engage and participate, as well as identifyingoiacthat appear to hinder

participation.

134



Examples of observed self-regulation (SCERTS):

Follows child focus of attention (1.1);

Recognises and supports child’s behavioural angliage strategies to
regulate arousal level (1.4);

Recognises signs of dysregulation and offers suppor

Waits for and encourages initiations (2.2);

Gets down on child’s level when communicating (4ahd

Uses non-verbal cues to support understanding. (6.1)

Example observations:

The TAs and teacher were aware of Liam’s movemamiisattempted to
engage his attention during activities.

TAs recognised his behavioural strategies andpnéézd his behaviours, e.g.,
swinging the swing when he lay on it, squeezingiaisds when he squeezed
their hands.

The adults recognised that his behaviours coulcbb@municating his
boredom, so they would try to engage him in otloéivaies.

The adults made themselves available for initiatind encouraged initiation
with others and objects/activities.

The TAs were either sitting or crouched when novimg around the room.
During Circle Time the teacher used visuals andgiraphs to support verbal

instruction and understanding.

4.3.1.3 Learning Support

There were examples of learning support underddyd8CERTS and this research as

those aspects of the activity (e.g., a clear ardiptable sequence, motivating

meaningful materials) and/or which visual suppartse most effective for

supporting the child’s active engagement, as wethase which appeared to hinder

engagement.
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Examples of observed interpersonal support:

» Defines clear beginning and ending to activity J1.1

* Provides predictable sequence to activity (1.3 an

» Offers varied learning opportunities (1.5).

Observational notes below:

* The tambourine signified the ending of outdoor @ay the start of inside time,

and the Circle Time activities were structured vihiliar songs.

» There was a predictable routine for the childrenrduthe day and during each

structured activity.

* There was a mix of outdoor and inside activitiesvall as guided structured

activities.

4.3.2 Questionnaires - Analytic Findings

Generic category:

Engagementis defined, for the purpose of this researchhagdegree ofiam’s

participation in social and educational activitidhe four sub-categories

identified are: motivation, social engagement,tegigs to facilitate engagement

and sensory.

Sub-categories:

a)

b)

Motivation r elates to how adults encouraged Liam to interadt an
communicate.

E.g., use of new activities, toys and objects tovai® communication;
gestures and eye contact help indicate Liam’s tusing the Magic
Carpet as motivation.

Social engagementefers to Liam’s level of communication and
interaction with others.

E.g., likes adults; tolerates other children; playsinly independently.
Strategies to facilitate engagementefer to methods and approaches used
by adults and Liam to aid engagement in socialautgon and
communication.

E.g., PECS, limited range of objects and in certtnations, e.g., snack

or certain toy; indicates ‘more’ or ‘again’ by hailay out his hand during
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‘round and round the garden’ games; intensive iat¢ion; use of
photographs, symbols and visual timetable.

d) Sensorysignifies the manner in which Liam engages in sgnbased
play and interactions.
E.g., splashing water and swishing; sensory trag| &nd touch; plays on

a sensory level, e.g., messy play

Generic category:

Remain curiousis a category which captures the ways in whichathdts around
Liam areeager to learn more about the message that Liaomsnunicating.The

three sub-categories identified are: observingettatty and attunement.

Sub-categories:

a) Observing refers to a method of understanding communicational
methods.

E.g., the best way to get to know Liam is observing

b) Uncertainty refers to how adults can feel occasionally wheerpreting
Liam’s behaviours, noises and gestures.

E.g., Daily interaction with adults ... ‘What is hgihg to tell us?’ Three
to four times per day there is an uncertainty astw being
communicated, e.g., when he hugs and squeezes.

c) Attunement was defined by behaviours and descriptions thatedlto the
adult’s and child’s levels of understanding and athp toward each other
regarding communication meaning and feelings.

E.g., the teacher was most confident in identifyiian’s focus of
attention, when he needs a break and when heffestsated. The teacher
was less confident in identifying what he is inségd in and when he is
overwhelmed,; less confident still in identifyingra’s overall feelings;
and least confident in identifying and understagdivhat is being

communicated by Liam.
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Generic category:

Body language,as defined for the purpose of this research, dedwyestures,
mannerisms or behaviours that can communicatenfgelind attitudes. This
category was composed of four sub-categories:|fag@essions, eye contact,
physical contact and gestures.

Sub-categories:

a) Facial expressionsefer to Liam’s expressive facial features.
E.g., interacts through facial expressions.

b) Eye Contactdenotes the manner in which Liam used eye coatatt
looked at otherd€=.g., good eye contact; looks closely at the adittte;
does not follow adult’s direction of pointing

c) Physical contactis defined by tactile and touching behaviours diged
by Liam.

E.g., tactile; likes tickling games; touch, squeaad bites; big hugs and
squeezes with adults.

d) Gesturesrefer to Liam’smovements, such as with his hand or his head,
to express an idea or meaning.

E.g., can sign his name and use gestures duringéCifime songs.

Generic category:

Child’s disposition was defined, for the purpose of this researchjgblight
inherent qualities of mind and charactd&his category has one sub-category:
emotional and physical presentation.

Sub-category:

a) Emotional and physical presentatiorrefers to Liam’s emotional

presentation and personality and ways in whichwlais observed.

E.g., smiley and laughs; lovely disposition; smdesl giggles to indicate
happiness; cries, grabs others, pulls and squeettes's to show sad feelings;
when he is content he is placid and lies downhmasanger or frustration he
squeezes, makes noises, eye contact; he vocatidegggles when excited;
when Liam is fearful he shies away, becomes avgiflaxthes and puts his

hands up; he has a gentle nature; makes adultshasgeet.
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Table 4.6 — Liam —
Questionnaire QCA

Category |

Sub-Category

Responses from teacher quastinaire (Q)

Category 1. Engagement

The degree of Liam’s
participation in social and
educational activities.

Motivation

Use new activities, toys and objects to motivate communication (9)
Gestures and eye contact help indicate Liam’s turn (14)

Using the Magic Carpet as motivation (15)

Engages in cause-and-effect iPad and touch-screen games (15)

Social engagement

Likes adults (2)
Tolerates other children (4)
Plays mainly independently (11)

Strategies to
facilitate
engagement

PECS, limited range and in certain situations, e.g., snack or certain toy (3)
Indicates ‘more’ or ‘again’ by holding out his hand during ‘round and round
the garden’ games (6)

Indicates refusals and protests (6)

Intensive interaction (9)

PECS and visual supports (9)

Photographs, symbols and visual timetable (14)

‘Finished’ symbols and countdown to the end of an activity (14)

Sensory

Splashing water and swishing (1); Sensory tray, feel and touch (1)
Plays on a sensory level, e.g., messy play (11)

Category 2: Remain curious

The ways in which the adults

Observing

Best way to get to know Liam is observing (19)

around Liam are eager to lear
more about what is being
communicated

NUncertainty

Daily interaction with adults ... ‘What is he trying to tell us?’ (7)
Three to four times per day there is an uncertainty into what is being
communicated, e.g.,, when he hugs and squeezes (8)

Attunement

The teacher was most confident in identifying Liam’s focus of attention,
when he needs a break and when he feels frustrated (18)

The teacher was less confident in identifying what he is interested in and
when he is overwhelmed (18)
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Less confident still in identifying Liam’s overall feelings (18)
And least confident in identifying and understanding what is being
communicated by Liam (18)

Category 3: Body language

Includes gestures, mannerism
or behaviours that can

Facial expressions

Interacts through facial expressions (3)

communicate feelings and
attitudes

Eye contact

Good eye contact (2)
Looks closely at the adult’s face (4)
Does not follow adult’s direction of pointing (5)

Physical contact

Tactile; likes tickling games (2)
Touch, squeeze and bites (3)
Big hugs and squeezes with adults (4)

Gestures

Can sign his name and use gestures during Circle Time songs (12)

Category 4: Child’s disposition

Inherent qualities of mind and
character

Emotional and
physical
presentation

Smiley and laughs (2)

Lovely disposition (2)

Smiles and giggles to indicate happiness (16)

Cries, grabs others, pulls and squeezes others to show sad feelings (16)
When he is content he is placid and lies down (16)

To show anger or frustration he squeezes, makes noises, eye contact (16)
He says and giggles when excited (16)

When Liam is fearful he shies away, becomes avoidant, flinches and puts
his hands up (16)

He has a gentle nature (20)

Makes adults laugh (20)

Sweet (20)
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Figure 4.8 - Liam - Analytic Findings from Questionnaires
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4.3.3 Individual Summary - Liam

This analysis explores qualitative data colleceeghloring the methods and
approaches used to facilitate communication aretaction between Liam and his
communication partners. Liam is a five-year-olg both a diagnosis of Autistic
spectrum disorder (ASD), speech and language @eld\global developmental delay.
He is able to make P-V utterances and giggles. tWhemethods of analysis included
Content Analysis, which highlighted key themes réggmbin the teacher and parental
guestionnaire and applying SCERTS questions toetigrobservational data. These
data sets were analysed separately, before thirkiygs were amalgamated and
presented pictorially. Below, the findings arelimeid and the research questions are

addressed.
What techniques and strategies were used to aseeha child’'s views?

Liam had access to an open and accessible envirgnmehich he was able to make
choices independently from a variety of activiesl objects during free time as well
as being encouraged to participate in Circle Tictevities. Observations of his
behaviours, eye contact and eye tracking, faciptessions and movements were
used by adults to understand Liam’s preferencesafat opinions of, certain
activities, objects and other children/adults. BBE&as being introduced and
encouraged as a means for Liam to request parntisnécks. It was reported and
observed that the adults needed to find motivdtorkiam to communicate and
interact, e.g., the Magic Carpets, biscuits, asmitse Liam could appear to be

content lying down in his environment and obsenotiers.

During the Magic Carpet session Liam demonstraigalhility to tolerate adults
imitating and joining in with his play. He engagadults in his play through physical
contact, hand squeezing and hugging. However, genimg behind this behaviour
was something that the adults working with Liam eveonscious of remaining
curious about; there was ambiguity as to whethsrghysical contact was indicating
frustration, boredom, excitement, comfort seekangensory need or a wish for play.
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What adaptations to the communication methods weeeled to meet the needs of the

children participating?

Liam was able to follow the routine of the day aves able to follow cues and
prompts to move through the structure of the daye adult used photographs,
Makaton, visuals, music and song to indicate aqaar time in the day and
transition times as well as to support their verbsiructions, which were consistent
and simple. Adults were accessible and approaehabtl Liam would approach
them and squeeze their hands, which was reciprbcatiee adults needed to initiate
interaction at times and they needed to explormuamotivational materials in order
to encourage engagement in activities or Liam’sfira of choice-making skills.
During the Magic Carpet session | engaged in imoitabf Liam’s behaviours and

movements to facilitate a feeling of shared atenéind to encourage interaction.

The adaptation of the School Preference Activitiuded a reduction in the number
of photographs to two familiar objects (Bourbonchis and banana) and the method
was adapted to be similar to an approach that Wwashalready familiar with, PECS.
It was originally thought by the class teacher thiatn might not be able to
distinguish or make meaning from the photograptshay were different to a PECS
symbol. However, Liam was able to choose and diffeate between the two
photographs every time, despite the photographl@aced in different areas
around the room. Liam was not asked to choosenladalt; Liam was encouraged to
explore the surroundings and choose and requestuaitan his own time. The
choice was made between only two items; it migheHzeen helpful to explore
Liam’s choice-making abilities using a greater nemdf objects.

What are the researcher’s experiences of usin@tadable methods of
communication?

During my time observing Liam and working with hiva showed limited facial
expressions and limited gestures, which | foundedudifficulty in recognising how
he was feeling. As mentioned previously, Liam uglegsical contact and touch quite
often. Adults who worked with Liam were able taderstand his movements and
behaviours most of the time. As a new observevag difficult for me to identify or

understand his feelings or the message he was coicating.
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Liam required a high level of mediation by the asltb attend to the activities during
Circle Time and engage with instructions and tas¥sst of the tasks and interaction
took place in a situation constructed by the adaltsl it appeared that the adults had
a bigger need to interact and communicate with Lilaam Liam had to communicate

with them.

As well as the heterogeneous nature of the childi@BND, there is also a difference
in each child’s personality and disposition, whoam impact on how much each child
chose to engage and communicate their needs. doaid be very smiley and giggly
as well as appearing to be quite lethargic anceelapreferring to lie down and
observe his surroundings. Liam’s ASD and theaammmunication difficulties are
also important to consider. In Liam’s environmex# long as the approaches and
adults were accessible for Liam to communicate wittonder how necessary it was
to continuously encourage interaction and commuioicaif the adults can ensure
that he is happy and safe. However, on the othied hl consider that the nature of
school is to provide a learning environment for tésching of students, under the
supervision and direction of teachers. For chiidsth complex and SEND who are
P-V this can also include providing a language-gokironment to facilitate
development of communication as well as cognitphg;sical and social development.

Observing Liam highlighted the importance of matiea to communicate.
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Figure 4.9 -Liam Overall Summary of Analytic Findings
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1.4 Participant 4 —

Figure 4.10 Michael -

Data Map

4.4.1 Observational Data — Analytic Findings

Michael

Analytic

1. Table & description of
observational data

Pictorial summary

2. Table & description of
questionnaire data

Pictorial summary

Aewruung

Table 4.7 — Michael — Observational Data

[[eI9AQ S,[9RYITN €

Case Study 4 — Michael*, Aged 5 years, British Asia

Summary of child’s SEND: Michael hasPelizaeus—Merzbacher disease (a central

myelination condition), Nystagmus (rapid, involurgtarhythmic motion of the eyes) and hg

has difficulty with head movements. He is alsoyeebal.

A%

Observational data (Vignette 1):During the morning Circle Time Michael sat in his
wheelchair, which supported his head, and hadla talfront of him. The chair was

lowered so he was at a similar level to the otihdden and the class teacher, who was sat

down. The children sitting in a semi-circle. Awas timetable was presented to the children,
with a clear visual and verbal message as to wdtadity was next. The children were
encouraged to say good morning to one anotherghrsinging a “good morning” song.

Michael’'s photograph was selected and shown todmichthe other children, and adults sal
the good morning song along with Makaton signs.Hdal was presented with a button with

a good morning sticker on it. He was encouragqutéss it and needed to be physically
scaffolded by the teacher to push the button, wpialied a voice recording of “Good
morning”. Michael was then asked to choose betviwerphotographs of his peers and
choose whose turn it was next; he did this usirgteacking and smiling. The teacher
observed his gaze and interpreted his eye dwedl tmone photograph as a choice.

In attendance: Michael, six peers, five adults thredresearcher

SCERTS questions

SCERTS observation

Observation reg

Joint Attention: Why
did the child
communicate? For
which purposes or
functions (e.g., to meet
needs, to engage in
back-and-forth
interaction, to share
attention, to engage

socially, to share

Shifts gaze between
people and objects
(2.1)

Shares positive and
negative emotions
(3.1)

Michael was able to watch and
follow the adults around him using
symbols and photographs

Michael was able to share smiles
during the Good Morning song
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experiences, to expres
emotions)?

[72)

Symbol Use Did you
observe the child
initiating
communication or
communicating in
response to others? If
so, how did the child
communicate (e.g.,
imitated actions/words
gestures, gaze, vocal,
verbal, symbols)?

Follows instructions
with visual cues (2.3)

Responds to facial
expression and
intonation cues (2.4)

Responds to own nam
(6.1)

Michael followed the familiar
routine of the good morning song

and looked at, as well as attempte

to press, the button

Michael listened to the song and
smiled during it. He watched the

faces of the adults and responded

with facial expressions

Michael smiled and recognised it
was his turn to say good morning
during the song. His name was

spoken verbally as well as reinforc

with Makaton and his photograph

o

D

ed

Mutual Regulation:
How did the child
respond to assistance
offered by partners?
Did he/she seek

assistance from others

Shares negative and
positive emotions (1.1

Engages when alerted
by partners (2.2)
2

Michael was able to share smile

during the Good Morning song

He was able to engage in the

activity when an adults used his

name or touch to engage him

Self-Regulation: What
did the child do to
attempt to regulate
his/her emotions and
arousal (e.g., sensory
motor behaviours,
talking to
himself/herself,
planning and self-
reflecting)?

Respond to sensory

with different emotiong
(1.4)

and social experiences

D

Michael showed happy emotion

through his facial expressions

and hand movements. During t

Circle Time he appeared
observant at times, as well as

showing unfocused expressions

Interpersonal
Support: Which
interactive style
modifications helped
the child regulate,
engage and participate
Which style factors
appeared to hinder
participation?

Follows child’s focus
of attention (1.1)

AAttunes to child’s
‘emotion and pace (1.2

Recognises signs of
dysregulation and
offers support (1.5)

Offers choices non-
verbally or verbally

Staff watched his eye tracking
and dwell time, along with his

facial expressions, to recognise

his focus of attention

Adults were able to identify
Michael’s emotional state

through shared knowledge and
observing his facial expressions

gestures and eye contact

The TA sat beside Michael to

observe Michael’s regulation of
emotions and sensory input an

was on hand to offer support
when needed

Adults provided Michael with a
choice of two photographs or
visuals, and Michael was

e
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2.1)

Waits for and
encourages interaction
(2.2)

Provides time for child
to solve problems or
complete activities at
own pace (3.2)

Gets down on child’s
level when
communicating (4.1)

Secures child’s
attention before
communicating (4.2)

Uses appropriate
proximity and non-
verbal behaviour to
encourage interaction
(4.3)

Uses non-verbal cues
to support
understanding (6.1)

encouraged to use eye contact
make a choice

Time allowances were made for
Michael to be able to make a
choice between visuals as well
to attempt to move his hands to
push the button

Michael's wheelchair was
adjusted and was lowered wher
in Circle Time so he was at a
similar level to his peers and
adults who were sat on low
chairs.

Adults moved into Michael's eye
line and used his name and tou
to gain attention before
communicating

The adults moved freely around
the room so they were able to g
into an optimal position for the

child to observe and see the no
verbal cues and visuals provide

Makaton signs, visuals and
photographs, music, routine ang
song were used to support
understanding

(0]

L

Learning Support:
Which aspects of the
activity (e.g., a clear
and predictable
sequence, motivating
meaningful materials)
and/or which visual
supports were most
effective for supporting
the child’s active
engagement? Which
variables appeared to
hinder participation?

Defines clear
beginning and ending
to activity (1.1)

Provides predictable
sequence to activity
(1.3)

Offers repeated
learning opportunities
(1.4)

Uses visual supports t
enhance smooth
transition between
activities (3.3)

|=)

The beginning of the morning
activity was signified with a visual
timetable clearly shown to all
students

The good morning sung is sang by
the whole class every morning, an
the routine of saying good morning
to one another that is followed

The visual timetable indicates and
supports a change in activity and
prepares the children for what is
next

Michael was provided with a voice
recording button to press to say gg
morning, visuals were placed in hig
eye line and his wheelchair was
lowered to a suitable height
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Modifies sensory
properties of learning
environment (4.3)

Research questions

What techniques and
strategies were used tq
ascertain the child’'s
views?

D

Observations, following Michael’s eye tracking axyee dwell
time between visuals to make choices, facial exgwas and
body language

What adaptations to
the communication
methods were needed
to meet the needs of th
children participating?

e

Choice making between photographs and choices masiole
through eye-tracking

Voice recording button pressed with adult support
Time allowances for Michael to make a choice

Positioning of his wheelchair to the correct leteefacilitate
engagement

Adults use his name, touch and positioning thenesebo he
can see them clearly before interaction

What are the
researcher’s
experiences of using
the available methods
of communication?

Difficult to interpret choices made by Michael tbgh
observing his eye contact.

Shared experiences between the school staff anladic
helped this process

Michael had limited control over his body and head
movements, so it was important to encourage autgrvanere
possible through time allowances and attemptsindaree or
reaffirm his choices

Shared knowledge between Michael and adults suggbort
communication and interpretation of his message

Observational data (Vignette 2): Michael participated in a ‘drama game’, which tqu#ce
in a smaller room adjacent to the classroom. Theetchildren sat in a row, each in
wheelchairs, and had their height adjusted. Miclheel asked to make a choice between t
visual symbols, each showing a different game. TAeavatched his eye contact and facia
expressions and tested the choice making and éxisiosas by removing one choice and the
bringing it back. After the interactive singing ganusing puppets, Michael was asked if h
wanted to have ‘more’ of the same activity, ohiat activity was ‘finished’. Michael was
encouraged to use his arms or eye contact to itedicere’ or ‘finished’ using PECS
symbols stuck on opposite sides of his table.

In attendance: Michael, two peers, TA and the rebea

WO

N

SCERTS questions

SCERTS observation

Observation tes

Joint Attention:
Why did the child
communicate? For

Engages in brief .
reciprocal interaction

Michael interacted with the TA as he
was shown visuals to make a choice
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which purposes or
functions (e.g., to
meet needs, to
engage in back-and-
forth interaction, to
share attention, to
engage socially, to
share experiences, t(
express emotions)?

(1.2)

Shifts gaze between
people and objects (2.1

~—

Shares negative and
? positive emotions (3.1)

Requests desired food
or object (4.1)

Takes turns (5.3)

of activities

Michael observed the TA facilitating
the session and watched the other two
children when they were engaging in
the activities

Michael smiled and moved his arms
when he was enjoying the activity

Requests desired activity by choosing
between two objects of reference
using eye tracking

He was able to wait his turn and
watch the other children participate in
the games before his turn

Symbol Use Did
you observe the chilg
initiating
communication or
communicating in
response to others?
so, how did the child
communicate (e.g.,
imitated
actions/words,

gestures, gaze, vocal,Responds to own name

verbal, symbols)?

Follows situational and
| gestural cues in familiar
and unfamiliar
activities (2.1)

fFollows instructions
with visual cues
(photographs or
pictures) (2.3)

(6.1)

This setting was familiar, and there
was rotation of activities. Michael

followed the cues from the TA, which
included songs, visuals,
objects/puppets and observing others

Michael responded to his name when
supported with touch, photos, optima
positioning and eye contact

Mutual Regulation:
How did the child
respond to assistanc
offered by partners?
Did he/she seek
assistance from
others?

Shares negative and
positive emotions (1.1)

e
Engages when alerted
by partners (2.2)

Makes choices when
offered by partners
(2.6)

Shared smiles and body movements to
indicate happiness or enjoyment

Michael engaged with the adults and
the activity when attention was turned
towards him

Choices were made between two
objects or visuals and observation of
his eye tracking and eye dwell time
was used to determine choice

Self-Regulation:
What did the child dq
to attempt to regulate
his/her emotions and
arousal (e.g., sensor
motor behaviours,
talking to
himself/herself,
planning and self-
reflecting)?

Engages in brief
reciprocal interaction
» (1.2)

y Responds to sensory
and social experiences
with different emotions
(1.4)

Michael interacted with TA as he was
shown visuals to make a choice
between activities

Michael showed smiling and happy
emotions through his facial
expressions and hand movements.
Some of the activities included furry
puppets touching Michael’s face,
which he appeared to enjoy

Michael was engaged in the activitie

[%2)
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Persists during tasks
with reasonable
demands (1.7)

and continued to show a level of
participation and observation
throughout

Interpersonal
Support: Which
interactive style
modifications helped
the child regulate,
engage and
participate? Which
style factors appeare
to hinder
participation?

Follows child’s focus of
attention (1.1)

Attunes to child’s
emotion and pace (1.2

d

Recognises and
supports child’s
behavioural and
language strategies to
regulate arousal level
(1.4)

Offers choices non-
verbally or verbally
(2.1)

Waits for and
encourages interaction
(2.2)

Gets down on child’s
level when
communicating (4.1)

Secures child’s
attention before
communicating (4.2)

Uses non-verbal cues to
support understanding

The TA watched his eye tracking
and dwell time along with his
facial expressions to recognise h
focus of attention

The TA was able to identify
Michael’'s emotional state by
observing his facial expressions,
gestures and eye contact

The TA was familiar with
Michael’'s communication methoad
and supported him with this

Adults provided Michael with a

choice of two visuals or objects of

reference and Michael was
encouraged to use eye contact tg
make a choice

Time allowances were made for
Michael to be able to make a
choice

Michael’'s wheelchair was adjuste
and was lowered so he was at a
similar level to his peers and the
TA

The TA moved into Michael's eye
line and used his name and touck
to gain attention before
communicating

L

(6.1) « Visuals, objects of reference,
photographs, music and song were
used to support understanding

Learning Support: Creates turn taking * The turn taking was structured by th

Which aspects of the
activity (e.g., a clear
and predictable
sequence, motivating
meaningful
materials) and/or
which visual supports

opportunities and
leaves spaces for child
to fill in (1.2)

J

Uses visual supportto | «

enhance attention in
s group activities (3.5)

were most effective

TA, and each child was asked to

choose whose turn is next by choos

between two photographs

The activities were visual and
sensory, and instructions were
provided visually and verbally

D

ng
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for supporting the
child’s active
engagement? Which
variables appeared t
hinder participation?

O

Research questions

What techniques and
strategies are used t
ascertain the child’'s

views?

Observations, following Michael's eye tracking aek dwell
time between visuals to make choices, facial exwas and
body language

What adaptations to
the communication
methods were needs
to meet the needs of
the children
participating?

Choice making between objects of reference, phafigr and
choices to be made through eye tracking

Time allowances for Michael to make a choice

Positioning of his wheelchair to the correct leteefacilitate
engagement

TAs to use his name, touch and positioning theresedo he car
see them clearly before interaction

What are the
researcher’s
experiences of using
the available
methods of
communication?

Difficult to interpret choices made by Michael thgh observing
his eye contact

Michael’s enjoyment of the activity was more ob\saluring the
small group activity

Shared experiences between the school staff ankdadidielped
this process

Michael had limited control over his body and heaa/ements,
So it was important to encourage autonomy whersiples
through time allowances and attempts to reinforaeaffirm his
choices

Shared knowledge between Michael and adults suggbort
communication and interpretation of his message

Using the SCERTS model as a framework, key elenm@rdsapproaches to facilitate

Michael is communication and interaction were obsér These included joint

attention, symbol use, interpersonal support aachleg support, explored below

with extracts from the observation data.

4.4.1.1 Joint Attention
There were many examples of joint attention. Téiers to the purposes or functions

of the child’s communication (e.g., to meet ne¢d€ngage in back-and-forth
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interaction, to share attention, to engage sogcitdlghare experiences, to express

emotions). Facilitating joint attention was ondlod main areas identified.

Examples of observed Joint attention (SCERTYS):

Engages in brief reciprocal interaction (1.2);
Shifts gaze between people and objects (2.1);
Shares negative and positive emotions (3.1);
Requests desired food or object (4.1); and
Takes turns (5.3).

Example observations:

Michael interacted with the TA as he was shownalsto make a choice of
activities.

Michael observed the TA facilitating the sessiod amatched the other two
children when they were engaging in the activities.

Michael smiled and moved his arms when he was egdpe activity.
Michael is able to request a desired activity bgaging between two objects
of reference using eye tracking.

He was able to wait his turn and watch the othédd@n participate in the

games before him.

4.4.1.2 Symbol Use
There were also examples of symbol use, understp@CERTS and this research as

ways in which the child communicated (e.g., imitbaéetions/words, gestures, gaze,

vocal, verbal, symbols)?

Examples of observed symbol use (SCERTS):

Follows situational and gestural cues in familiad anfamiliar activities
(2.1);

Follows instructions with visual cues (photographpictures) (2.3);
Responds to own name (6.1); and

Responds to facial expression and intonation czids3. (
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Observational notes:

Michael followed the familiar routine of the goodming song and looked at, as
well as attempted to press, the button.

Michael listened to the song and smiled duringlé.watched the faces of the
adults and responded with facial expressions.

Michael smiled and recognised it was his turn gpgaod morning during the
song. His name was spoken verbally as well asoeiad with Makaton and his

photograph.

4.4.1.3 Interpersonal Support

There were also examples of learning support, wholed by SCERTS and this

research as those interactive style modificationglvhelped the child regulate,

engage and participate, as well as style factorshndppeared to hinder participation.

Examples of interpersonal support:

* Follows child’s focus of attention (1.1);

» Attunes to child’s emotion and pace (1.2);

* Recognises signs of dysregulation and offers sugpd);

» Offers choices non-verbally or verbally (2.1);

* Waits for and encourages interaction (2.2.);

* Provides time for child to solve problems or conplactivities at own pace
(3.2);

* Gets down on child’s level when communicating (4.1)

» Secures child’s attention before communicating)(4.2

» Uses appropriate proximity and non-verbal; behaviolencourage
interaction (4.3); and

* Uses non-verbal cues to support understanding. (6.1)

Examples of observational notes are shown below.

Staff watched his eye tracking and dwell time alauidp his facial expressions to
recognise his focus of attention.
Adults were able to identify Michael’s emotionadtst through shared knowledge

and observing his facial expressions, gesturesgadontact.
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* The TA sat beside Michael to observe his regulatioemotions and sensory
input and was on hand to offer support when needed.

» Adults provided Michael with a choice of two photaghs or visuals, and
Michael was encouraged to use eye contact to makeiae.

» Time allowances were made for Michael to be abima#e a choice between
visuals as well as to attempt to move his hangmsh the button.

* Michael’'s wheelchair was adjusted and was lowerkdnin Circle Time so he
was at a similar level to his peers and adults, ware sitting on low chairs.

* Adults moved into Michael’s eye line and used lame and touch to gain
attention before communicating.

* The adults moved freely around the room, so thegwble to get into an optimal
position for the child to observe the non-verbasand visuals provided.

* Makaton signs, visuals and photographs, musicjreand song were used to

support understanding.

4.4.1.4 Learning Support

There were also examples of learning support utmalidy SCERTS and this
research as those aspects of the activity (edeaa and predictable sequence,
motivating meaningful materials) and/or those visugports which were most
effective for supporting the child’s active engagem as well as those which

appeared to hinder engagement.

Examples of observed interpersonal support:
» Defines clear beginning and ending to activity 1.1
* Provides predictable sequence to activity (1.3);
» Offers repeated learning opportunities (1.4);
» Uses visual supports to enhance smooth transigomden activities (3.3); and

* Modifies sensory properties of learning environm@n3).
Examples of observational notes are shown below.

* The beginning of the morning activity was signifwdh a visual timetable
clearly shown to all students.
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* The good morning song was sung by the whole chasy/enorning, and the

routine of saying good morning to one another veasroutine followed.

» The visual timetable indicated and supported a gham activity and prepared the

children for what is next.

* Michael was provided with a voice recording buttorpress to say good morning,

visuals were placed in his eye line and his whestchias lowered to a suitable

height.

4.4.2 Questionnaires — Analytic Findings

Generic category:

Body language for the purpose of this research, was defined¢tude behaviours

including gestures and mannerism that communidatgthgs and attitudes. This

category was composed of four sub-categories:|fagf@essions, eye contact,

gestures and P-V vocalisations.

Sub-categories:

a)

b)

Facial expressiongeferred to Michael’'s expressive facial features.
E.g., He will use facial expressions combined with vazlons to
indicate if he doesn’t want or enjoy something, a¢ dinner turning his
head, using facial expressions and groaning todatdi he doesn't like his

taster’.

Eye contactreferred to how Michael used his eye tracking ayeldwell
to communicate, and make choices.
E.g.,"He will make choices within group activities to coomicate using

eye pointing’.

Gesturesreferred to Michael's movements, such as of hisll@arhead, to
express an idea or meaning.

E.g., He clearly turns his head to the side when we dt@g and
vocalizes if he wants an adult to change the gahexdwhe is playing or

watching on his iPad’.
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d)

P-V vocalisationscapture the noises and intonations made by Midioael
express his feelings or communicate.

E.g, ‘He will vocalise sounds to either gain attentioregpress
enjoyment or dislike of an activity’.

Generic category:

Shared understandingis understood, for the purpose of this reseacmdiude

recently shared experiences, common ground antlgtiention between

communication partners. This category was composéulr sub-categories: verbal

and P-V communication, providing opportunities, maticondition and symptoms,

and imitating behaviours/noises.

a)

b)

a)

b)

Sub-categories:
Verbal and P-V communicationdescribes the communication between
communication partners that may also require furntifermation acquired
through previous shared experiences to accurattdypret the message.
E.g.,'Understands what | say to him, clearly lets mewiriohe doesn’t
like something’. ‘Certain things he can vocalisg.emmmm, for yes and

nooooo, for no'.

Providing opportunities refers to adults providing space and structured
occasions for interactions, such as, choice making.
E.g.,'Continuously offering opportunities for choice nrakand ensuring

an adult is with him throughout the day to commatgavith him’.

Medical condition and symptomsrelates to the adults’ knowledge of
Michael’'s medical condition and how this can impacthis ability to
communicate and interact.

E.g., He gets dystonia (body becomes ridged); he neexstt relax
back his muscles’, ‘He has Nystagmus, so his visitimited'.

Imitating behaviours/noisesrefers to Michael’s ability to observe and
imitate noises or behaviors from others.

E.g.,‘If you ask him how his brother cries he imitatieat'.
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Generic category:

Perseveranceas understood, for the purpose of this researcdpasy something
despite difficulty or delay in achieving success, ecommunicating or interacting.
This category was composed of two sub-categor@anaunicating/understanding a

message, and activities and interaction.
Sub-categories:

a) Communicating/understanding a messagdescribes how adults
continue to understand the meaning or intent oftwhehael is
communicating.

E.g.,'When he is in some kind of pain, especially insteep, and he
keeps crying, we keep wondering what the problem is

b) Activities and interaction refers to how Michael is determined to
partake in an activity or task.
E.g., Tries hard and gives his best if we give himsktt do, e.g.,
turning the page of a book’.

Generic category:

Multi-method approach is a mix of various approaches, methods and tools
communicate. This category was composed of foucstgories: song, rhythm and

tune; technology; book and pictures; and visuals.
Sub-categories:

a) Song, rhythm and tuneis a sub-category to acknowledge the enjoyment
Michael has of songs and music.

E.g, ‘Enjoys when his brother sings rhymes’.

b) Technologyrefers to the communication methods and activibes
facilitate interaction that include technology.
E.g.,‘iPad helps to facilitate communication’, ‘He lgaenjoys cause-
and-effect toys, we have a large spinner in clagis twuch pads, which
creates different sounds or actions when pressedvaitoves this’.
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c)

d)

Book and picturesrefers to the communication methods and activites
facilitate interaction that include book and pietsir
E.g.,'Loves turning pages in his storybook'.

Visualsinclude the use of symbols and pictures to supgrtial and
non-verbal communication.

E.g.,'He uses photos or objects of reference to makeebpand we are
combining these with symbols to build on his unidexding of some

familiar symbols’.
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Table 4.8 Michael —
Questionnaire QCA

Category | Sub-Category | Responses from parental quéstnaire (Q) | Responses from teacher questionnairé)
Category 1: Body language
Includes gestures, Facial expressions * Facial expression and tone of voice He will use facial expressions combined

mannerism or behaviours
that can communicate
feelings and attitudes

helps you better understand what he is
communicating (10)

* Facial expressions for happy and
sadness (14)
Crying or makes a sad face to indicate
sadness (16)
Smiling indicates contentment (16)

with vocalisations to indicate if he doesn’t
want or enjoy something, i.e., at dinner
turning his head, using facial expressions
and groaning to indicate he doesn’t like
the taste (6)

When seeing current or old class team M
will smile and make sounds which
resemble happiness (6)

He uses facial expressions to express
enjoyment or dislike, along with
vocalisations (10)

Facial expressions and vocalisations to
express happiness (16)

Cries, looks away, facial expressions, body
stiffens to express fear (16)

Eye contact

¢  Choice making with eyes and touching

(3)

Enjoys using eye tracking (2)

He will make choices within group
activities to communicate using eye
pointing (5)

As mentioned already he uses eye
pointing to communicate choices and we
use objects of reference or photos
supported with symbols for these (6)

M uses eye-tracking technology to refine
and develop eye pointing skills (15)

Gestures

* Body language helps you better

His body language can change and
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understand what he is communicating
(10)

¢ He clearly turns his head to the side
when we are sitting and vocalising to
change something he is playing on his
iPad (5)

¢ Body language can indicate happiness
(16)

become quite tight and he pulls his whole
body away if he does not like something

(6)

Pre-verbal vocalisations

* Smiles, giggles and laughs, vocalises in
a happy tone indicated happiness (16)

e Crying or makes a sad face to indicate
sadness (16)

e Cries loudly or shrieks out to indicate
anger or frustration (16)

¢ He moves his whole body in
excitement (16)

e Starts crying loudly to indicate fear
(16)

He will vocalise sounds to either gain
attention or express enjoyment or dislike
of an activity (2)

He will use facial expressions combined
with vocalisations to indicate if he doesn’t
want or enjoy something, i.e., at dinner
turning his head, using facial expressions
and groaning to indicate he doesn’t like
the taste (6)

He uses facial expressions to express
enjoyment or dislike, along with
vocalisations (10)

He cries to indicate sadness (16)

When he is content he indicates this by
vocalisations, generally quiet with gaze
focused on activity or object (16)
Laughing, facial expressions really happy,
vocalising to express excitement (16)

Category 2: Shared understanding

Recently shared
experiences/common
ground and joint attention

Verbal and pre-verbal
communication

¢ Understands what I say to him, clearly
lets me know if he doesn’t like
something (2)

Will indicate through expressive
emotions, facial expressions,
vocalisations (8)
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between communication
partners

Certain things he can vocalise, e.g.,
"mmmm," for yes and "nooooo", for no
(3)

If he doesn’t like what we are watching
on television or iPad he cries (3)
Haven’t got much chance to see him
interacting with my friends at home (4)
Alongside his brother, likes playing ball
games (11)

He clearly turns his head to the side
when we are sitting and vocalising to
change something he is playing on his
iPad or if his favourite rhyme playlist
finishes on the TV (5)

He is able to name toys, indicate
endings, indicate refusals, shows a
protest and is able to draw attention to
something (6)

His mother is most confident in
understanding when he is frustrated
and his focus of interest, less confident
in his focus of attention, the message
he is communicating, when he needs a
break and when he is overwhelmed
and the least understood is how he is
feeling generally (18)

(To get to know him) - observe him,
gain his confidence and start talking to
him. It would be better if a known
adult introduces him to a new person
he is going to meet (19)

He responds really well to sound and so
tone of voice is important along with
clear simple language (14)

The school staff are more confident in
understanding his focus of attention,
what he is communicating, how he is
feeling, when he needs a break, how
interested he is and when he becomes
overwhelmed. They are least confident in
understanding when he is frustrated (18)
(To get to know him) engage him in an
activity he enjoys, i.e., cause-and-effect
toys, observing but letting him know you
are there, speaking with the class team
(19)

He can be quite an anxious child and in
the past has become quite upset at
meeting new people, moving to different
environments etc. He has settled really
well into our class and has become much
more confident in handling new
interactions and transitions, but it is
important to be mindful that he can
become upset if unsure (20)
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Providing opportunities

His choice making is clear and so with
regards to communication this is largely
how he is communicating. However, he is
not currently at the stage where he is
initiating conversation (8)

Continuously offering opportunities for
choice making and ensuring an adult is
with him throughout the day to
communicate with him (9)

As mentioned already, he uses eye
pointing to communicate choices, and we
use objects of reference or photos
supported with symbols for these (6)
Happy to participate in play with his
peers, always adult led, although if given
a book will turn pages solitarily (11)
Symbols, photos and objects of reference
shown as a choice of two horizontally
(15)

Medical condition and
symptoms

He gets dystonia (body becomes
ridged); he needs time to relax back his
muscles

Has Nystagmus, so his vision is limited
(20)

Imitating behaviours/noises

If you ask him how his brother cries he
imitates that (12)
Imitates a kissing sound (13)
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Category 3: Perseverance

Doing something despite
difficulty or delay in
achieving success

Communicating/understandin
a message

When he is in some kind of pain,
especially in his sleep, and he keeps
crying we keep wondering what the
problem is (8)

If there is something wrong, and then an
adult can try to work out what is wrong

(usually that he has been to the toilet or

can feel that he is about to be sick) (8)

Activities and interaction

Tries hard and gives his best if we give
him a task to do, e.g., turning the page
of abook (2)

He does not initiate at this current
moment in time but will be attentive
when working in small groups,
particularly during play of what his peers
are doing (this is often more through
listening skills as opposed to fixating
visually on his peers) (4)

He has opportunities for individual, small
group and whole group work and
activities and is demonstrating attention
to the lead adult within these sessions (4)

Category 4: Multi-method approach

The mix of various
approaches, methods and

Song, rhythm and tune

Enjoys when his brother sings rhymes
(11)

Loves sound and music (2)

tools to communicate

Technology

Playing with his iPad (1)

Loves to play independently on his
iPad (11)

iPad helps to facilitate communication
(15)

He loves the flashlight when a picture
is taken (20)

He doesn’t like any sudden vibrating
noise at home; we do let him know if
we turn the pressure cooking or mixer

He really enjoys cause-and-effect toys, we
have a large spinner in class with touch
pads which creates different sounds or
actions when pressed and M loves this (1)
ALS boards are sometimes used,
particularly for photos for example (15)
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on (20)

Book and pictures

Loves turning pages in his storybook
(11)

From his favourite story book ‘Is that
the Wolf, when I ask him how the
daddy pig laughs he laughs too (12)

He also enjoys engaging with stories (1)

Visuals

Visuals at school (to communicate) (3)
Uses cards given by his teachers,
therapist for ‘yes’ and ‘no’, ‘more’,
‘dinner time’ etc. (9)

‘asks’ for more for his bedtime story
(5)

Use of symbols (14)

Can make choices using pictures (2)
Beginning to recognise some symbols (2)
He uses photos or objects of reference to
make choices, and we are combining
these with symbols to build on his
understanding of some familiar symbols
(2)

He is building recognition of the ‘more’
symbol and being encouraged to use this
within a range of contexts. He has a
focused 20 minute session one to one
during maths, working on this skill
through motivational games and activities
(6)

Photos and objects of reference are used
to support development of symbol
knowledge (14)

Symbols, photos and objects of reference
shown as a choice of two horizontally
(15)
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Figure 4.11 - Michael - Analytic Findings from Questionnaires
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4.4.3 Individual Summary - Michael

This analysis explores qualitative data collecteghloring the methods and
approaches used to facilitate communication aretaction between Michael and his
communication partners. Michael is a five-yeardoty with Pelizaeus—Merzbacher
disease (a central myelination condition), Nystagifrapid, involuntary, rhythmic
motion of the eyes) and he has difficulty with heaovements; he is also P-V. The
two methods of analysis included content analygisch highlighted key themes
reported in the teacher and parental questionree applying SCERTS questions to
vignette observational data. These data sets avelysed separately, before the key
findings were amalgamated and presented pictorid@ilow, the findings are

outlined and the research questions are addressed.

What techniques and strategies were used to aseeha child’s views?

To understand Michael’s likes and dislikes, viewscertain activities, objects and
how he was feeling, adults were required to usemBsions of his facial expressions
and listen to the various noises he made. Miclaslalso competent at using eye
tracking to make choices, looking at the variougcts of reference or visuals that
were presented to him. On his wheelchair he habla attached to the front of it,
with visuals to indicate ‘More’ or ‘Again’ on oppibs sides. Michael would use hand
gestures to, and movements towards, either sigartonunicate his preference.
These methods, however, did require an adult wdikant in identifying his

movements and eye tracking, as to an unknown #tde were not always obvious.

What adaptations to the communication methods weeeled to meet the needs of the
children participating?

Michael required a multi-method approach to fagiétcommunication, including

song, rhythm and tune; visuals; technology; andkkayal pictures. During Circle
Time, photographs of two of his peers were presetadlichael, and he made a
choice by looking across both of the options befooking at one longer than the
other. The good morning song was sung for Micher&d, he was physically

supported to press the ‘Good Morning’ voice recagdoutton.
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Time allowances were also needed for him to progasstions as well as providing
time for Michael to steer his arm and hand towahesobject or visual in response to
the question. Adults used his name, a light tauchis arm and positioning
themselves in his field of vision so he could desrt clearly before initiating
interaction. His wheelchair height was adjustegutarly, depending on the activity,
in order for Michael to have a clear visual of Huivity to facilitate engagement and

for the adults to be able to interact with him amlbvel.

What are the researcher’s experiences of usin@tagdable methods of
communication?

Working with Michael highlighted the importanceaiiservation and shared
knowledge between the child and communication partue to Michael's medical
needs, his emotional state, physical state anthfgeheeded to be understood quickly
by the adults working with him, to provide the apmiate level of support. This

level of shared understanding was also neededaodile tsubtlety of his eye tracking
and physical movement, which can indicate his @w®ic

Michael had limited control over his limbs and headlvements, so it was important
to encourage autonomy where possible through tilo@a@nces and attempts to
reinforce or reaffirm his choices. Technology antte recorder buttons also allowed
an element of autonomy, despite the messages peragcorded and presented to
him at structured times of the day by adults. Mihdid not have the ability to move
and explore his environment freely, so all of leigrhing was constructed by adults. |
feel it was important that there was a mix of roatin the day, for Michael to
experience a structure and allow him to createnaesef familiarity with, ownership
of, his school day, alongside a variation of atieg which are presented in short and
focused sessions which encourage development imfugaskills and exposure to
different experiences. Exposure to familiar olgeantd activities could affirm likes

and dislikes, which can help the adults createapm of what Michael enjoys.
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Figure 4.12 - Michael - Overall
Summary of Analytic Findings
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4.5 Chapter Summary

This chapter outlined the key findings from eaclheaf data sets of the case studies |
believed were important with regard to the reseguastion (“How Can Practitioners
Develop Methods of Hearing the Voices of Pre-Vef@hildren in Early Years with
Complex Needs?”). | presented the analytical figdifor each case study in tables,
pictorially and in prose. The findings were dédsed, outlining the observational data
as well as generic categories and sub-categosvidre identified through coding and
grouping of text from the teacher and parent qoesaires. The findings from each

case study were amalgamated, explained and dispfagwrially in summary.

The next chapter provides an overview of findingsalation to the research question,
relevant literature and theoretical frameworkslistuss limitations and provide a
critique of the research methodology. Future neteis highlighted, and the findings
are discussed in relation to implications for EBcfice.
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Chapter 5

Discussion

5.1 Overview

This chapter presents an overview of the findimgselation to the research question
“How Can Practitioners Develop Methods of Hearing Yoices of Pre-Verbal

Children in Early Years with Complex Needs?” | imelgy exploring the challenges in
communication and interaction with this heterogersegroup of children, before
discussing the findings from the data analysis@rdmon threads which were found to
be prominent across all four case studies, alssidering wider theoretical frameworks
and literature. In considering the main findingdtaw on Bronfenbrenner’s Ecological
Systems Theory Model (1979) to explore the widsués of developing methods of
communication. | also draw on theoretical prineglwhich underpinned my
methodology and research questions. This chapgétigints the reality of eliciting the
voice of P-V children with complex and SEND in adt world’ setting and explores
additional adaptations and approaches. The fiaudlgd this chapter considers how the
findings will inform practice, personal reflectioregarding the methodology and
research process, the identified limitations ofrésearch and possible future research

on this topic.

5.2 The Research Problem

This research stemmed from a need to listen twidves of children and young people,
whilst providing them and their families with opparmities to participate in the
development of their educational provision andease the participation of children,
YP and parents in decision-making (outlined by$EeND CoP and the Children and
Families Act (2014). Despite this change to thgslation there remains a dearth of
methods available for children and young people atgonon-verbal, pre-verbal or who
have emerging language (Goldbart, Chadwick, & Bz€llL4) to communicate their
opinions and preferences. It is hoped that tleearch will inform professional

development and build on practice-based evidence.

The literature review highlighted the need for lfiert investigation into how
professionals can work with P-V, pre-school childvath complex and SEND and gain
an understanding of their views, preferences, ldwmb dislikes. However, the literature
and research discussing methods to gain the vofdes/, pre-school children with
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complex and SEND is limited, possibly becauseith&scomplex issue and focuses on a
heterogeneous population of children. Hill et(2016) reported a noteworthy lack of
research conducted with this population of childred YP, and mentioned that this

was likely to be influenced by the challenges imugy the children’s views.

This research adopted a case-study design; heacedbarch focuses on each
individual child to explore the nature of the rasbaopic. As a researcher and a
practitioner | considered it fundamental to reflentthe individual factors as well as the
wider environmental issues that can influence &&hmethod of communication and
interaction opportunities. As a Trainee EP, | amfortable with approaching my
work from a systemic and holistic perspective rathan using a ‘within-child’ model.
The data analysis indicated that, although eaoh ssly required individualised
adaptations to the methods of communication aretantions used depending on the
SEND of that particular child involved, consideoatiand tailoring of the wider systems
around the child to meet their needs were also k. is indeed a challenge for
professionals, as found by Rabiee, Sloper, andddard (2005), who explained that
some studies have focused on this population andwded that it was not possible to
elicit the perspectives of the children with theaest learning and communication
needs. One way to acknowledge the influences gt isdo look at Bronfenbrenner’s
Ecological Systems Theory Model (1979). This tyezssentially views the systems
around the child as nested within one anothertisgawith the individual with

attributes such as gender, age and health moving dloe child’s family, home, school,
resources and local community (Micro-system), tteetine wider social systems which
may impact indirectly upon the child, such as legadocial services and mass media
(Meso-system) and finally to the macro-system, Whincludes society’s laws, values,

cultures and customs (Exo-system).

5.3 Major Findings and Theoretical Principles

Outlined below are the main findings from the datalysis and the common threads
identified across the four case studies, the simil@ontrasting findings from the
literature review as well as theoretical framewdtia shaped the research questions
and methodology. These are displayed under thio§ical Systems Model headings
to emphasise the main finding from this researdficlvis to consider all systems when
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developing methods to hear the voices of P-V ph®akcchildren with complex and
SEND.

5.3.1 Individual

5.3.1.1 Knowledge of the Child’s SEND

Three out of the nine research papers includekdriterature review focused on
children with varied complex needs and limited orspoken language (Pinto &
Gardner, 2014, Balan & Manjula, 2009, Sigurd PdesjRasmussen, 2011). A review
of the literature revealed that considerable vditgln verbal comprehension abilities
in children with complex communication needs wasensbed by Geytenbeek et al.
(2010), and that children can vary in their leviet@mmunicative function (Balan &
Manjula, 2009) and needs. One finding from thgeeech was paramount: adults
working with the child need to have an overvievited child’s needs, medical
conditions, treatments and presentation of symptémsexample, one of the case
studies, Michael, had a medical condition that iot@e significantly on his movements.
His mother indicated that knowledge of his symptavas very important, especially to
for new people working with him. This sharing ofarmation is crucial to the safety
and wellbeing of the child and impacts on Michaeat'sthods of communication and
interaction. Shared knowledge helps the commumisaiartner to be aware of the
child’s needs; for example, children with ASD magpond to joint attention less than
neuro-typical children do, and therefore interatémd communication methods need to
be adapted appropriately. Isla had a vision inmpant which impacted on the way she
moved around her environment; some of the intera@nd communicative situations
were manufactured and needed to be scaffolded idisadue to her limited ability to
explore safely and independently.

5.3.1.2 Developmental Theory

This research focused on children aged five yeaisyaunger, so prompting
consideration around early child development aneidpmental theory. Areas of
development include physical, cognitive, languagasory, social, emotional and self-
care. It is important to consider the developmlesitage of the child and recognise
developed and emerging skills, to differentiateléwel of activity/communication
appropriately. This recognition of the child’sé of development, as well as SEND,
informed the approaches that were taken and thatattlans that were made in this
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research; approaches and methods were adaptedllitaie the child’s chance of
successfully delivering their message. Developaigheory also highlights the
importance of early intervention for the child tqerience high-quality early child
development. High quality early year provision aita ensure children - especially
those with the most disadvantages get the bestpsissible. Developing methods of
being able to listen to the voice of young P-V dfeh with complex and SEND can
facilitate communication and interaction between ¢hild and communicative partner,
and the research showing the positive effect ohitvgly stimulating interactions on

later infant communication is in abundance (Cated.e2012).
5.3.2 Micro-System

5.3.2.1 The Role of the Communication Partner

The communication partner, shared understandinghsdrvations were found to be
important elements when thinking about inferring aesponding to the child’s
preferences. This was also a finding from theditiere review. Balan and Manjula
(2009) and Sigurd Pilesj6 and Rasmussen (2011gateti that a high number of
communication functions can be naturally elicitecbtigh non-verbal communication,
rather than technology-aided communication (Balad&jula, 2009) and that, so far,
the high-technology systems do not seem to betalale all the jobs that the human
communication partner can do (Sigurd Pilesjo & Rassen, 2011). The
communication partner is highlighted as playinggarble in constructing the structure
of interactions and the turn taking during commatians (Sigurd Pilesjo &
Rasmussen, 2011). The current research is in litteather literature that suggests that
shared experiences and joint-attentional frames@igmunication and positive
interactions, as well as improving accurate inteigtrons of the message (Knight &
Oliver, 2007).

5.3.2.2 Shared Understandings and a Joint Attentifrrame

“A text does not exist without a reader, a messhugs not exist without an interpreter
and data do not exist without an observer” (Kripgant, 2004, p. 22). The
relationship, shared understandings and a joiah&tinal frame between the child and
the communication partner were significant facteh&n communicating and
interacting with the children in this study, thgrees with the conclusions of Balan and
Manjula (2009) and Sigurd Pilesj6 and Rasmussehl(R0
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Dimitrova et al. (2015) provided support for theadthat shared knowledge helps
caregivers in interpreting their infants’ gestur@sis conclusion is echoed in other
research highlighting that, for the recipient tod#he best chance at accurately
interpreting the message of the infant’s pointthgre need to be recently shared
experiences/common ground and joint attention betvieem (Moll & Tomasello,
2007; Tomasello & Haberl, 2003). Despite the comitiwaad of shared understanding
to support communication and interaction, it wa® amportant to acknowledge the
contradictory finding from the data analysis irstetudy which shows the unfamiliar
adults can infer, although vaguely at times, thi&shemotional state or feelings
towards an activity/object through observation aloifhis could be due to the innate
human ability to recognise facial expressions, eveghout access to the shared

knowledge between child and communication partner.

Shared experiences between the communication pasreze found to remove
potential barriers to communicating and interagtasythey could confirm and
strengthen interpretations and predict behaviodrmeferences. Another argument,
however, that is shared experiences could redutieefuexploration or development,
due to adults anticipating the child’'s preferenaed therefore limiting the child’s

choices.

Shared intention was encouraged by the researgtatdpting a calm and naturalistic
play environment. However, at times the sharechtiga may not have been
synchronised. The adults in the room intendeddplaly joint communication and

choice-making opportunities, whereas Isla intendgalay with her favourite toys.

5.3.2.3 Participation Theory

Participation refers generally to the process afislg decisions which affect one’s life
and the life of the community in which one live${&, 2001). Active participation can
vary from conversations, to children identifyinghcerns and collaborative problem
solving with adults. The UN Rights of the Child i&te 12, states the child’s right to
express an opinion and have that opinion takenaotount (UN, 1989). This
convention has possibly influenced a range of padtion models and frameworks;
one of the most influential in the literature isrtalLadder of Participation (Hart,
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1992). This hierarchical pictorial model builds mrnciples of empowerment and
respect for children and young people. Clark amm$$/2001) place emphasis on child
participation by using Shier’s participation mo¢2001), based on Hart’s ladder of
participation. Hierarchal models suggest a ste@pguloach to participation (Hart,
1992) suggesting the closer to the top of the lgdtle greater the participation. It has
been argued that this model is simplistic (Woodh28d0) and static (Hobbs, 2005).
Hardy & Hobbs (2017) emphasises the importanc@o$idering the context and
conditions which may facilitate or hinder partidipa and agree with Kirby et al
(2003), who highlights the importance for professis and adults working with
children of emphasising the processes of enablantigmpation.

5.3.3 Meso-System

5.3.3.1 Multi-method and Multi-Sensory Approaches

In this study multi-method approaches (sensoryrtelogy, interactive, visuals, song,
rhythm, books, pictures and objects of referencdatilitate interaction were found to
be beneficial in providing a range of opportunitiesthe child to communicate and
interact. This is similar to the Mosaic Approa€hark & Moss, 2001, 2005), which
uses multiple methods to research the childrer’sgmtions and views. Using multiple
methods encapsulates the idea of equality, speethséening and requires the
researcher to use all of their senses to captereniny ways in which children
communicate. It aims to advocate for the chitaigr agency and equality in their own
lives by allowing the child to use different metldd communicate. This work
requires time and patience from the researchestenlto and hear what the child is
communicating through picture elicitation, drawinggerviews, audio recordings,

conversations and touring of the setting.

5.3.3.2 Observation

Due to the exploratory nature of this researchthadimited literature on this specific
Issue, the decision was made to use an inductigktapive content analysis, which
involves a ‘bottom-up’ data-driven approach, intrast to testing espoused theory.
Observational data formed a large portion of tha dathered, which, by the nature of
the approach, allows the researcher to ‘see ttiasand can be an enlightening
research method (Oakley, 2000). An observatiokdad theory in practice (‘what
people actually do’) instead of espoused theoryh@ipeople say they do’). Argyris
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and Schon (1974) argue that people have mental regpsding how to act in
situations, and Argyris (1980) explains that fewle are aware of the maps or
theories that they do use. One way of making seh#es is to say that there is a split
between theory and action. Observations made uglengent of my data set for each
child. This information was also, crucially, triarigted with parental and teacher
questionnaires as well as mixed activities adafgedeet the child’s needs. The
importance of triangulation was mentioned earl86.(7 Triangulation of Data).

5.3.3.3 Motivation

Motivation to communicate and interact is recoguigebe a key part of children’s
learning and development. Children with compkarhing needs should be taught in
ways that match their learning style and have thigilities and potential for
engagement with learning recognised. This poparadif children can be encouraged to
be active learners by releasing their motivatioripcking their curiosity and increasing
their participation (Carpenter, 2010). Motivatias also found to be fostered via the
tools that were being used and from the encourageamel praise given by the adults;
for example, Mark responded positively and enjogi@thg ‘high fives’.

5.3.3.4 Technology

Technology appeared to be a motivational tool ierc¢hildren, and | observed an
increase in engagement and movement (Liam), irnteraand shared attention (Isla)
and choice making (Mark) when using technology.e ©hthe main findings from the
data analysis is that the use of eye-tracking atetactive technology allowed for
customisation and added to the multi-method andirsehsory methods of
communication accessible to the child. Over titeehnology may begin to become
more accessible, user friendly and mobile; thetiraf technology development are
endless. Barriers to the use of technology irptst have been social acceptability and
device abandonment, as devices remained undesedtjlat home or school, for reasons
such as lack of training, operational challenges@ortability (Waller et al., 2005). To
instil confidence in a communication dyad, Pintd &ardner (2014) highlight the fact
that early intervention must target the interacstmategies of not only the child but also
their family members. The findings also indicdtattthe interventions should focus on

both the non-speaking and the speaking participants
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5.3.3.5 Setting and Environment

The data collection included observations of thédodn within their educational

setting, which encouraged a naturalistic play emment. The adults created a calm
setting and, where possible, tried to minimisediseuption of the child’s usual routine
and arranged a learning environment to enhancetiatte This approach allowed me to
observe and make meaning of the child’s intent@eferences through observations of
their facial expressions, P-V vocalisations, gestueye contact and gaze, body
movements, termination and re-engagement withidesytime spent exploring the
objects (mouthing, listening and touching the objecthe rejection of, or disinterest in
objects (turning away, moving away and moving thgct away). Isla, for example,
responded to the modified sensory properties ofdagning environment, and she
appeared to feel comfortable to explore her enwiremt and objects, despite her vision
impairment, due to the comfort of known adults, ¢heironments and some known
objects and toys. Isla, at times, created a thabgtween the object, herself and the
adult through touch, possibly to confirm or encgarahared attention and instil a

feeling of security.

5.3.3.6 Child-Centred Language

The analytical data revealed that consistency apétition of single words and phrases
facilitated the level of understanding and respaersess from the child. Most
instructions were also supported with visuals, ctisjef reference or Makaton. The
adults adjusted the complexity of their languagth&r child’s developmental level by
using clear simple verbal language, providing &akecommentary on the child’s

actions and being on the child’s level when comroaiing.

5.3.3.7 Social Learning Theory

This research took place in a special school wittcas on inclusion and removing
barriers to access and learning for all its chitdzad families. The findings showed that
as part of the Meso-system, which places focuhersthool, family and community,
there were several factors that influenced the austlof communication, accessibility

and participation. These factors were: multi-rodtnd multi-sensory approaches;
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observation; motivation; technology; adaptationthsetting and environment; and
using child-centred language. These findings Ihihithe methods used within school
to facilitate communication and interaction witle tthildren, which appears in line with
Bandura’s Social Learning theory (Bandura, 198andura developed Social Learning
theory, which states that learning (behavioural @ghitive) takes place through
observing, modelling and imitating others. Thiedty proposes that academic and
behaviour modelling occurs through verbal instrauctilive modelling by a person and
symbolic modelling through four steps: attentiatention, reproduction and

motivation (Lamport, Graves & Ward, 2012).
5.3.4 Exo-System

5.3.4.1 Ethos of Educations and Setting

The aim of this piece of research is to inform pssfonal practice in communicating
with P-V children with complex and SEND under tlge &f five. Through the research
process | found the wider system around the chitd, the processes and services in
place, to impact upon the options and informatiailable. One of the findings from
this research is that multi-method approaches anefixial for facilitating
communication and interaction. For teaching saaft adults working with children

with complex and SEND this requires time and pa&teto listen to and hear what the
child is communicating. The core values of thecadional setting impact the priorities
and expectations of the staff, children, paremntd,@ the school’'s outcomes. This
cannot be a top-down command but constitutes arsethich the staff share and co-
operate with. It has been found that more effecsettings had an organisational
culture which supported risk-taking, with practiteys who felt confident in trying new
approaches (to work with children), reflecting arcsess and discussing as a team how
to address identified difficulties (DfE, 2010). &mportance of the school’s ethos was
one of the consistent themes identified by the gkntEducation Trust (2011) for
enabling pupils to reach their potential, helpingifs to identify activities that they
enjoyed and to build on their strengths and taléhtgsism Education Trust, 2011).
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5.3.5 Macro-System

5.3.5.1 Ethnicity and Culture

My inclusion criteria for the participants did rgiaite culture or ethnicity, just as the
literature search was not limited to the UK, toidve western-centric perspective on
approaches and methods to capture the voice ahilte The case studies were
selected from an experimentally accessible pomuiadind resulted in each child being
of a different ethnicity. The increased globalatof the world is reflected in the UK
city where the research was conducted, and thesegek call for culturally responsive
approaches to meet the needs of, be accessiblarted populations. There is growing
evidence for the potential benefits of using te¢bgy to aid communication for a
population of individuals from diverse backgrouridght & McNaughton, 2012). So
although any EAL concerns were addressed in thegithering methods, cultural
differences were not a barrier, possibly becausk epproach was customised to the
needs of each child and informed from school amdrgal information. It has been
suggested that P-V communication was found noatg across cultures and
Liszkowski et al. (2012) stated that all childrerdaaregivers used pointing in one and
the same situation, and index-finger pointing eradng all cultures within the same
age range. Even the frequency of infaptsnting did not differ across cultures.
Dimitrova et al. (2015) also highlighted that t@ypde a meaningful interpretation of
young children’s early gestures, caregivers propeddl on the information available
within the context of their interaction. Non-vefrlgastures such as index pointing is
found to be common across cultures, however meeareh is needed to show the
extent of cross-cultural pre-linguistic gesture®bewe can be sure certain

communication methods are universal (Liszkowslilgt2012).

5.3.5.2 Children’s Rights theory

In thinking about hearing the voice of P-V childmeith complex and SEND | draw on
Children’s Rights theory and how that influenceagtice. The UN Rights of the Child
(1989) produced a legally-binding internationalesgment outlining the rights of every
child, regardless of their race, religion or al@kt where children were given the right
to express themselves, as written in Articles 1@ Bh Although this legislation may
not appear to be revolutionary in this day and @gmntinues to remain relevant and is

updated (e.g., updated protocols were adopteceigehr 2000 relating to child
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involvement in military conflicts, child prostituin and the sale of children) in order to

meet the needs of children in today’s world.
5.4 Acknowledgment of the Study's Strengths and Limations

5.4.1 School Processes

One of the limitations of my research design waslalck of video or audio recording.
These methods were used in most of the studiesdedlin the literature review (Balan
& Manjula, 2008; Dimitrova et al., 2015; HardingA&kinson, 2009; Liszkowski at al.,
2012; Sigurd Pilesjo & Rasmussen, 2011; Pinto &J@ar, 2014). Audio or video
recording allows the opportunity for transcripti@ansecond level of analysis by an
objective researcher reducing researcher bias amolus systematic analysis
techniques. Recordings were not used, despise tiiredings, due to the process of
consent and information security the school hgdaone. This was a lengthy process,
and as a result data gathering needed to begioutitudio or video recording so as to
stay on schedule and meet the university deadiindsxpectations for the research. |
was not going to adjust my ethical principles aratpce to achieve a richer data set.
Prior knowledge of the school’s processes and gatgkg would be something to

consider for future research with similar populaso

5.4.2 Case-Study Design

This research sought to provide an analysis ot@memunication methods used by
practitioners and adults working with P-V, pre-sahchildren with complex and

SEND, to inform practice and to help develop thegzgroaches further. The small case
study design may be perceived as both a strengtla imitation. Case studies can be
more manageable and can be taken on by a singlarober rather a whole research
team, and they allow for a deep analysis of themamicative approaches used by each
child, as well as providing insight into uniquetig@s that may otherwise be lost in
larger scale studies. However, these findings aba representative and generalised
to the wider population. The case studies weretifilesh from a special school whose
ethos was to develop the children’s ability to ifgrand communicate their feelings
and emotions and for staff to develop their teaghimmough reflective practice, co-
operative working and research. Consequentlyfitickngs from the case studies may
have been biased and, again, not representatibe @opulation of special schools.
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5.4.3 Bias

Despite efforts, bias was unavoidable and occuatedvariety of levels. The
participants of this study may have been influenmgthe researchers’ presence during
observations; the parents and staff members may dwaswered questions by saying
what they thought | would like to hear or descriptheir ‘espoused theory’ or giving
politically correct responses, rather than ‘in @ctiheory’ or what happens in reality.
The exploratory multiple case study design was ehas answer the “when”, "how and
"why" questions that are posed, and there is agtsense of reality in the findings and
transparency about the limited control | had owamgs in the ‘real world’ setting. The
pragmatic post-positivist position of this reseamodant that there needed to be an
element of flexibility in the way that reality waaptured and although one reality does

exist, it does so imperfectly due to the reseatshienitations.

Researcher bias and presumptions may have impawtet reliability of the research.
Despite the inductive qualitative content analysisich aimed at a ‘bottom-up’
approach to the findings, bias was undeniable irdegysion about the research topic,
formulation of the main and sub-research questignsstionnaire design and
interpretation of the data. The impact that redearbias has on the quality of the
research can depend on the research purpose;t@doesto seek the truth and fact or
does it ask questions and explore common practidgeovide insight? This research
aimed to do the latter, detailing certain commuinvesapproaches, to make a strong
case for developing methods to elicit children®ws and preferences. It is hoped that
the findings instigate conversations between gbhefessionals, the EPS, the EP
community and local authorities about including Woées of this population of
children. Rather than remove researcher biasyd ehown the processes that informed
my research questions, research design and ddiesianal his has been done by being
clear about the ontological and epistemologicaltmrstaken and providing a clear

description of the processes.

5.4.4 Eye Tracking

Limitations and difficulties with the eye-trackingchnology and software impacted my
data gathering and therefore influenced my resedgskgn, changing it from a mixed-
methods design to a qualitative research desigspile the school being well
resourced and having access to the eye-trackimy‘aae and software, there were

technical issues which could not be rectified. rEheere also issues with the software
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and the unforeseen limitations of the lack of rdomy and of the eye-tracking results.
Not all the participants were able to access tleeteycking; Isla was unable to use this
due to her significant vision impairment. To oware these limitations, | observed and
reported the findings. This experience providédrmation about the eye tracking as a
communicative method, the challenges that can cmedhow these methods could be

developed further.

5.4.5 Qualitative Content Analysis (QCA)

QCA is an unobtrusive and non-reactive way to sthdyphenomenon of interest
(Babbie, 2001). The process of using QCA meansldle is coded and the codes are
extracted before analysis, which brings into questhe objectivity of the researcher
and the accuracy of interpreting the poignancynapleasis of the message. If the initial
coding is inaccurate, then the findings are invalithe QCA for this research aimed to
minimise the issues regarding reliability and vigfiof the data by following a
systematic procedure, based on the process sho®ioland Kyngas (2008).

Following a systematic procedure can increasedahility of the findings and can be
used on a variety of data sources, e.g., wordggeshar sounds. Due to the inductive
QCA approach, the frequency and strength of théecdin the data set and the analysis
were less likely to be informed by preconceivedties and researcher bias. To
produce unbiased results, an audit trail and ctesgpping of the responses (evidence)
categories and sub-categories were presented.

5.4.6 Observations

Observations were used as a key element of th&a&juad data collection as
observations allowed for notes that provided ailbetalescription. Naturalistic
observation provides information about a child’srs#aneous communication and
emotional regulatory capacities in functional anebmngful situations (Prizant et al.,
2006). Despite efforts to overcome challengeh wiiservational data, there are still
unavoidable limitations. One of which is that difint researchers may gain different
understanding of the same scene; and the skitleofdsearcher in observing,
documenting, and interpreting what has been obderVe overcome this limitation, |
took accurate and detailed observation notes asdccargful not to impose
preconceived ideas or theories but to allow thedneemerge over time. It was
important to consider how my presence in the schooimunity may have impacted on
what | observed. Participant observation is catelliby a biased human who serves

as the instrument for data collection; the researafust understand how his/her
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gender, sexuality, ethnicity, class and theoretapgroach may affect observation,
analysis, and interpretation (DeWalt, and DeWaliQ2). Practicing reflexivity

enabled me to understand the biases | broughtmétimto a situation. There are a
range of potential issues relating to observateoa data-gathering tool. However, this
research used different approaches to data caltettilead to a richer understanding of

the issue being explored, the social context aagbérticipants.

5.4.7 Key Adults

The involvement of key adults was important for mafghe participants, as they could
support the child’'s emotional regulation, createase of security and facilitate shared
attention while also supporting the child’s comnuation. The key adults may have
had an impact on how the children interacted withdctivities and could have
influenced how the child communicated and intemdatiele to the level of inferred
meaning and shared knowledge between the childduld. An attempt to overcome
this limitation involved suggesting to, and remimglthe key adults not to lead or guide
the child’s communication but to be there as a supplhe sessions were very short to
minimise any distress or discomfort for the chifdend to maximise focus and
interaction. To overcome this limitation, | codldve facilitated the sessions
independently. However, this would have requirettiding, over a significant period of
time, a trusting relationship with the child to enstand their communication style,

behaviours and needs.

It is important to acknowledge that most, if ndt af the settings in which | observed
the children were artificial situations set up lopkis, with activities and methods
designed by adults to facilitate interaction argharing of opinions and preferences
within a particular time frame. Conversations @ Imappen in isolation; for typically
functioning individuals, conversation and interanthappens throughout the day.
Adults, to a certain extent, are the gatekeepeng&mning the voices of young children,
and their perceptions of the child’s perceptiond @ews shape the decisions made.
Article 12 of the Convention on the Rights of a l@{iL989) recommends twelve as a
viable age for children to have the maturity toregg an opinion. Consideration of this
power imbalance and reflection on practice can stpm-constructed communication
approaches and help negotiate greater participbtighe child. Empowering
children’s voices involves a trusting partnershig &duilding of relationships with the

key adults who work with the children and listerthem. It would be a bright future if

184



P-V children with complex and SEND of all ages cbatcess a range of methods and
technology to freely make their opinions and prefees known to others and
participate in interactions without premeditated émetabled situations.

5.4.8 Time

The case study, multi-method design allowed ridla ¢ be collected from each child.
This design required each approach to be adaptibe toeeds of the child, as well as
having options to differentiate the approachesmdytie data-gathering sessions. It was
necessary to familiarise myself with the technolaggd, the staff and setting, and the
extra time spent in the school allowed me to becoroee familiar to the children
participating, reducing any potential distressatd)Xrom parental and researcher
guestionnaires was also gathered. The data dolkeelement of this research was time
consuming, something which Hill et al. (2016) hadhped out that collecting and
analysing the information was time consuming, whigftects the time and flexibility
needed to have meaningful interactions with complepulations such as children with

complex and SEND.

5.4.9 Writing Style

Although some academic authors avoid writing inftist person, possibly to create an
objective, neutral or uninvolved tone, my involvarhand active role in the data
gathering and analysis of this research was integc | felt that my writing in the first
person would reflect this. In fact, the APA Pulation Manual (2010) recommends
using first person, when appropriate, to avoid @uity (McAdoo, 2009). Writing in
the first person in this instance was agreed wigtagademic tutor and director of

studies.

5.5 Suggested Areas for Further Research

The lack of literature highlights the complexitytbfs area of research and this current
exploratory multiple case study is not going tahes this entirely. It is hoped that it

has contributed to the growing body of researchpawks the way for future research
with this unique, diverse and complex populatioyaing children. The limited
research in this area suggests that it may be ioealed repeat this study with more
participants, across different local authoritied drfferent school settings. This research
focused on children who attended a special sclmablitad a research-driven ethos. It
would be interesting to also carry out comparatesearch in a mainstream school as it

is possible those findings may show a differenc@&communication approaches and
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methods available. It may have been useful to bavleon the existing literature

around methods used to hear the voices of chilrgmprofound and multiple learning
difficulties (PMLD). Due to the heterogenic natamed complexity of the PMLD
population, exploring the range of communicatiorthods used with these children and
their families, as well as children with complexdg®END, could have informed the
methodologies applied in this current study andefoge helped to support the
development of methods used for children and conicative partners.

An identified limitation of this research was tlaek of audio or video recording. A
future study could use recording equipment to dantrand record communication
methods between the child and the communicatiom@aacross different settings, e.g.,
school and home, to provide a richer data set. réberdings would also provide an
opportunity to minimise researcher bias by invitengo-researcher to give a second-

level analysis.

The use of technology was widespread across tligestincluded in the literature
review. Future research could expand on the teogyalsed and how it is used. This
research used interactive ‘Magic Carpets’ and egeking software, however these
were stationary and positioned in a dedicated roothe school. The school also had
eye-tracking technology on PCs located some ofldmsrooms. Future research could
include greater access to mobile technology, whdtdts and the child can build and
record a ‘persona’ of the child. Technology haspbtential for gathering and
analysing the data which is collected about eadd,dhcluding eye-tracking data, to
provide data-driven rather than adult-construcesaiits. Using eye-tracking
technology can also lead to multi-variance testwigich can provide more detailed
information and responses, e.g., if the child nascated a preference for books over
building blocks; the multi-variance testing canltw picture of which type of book
would be the most favoured. Using data-drivenltesan also indicate whether the
child is responding to the question that has be&ed For example, a child could be
presented with a question and binary choice ors¢heen; however, due to a range of
potential biases or variables (e.g., Left choi@star Novelty) this could potentially
create a false positive result. Looking at the-egeking data over time could provide
the adults with information on the child’s recepfisomprehension skills, processing
and method of decision making and focusing stylg. (&hether they focus on local

details rather than global information).
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Finally, the importance of observation was a keyrednt of this research, which was
reflected in the findings. Throughout our live® are observing and creating meaning
from what we witness. Future research could expbservation further and perhaps
use multiple observers over multiple settings twrd their findings from a situation.
EPs work in the community and utilise consultas@ills and observation frameworks.
This research harnessed those skills and showedH®diverse skill set an EP has can
be utilised to address listening and hearing theegoof P-V pre-school children with
complex and SEND. This research hoped to hightiglimportance of triangulation

of findings and to provide a rich data set througiich to understanding and develop

individualised approaches of communication.

5.6 Implications for Practice

The hopes of this research are to extend and deypetdessional communication
approaches with young P-V children with complex &ND. Listening to the voice of
the child is an agenda which has been highlighteslgh recent legislations (CoP
2014; Children and Families Act 2014) and therefoflelenced the expectations of
how EPs work. Interestingly there has been a tqudblication edited by Hardy &
Hobbs (2017) produced through the Division of Ediocel and Child Psychology
(DECP) addressing the work of EPs and fundamentiad\efforts taken to gain the
views of children and young people. Hardy & Holi®817) encourage readers to
develop their own professional practice, drawingjaalitative methodologies that
allow the voices of children and young people tdbard. In the final chapter of the
publication Hardy & Hobbs (2017) suggest practgtaps EPs can take to promote
child participation by challenging thinking and stmuctions of childhood, developing
enabling environments, challenging professionaketations and policies in the
workplace. This recent publication by the DECPsiltates the current EP climate and
the inherent need for this current and furtheraesgeinto eliciting the voices of
children. Although none of the papers answer mymesearch question in full many
of them support my findings, summarised below.

e Harding (2017) identified the importance of asdeitey the views of children with
complex needs and found that identifying key peapkae child’s life and sharing
information is important, as well as triangulatingfween various sources and

multi-method approaches.
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e Howarth (2017) calls for adaptation of mobile tealogies that can be embraced
and used as a way of listening to children. Tetdmocan be differentiated for
children with additional needs and used with cleitdof all ages.

» The importance of triangulation and using multi-huet approaches to gather rich
data in early years settings is argued by Soni{p@ho also acknowledges the
time allocations required to do so (Soni, 2017).

* Hill et al. (2017) endorsed the view that there@rallenges and barriers for
professionals in planning creative methods totetn@ voice of pre-verbal children.
They used a multi-method approach and describedthewhallenging and time
consuming nature of this approach is reported W@ Ipaovided insight in the daily

experiences of these children and their families.

5.6.1 Communicating with Pre-Verbal Children in Ealy Years with Complex
Needs Checklist

This recent publication by the DECP is the firstied; if a second edition is published
I hope to have developed a piece of research whaphbe considered. To illustrate the
implications from the findings of this current raseh | have designed and produced a
document titled ‘Communicating with Pre-Verbal @nén in Early Years with
Complex Needs Checklist’ (Appendix I). The cheskis based my empirical research
and indirectly addresses the points Hardy & Hola®4.7) put forward as well as
reflecting Lundy’s (2007) model of participationhieh is based on the Children’s
Rights theory and UN Convention, (1989). Lundypases four elements which should
be considered for positive participation of chilaré) Space: Children must be given
the opportunity to express their view; 2) Voiceil@ten must be facilitated to express
their views; 3) Audience: The view must be listet@dnd 4) Influence: The view must

be acted on, as appropriate.
The Checklist (appendix 1) is designed to help ttgv@rofessional practice and to
support professionals working with P-V childrentwiiomplex and SEND. The aims of

the checklist are to:

* Support adults who communicate and interact witlygears children who have

limited or no verbal language with SEND

188



e Support this complex population of children in gdniting their views and
preferences

» Support adults in facilitating opportunities forgitive interactions

* Help develop confidence in listening to and actipgn what the children
communicate in order to facilitate greater childtisgoation

* Encourage consideration of the processes and titexdavhich surround child

participation and communication, as well as practic

This checklist includes direct implications for BRd professional practice and is a
working document which could be developed and mfsat through evidence-based
practice as well as practice-based evidence. @®mefahis research was to produce an
artefact that could be helpful to the reader anglfagport and develop practice. Hardy &
Hobbs (2017) believe that EPs can raise the stditcisildren and young people and
support them in contributing to decisions made abfwir lives, however further

discussions regarding participation are needed.

5.6.2 Systemic Work

It may be thought by some that the emphasis onloleivg methods to hear the voice
of the child could be challenging the popular Cdtagion model. A pure consultation
model of working is an indirect model of servicéidery (Conoley & Conoley, 1990),
providing an alternative to working with the chddd creating change on a systems
level. EPs at times aim to shift focus more othosystems around the child and less
on the individual child, by conducting consultasamith other agencies and
professionals involved. For some EPs, individugkegark remains a large part of the
role of an EP, and observations, assessments emdentions can be part of a multi-
method approach which can be triangulated withrdtifermation sources. Developing
methods to listen to the voice of the child shandch the information and therefore

inform formulations and next steps.

5.6.3 Social Justice and Advocacy

Part of the EP role is to question thinking hahitgl promote positive, lasting change
through collaborative problem solving. To challenfginking at times involves
engaging in difficult dialogues, which includesrtking critically about a variety of
issues. Listening to the dominant discourses andwaging unheard voices can shape
individual world views and promote equality andiabjustice. Duncan (2010) defines

social justice as fair, equitable and approprias®murces considering what the person
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needs; one of the challenges to social justiceaming to address what for some is
unnoticed or unheard. As health care professipmaave a moral and ethical duty to
act with the child’s best interest in mind. As ERe may advocate for a child when
others do not see that point of view or do not htheeprofessional experience to
understand the taken position. People who araffetted by, or witness to, prejudice,
discrimination and exclusion may not be aware theite is a problem that needs fixing.
Communicating and listening to the voices of yo&ay children with complex and
SEND as part of our work involves respecting théws and it may include
advocating on their behalf. The EP’s role is flladd each practitioner is guided by
individual moral principles and core values. WHeinking about my practice | hope
to listen to and respect the voice of the childomate on their behalf if needed,

endeavour to do good without harm, and ensurefgiprtunities and inclusion.

Below are some further points for consideration mvttenking about how the findings
from this research and implication for practice.
* For EPs working in early years settings, consultegtiwith staff could provide
opportunities to promote and help develop a deptinderstanding regarding
children’s perspectives and encourage this to begb¢he educational settings

ethos.

* Multi-disciplinary work and working alongside patgnstaff and children
allows an opportunity to triangulate informatioroabthe child’s opinions,
views, likes and dislikes to ensure objectivity aaduce the likelihood of the

‘voice of the chid’ becoming tokenistic.

* For EPs to use expertise in child development afet to learning and
developmental stages to identify the acquired cgrging skills of the child and
help to provide age and developmentally approprisgthods of

communication.

5.7 Ethical Implications

EPs support and promote the development of childnehYP and in doing so do not
only work directly with the child or YP but witheéhadults who teach and care for them
(DECP, 2002). During this research process, | onkith the children, parents and

school staff. My initial involvement was to gatheformation that would inform my
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next steps and the differentiation and of variousmunication methods and
approaches. In all EP work it is important to mficour involvement with the fullest
and more accurate information available. In tesearch | gathered a range of
information, both written and verbal, from peoplearknew the children best before
commencing my direct work with the children. Wargiwith adults who knew the
children well also supported the child with regaovadonsent and willingness to

participate.

In practice and research EPs should not allow patseews and biases to reduce the
possibility of alternative interpretation of thetala Communicating with young pre-
verbal children with complex and SEND could thraweadless amount of
interpretations of their pre-verbal communicatioethods to an adult unfamiliar with
the child. It is important to triangulate infornmat and involve key people in order to

gain a clear and accurate picture.

Although this research was not a commissioned péeeork | do want to highlight the
challenges faced when working in a traded EPS arWwVithin a traded service, EP
time in bought in usually by the educational sgginlt is important to consider the
possible power imbalances and queries regardimgctient’. During practice and
research EPs should reflect on the interests aiinegents of the paying clients and be
aware of any pre-conceived agenda which may clgdlen impact on the
interpretations of the findings. The literaturesamnvice delivery models (traded
services) show time allocations as a barrier teatiffe working practices, often
reported to lead to school staff becoming frusttatéh the limited time EPs have in
schools (Farrell, Wood, Lewis et al., 2006; Falldigods & Rooney 2010). The
findings from this current research, as well agptielevant literature noted above, is
that a great amount of time is required to plasjgieand implement personalised
communication methods for the heterogenic populadiocchildren. For EPs in traded
services, time allocations can support and helprafsage their work load, however
Imich (1999) argues that time allocation can atyuaiduce flexibility within the
service and can lead to EPs developing a sens&ok af autonomy and control over
their work. As well as being aware of the serusers’ autonomy in EP work it is also
important to consider the autonomy of the EPs tledves. Building capacity in

educational settings, supporting staff in usingneavorks (such as the Checklist,
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appendix I) and sharing psychological knowledgerdigng communicating with P-V

pre-school children with complex and SEND may owere these issues.

5.7 Personal Reflections

Throughout, | was self-aware of my own experierasgd background and how this may
have influenced my data collection and analyssnla white female working as a
practitioner for a local authority and studyinghe postgraduate education system. |
currently live in south-east London, but | am analy from the North West of

England. | lived in Australia for three years hefonoving back to the UK. Through

my co-educational state-school education, | cotgdte opportunities and explore paths
less trodden to create a well-rounded educationdgerdify and develop personal
attributes. This could have contributed to my poepation with issues related to
creating opportunities for all and problem-solviagues that may hinder individuals’
development and participation. How might have thilsienced the data? Have | over-
/under-interpreted aspects of the data because gburio-cultural positioning? Have

my own motivations influenced the identified needthe research?

The main ‘niggle’ I struggled with throughout thressearch process relates to issues of
adult-to-child power relationships and the adultstoucted world in which the children
reside in. One of the ways | tried to overcome s to create multi-method
approaches over different settings, over a peridin®, and use observations of the
child in a free-flow naturalistic setting to triangte the findings, although none of
these are influence free. However, there is alsalance between the level of child
participation and health and safety policies. $\Wwaen to ensure that the research was
collaborative and that | worked with the childrémeir families and school staff. | also
communicated my reasoning, methods and approadme®\wwossible. The use of the
first-person writing style also helped me to remawolved, active and accountable for
the decisions made in the research.

| was aware of my position and role as a reseaioh&e school community and my
socio-cultural background. The school is in awally-diverse community, which is
reflected in the school’s population. Through mpexence of training as an EP, most
of the trainees were usually females from a whitigldle-class background. How does
this ‘voice’ influence the identified gaps in theetature? How do | ensure that | am not

imposing white middle-class values on the partieipand the findings? Am | seeing a
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problem where one does not exist? Contributingaiesh to the limited body of
knowledge in this area may subsequently providereé’ and a platform for these
conversations to continue among educational aral lnghority settings. Let us step
outside of what we think is true, or what we hamewn. To move psychology and
professional practice forward we need to be ctiti¢distorical approaches and think

about ways practice could be better.

5.8 Conclusion

This research sought to add the existing literateigarding hearing the voices of P-V
pre-school children with complex and SEND and forim and contribute to the
development of communication and interactive meshfod this population. This
research is pertinent to the local and nationatecdrand recent SEND legislation that

promotes collaboration and participation with creld, young people and their families.

The exploratory research took a post-positivisgpratic position, with elements from a
transformative paradigm. This stance allowed Béity in the way reality can be
captured from this heterogeneous and potentialliyerable population. A multiple
case study design allowed an in-depth and hoksqatoration of real life events. The
findings of the children’s parents and teachergsgiwnnaires were analysed using
QCA and were triangulated with the findings fronsetvational data and the various
activities. This was in order to realise a moreuaate picture of how the child
communicates their preferences and needs. Maisamdategories from the QCA
were reported, along with findings from the obséoral vignettes, using guidance

from the SCERTS observational framework for eadedudy.

The findings showed that each child required irdlreilised communication methods,
and adaptations were informed through observatodsparental and teacher
information. The findings also indicated a commiore&d across the case studies,
which placed emphasis on adapting and considenmgystems around the child (the
Micro-system, Meso-system and Exo-system in Brdofemner's model (1989)) as
well as the individual needs of the children thelvese The findings also showed the
following key points to consider when developingagaches to working and
communicating with young P-V children with complexd SEND: knowledge of the
child’'s SEND; the key role of the communicationtpar, the shared understandings

and joint attentional frame the adults share vhthchild; multi-method and multi-
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sensory approaches; the importance of observdtierghild’s motivation to
communicate; effective use of technology and egeking; preparation of the setting
and environment; the use of child centred langutigeethos of the education setting;
awareness of ethnicity and culture; and understanali the school’s processes. The
research topic being explored was underpinned bweldopmental Theory, Participation
Theory, Social Learning theory and Children’s Regghheory. | also drew from
Bronfenbrenner’s Ecological Systems Theory Modeélrd) to present the overall

findings.

The findings resonated with existing literatureatelg to listening to the voice of this
complex population of children. Hill et al. (201#6und that schools are developing
creative techniques to promote children’s voice famgbrofessionals working with this
population, and a more holistic conceptualisatibhaw children express their views
may be beneficial. Dimitrova et al. (2015) propoded shared knowledge helps
caregivers interpreting their infants’ gestureg],dar the recipient to have the best
chance at accurately interpreting the messageeahtant’s pointing, there needs to be
recently shared experiences/common ground andgttention between them (Moll &
Tomasello, 2007; Tomasello & Haberl, 2003). Shangokriences are also crucial when
infants are interpreting messages through adulttipgy (Tomasello, et al., 2007). The
current findings demonstrate that the communicagtiemner plays an important role in
constructing the turns of the non-speaking co-pi@dnt as proposed by Sigurd Pilesjo
& Rasmussen (2011) and highlight the importancgupiport, consideration of learning
opportunities that occur and exploring differentncounication aids as argued by Pinto
& Gardner, 2014).

As a consequence of the findings | designed a dise¢&ppendix 1) which | hope will

be able to help develop professional practice arsdipport professionals working with
P-V children with complex and SEND. This Checkhigihlights implications for
professional practice: promoting multi-method aggttes to gaining the voices of all
children when completing individual case-work; mgalation of information through
consultation and systemic work and creating chamga systems level; promoting
social justice and advocacy when needed througk with children and their families;
and recognising dominant discourses and providimages for the less dominant views to

heard. EPs are in a position to promote changeandhelp to develop a depth of
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understanding regarding children’s perspectivestamshcourage this to be part of the

educational setting’s ethos.
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Appendix A Table of Included Research Papers

1°* Author Date Title Country Purpose of Type of study Data collection Data analysis Sample Main findings Relevance
study methods population of paper
1-5
Balan, P 2008 | Communication India To explore the Clinical setting Audio video Verbal N=4 Wide range of 2
function in communicative recorded communication communicate
children with functions of Semi-structured (15mins) transcribed Age -2-3 functions found
severe speech and children with interaction yrs
physical severe speech mode 2 judges coded
impairment and physical transcripts and SEND-
impairments viewed the video | Diagnosis
using un aided of CP
communication Coding was
strategies with separate with a
their mothers principle
investigator
present
Dimitrova, N | 2015 | Caregivers Switzerland How do Qual Video taped Coding gestures N=6 Caregivers play a 2
interpret infants’ caregivers using ELAN fundamental role
early gestures interpret infant Longitudinally Ages - in shaping young
based on shared gestures Inter-coder 8/10/12 children’s early
knowledge about Naturalistic reliability /14/16 and gestural forms
referents setting mths old into meaningful
communication.
No SEND
Geytenbeek, | 2010 | Assessing Netherlands Assess Qual and Quant Computer- Wilcoxon Signed | N =42 The C-BiLLT 2
JJ.M Comprehension comprehension Based Ranks tests was
of Spoken of spoken Video and instrument for Age - 14-
Language in Non- language of observation Low motor Cohen’s Kappa 60mths
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1 Author | Date Title Country Purpose of Type of study | Data collection Data analysis Sample Main findings | Relevance
study methods population of paper
1-5
speaking children children with language well accepted by
with cerebral communication In an education | Testing (C- Inter-observer SEND — children without
palsy: difficulties setting with BiLLT) and Cerebral disabilities and
Application of researchers intra-observer Palsy by children with
a Newly The scarcity of Raynell reliabilities for complex
Developed assessment tools development direct communication
Computer-Based of the Language observation needs
Instrument heterogeneous Scales and video and CP
population (RDLS) recordings
prompted this Performance on
study the C-BiLLT
varied among the
group of children
with complex
communication
needs.
Harding, E 2009 | How EP’srecord | UK Aimed to Qual EP reports Content analysis | N=7 EP’s | EPs described a 4
the voice of the establish how of EP reports wide range of
child EPs in one EPS EP focus groups techniques and
authority open and axial strategies
ascertain and Audiotape and coding of focus to ascertain pupil
present transcription group transcripts voice.
children’s views
in written reports The method
selected depended
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1* Author Date Title Country Purpose of Type of study | Data collection Data analysis Sample Main findings | Relevance
study methods population of paper
1-5
on the child’s
needs, the nature
of the
interview and the
time available.
Different EPs
used different
approaches.
Hill, V 2006 | Research UK To explore the Qual and Quant | Graffiti wall, SCERTS N =83 Research 5

methods for experiences of (However Qual | Diamond observational provided

children with children and YP | is only ranking activity | checklist Age - evidence to

multiple needs: educated in a discussed in and school 8yrs 3mths | support

Developing residential school | paper) preference cards | Observations, —19yrs 8 professionals in

techniques to and to develop photographs, mths fulfilling their

facilitate al techniques and Residential Observations researchers statutory

children and YP approaches to special school group SEND - obligations to

to have a voice. hear the voice of Research group Variety hear the voice of

children and YP. | Participatory the child.
research

Challenged other

authors who state
that it is not
possible to access

the voices of
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1** Author Date Title Country Purpose of Type of study | Data collection Data analysis Sample Main findings | Relevance
study methods population of paper
1-5
children with
complex needs
Liszkowski, 2012 | A pre-linguistic Netherlands To show Semi-natural Video Video recordings | N=96 Index finger 2
U gestural evidence from elicitation recording, 2 were digitized, dyads pointing is used
Universal of pre-linguistic from two angles | synchronized, in all cultures
Human gestural Quant and then all No SEND
Communication communication 5 minutes analysed by one Pointing
recording trained assistant | 7 different | facilitates joint
using ELAN, a culture attention
Participants free video settings
were not told annotation
about pointing program Age - 9-
15mths
Relaxed Time-locked
environment coding of
were multiple events
researchers
were known to
participants
O’Connor 2011 | Pupil voice: UK Aimed to Phd Pilot study Group activity Constructivist N=? Noted difficulties 3
listening to and develop overview sessions grounded theory gaining access
hearing the innovative, Age 14- and developing
educational exploratory Student 16yrs suitable methods
experiences of research interviews of data collection.
YP with strategies for
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1" Author Date Title Country Purpose of Type of study | Data collection Data analysis Sample Main findings Relevance
study methods population of paper
1-5
behavioral, harnessing the Purposive Further research
emotional and pupil voice of sampling to focus
social difficulties children with method how BESD is
(BESD) behavioural defined and
emotional and SEND - identified, the
social difficulties BESD causes of
(BESD). behavioural
difficulties,
educational
provision, teacher
perceptions and
teacher training
will all have
an impact on the
educational
journeys of YP
with BESD
Pilesjo, M. S | 2011 | Exploring Sweden Home and mum | Video recorded | Transcribed Case study | Exploring 3
interaction (3 camera, 3 interaction
between a non- Home and hours in total) Conversational 8 yrs old between a non-
speaking boy assistant Analysis speaking boy
using aided AAC He family | using aided AAC
School and at home
classmate speak
Persian
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1" Author Date Title Country Purpose of Type of study | Data collection Data analysis Sample Main findings Relevance
study methods population of paper
1-5
and at
school, it is
Swedish
Pinto, M 2014 | Communication UK How is Qual Transcribed and | Video recorded 1 (case Turns during 3
interaction communication coding analysed study) interactions are
between a non- turn taking with Case study using facilitated using
speaking child technology conversational 8 yrs old ipads
with cerebral analysis
Palsy and her How does a child | At home with Mother/care giver
mother using an participate in mum has multiple roles
ipad ipad aided is the interpreter
conversations? of the non-
speaking child

The use of pauses
after questions
and personal

pronouns

Early intervention
for the interaction
strategies of the

family/care givers

219




Appendix B Parents & Staff Questionnaires

University of
East London

Parent/Carer

COMMUNICATION QUESTIONNAIRE

Child’s 1st Initial Age: Date filled out:
Filled out by: Relationskapchild:

Please answer this questionnaire about the clutmismunication (understanding
and use of nonverbal and verbal communication aasinteraction) as honestly

and accurately as possible, adding additional comsr& examples when

necessary.

1. What is your child’s favourite activity/toy?

2. List the top strengths or assets you observe in gioild.

3. Describe the methods your child uses regularlytaraunicate E.g. objects of

reference, visuals, hand holding, refusal, clappiusg of words/noises?

4. How does your child interact with other adults ahddrenE.g. Does your child
initiate interaction, engage in shared attenticake turns in communicative
acts, seeks help when needed, seeks comfort frarsat

5. How does your child use eye gaze to communicateeagdge othe?sE.g.
creates and holds eye contact with others? Loak& kat the adult when

engaging in activities? Responds to eye gaze/mgritom others?
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6. What are the most common reasons for your chilstsehis/her communication
skills? This could be with the use of either wondsuals, written words or other
symbols? (Please tick all that apply and add amfthdiinformation where

needed).

Tick | Comments

Naming things e.g. toys, food

Naming people or animals

Indicating ‘again’ or ‘more’

Indicating refusal or endings

Greeting others

Action words e.g. eat, walk, gq

Describing words e.g. big, cold

fast

To request help

To protest — Showing a dislike

To ask permission

To draw attention to something

To ask for information about

something

Other
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7. How often would your child communicate with otheEs®. Not at all; A little;
A lot

8. How often, in one day, do you not understand wioat ¢hild is

communicating?

9. What approaches do you use to further your undetstg of what your child is

communicating?

10. Describe what helps you better understand what gloilat is communicating
E.g. facial expression; tone of voice; body langeigmpinting; use of symbols;
other actions

11.How does your child playE.g. independently; alongside others; with others

12.Does your child imitate actions by others? If ssvAo

13.Does your child imitate sounds made by others@ Hasn?

14.Describe what helps your child best understand vegha¢ing communicated by

others E.g. facial expression; tone of voice; particulanfuage; repeated
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words; body language; photographs; pointing; wnitteords; use of symbols;

other action

15.What visual/technological supports etc. do youtossommunicate with your
child?

16.How does your child express the following emotions?

Emotion Comment

Happiness

Sadness

Contentment

Anger or

frustration

Excitement

Fear

17.Who does your child interact with on a daily basis?
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18.0n the scale 1-5 (5= being most confident) pleadeate your understanding

of;

1-5

Your child’s focus of attention

What your child is trying to communicate

How your child is feeling

When your child needs a break

Whether your child is interested

Whether your child is frustrated

Whether your child is overwhelmed

19.When first meeting your child what are the besthods you would recommend
when trying getting to know your chil&(g. observation; speaking with other

adults; direct work please comment.

20.1s there anything else about your child that yooks important to share with

us?

THANK YOU FOR YOUR PARTICIPATION .

Samantha Weld-Blundell
Email:
Phone:
Address:
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UEL

University of
East London

School staff

COMMUNICATION QUESTIONNAIRE

Child’s 1st Initial: Age: Datddd out:
Filled out by Relationship to child:

This questionnaire is designed to be completed fgmber of school staff who
interacts with this child on a regular basis. Réeaisswer this questionnaire about
the child’s communication (understanding and useooiverbal and verbal
communication in social interaction) as honestlgt aocurately as possible, adding

additional comments or examples when necessary.

1. What is the child’s favourite activity/toy ?

2. List the top strengths or assets you observe ichiid.

3. Describe the methods the child uses regularly toroanicate E.g. objects of

reference, visuals, hand holding, refusal, clappirsg of words/noises?

4. How does the child interact with other adults ahididcenE.g. Does the child
initiate interaction, engage in shared attenticake turns in communicative

acts, seeks help when needed, seeks comfort frarsat
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5. How does the child use eye gaze to communicatenagadge othefsSE.g.

creates and holds eye contact with others? Loak& hat the adult when

engaging in activities? Responds to eye gaze/pgritom others?

6. What are the most common reasons for the chilgéohis/her communication

skills? This could be with the use of either wondsuals, written words or other

symbols? (Please tick all that apply and add amfthdiinformation where

needed).

Tick

Comments

Naming things e.g. toys, food

Naming people or animals

Indicating ‘again’ or ‘more’

Indicating refusal or endings

Greeting others

Action words e.g. eat, walk, gQ

Describing words e.g. big, cold
fast

To request help

To protest — Showing a dislike

To ask permission

To draw attention to something

)
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To ask for information about
something

Other

7. How often would the child communicate with otheEs@. Not at all; A little; A

lot

8. How often, in one day, do you not understand wheatchild is communicating?

9. What approaches do you use to further your undetstg of what the child is

communicating?

10. Describe what helps you better understand whatthhe is communicating
E.g. facial expression; tone of voice; body langeiggpinting; use of symbols;

other actions

11.How does the child playR.g. independently; alongside others; with others

12.Does the child imitate actions by others? If so Aiow

13.Does the child imitate sounds made by others? ltfcsw?

14.Describe what helps the child best understand sHating communicated by

others.E.g. facial expression; tone of voice; particulanuage; repeated
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words; body language; photographs; pointing; wnitteords; use of symbols;

other action

15.What visual/technological supports etc. do youtosesommunicate with the
child?

16.How does the child express the following emotions?

Emotion Comment

Happiness

Sadness

Contentment

Anger or

frustration

Excitement

Fear

17.Who does the child interact with on a daily basis?
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18.0n the scale 1-5 (5= being most confident) pleadeate your understanding

of;

1-5

The child’s focus of attention

What the child is trying to communicate

How the child is feeling

When the child needs a break
Whether the child is interested
Whether the child is frustrated

Whether the child is overwhelmed

19.When first meeting the child what are the best w@$hyou would recommend
when trying getting to know the chil&(g. observation; speaking with other

adults; direct work please comment.

20.1s there anything else about the child that yonkfs important to share with

us?

THANK YOU FOR YOUR PARTICIPATION .

Samantha Weld-Blundell
Email
Phone:
Address:

229



Appendix C Research Information Sheet

Information sheet

PARENT, CARERS AND STAFF INFORMATION SHEET

How Can Practitioners Develop Methods of Hearirg\loices of Pre-Verbal Children

in Early Years with Complex Needs?

Name of head Research&amantha Weld-Blundell

A summary of the research project:

There is a national and local need to find the bsfs of listening to the voice
of children who do not have dominance in languagegch or writing.
This research aims to find the best methods aHisfy to young pre-verbal
children with special educational needs and digedsland help them
communicate their needs and make choices.
| will spend a period of time in Willow Dene expilog a variety of methods
such as eye tracking equipment, observations,remlsl drawings and
photographs as well as interviews and questions&ioen the staff and the
parents.
| will be asking each child to view a video and fa®oof their nursery setting on
a screen and record their eye movements. | wikole them free playing in the
nursery and (depending on level of need) we woslkdeach child to draw and
take photographs within the setting.
As parents, carers or school staff | would like yowomplete a questionnaire
and talk to me about your experience of being wved!
| understand the need to keep parents informellesoshall receive verbal
feedback after your child has participated.
The research will collect data about what eachdgbélrticipating likes or
dislikes, their preferences, views and opinionke data will be kept
confidential and anonymous.
By summer 2017 this research should hopefully e thbinform practitioners
on how they can improve their practice and methoddicit the voice of pre-
verbal pre-school children.
My contact details are on the bottom of this infation sheet if you have any
guestions.
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What does the research involve?

* This study will involve participation of childrergad between 0-5 years.

* | shall meet with each child a maximum of threeesm

IMPORTANT

« If any child becomes distressed at any point wéstalp the activity straight
away.

» | will record any interviews with a Dictaphone; alfformation remains
confidential unless it raises concerns about @asdn that is putting someone at
risk. In such a situation the regular policies anotocols of the local authority

and the school will be followed.

All Educational Psychologists adhere to strict etlmal and conduct guidelines
outlined by the British Psychological Society andite Health Professionals Council.

Researches Contact Details

« Name: Samantha Weld-Blundell
+ Office address:
* Phone number:

e Email:
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Appendix D Parent, Staff and Head Teacher Consentdfms

Parental consent Form

CONSENT TO PARTICIPATE IN A RESEARCH STUDY

How Can Practitioners Develop Methods of Hearirg\loices of Pre-Verbal Children

in Early Years with Complex Needs?

Name of Researche8amantha Lock Please initial all boxes

1. | confirm that | have read and understand the m#dion sheet for the

above study and been given a copy to keep. Theeaf the research

has been explained to me and had the opportunagk@ny questions

and have had these answered so | understand.

2. lunderstand that any data gathered will remaintbtrconfidential and

full anonymity will be ensured. Only the researchél have access to

the data and the data will be destroyed once tidydtas been

completed and parental permission sought and shkétedhe school

3. lunderstand that after the research has been etedpbarents have the

right to have access to their own child’s data tytacting the

researcher.

4. | understand that my participation is voluntary #mak | am free to

withdraw my child at any time before data analysighout giving any

reason and without any disadvantage.

5. | hereby fully consent to my child participatingthre study.

Name of Parent Date Signature

Name of Researcher Date Signature
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Staff consent Form

CONSENT TO PARTICIPATE IN A RESEARCH STUDY

How Can Practitioners Develop Methods of Hearirgg\Woices of Pre-Verbal Children

in Early Years with Complex Needs?

Name of Researche®amantha Weld-Blundell Please initial all boxes

1. | confirm that | have read and understand the m#dion sheet for the

above study and been given a copy to keep. Theeaf the research has

been explained to me and had the opportunity taagkquestions and

have had these answered so | understand.

2. lunderstand that any data gathered will remaintitrconfidential and full

anonymity will be ensured. Only the researchel alve access to the data

and the data will be destroyed once the study baa bompleted.

3. lunderstand that after the research has been etedpbarents have the

right to have access to their own child’s data,owtgan be used to inform

statutory EHC requests for their child.

4. | understand that my participation is voluntary #mak | am free to

withdraw at any time before data analysis, withgiuing any reason and

without any disadvantage.

5. | hereby fully consent to my participation in thady.

Name of Staff member Date Signature

Name of Researcher Date Signature
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Head teacher consent Form

CONSENT TO PARTICIPATE IN A RESEARCH STUDY

How Can Practitioners Develop Methods of Hearirg\loices of Pre-Verbal Children

in Early Years with Complex Needs?
Name of Researche8amantha Lock

Please initial all boxes

1. | confirm that | have read and understand the m#dion sheet for the

above study and been given a copy to keep. Theeaf the research has

been explained to me and had the opportunity taagkquestions and

have had these answered so | understand.

2. lunderstand that any data gathered will remaintitrconfidential and full

anonymity will be ensured. Only the researchel alve access to the data

and the data will be destroyed once the study bas bompleted and

parental permission sought and shared with theatcho

3. lunderstand that after the research has been etedpbarents have the

right to have access to their own child’s data,thiaresearcher, which can

be used to inform statutory EHC requests for tbleild.

4. | understand that participation is voluntary anat tthe participants are free
to withdraw at any time before data analysis witlgiuing any reason and

without any disadvantage to themselves.

5. | hereby fully consent to the selected childrelVidtow Dene participating

in the study.
Name of Head Teacher Date Signature
Name of Researcher Date Signature
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Appendix E Research Poster

Research project:
Improving how we communicate with
students

Dear Parent/carer,
My name is Samantha _and | am inwviting you to take part in this research project

| have found that there is a national and local need to find the best ways of fistening to the voice
of children who do not have dominance in language, speech or writing.

What is invalved for your child?

* | will be asking each chid to view a photos of their

NUrsETy setting on a screen = 1.5.5- gt
: =\ =
= | will obeerve them in tha schoal or nursery B -y ﬁ" » N
=] Cipe
. |nnfastﬂd1dihim:bwandtikepmmyaphsﬁ "5. ﬁ'lr :.'r:-!rfq
wiithin the setting. Eis =] L
e ¢ ul )
. = iy x4
|".'ILl:.’ _‘%HI &
What is involved for you? ;fﬂ' 'Ef l:*-."'.:'
: @
» nﬂlmtquuti:mnajrer . L&? ot Iq"%:
= A brief conversation. E_'-- e&_
¥

W A\ é’
How to get involved - '%5 12 \.\\S‘E@(’:‘a\ﬁﬁtﬂa J g
Please let myself, or '{:;:,? - & qﬁ*ﬁ? r_',.ﬁ'}ﬁﬁifﬁﬁ:ﬂ

] 5= (’? L Lopr
(Parent Partnarship lead at e A f — E. J,
‘miow if you [ %
would be interssted to learn more sbout nr~_"_:'= ;ﬁﬁ*}' T:"" "#mxt,‘ﬁ'i
this project. i O Lo

Contact:
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Appendix F Extract from Research Presentation to SHff
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Appendix G Examples of Images used in Eye-Trackingctivities

of his class teacher
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Appendix H SCERTS Observational Framework (reprodued)

Copyright 2016 - Prizant, Wetherby, Rubin & Laurent; Right to distribute by permission only Packet | of 2
RN
Wit
SAP-OBSERVATION FORM: Language Partner Stage (page 2)

Social Communication

Child’s name:

N o™ |«

5181818 JOINT ATTENTION

1 Engages in reciprocal interaction

JA1.1 Initiates bids for interaction (= SR1.1)

JA1.2 Engages in brief reciprocal interaction (= SR1.2)

JA1.3 Engages in extended reciprocal interaction (= SR1.3)

2 Shares attention

JA2.1 Shifts gaze between people and objects

JA2.2 Follows contact and distal point (= SU2.2)

JA2.3 Monitors attentional focus of a social partner

JA2.4 Secures attention to oneself prior to expressing intentions (= JA5.8)

3 Shares emotion N

JA3.1 Shares negative and positive emotion (= MR1.1; = MR3.1, M(&z

JA3.2 Understands and uses symbols to express a range of e tiowd (= MR1.2, SR3.5)
JA3.3 Attunes to changes in partners’ expression of emoti \.>U2.4; = MR2.5)
JA3.4 Describes the emotional state of another person j;-\sU .6)

4 Shares intentions to regulate the behavior of othgns’@ JA7.2, JA8.2, SU4-SUS, MR3.7)
JA4.1 Requests desired food or objects (= MRZ.Q\\

JA4.2 Protests/refuses undesired food or obje;&-‘MRSA)

JA4.3 Requests help or other actions (= Mm‘

JA4.4 Protests undesired actions or acti\(ﬂé(z MR3.4)

5 Shares intentions for social interagk n‘* JA7.2, JA8.2, SU4-SU5)

JAS.1 Requests comfort (= MR3’L&%

JAS5.2 Requests social game Q\

JAS.3 Takes turns

JA5.4 Greets (-K)

JAS.5 Calls (= JA24\ \™

JA5.6 Shows off CH

JAS.7 Reque: fmission
6 Shares i ions for joint attention (<> JA7.2, JA8.2, SU4-SU5)

JAG.1 ySnts on object

JAG! ments on action or event

JA6.3‘§equests information about things of interest

7 Persists and repairs communication breakdowns

JA7.1 Uses appropriate rate of communication for context

JA7.2 Repeats and modifies communication to repair (<> JA4-JA6)

JA7.3 Recognizes breakdowns in communication

8 Shares experiences in reciprocal interaction

JAB8.1 Coordinates attention, emotion, and intentions to share experiences
JAB.2 Shows reciprocity in speaker and listener roles to share experiences (<> JA4-JA6)
JAB8.3 Initiates interaction and shares experiences with a friend

The SCERTS™ Model: A Comprehensive Educational Approach for Children with Autism Spectrum Disorders

Copyright © 2006 by Paul H. Brookes Publishing Co. All rights reserved.

SCORING KEY: 2, criterion met consistently (across three partners in two contexts);
1, criterion met inconsistently or with assistance; 0, criterion not met
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Copyright 2016 - Prizant, Wetherby, Rubin & Laurent; Right to distribute by permission only Packet | of 2
ER

(OC 7“

i (1)

SAP-OBSERVATION FORM: Language Partner Stage (page 3)
Social Communication
Child’s name:
T N2 s
518|818 SYMBOL USE

1 Learns by observation and imitation of familiar and unfamiliar actions and words
SU1.1 Spontaneously imitates familiar actions or words immediately after a model
SU1.2 Spontaneously imitates unfamiliar actions or words immediately after a model
SU1.3 Spontaneously imitates actions or words and adds a different behavior

SU1.4 Spontaneously imitates a variety of behaviors later in a different context

2 Understands nonverbal cues in familiar and unfamiliar activities

SU2.1 Follows situational and gestural cues in familiar and unfamiliar activities (= SR4.2)
SU2.2 Follows contact and distal point (= JA2.2)

SU2.3 Follows instructions with visual cues (photographs or pictures) \

SU2.4 Responds to facial expression and intonation cues (= JA3.3) \\s

3 Uses familiar objects conventionally in play N

SU3.1 Uses a variety of objects in constructive play

SU3.2 Uses a variety of familiar objects conventionally towﬂxlf

SU3.3 Uses a variety of familiar objects conventlonallyM other

SU3.4 Combines a variety of actions with objects inss M
4 Uses gestures and nonverbal means to sharex ions (<> JA4-JA6, MR3.3, MR3.4)

SU4.1 Uses a variety of conventional and sy ‘gestures
O a. show Od. clap O f. head nod
O b. wave O e. he: O g. other
0 c. distal reach/point 6

SU4.2 Uses sequence of gesture n¥rbal means in coordination with gaze

5 Uses words and word com K)hs to express meanings (<> JA4-JA6, MR3.3, MR3.4)
SU5.1 Coordinates sounds/w@ with gaze and gestures

SU5.2 Uses at least 5-10ards or echolalic phrases as symbols

SU5.3 Uses early rela\ g vords

b. nonexistence/disappearance O c. recurrence O d. rejection

O a. existel
SU5.4 Uses varug&l names for objects, body parts, and agents

SUS5.5 Uses of advanced relational words
Q onal-social O b. action O c. modifier O d. wh- word

riety of relational meanings in word combinations (<> JA3.4)
. modifier + object [ b. negation + object [ c. agent + action + object

) mderstands a variety of words and word combinations without contextual cues
SU6.1 Responds to own name

SUé6.2 Responds to a variety of familiar words and phrases (= SR1.6)

SU6.3 Understands a variety of names without contextual cues

SU6.4 Understands a variety of relational words without contextual cues
O a. action O b. modifier O ¢. wh- word

SU6.5 Understands a variety of relational meanings in word combinations without contextual
cues
O a. modifier + object [ b. negation + object [ c. agent + action + object

The SCERTS™ Model: A Comprehensive Educational Approach for Children with Autism Spectrum Disorders
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SCORING KEY: 2, criterion met consistently (across three partners in two contexts);
1, criterion met inconsistently or with assistance; 0, criterion not met
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SAP-OBSERVATION FORM: Language Partner Stage (page 4)
Emotional Regulation
Child’s name:

518]55

MUTUAL REGULATION

1 _Expresses range of emotions (<> SU4-SU5)

MR1.1 Shares negative and positive emotion (= JA3.1)

MR1.2 Understands and uses symbols to express a range of emotions (= JA3.2; = SR3.5)

MR1.3 Changes emotional expression in familiar activities based on partners’ feedback

2 Responds to assistance offered by partners

MR2.1 Soothes when comforted by partners

MR2.2 Engages when alerted by partners

MR2.3 Responds to bids for interaction

MR2.4 Responds to changes in partners’ expression of emotion

MR2.5 Attunes to changes in partners’ expression of emotion (= JA3m

MR2.6 Makes choices when offered by partners

MR2.7 Changes regulatory strategies based on partners’ feed acH familiar activities

3 Requests partners’ assistance to regulate state

MR3.1 Shares negative emotion to seek comfort (= JA3‘\UJA5 1)

MR3.2 Shares positive emotion to seek interaction (Mﬂ

MR3.3 Requests help when frustrated (= JA4.3; <A SM¥-SU5)

MR3.4 Protests when distressed (~ JA4.2, JA4 LN SU4-5U5)

MR3.5 Uses language strategies to request&ezk

MR3.6 Uses language strategies to requ‘!%ulating activity or input

MR3.7 Uses language strategies to%anial control (<> JA4)
4 Recovers from extreme dysri \on with support from partners

MR4.1 Responds to partners’ e to assist with recovery by moving away from activity

MR4.2 Responds to partnezg us? of behavioral strategies

MR4.3 Responds to par]ﬂeK)use of language strategies

MR4.4 Responds t ?efé’rs attempts to reengage in interaction or activity
MR4.5 Decreases a&mt of time to recover from extreme dysregulation due to support from partners

MR4.6 Decre tensnty of dysregulated state due to support from partners

SCORING KEY: 2, criterichonsistently (across three partners in two contexts);
o

1, criterion met incon@

r with assistance; 0, criterion not met
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SAP-OBSERVATION FORM: Language Partner Stage (page 6)
Transactional Support

Child’s name:

- ~N R

518 3 INTERPERSONAL SUPPORT

1 _Partner is responsive to child

1S1.1 Follows child’s focus of attention

1S1.2 Attunes to child’s emotion and pace

1S1.3 Responds appropriately to child’s signals to foster a sense of communicative competence

1S1.4 Recognizes and supports child’s behavioral and language strategies to regulate arousal level

IS1.5 Recognizes signs of dysregulation and offers support

1S1.6 Imitates child

1S1.7 Offers breaks from interaction or activity as needed

1S1.8 Facilitates reengagement in interactions and activities following bregks,

2 Partner fosters initiation N

1S2.1 Offers choices nonverbally or verbally ,\\‘

1S2.2 Waits for and encourages initiations

1S2.3 Provides a balance of initiated and respondent turns ,\\\

152.4 Allows child to initiate and terminate activities _\&2

3 Partner respects child’s independence N

1S3.1 Allows child to take breaks to move about a;.bgeded

1S3.2 Provides time for child to solve problemsﬁ\pmplete activities at own pace

1S3.3 Interprets problem behavior as commpy}ﬁve and/or regulatory

1S3.4 Honors protests, rejections, or reftm%en appropriate

4 Partner sets stage for engage ~
154.1 Gets down on child’s level mmmumcatmg

1S4.2 Secures child’s attention Iﬁ}é communicating

1S4.3 Uses appropriate prom@and nonverbal behavior to encourage interaction

1S4.4 Uses appropriate wWand intonation to support optimal arousal level and engagement

5 Partner provideg daéf‘pmental support

IS5.1 Encourages im\'on

IS5.2 Encoura@t'eraction with peers

1S5.3 AttengO Yo repair breakdowns verbally or nonverbally
IS5.4 eSguidance and feedback as needed for success in activities
IS5. ides guidance on expressing emotions and understanding the cause of emotions

6 Partner adjusts language input

1S6.1 Uses nonverbal cues to support understanding

1S6.2 Adjusts complexity of language input to child’s developmental level

1S6.3 Adjusts quality of language input to child’s arousal level

7 Partner models appropriate behaviors

IS7.1 Models appropriate nonverbal communication and emotional expressions

IS7.2 Models a range of communicative functions
O a. behavior regulation O b. social interaction O c. joint attention

1S7.3 Models appropriate constructive and symbolic play

1S7.4 Models appropriate behavior when child uses inappropriate behavior

IS7.5 Models “child-perspective” language

SCORING KEY: 2, criterion met consistently (across three partners in two contexts);
1, criterion met inconsistently or with assistance; 0, criterion not met
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SAP-OBSERVATION FORM: Language Partner Stage (page 7)
Transactional Support

Child’s name:

N ™ [«

5181518 LEARNING SUPPORT

1 Partner structures activity for active participation

LS1.1 Defines clear beginning and ending to activity

LS1.2 Creates turn-taking opportunities and leaves spaces for child to fill in
LS1.3 Provides predictable sequence to activity

LS1.4 Offers repeated learning opportunities

LS1.5 Offers varied learning opportunities

2 Partner uses augmentative communication support to foster development

LS2.1 Uses augmentative communication support to enhance child’s communication and
expressive language N

LS2.2 Uses augmentative communication support to enhance child's\@rstanding of language
and behavior O\

LS2.3 Uses augmentative communication support to enhance cI'@ expression and
understanding of emotion

LS2.4 Uses augmentative communication support to er;h@c‘uld 's emotional regulation
3 Partner uses visual and organizational support o\

LS3.1 Uses support to define steps within a task « O:J

LS3.2 Uses support to define steps and time fo@ﬁetion of activities
LS3.3 Uses visual support to enhance smoot(%@}sitions between activities
LS3.4 Uses support to organize segmentse}‘hhe across the day

LS3.5 Uses visual support to enhance Q?on in group activities

LS3.6 Uses visual support to fost, e Involvement in group activities

4 Partner modifies goals, actigWdsand learning environment

LS4.1 Adjusts social comple)d&i) support organization and interaction
LS4.2 Adjusts task difficu{t)for‘child success

LS4.3 Modifies sensoﬁﬂer‘ties of learning environment

LS4.4 Arrangemavenvironment to enhance attention

LS4.5 Arrange: ng environment to promote child initiation

LS4.6 Desigﬁ}a& modifies activities to be developmentally appropriate
LS4.7 Inﬁ{%?notivating materials and topics in activities

LSW s activities to promote initiation and extended interaction
LS4 Alternates between movement and sedentary activities as needed
LS4.10 “Ups the ante” or increases expectations appropriately

The SCERTS™ Model: A Comprehensive Educational Approach for Children with Autism Spectrum Disorders
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SCORING KEY: 2, criterion met consistently (across three partners in two contexts);
1, criterion met inconsistently or with assistance; 0, criterion not met
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Appendix | Communicating with Pre-Verbal Children in Early Years with

Complex Needs Checklist

Communicating with Pre-Verbal
Children in Early Years with Complex
Needs Checklist

Weld-Blundell, S. A. (2017). How Can PractitionBxesvelop Methods of Hearing the
Voices of Pre-Verbal Children in Early Years witbr@plex Needs? (D.Ed.Psy).
University of East London

Rationale
This checklist was created as a result of the figslifrom a qualitative case-study

doctoral research project. It is not represergatifvone particular child. The aims of
this checklist are to:

. Support adults who communicate and interact wittygeears children who
have limited or no verbal language with SEND

. Support this complex population of children in coomtating their views
and preferences

. Support adults in facilitating opportunities forgitive interactions

. Help develop confidence in listening to and actipgn what the children
communicate, in order to facilitate greater chigdtipation

. Encourage consideration of the processes and titextavhich surround

child participation and communication, as well ascfice

Instructions for use

This checklist was designed to help develop pradess practice and to support
professionals working in educational settings idgrireas they may wish to develop
further, with regards to child participation, irdetion and communication.

The user can record their progress for each ofiiberia using a scale. The three-point
scale includes;

. Emerging (E) - Aspects of the criteria are evideheery occasionally
. Developing (D) —Aspects of the criteria are usedihod the time
. Securing (S) — The criteria could be evidencedoalglmost all, of the time
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Initial information gathering

To begin with it may be helpful for family membensd school staff to think about the
points outlined below and gather some key inforamato help with gaining a greater
understating of the child as well as planning comitation approaches.

This could be part of a person-centred planningtimg®r completing a person centred
information document (e.g. Pupil Passport or AlodbMe).

Demographic information (Age, language spoken atdidamily members at
home etc.)

Details regarding the child’s needs (diagnosesyredary needs, medical
information and physical supports)

What is important to them

What is important for them (to keep them healthg safe)?

What do others like and admire about the person?

What are their likes and dislikes?

What makes them happy or sad?

How do they communicate with others?

How do others communicate with them?

What helps to support the child understanding?

What places do they like to go to?

Who are the important people in their life?

What are their gifts, qualities and skills?

Eating, drinking and self-care needs

Learning and curriculum information

Agencies or services involved

244



Communicating with Pre-Verbal, Pre-School Childrenwith Special
Educational Needs and Disabilities (SEND) ChecklistCriteria

E/DIS

A - Whole School Policies

The school promotes an inclusive culture and grsas enabling all students
to reach their potential

School staff feel confident in trying new approacidien communicating an
interacting with children

School staff routinely reflect on successful comioation approaches (e.g.,
what worked well?)

School staff have opportunities to discuss asa teaw to address identified
difficulties

The school staff seek professional input and wath velevant agencies in
developing communication methods and opportunities

B - Child’s Emotional Wellbeing

The adults have an awareness of the child’s SEN#lieal condition(s), any
presenting symptoms and the treatment plan proesdur

The communication partner has an understandinigeothild’s typical
emotional state as well as indicators of theirrdes or anxiety

The communication partners have an understandittgeothild’s typical
behaviors as well as indicators of their distrasanxiety

The adults make allowances and understand the ckgdf-regulatory and
stimulating behaviors

There are opportunities for the child to increaseeduce their level of
independence in their communication and interactidh adults

The developmental stage of the child is consideyedform the
differentiation of the approach/communication metho

The child’s developed and emerging developmenils sice recognised in
order to appropriately differentiate the communaatctivity or interaction

C - Environment and Context

Efforts are made to minimise the disruption of ¢théd’s usual routine

The sensory properties of the learning environnaeaimodified according to
the needs of the child (e.g., lighting, noisescepamells, and other people)

A familiar setting, familiar adults and accessdmiliar objects are available
to instil a feeling of security and safety for ttald

Opportunities to explore and interact with a vagrigt communication method
are provided

Time adjustments are made to reduce any distrebe tchild

Additional time adjustments are made in order teeh@ meaningful
interaction and to take into consideration thedtkipossible processing and
responding difficulties

The communication methods are un-obtrusive andhild is able to move

245




freely

During focused communication sessions a calm enmient to enhance
attention and minimise distractions is made avéalab

D - Interpersonal Support

The adult communication partner facilitates thedtire of interactions and
turn taking

Shared experiences between the child and the comatiom partner are
encouraged to support accurate interpretationseofdmmunicated message

Adults facilitate and scaffold joint attention tesést in communication and
positive interactions

To understand the child’s intent and message conuaig&u more accurately,
key adults with a close relationships and gredtenament with the child are
asked to support the process

The communication methods are appropriately adaptettiude motivationa
elements (tailored to the child’s interests)

Adults provide appropriate verbal, physical & viseacouragement to engag
and trial new communication methods

je

The adults are aware of how the child ‘uses’ aduoltheir communication
(E.g., using adults to request or retrieve infoiorgt

New adults working with the child are taught th@m@priate methods to
approach and to engage during the initial meeting

The adults imitate behaviours or noises the chiddkes to ensure a feeling of
attunement and encourage interaction

The adults provide a verbal commentary on the &hiddhaviours and
communication methods to ensure a feeling of atham and encourage
interaction

The adults use developmentally appropriate languageals and objects of
reference where appropriate to support the child@erstanding

The adults use modelling and scaffolding to supgr@tchild’s interactions
and communication

E - Communication Methods/Approaches

Multi-method communication approaches are availédoié¢he child to
communicate and interact (e.g., multi-sensory ratkve technology, visuals
song, rhythm, books, pictures and objects of refeze

Adults use observations to record the child’s blaghguage, facial
expressions, pre-verbal vocalisations and gestures

Interactive technology is provided for the childcmammunicate and make
choices

Eye-tracking/gaze resources are available for liild to communicate and
make choices

F — Facilitating Understanding
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Triangulation of information (e.g., parental anafsinformation;
observational notes; eye-tracking results) is ralyi used to inform a greatel
understanding of the child’s preferences and views

Visuals and objects are provided to support thielshcommunication and
understanding

Songs, rhythm and tunes are used to supports thiksaimderstanding of the
task/question/activity

Observational frameworks are used over differettingeat different times to
record the child’s behaviours and interactions

Video or audio recording (used according to thérsgs guidelines) of the
child provide a more in depth understanding ofdhiéd’s communication
methods

Key adults, who have a greater shared understani@dicifitate and support th
child’'s communication and understanding

(4%

Mobile interactive/eye-gaze technology is availdblethe child to access at
undesignated times
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Appendix J School of Psychology Research Ethics Conittee

School of Psychology Research Ethics Committee

NOTICE OF ETHICS REVIEW DECISION
For research involving human participants

BSc/MSc/MA/Professional Doctorates in Clinical, Counselling and Eetational
Psychology

REVIEWER: Meredith Terlecki

Course Professional Doctorate in Child Educational Psyagy

STUDENT: Samantha Lock

SUPERVISOR: Miles Thomas

Title of proposed study How Can Practitioners Develop Methods of Heathmy
Voices of Pre-Verbal Children in Early Years witbr@plex Needs?

DECISION OPTIONS:

1. APPROVED: Ethics approval for the above named research shadybeen
granted from the date of approval (see end of tlmsce) to the date it is

submitted for assessment/examination.

2. APPROVED, BUT MINOR AMENDMENTS ARE REQUIRED BEFORE
THE RESEARCH COMMENCES (see Minor Amendments box belawh
this circumstance, re-submission of an ethics apfin is_not required but the
student must confirm with their supervisor thatmaihor amendments have been
made_before the research commences. Students deettos by filling in the

confirmation box below when all amendments havenbatdended to and
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emailing a copy of this decision notice to her/gigervisor for their records.
The supervisor will then forward the student’s eonétion to the School for its
records.

3. NOT APPROVED, MAJOR AMENDMENTS AND RE-SUBMISSION
REQUIRED (see Major Amendments box belowin this circumstance, a
revised ethics application must be submitted areed before any research
takes place. The revised application will be rexévy the same reviewer. If in
doubt, students should ask their supervisor fopstpin revising their ethics

application.

DECISION ON THE ABOVE-NAMED PROPOSED RESEARCH STUDY

(Please indicate the decision according to onénef3 options above)

Approved

Minor amendments required (for reviewer)

Major amendments required (for reviewer):

No
Wi
\»]



ASSESSMENT OF RISK TO RESEACHER (for reviewer)

If the proposed research could expose the resegarchay of kind of emotional,

physical or health and safety hazard? Pleasehatdegree of risk:

HIGH
u MEDIUM
L LOW

Reviewer comments in relation to researcher riskry):

Reviewer(Typed name to act as signature) Mark Holloway

Date. 28" February 2016

This reviewer has assessed the ethics applicatiothé named research study on

behalf of the School of Psychology Research Ethacamittee

Confirmation of making the above minor amendmentgfor students)
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I have noted and made all the required minor amemndsnas stated above, before

starting my research and collecting data.

Student’s naméTyped name to act as signature):

Student number:

Date:

(Please submit a copy of this decision letter torygupervisor with this box completed

if minor amendments to your ethics application iguired)

PLEASE NOTE:

*For the researcher and participants involved enahove named study to be covered
by UEL'’s insurance and indemnity policy, prior ethapproval from the School of
Psychology (acting on behalf of the UEL Researd¢hidstCommittee), and
confirmation from students where minor amendmermiewequired, must be obtained

before any research takes place.

*For the researcher and patrticipants involved enabove named study to be covered
by UEL'’s insurance and indemnity policy, travel epml from UEL (not the School of
Psychology) must be gained if a researcher intemttavel overseas to collect data,
even if this involves the researcher travellingpiher home country to conduct the
research. Application details can be found here:

http://www.uel.ac.uk/gradschool/ethics/fieldwork/

251



252



