1701121 – ECAD5003
Based on evidence from current research and policy as well as on data gathered from a group questionnaire, critically discuss an inclusive approach to supporting the needs of a particular group of pupils. Focus on one specific learning difficulty, disability or additional need for your discussion. Use ICT skills developed within the module to present your findings. 

Inclusion is arguably one of the most important aspects of education (Richards and Armstrong, 2011), this is also supported by Barnes (2015, p.35) who suggests that children need inclusion to help them feel secure within the classroom environment. The sense of security within a classroom is detrimental to a child’s well-being (McAuley and Rose, 2010), therefore it is crucial that a learner feels included within their own classrooms. It can be argued by many educators that inclusive approaches to teaching are only being used to support learners with Special Educational Needs (SEN) (Ainscow, Booth and Dyson, 2006). Evans (2007, p.8) recognises this issue and states that “inclusion is about equal opportunities for all pupils”, emphasising that inclusion needs to be carried out on all learners, not be made exclusive for learners with SEN. 

This essay will critically analyse three inclusive approaches and strategies to teaching children with Autism Spectrum Disorder (ASD), this SEN was chosen because ASD is one of the most common learning difficulty to encounter within schools as it affects one in four learners within a classroom (Evans, 2013). All approaches and strategies discussed show clear elements of inclusive support for learners with ASD, however each approach and strategy has its own limitations. The most common limitation for each approach and strategy is the personality and preference of the individual learner. All learners are different and learn within their own ways (Barnes, 2015), therefore to say that one strategy will work for every learner with ASD would be incorrect. Adaptations to each approach would need to be considered in order for it to provide full inclusive practice for all the learners within the classroom (Attflield and Morgan, 2007). One approach to be discussed within this essay is the use of visual support aids within lessons and within the classroom. Another inclusive strategy is to make the learning more personal to the individual, this could be done through the use of differentiation and individual working spaces. Finally, the adaptation of language within the lessons when instructing or questioning a learner with ASD would need to be made in order to ensure full inclusivity. 

A questionnaire was created in order to gain an understanding of current teachers’ ideas and experiences on the teaching of learners with ASD. The use of a questionnaire allows for a good range of qualitative and quantitative data to be collected, dependent on the questions asked. In addition to this a good use of open ended questions allow for the participant to give their own personal advice and share their experiences with the writer, whereas using a lot of closed questions would prevent the participants from sharing this relevant information. In order to ensure all participants were able to share any experiences or thoughts regarding the chosen SEN, an extra question was added to allow them to do just this. Brown and Dowling (1998) suggest that the use of a questionnaire is good for collecting reliable data due to the absence of interviewer bias, this is supported further by Salazar (1990) who recognises the influence that an interview can have on a person’s answers. However, the use of a questionnaire does have its limitations such as lack of a response rate which can lead to inconclusive results and there is also the lack of reliability. 

[bookmark: _GoBack]The questionnaire was created within a small group of individuals who are each focusing their discussion on inclusive practice around learners with ASD. The questions within the questionnaire needed to be suitable and non-discriminatory to the participants which therefore required a great amount of careful planning to ensure that the questionnaire followed within the British Educational Research Association (BERA) (2018) guidelines. The data obtained from the questionnaire is within the BERA (2018) guidelines, thus meaning that the data is kept within a secure place and the only people to view and access the data are the researchers and the markers of this assessment. The questionnaires were sent to schools within both England and Wales and to both primary and secondary schools (Appendix 1), this was to gain a wider perspective on the issues regarding inclusive practice for learners with ASD (Burton and Barlett, 2009). Overall there were 17 responses to the questionnaire, this therefore was not enough to generalise the data therefore limiting the reliability of data (Brown and Dowling, 1998).

The first strategy to be discussed is the use of visual support within lessons and within the classroom. There are many different resources available for teachers which provide visual support for learners with ASD, however their effectiveness in ensuring learners feel included could be limited. It can be argued that visual support is good for inclusive practice as it can support learners with ASD who are unable to communicate effectively within the classroom. As research suggests that most learners with ASD often struggle with communication and social interactions (Towle, 2013; Hewitt, 2005), this is further supported by Graph 1 below which shows that 64.7% of the participants agreed that learners demonstrated barriers with social skills when interacting with peers. The data within Graph 2 (see below) also shows that learners with ASD showed barriers with social interaction amongst adults. This therefore shows that there is a need to enhance the learners’ social skills within the classroom and with peers and adults in order to allow the learners to feel more involved with classroom activities and discussions. 
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Currently there are many visual support aids for learners with ASD, one very common and effective visual aid used within schools is the “Picture Exchange Communication System” (PECS) (Magiati and Howlin, 2003). This resource uses pictures to help the learners with ASD communicate, the pictures often provide a choice for the learner which can be seen as effective. Donaldson (2015) argues that choice is important for ensuring engagement within lessons and it is crucial for building independence within the learner. By giving learners with ASD this method of communication it will allow them to feel more involved within mainstream classrooms as they will be able to participate within classroom discussions more easily. PECS allows for the learners to become less dependent on others around to communicate with peers, without choice and control learners may feel hopeless (Tilly, 2011). However, there are many limitations with PECS, one limitation being the finite amount of images available to the learners for certain situations. This would create a barrier for the learner with ASD in interacting within certain situations, thus leading to a feeling of exclusion. Therefore, limiting its effectiveness as an inclusive resource to use within the classroom. However, if a teacher needed the student to make a decision during a lesson and the cards could not provide this choice for the learner, then a suggestion would be for the teacher to prepare their own images for particular activities to ensure the learner with ASD is able to participate. 

Another very popular and effective visual aid that is used by a lot of schools is the use of a visual timetable. As shown within Graph 3 and Table 1 below, the use of a visual timetable is very popular amongst current educators, thus implying that the use of one would be beneficial for the learners. One participant recommended the use of a timetable as it “proved essential in establishing routine and minimising anxiety” (Participant 14, Appendix 2). This can be supported by Wall (2007) who stated that learners with ASD often need routine and structure within their daily lives in order to prevent stress and prevent misbehaviour within the class. Milton, Martin and Melham (2017) also support the use of a visual timetable as being useful for learners with ASD as they believe that the learners would be able to understand the visuals given by the timetable and it would allow them to derive meaning from these images.

Graph 3:
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Table 1:
	
	
	Type of Resource or Approach

	
	
	Classroom Routine
	Simplified Communication
	Visual Support
	To give fewer Choices

	
Overall ranked effectiveness
	1st Choice
	70.60%
	5.90%
	11.80%
	0%

	
	2nd Choice
	17.60%
	23.50%
	17.60%
	17.60%

	
	3rd Choice
	5.90%
	47.10%
	11.80%
	5.90%



Although there are many advantages to using a visual timetable, there are also some limitations for the use of it within a working classroom. One issue is when a last minute change to the timetable needs to be done, this would cause distress for the learner with ASD as they would not have had time to prepare themselves for this change (Baron-Cohen, 2008). A participant from the questionnaire confirms this view as they state that “visual timetables...can be challenging when something needs to change quickly” (Participant 5, Appendix 2), which, therefore, supports the view that there are limitations with a visual timetable relating to the change of events. During an observation within an SEN Learning Resource Centred (LRC) classroom, the teacher explained to the writer that when he first started in the school a lot of the students did not react well to him because they were not used to this change within the class. This can be supported by various researchers, who have also stated that a lot of children with ASD often react badly to change and when this is made their attitude and behaviour react in a difficult way (Ghaziuddin, 2005; Glazzard et al. 2010). If a last minute change does occur, then it would be suggested to ensure the learner is told appropriately to try and reduce the amount of anxiety and stress it would cause him/her. Although visual timetables are not effective when last minute changes are made, they are good for allowing the learners to know and understand daily routines and it allows them to feel secure within the classroom (Milton, Martin and Melham, 2017). 

Emotion pictures are also a very effective visual resource for learners with ASD, they offer learners a way to express their emotions without using any verbal communication. This is particularly effective for learners with ASD who struggle with communicating as it allows for the teacher to understand how the child is feeling. Not only are they useful for learners with SEN, but they are useful for other members within the class. They are very useful and they could potentially minimise the levels of stress within the classroom as the learners do not have to speak with the teacher about their feelings immediately. Often the use of the ‘Exit Pass’ is used through emotion pictures, this is when a pupil is feeling very stressed/angry/sad and they are able to leave the room to ‘cool off’. The use of this pass allows for the child to remove themselves from the reason that is causing them a great amount of stress and it allows for the teacher to effectively deal with the situation without the audience of the class which could cause the situation to worsen. Within Graph 3 above, it shows that eight educators have used an exit pass to support the learning of a student with ASD. Thus, increasing the possible effectiveness of using one within the classroom as many teachers are aware of its use and use it within their classrooms. 

However, as participants have mentioned within the questionnaire, some students may use these resources to avoid completing work (Participant 15, Appendix 2). To prevent the “exit pass” from being used inappropriately, the teacher would need to explain to the learners, using examples, how to correctly use the exit pass. The use of cartoon images showing the learners emotions could be used to show the learners how they might be feeling if they need to use the exit pass, for example the use of an angry face would convey that the learner is angry and wishes to cool off. When this is achieved the learners would be able to participate during lessons within a stress-free environment, therefore making the resource extremely effective for the support of the learners. This resource is also inclusive as it is actively available for all learners to use. Overall, the use of visual support is very effective in creating a more inclusive classroom environment for learners with ASD. This is because it can allow the learners to participate within classroom discussion, it can allow them to prepare themselves for any changes that may occur and it can allow them to make their own decisions and choices. 

Another possible approach to teaching learners with ASD is using personalised learning, it allows for the teacher “to include any child or young person we have to be concerned with the whole person” (Booth and Ainscow, 2002, p.4). This can be interpreted as using the individual’s ability, personality and background to plan for a lesson or a classroom that can allow the learner to feel included (Waring and Evans, 2015). Personalised learning takes into account the whole person rather than the SEN of the learner and it requires the teacher to have a very good relationship with the learners in order to be effective (Richards and Armstrong, 2011). From the data gathered within the questionnaire, a participant mentioned that an effective approach for teaching a learner with ASD was to create “bespoke learning experiences that capitalise the child’s interests” (Participant 15, Appendix 3). This suggests that by using the child’s interest to shape the lesson or the classroom the more effective the teaching will be, this can be further supported by Leach and Duffy (2009) who suggest the use of a child’s interests should be used as a motivator for work as it would allow for an increase in engagement within the lesson. This engagement, in itself, would allow for inclusion to occur because it would make the learning more personal for the child and they would feel more inclined to take part. 

Differentiation is a good way of ensuring the learning is tailored to the student’s individual needs. It can allow for active involvement within classroom experiences which is crucial for every learner, not only learners with SEN. This therefore supports the view that differentiation allows for an inclusive classroom as all the learners are able to feel involved and included within lessons. Corbett (2001) argues that the use of differentiation within classrooms allows the teacher to celebrate the learners’ abilities within a subject, rather than emphasising their difficulties. This idea of recognition and celebration of abilities rather than focusing on their challenges can also be supported by Booth (as cited in Richards and Armstrong, 2011) who believes that recognition of abilities is equally as important as participation within a subject. However, it can be argued that when differentiation is not done correctly it can discourage the learner from participating as it can “damage the self-esteem of the individual… [rather than] encourage inclusion in learning” (Rose and Howley, 2007, p.3). This view can also be supported by Taylor (2017) who agrees that the use of differentiation needs to be done in a way that suitably challenges and facilitates the learning of an individual. Thus showing that differentiation is not always effective in creating an inclusive environment for learners with ASD as it can make them feel excluded. Therefore, in order to avoid this from happening within the classroom, the teacher should have a good understanding of the individuals needs to compose differentiated activities that will stimulate a ‘flow’ within their work (Bethune, 2018). Bethune (2018) argues that when a learner is placed into an uncomfortable or distressing situation then they are less likely to achieve their full potential, this emphasises the need for careful planning of differentiated activities to take place in order to ensure the learner with ASD is able to feel included.

Another method for ensuring the learning is personalised is the TEACCH strategy (National Autistic Society, 2017). This teaching strategy heavily focuses on the individual’s needs and their independence within a working classroom, it achieves this through carefully planned activities and organised classrooms. An element of TEACCH was recommended by one of the participants within the questionnaire, they stated that an effective way of teaching a child with ASD is to “create an individual workstation that is appealing and personal to the child” (Participant 12, Appendix 4). Camden Council (2014) offers a clear example of a TEACCH classroom and within the video the learner talks about her individual work space and her independence gained from the workspace. The use of this approach allows for learners with ASD to increase their independency (Mesibov and Shea, 2010), thus allowing for the child to become included within lessons that require individual work as the learner is able to work independently without the support of an adult. However, an issue raised with using an individual work space is that it can sometimes exclude the learner with ASD from social and classroom discussions or activities as they are confined to their individual space (Knowles, 2011). This would therefore limit the effectiveness of this strategy as being inclusive because it may have a reverse effect. A suggestion would be to give every learner within the class their own individual workspace for individual tasks, and then when group work is needed the class can all merge their spaces together in order to create an effective working environment. This would allow for the learner with ASD to have their own personal space and become included within whole class activities which therefore proves that this is an effective strategy for inclusion. 

Overall the use of personalised learning allows for inclusive support for all learners, including those with ASD. Although it can sometimes have a reverse effect, this can be avoided if the teacher plans for differentiation and use space for the learners effectively. 

Another inclusive strategy for supporting the learning of an individual with ASD is to adapt the way information is being delivered through communication, this can be done by a means of simplified language. Learners with ASD have trouble with communicating and conveying meaning from what is being said to them verbally, for example instructions (Baron-Cohen, 2008). This finding can also be supported by the data collected from the questionnaire, as shown in Graph 1 and Graph 2 (shown above), where the majority of the participants agreed that learners with ASD often demonstrated barriers with social interaction between adults and peers within the classroom. This therefore shows that there is often an issue with the communication of most learners with ASD. This can lead to a feeling of exclusion within the classroom because all the other students are able to understand and ask questions, whereas the learner with ASD may not be able to do this because they do not have the same innate social awareness’s as the other learners (Gammeltoft and Nordenhof, 2007). Thus stressing the need to make adaptations within the teaching of the lesson to ensure the questioning and information is delivered within a way that all learners can understand, including those who have ASD.  

Questioning would need to be adapted for the learner with ASD as it would need to be presented in a way the learner can easily understand and convey meaning from. This absence of understanding may come from the lack of process time given to the learner to take in what has been said. Therefore, in order for the learner to participate within classroom discussions and activities the teacher would need to give the learner enough time to think. Kelly (2018) emphasises the need for teachers to allow for a good amount of wait time when questions have been asked. This will allow for the student to process the information in a way they can understand. In addition to this the teacher could also provide a sort of visual support that is in line with the question. This combination should allow for the learner with ASD to process the information a lot more effectively, it would also ensure that the question is understood. A resource that would allow for this to work effectively is the use of social stories. Barry and Burlew (2004) state that the use of social stories for learners with ASD allow for the children to see how to behave appropriately and how to socialise with other pupils, this would be ideal for supporting the learners when they are introduced to a new routine or given the opportunity to talk with peers. However, there are limitations with the use of social stories within the classroom, for example there are finite amount of situations that the stories will cover and therefore this will not work for every situation. 

From the data gathered within the questionnaire a lot of participants mentioned that the use of simplified language and limited instructions were effective when teaching learners with ASD (Appendix 3 and 4). This can be further supported by research where they suggest that in order for a learner to truly devise meaning from what was being said is to break down the information into understandable chunks so the learner is more likely to remember (Wall, 2004). In relation to the communication and processing issues which a learner with ASD may have, the teachers use of questioning would need to be adapted to allow the student to understand what is being asked (Whalon and Hanline, 2008). Research suggests that learners with ASD often have trouble understanding what is being asked, this can be supported by Goldstein (2002) who stated that learners with ASD often lacked communication skills and often struggle to answer complicated questions. Therefore, this would affect the way the student’s involvement within the classroom as the lack of understanding would lead them to not feeling involved. In order to avoid this situation from happening the teacher would need to change the way questions are asked and make them simple and short to ensure the understanding of learners with ASD. This therefore shows that by adapting the questioning it provides an inclusive classroom for the learner with ASD, however it can be argued that the use of adapting the questioning for the learners with ASD would make them feel targeted and potentially cause more harm than good.

To conclude, all of these methods will be effective for the inclusion of a learner with ASD. However, there are many limitations within each of the strategies. Visual supports such as PECS offers learners with ASD a means of communication, however, this is limited to the images available for the learner this would therefore lead to the learner feeling excluded as they may not be able to participate within activities that are based around topics that the student does not have images around. An adaptation, mentioned previously, would be to have the teacher create their own communication cards for the learner when there are topics that the PECS cards cannot cover. Differentiation and the TEACCH strategy allow for the learner to feel involved with classroom experiences as an independent individual, however if not done correctly the learner may feel excluded due to their learning difficulty. A suggestion to ensure inclusive practice is guaranteed within lessons, the teachers will need to carefully plan for differentiation to occur without discriminating the student with ASD. Another suggestion, in relation to independent work spaces would be to give every learner an independent work space so the learner does not feel any different to the pupils within the class. Finally, the use of communication within the classroom is effective to an extent as it allows for the learner with ASD to answer questions within classroom discussions, however the learner may feel excluded if the teacher is not asking similar questions for the rest of the class. In order to tackle this problem, it is recommended that the teacher could create all of their class questions in a way that the learners with ASD can understand. Overall, in order for any strategy to be inclusive when teaching learners with ASD is to ensure the rest of the class are getting the same experiences and opportunities, this would allow for a more inclusive classroom as everyone would be learning within the same way. 
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Appendix 1: 















Appendix 2: 
	Participant Number
	The extent of effectiveness of the resources as shown within Question 14

	1
	This helps the pupil feel like they have some control for their feelings when they walk into the classroom, which can be very overwhelming for them with so many pupils/noise etc. This also aids the pupil in communicating with the teacher visually when they feel happy or distressed before it escalates

	2
	Each used at pupils choice, depending on their needs and emotions.

	3
	All depends on the pupil and how their day is going, routine is important for them

	4
	Not used above

	5
	Visual timetables are effective as they show the routine during the day however can be challenging when something needs to change quickly that you couldn’t allow time for to explain the changes. Visual communication cards are very useful for some children who find it difficult to verbalise. Ear defenders can be effective when there is too much noise however some children find them uncomfortable and can affect learning negatively if used when teaching on the carpet

	6
	Very effective

	7
	Can diffuse difficult situations.

	8
	I found a visual timetable extremely effective

	9
	Very.

	10
	Gives them a sense of independence so I find them incredibly effective

	11
	Very useful in mild ASD child. Severe needs require more support which I cannot not provide on my own

	12
	All of the resources provide invaluable within the LRC

	13
	Unique to each individual.

	14
	Visual timetables and communication cards have proved essential in establishing routine and minimising anxiety. Social stories, in my experience, are invaluable.

	15
	Some children can become overly reliant on the resources or they can become used as an escape from the main activity.







Appendix 3:
	Participant Number
	How educators changed their strategies when teaching children with ASD (Question 10)

	1
	Children with ASD have different needs, so I would look at their Educational plan and I would either change some of the questions I would ask during the lesson, aimed at them, or adapt the resources used.

	2
	Ensure pupil had regular check in points in the lesson. Have pupil additional resources and/or work breaks to ensure pupil was able keep emotions in control.

	3
	Adapting lessons making tasks more personal to them. Breaking down information into chunks. Knowing the medical condition and if required adapting the lesson for them

	4
	Created a rapport with the child by providing further opportunities to learn outside the classroom. I have targeted many asd pupils to complete the duke of Edinburgh award including providing opportunities for volunteering within the community, First aid, camp craft skills. I have found ways to bond with the pupil by finding out their interests and thought of ways to bring this into teaching. I have given them responsibility within the class to make them feel valued and responsible for their own learning

	5
	Limited number of instructions. Did not force what would be classed uncomfortablwbwhaviour eg eye contact

	6
	Visual timetable Reward chart 1:1 teaching Significantly differentiating activities

	7
	Use special program that the child has been given. Give extra notice when a task/activity is changing. Give notice if something is changing the routine of day. New extra eye on them in class. Allow them time to work alone if they need it. Be more patient.

	8
	More specific with instructions. Sat pupil next to me.

	9
	I had to ensure that the learner was in a comfortable environment and ensure that the pupil understood specifically the routine of the school day.

	10
	Change my language and questioning. Be direct. No sarcasm. Ensure they were well prepared for change. Ensure they understood the timetable for the day. Sensory time.

	11
	Relaxed timetable Differentiated activities if applicable Praise / behaviour charts Different language when questioning, setting instructions Instruction chart for them to rick once achieved

	12
	Be very clear with instructions. Often write them down or repeat them regularly. Give them time to work outside or with headphones on.

	13
	Each child with ASD is different therefore most strategies would have to be changed being aware of blank levels, now and next cards, visual timetables, working for rewards,

	14
	Simplify instructions and informing them of the daily routines in advance. Adapt length of sessions according to individual attention span. Give lots of praise and encouragement.

	15
	- Use of visual timetables / support - Use of social stories (included in I.P.) - Establishing a definite and constant routine and minimising deviations from it (including consistency in supporting adults) - Creating bespoke learning experiences that capitalise on the child’s interests

	16
	Using visual aids Allowing extra time Differentiation Reassurance



Appendix 4: 
	Participant Number
	How educators would adapt the strategies shown in Question 13 within their own teaching.

	1
	I have noticed that location of pupils in the classroom makes a difference, being close/distanced from others that can trigger emotional response in the pupil. I check that the pupil understands the task they have been asked to do, and support where and when needed.

	2
	Most if not all. Depending on each pupils individual needs

	3
	Simplified communication - not giving the pupils too much choice

	4
	Make them achievable and not isolating

	5
	Visual timetable Extra support when there are elements of choice (eg choice board) One to one support

	6
	Consistent routine at the start of each lesson. Clear, short instructions /explanations.

	7
	I would discribe the classroom routine at the start of every school day

	8
	Soften my tone. Simplify my language so that it is clear and direct. Provide visuals for both myself and child to use. Visual timetable and daily routine are key to minimising anxiety. Run through visual timetable daily. Ensure sensory breaks are incorporated into weekly timetable

	9
	Simplified communication when giving out instructions Behaviour chart with reward linked to his/her interests Visual routine for his / her to know what to expect from the day Keep the routine esp the morning as structured and similar as possible

	10
	Having a sensory chart for the child to express what they feel throughout pictures if they are non verbal. Learn their traits and which strategy to use depending on shown behaviours

	11
	See answer to question 10.

	12
	Utilising classroom support / 1:1 to create a structured routine (including activities during break times) and to provide incentives (now we are writing, then we will play etc.). Creating an individual work station that is appealing and personal to the child. Creating a learning environment that is not over stimulating has proved essential, use of natural tones, plain black display backing etc.

	13
	Small group learning Simplified work environment Decreasing stimulus during activities



A pie chart to show the locality of the participants for the questionnaire






Swansea	Pembrokeshire	Neath Port Talbot	Other	3	3	6	5	
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