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[bookmark: _Toc37966700]Abbreviations and Acronym list
ALN – Additional Learning Needs
HI – Hearing Impairment 
INSET - IN-SErvice Training
IQ - Intelligence Quotient
MSI – Multi-Sensory Impairment 
PIMD - Profound Intellectual and Multiple Difficulties
PMLD – Profound and Multiple Learning Difficulties
RfL - Routes for Learning
SLD – Severe Learning Difficulties 
SMART – Specific, Measurable, Achievable, Relevant, and Time-bound.
STF - Specialist Teaching Facility
VI – Visual Impairment
ZPD – Zone of Proximal Development
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The term PMLD is primarily used in the United Kingdom to define a person with complex learning needs. However, defining a person with PMLD can be difficult, as there are multiple definitions and varied terminology used such as PIMD or complex learners. One definition may refer specifically to people with multiple impairments including complex physical disabilities or medical needs. Another may refer to higher levels of adult support required to not only assist their personal development, but also for their health and personal care needs. They may also be limited in their communication skills, either eye pointing, signing or using very simple language (Lacey et al., 2015). According to NHS Midlands and East (2012) a person with PMLD is described as having a profound learning disability, meaning their IQ is estimated to be under 20. This severely impairs understanding and it affects all areas of learning due to their complexity of need, therefore requiring a distinctive curriculum whilst in school (Welsh Government, 2013). Pupils with PMLD typically have such severe learning difficulties that they function at a developmental age of 2 years old or below (Ware, 1996). 
This essay focuses specifically on the development of contingency awareness, both by typically developing children and children with PMLD. It will identify the barriers to learning for pupils with PMLD, and identify how schools can support the development of those pupils with a specific look at contingency awareness.
As a part of this essay, there will be a reference to the observations of two pupils. One pupil is in an STF for pupils with SLD. Lottie is 5 years old and has HI and a rare diagnosis of CDKL5 neurodevelopmental disorder. She also has epilepsy as part of her condition and is an ambulant pupil, however her mobility is poor. The other pupil is called Sam and he is 10 years old. Sam attends a special school. He has cerebral palsy and is in a wheelchair. He has poor communication skills with no verbal speech. Strategies referred to when supporting pupils like Lottie with SLD, can be transferred to also support pupils like Sam with PMLD. To avoid any distress towards both the families and the children themselves and for ethical reasons, any personal details that could reveal either identity has been anonymised (BERA, 2018). 

[bookmark: _Toc37966702]Contingency Awareness and Child Development
The RfL assessment strategy was first introduced in 2006 (Welsh Government, 2006) as a way of assessing pupils with PMLD with realistic outcomes and expectations. It initially looked at the typical development of babies and young children, and used this as a starting point to support and plan for the development of those with PMLD (Weston and Ware, 2018). The RfL Routemap (see appendix A) provides a flexible pathway between specific milestones, as pupils with PMLD do not always follow a learning path that is linear or developmental (Imray, 2013). Under current curriculum reform, the Routemap is being revised to ensure relevance for the development of pupils with PMLD. However, for this essay the references to RfL will be to the 2008 Routemap. Within this Routemap, contingency awareness (number 26), and even the earlier skill of contingency responding (number 23) are considered to be important milestones in a child’s development (Welsh Government, 2008). 
Contingency awareness is categorised as relating two different events, or for a child with PMLD making something happen and being aware of how you did it, basic cause and effect. Contingency responding however is only reacting because something happened, either socially or environmentally. The mastery of contingency awareness allows a child to then grasp the concept of making choices, such as asking for ‘more’ or deciding they want ‘no more’. Several researchers suggest that this is an important step to master by both young children and those with PMLD (Lacey et al., 2015), as it can lead to the further development of communication and social skills. 
Much of the curriculum for a pupil with PMLD typically equates to what is learned in the first year of an infant’s life (Hewett, 2007). As a typically developing infant progresses in their cognitive ability, they usually develop contingency awareness between 6 and 12 months of age (Dosman, Andrews and Goulden, 2012). However, from discussions with other professionals in special schools, pupils with PMLD may not learn the skill of contingency awareness until they are in their early teens, or in some cases later than that due to their nonlinear development. It is important to be aware that all pupils with PMLD are individual with their specific areas of development and may acquire these skills at different times. Therefore, it would be difficult to set an exact time frame for a child with PMLD to acquire this skill, as development varies from pupil to pupil. 
Exploration of the environment appears to play a key role in early cognitive development. It is suggested by Piaget (1936, cited in Ültanir, 2012) that children cognitively develop and learn in the form of schemas. A schema is categorised as both having a knowledge of something and acquiring new knowledge that changes what you previously thought of the world. Piaget identified four schema stages ranging from a sensorimotor stage, which for typically developing children is between birth and two years of age and concludes in a formal operational stage which is typically perceived as a child of 11 years of age and onwards. Initially children learn through using their senses to identify their surroundings, and would ultimately progress to thinking abstractly about the concepts of the wider world. Schemas are typically related to chronological ages, but children with PMLD may not necessarily follow the same progression. As defined previously, pupils with PMLD may only have the functioning of a typically developing child aged two or younger. Therefore, they may still operate in a sensorimotor stage of development, using their senses initially to understand the world around them. It is noted that young children learn by active, intentional engagement, using their senses and subsequently their bodies to interact with objects that catch their interest (Trevarthen and Delafield-Butt, 2016). Many typically developing infants primarily focus on tactile and physical stages of learning. This can be difficult for some pupils with PMLD as they can be very sensory defensive and find physical pain from tactile interactions (Hewett, 2007). Also, some pupils with PMLD have significant sensory impairments such as VI, HI or limited physical movements. All of these barriers could make it difficult to explore particular areas of their sensory world due to their individual needs. Therefore, they may have difficulty initially in making connections within the skill of contingency awareness or even contingency responding.  
Throughout early child development there is a large focus on the intentional interactions of an adult, including the shared interactions between both the child and the caregiver. This is typically developed from birth, where the caregiver provides the child with regular contingent responses to their needs by developing a positive relationship and interpreting pre-intentional communication. Consequently, young children’s understanding of social responses is based on mechanisms such as recognising contingencies between the initial behaviour and its outcome (Moore & Povinelli, 2007, cited in Svetlova, Nichols and Brownell 2010). It is also suggested that a baby learns by moving their body. This is not only to explore the world around them but to learn the contingencies of their actions. However, without an adult intervening, the scope of what is learned is limited (Delafield-Butt and Gangopadhyay, 2013, cited in Trevarthen and Delafield-Butt, 2016). Some researchers have discovered that babies require the initial encouraging, reciprocal engagement of an adult to later recognise what the adult is engaging with to develop shared attention (Moll, Carpenter, & Tomasello, 2007, cited in Svetlova, Nichols and Brownell 2010). In turn, a child’s ability to interpret and understand the behaviour and needs of others may primarily depend on adults' communicative support and scaffolding of learning. Therefore, having a positive relationship and support of an adult can develop a child’s social skills, and specifically in this case of contingency awareness.
Ainsworth (1963, cited in Flaherty and Sadler, 2011) describes attachment as having a person who can reassure you when you are unsure and a secure base from which you can explore the world around you. Bowlby (1979) however sees attachment as having a warm and intimate relationship with the caregiver, with a greater focus on the mother figure. This suggests that for a child to develop healthily and grow up with mental reliance, they need to form these early secure attachments. Ouvry (1998, cited in Goss, 2006) also puts focus and emphasis on love and security from an early attachment phase to support healthy childhood development. Early adult behaviour and interactions have an impact on the attachments formed by a child. For example, an absent adult does not fulfil the needs of the child and can then create separation anxiety. In relation to children with PMLD, it is suggested that they may have difficulty in developing early attachments. The caregiver can overcompensate for the child’s difficulty by providing the child with lots of love and attention, or they are unsure how to behave around them, consequently providing an inconsistent attachment with the child (Goss, 2006). This can cause the child to be wary of others due to the inconsistency of the reliability of their caregiver and the lack of contingent responses given at an early age. Therefore, the pupil may not trust the caregivers around them, and may restrict their responses to attempts at early communication and social development, resulting in a lack of development in areas such as contingency awareness.
[bookmark: _Toc37966703]Schools and Provision
Children with SLD and PMLD are typically either educated in special schools or STFs depending on the severity of the child’s needs. Money given per pupil in special schools and STFs currently ranges £30855 per school to £4287 (Stats Wales, 2019). This money provided by the local authority can vary due to factors such as population size and needs of the pupils. However, this can directly impact access to provision and resources provided. Although in most circumstances it is the local authority that is responsible for arranging provision for pupils with ALN, it’s often the school that decides how to provide for their pupils and acquire the resources needed. However due to budget cuts, it is becoming increasingly difficult to access this provision, as money specifically dedicated to provision for those pupils with ALN rarely gets used for that purpose (Corbett, 2001; Garner, 2009). It was implied that local authorities are only putting provision in statements that can be afforded by the authority, but not what is actually needed to support pupil development (Warnock, 2018). This could hinder development long term as pupils are not accessing the provisions required. Within a special school there are higher quantities of pupils with PMLD/SLD, therefore accessing higher amounts of funding per pupil. Meaning there is more funding for resources and additional provision. Conversely, in an STF there are fewer pupils with PMLD/SLD, commonly with less complex needs and usually lower funding per pupil (Welsh Government, 2020). Provision such as the use of technology can be a good resource in developing contingency awareness in pupils with PMLD/SLD. However, the price of technology, specifically technology created for pupils with ALN, can be very expensive to buy especially if more than one device or piece of software is required (see appendix B). For funding in a special school, the acquisition of these devices and software may be more readily available due to a higher amount of funding. In contrast, in an STF the access to technology may be affected and other means of developing skills such as contingency awareness may have to be looked at as an alternative. On the other hand, due to the higher number of pupils within a special school and increased percentage of pupils with more severe needs, there might be a greater need for technology use to support skill development. Funding can still adversely affect children in special schools as with an increased demand for technology equipment and software, there is an increased cost. 
The use of technology can be a motivating factor in the development of a child’s learning. Pupils with PMLD need to be motivated and interested for learning to take place (Lacey et al., 2015). However, for all children (including those with PMLD), intrinsic motivation in learning is seen as a determining factor in pupil academic success (Dewey, 1913, cited in Autio, 2011). Skinner (unknown date, cited in Isai Amutan, 2014) argues that by having an activity that interests a child, it acts as a positive reinforcement when acquiring a new skill.  By using a person’s intrinsic motivations, it would prompt them to want to engage in the activity for a lengthening period of time or to engage in the activity on multiple occasions. For pupils with PMLD, there is a focus on repetition being key to developing a skill (Hewett, 2007). The task of developing contingency awareness would have to be repeated frequently, as pupils with ALN need regular, consistent input to accomplish a new skill (Finke et al., 2017). Pupils with PMLD need regular practice and repetition of an activity to develop skills that many mainstream children may acquire simply (Imray, 2013). With regards to contingency awareness, babies have innately developed this skill within the first year of their lives from parent-child interactions. 
The need for consistent repetition of an activity to develop a skill links to the spiral curriculum, developed by Bruner (1960, cited in Clark 2010). The spiral curriculum argues that pupils need repetition and consistent input to develop new skills. These skills can range from general and simple to specific and complex. For example, Lottie finds it very difficult to concentrate on any object for more than 30 seconds but enjoys playing on the iPad and finds that very motivating. In terms of the spiral curriculum and developing contingency awareness, Lottie would need to first engage with the object (iPad) and this would class as an initial simple skill. Once mastered, Lottie would then have to engage in a programme such as ‘Snow’ where when she touches the screen, a snowball forms and to then show an awareness that she is making the snowballs. This would be a more specific skill. To master contingency awareness Lottie would then have to touch the screen, wait for the snowball to fall before making another snowball and be aware that she is the one doing this (complex). These skills would need to be repeated multiple times before mastery. 
There is a variety of technology being developed, and by researching carefully it can be used to support individual pupils in a variety of ways. The use of items such as switches (see appendix B) can support pupils with PMLD who may have more severe physical impairments. The switch can be placed in any position where movement feels comfortable to control, such as by their head or by their foot. In the case of Sam, due to his cerebral palsy, he has better control using his head. Therefore, when completing a task using a switch such as turning a light on, he could use his head to hit the switch. He would then develop his contingency awareness by understanding that he turned the light on by hitting the switch. This task would be more difficult to enact if Sam had to use another limb to switch the light on. Having a range of technology can provide pupils with PMLD more opportunities to practice their cause and effect skills. The use of technology has had positive cognitive and social effects on learning and development for pupils with ALN (Lepičnik Vodopivec and Bagon, 2016). Through using the switch, Sam is now able to develop his cognitive skills through the development of his contingency awareness. As stated previously, developing contingency awareness can support the further development of the social skills and communication that pupils with PMLD need to develop to use in later life. 
Technology can be prone to damage, meaning if this is the only form of contingency awareness learning taught, this can halt the development of this skill. Additionally, over-reliance on technology can lead to the pupils not generalising the skills acquired, and are therefore unable to transfer and implement them in the wider areas of their lives. Therefore, contingency awareness would need to be taught in a variety of different contexts to hone and generalise the skill. The types of technology being developed are ever-expanding and although this is something that can positively affect pupils, it can be difficult when adults themselves have difficulty using technology. Rogers (1999, cited in Eickelmann and Vennemann, 2017) indicates that adults’ attitudes towards technology determines what is and isn’t considered in terms of use in the classroom. It is important as a school to overcome these barriers by providing whole school staff training to support and build confidence in all adults to develop their technology skills, which will in turn support the pupil’s individual developments.
Pupils with ALN tend to enjoy visual-base stimuli and this could be one of the reasons why they are so attracted to the use of technology (Lepičnik Vodopivec and Bagon, 2016). However, the attraction to visual stimuli does not encompass all pupils with PMLD. For example, pupils with VI or MSI may not be able to access certain types of visual software or hardware designed for pupils with PMLD. However, there is software and hardware that can be used or adapted to develop contingency awareness, such as using a switch to turn on the radio for the pupil to hear a sound or feel the vibration and then react accordingly. It is important that as practitioners we look for adaptions in technology to suit the pupil and understand that not all pupils will be motivated by the same resource. It is imperative to understand each pupil accounting for their individual needs and interests. Sometimes learned behaviours such as laughing or manipulating objects may look like the child has understood what has been taught, however, it could be a learned response rather than an understanding of the approach (Lacey, 2015). It is essential to observe each behaviour intently to understand if the child has understood the skill, and to provide different contexts to demonstrate the generalisability of the skill learned. This can be done by increased observation and assessment, and by developing a good relationship between the pupil and their key worker. Therefore, although technology can play a key part in the development of contingency awareness, it is sometimes shown that the reactions of the adults around the child play a far better role (Lacey et. al., 2015).
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It is suggested that pupils with PMLD are less likely to learn spontaneously, have poor memory and language skills, have difficulty with abstract play and poor concentration (Lacey et al., 2015). These barriers can have a direct effect on the pupils learning. Consequently, this puts increasing pressure on teachers to not only educate pupils with a diverse set of needs, but also ensuring their other needs are still being met. These needs may include but are not limited to providing a responsive environment and ensuring adequate healthcare or personal care needs. In a school setting, achieving a responsive environment has proven difficult due to a large focus on managing and directing learning. This can then affect the quality and range of interactions seen between staff and pupils (Nind and Thomas, 2005, cited in Beauchamp, 2017). In a study conducted by Ware (2003, p.29), it was noted that ‘only about 1 in 10’ of the behaviours exhibited by children were responded to by adults in the setting. From discussions with other professionals in trust groups, it is noted that although there is a high staff ratio within each classroom setting, there is also a high range of pupils with diverse needs. Therefore, catering to the varying needs and responding to every interaction can prove difficult. On the other hand, if a pupil feels ignored, they may not want to develop an attachment or continue to communicate with an adult. This could be due to frustration resulting in reduced future engagement with an adult, especially if there is past trauma or poor attachments in early childhood. Therefore, it is important to create a balance and provide specific opportunities where an adult can interact and develop a relationship with a child, as the role of the adult is seen as integral to the development of skills.
The role of the adult can be seen as a vital tool for pupil learning. It is suggested that teacher modelling of specific skills can have a positive impact on the change of behaviour (Hui Shyman Ng et al., 2016), in this case developing contingency awareness. Vygotsky (1934 cited in Dodici, Draper and Peterson, 2003) alleged that everybody, regardless of individual developmental stages or age, can learn from a more proficient person. This is known as a person’s ZPD. To develop their ZPD, a person would initially have limitations in their acquisition of a challenging and more complex skill. In order to develop progression in contingency awareness, the pupil would need an adult who has more knowledge and experience to support their acquirement of this skill. However, this should not stop the adult from providing opportunities for pupils to engage with the wider world or their peers (Goldman and Ariel, 2018). Once pupils with PMLD have developed the required skills, in this case the skill of contingency awareness, it is noted to be good practice for the pupils to then apply the skill to a range of contexts and in some cases with their peers. Consequently, a pupils’ ZPD can also be developed through support from their peers. The development and implementation of inclusion can be a good example of this. Inclusion does not necessarily have to be implemented with mainstream pupils, but can be developed with more knowledgeable pupils in a different class in a special school. In some cases, pupils may feel more comfortable engaging socially with their peers than adults and therefore may develop a skill far quicker. Lottie enjoys playing in the outdoor area with a child from the mainstream reception class. Lottie engages in sustained eye contact and wants to imitate what the other child is doing, which can support the development of her skills.
It is indicated that the more active a role in participation that the child plays whilst building an interactive relationship with the adult, the deeper and more powerful the learning will become (Nind, 2007). Active and interactive learning typically starts when a child is a few months old. It is suggested that this type of learning is powerful and motivating as it usually happens innately and within a safe, warm and loving environment (Nind, 2007).  There is becoming more awareness of the importance of early contingency responding and how this relates to a child’s attachment. This is initially developed when a caregiver’s responses are immediate and clear in relation to a child’s behaviour (Goss, 2006). As mentioned previously, positive attachment can support the progression of learning. With regards to Lottie, she has a poor attention span and finds sustained concentration on tasks difficult. To develop a skill such as contingency awareness, Lottie would need to develop and sustain her attention on the task. The role of the adult in this case would be to show enthusiasm and patience when supporting Lottie in a task, as an adult’s attitude can influence and enhance a child’s, or in this case Lottie’s feelings in regards to her play and learning (McInnes et al., 2013). However, if a child has more of a passive role in their learning and the adult starts to do everything for the child, they can develop something known as learned helplessness (Seligman, 1975, cited in Lacey 2015). This is where a child has poor self-esteem and feels they cannot achieve something and therefore do not make an attempt to even try, allowing an adult to do everything for them and in turn not achieving the skill. As a result, it is important to form positive relationships with pupils, where an adult encourages opportunities to be independent, doing things with but not for the pupil whilst developing pupil confidence and self-belief. By doing this it can develop a child’s self-efficiency, which can influence the effort and persistence a child puts into a task (Lorsbath and Jinks, 1999).
A responsive environment is seen as vital for communicative, social and cognitive development. It is also seen as a contingency sensitive environment where pupils would have opportunities to respond not only to their surroundings but to react to and start developing interactions with others (Ware, 2003 cited in Beauchamp, 2017). For pupils with PMLD to develop contingency awareness, they must have access to highly responsive environments (Beauchamp, 2017). Multisensory learning and multisensory environments can support the learning of pupils with PMLD by playing to their strengths and focusing on specific senses to help them make sense of their physical world. For typically developing children, they can explore their natural environment in meaningful and multisensory ways by using their imagination. For a child with PMLD their natural environment may seem chaotic and unpredictable, making it less engaging for the pupil to want to develop skills (Pagliano, 2012). Interaction with the environment is seen as a powerful tool for learning. Therefore, practitioners must develop their environment with the children in mind, tailoring it to their specific needs, providing a holistic and sensory approach to learning. Learning for pupils with PMLD is usually skill-based and achieved through a range of SMART targets (Imray, 2013). It can be argued that purely focusing on a target-based approach can be too prescriptive and like many children who are working at an early year’s cognitive level, all learning comes from a holistic approach to play and learning. A humanistic approach to a child’s learning focuses on the individual’s potential and the importance of their personal growth and development. Dependent on pupil mood, they only be thinking about their basic needs and may not always want to engage in activities presented by an adult. In the hierarchy of needs (Maslow, 1943), the pupil may be hungry or tired and therefore will not want to engage in the higher-order skills such as the development of a skill like contingency awareness. It is important as practitioners that we are aware of pupil needs to tailor their learning accordingly. For example, prior to Sam playing a game on the Eyegaze, he seemed visibly upset and therefore did not want to complete the task. Due to good home school links, the class teacher realised that Sam had not slept well the night before and was tired, this then impacted his readiness to learn that day and his ability to complete the task based on contingency awareness. Consequently, his teacher decided to give him time in the calm corner and try to complete the task again when Sam seemed ready to learn. However, it can also be difficult for a pupil with PMLD to communicate their needs, especially if their communication is within the pre-intentional stage and they currently do not use any communication aids. Therefore, prelinguistic behaviours such as screaming can be challenging for the adult to interpret or engage with (Keen, Sigafoos and Woodyatt, 2001). It is therefore important to get to know and build positive relationships with the child to try and develop the ability to interpret behaviour.
It is suggested that many of our senses can be stimulated simultaneously by objects in our physical environment (Iarocci and McDonald, 2006). Therefore, it is important to take into consideration the various sensory aspects of the environment and design it based on pupil needs. Large spaces are seen to have a more positive impact on behaviour as the pupil is likely to feel less restricted (Colley, 2013). It is also important that the room is filled with natural light and that pupils have the opportunity to look out of windows to react to what is going on in the world around them, which can develop contingency awareness not only socially but environmentally. It is also important to consider a pupil’s personal sensory needs and ensure the environment is not overly stimulating or even under stimulating for them. This may include factors and considerations such as no glare curtains for pupils with VI and MSI or trying to reduce echo in a room by adding items such as pillows to support those pupils with HI (Lacey et al., 2015). As an example, Lottie can become very overstimulated by cluttered and bright environments meaning she loses concentration quickly and wants to explore everything in her immediate environment by pulling things out and feeling them. Therefore, by developing a low stimulation environment where all toys are put away in cupboards unless asked/communicated for and where the displays are simple and not in bright colours, it provides Lottie with a calmer and less distracting environment for her to work in. Once sensory arousal levels are regulated, there is a higher chance of success when developing other skills such as contingency awareness and the subsequent communication and social skills (Yack, Sutton and Aquilla, 2002).  In addition, it is vital to not only to take into account the needs of one child, but to ensure the environment accommodates the needs and interests of all pupils within the setting and to adjust the environment accordingly.
[bookmark: _Toc37966705]Conclusion
To conclude, contingency awareness is noted to be a relation between two different events or for a child with PMLD being aware of basic cause and effect. Contingency awareness typically develops by the time a child is a year old but for a child with PMLD, this development is not linear and could be developed at various points in their lifetime.
Developing contingency awareness is heavily focused on early social interactions between a caregiver and a child, and the positive attachments formed at an early age. A child must have the opportunity to use their senses to explore their immediate environment and make sense of their world by developing their own schemas or bank of knowledge. However, children with PMLD can find initial social interactions and sensory exploration difficult due to their various impairments, and may encounter a barrier to developing skills such as contingency awareness at a young age. Cognitively, pupils with PMLD tend to function at around the age of 2 years or younger, and therefore are still in their early stages of development and understanding.  
Schools can develop many strategies to support pupils to develop contingency awareness. Implementing the use of technology to support pupils who may have particular impairments such as MSI or physical difficulties, can enable accessibility for all pupils to develop skills where they may have previously found it difficult to engage. This can be done using a resource like Eyegaze. However, technology can be expensive and funding given to schools can be limited when resourcing provision needed due to the range of other costs such as staff wages or heating, which also have to be included in the school budget for the year. Some adults also find using technology difficult and may therefore be averted to using it regularly to support the development of skills. However whole school INSET days can support the development of adult technology competency.
The role of the adult is a valuable resource as an adult can interpret behaviour, build positive relationships and can influence how a child behaves on a much deeper level than technology can. The adult can take into account a child’s holistic needs including any healthcare, personal care and sensory needs and develop activities to support the development of contingency awareness. However not just adult support can be used to develop skills, it can also be developed by using a more knowledgeable peer. 
Lastly the environment plays a large role in the development of a child’s learning as if the environment is engaging, the child will want to interact with the objects and people in it. It is important to take into account the sensory needs of a child and ensure the environment isn’t too overstimulating or under stimulating for them which can lead to it becoming a barrier to learning. It is vital to ensure a child feels safe, warm and comfortable before starting a task and that a child’s basic needs are fulfilled in order for them to find an optimal way to learn.  
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Appendix A – Routemap
This is the Routes for Learning Routemap (Welsh Government, 2008). It displays the various developmental routes the children with PMLD can go down in order to reach key milestones in their development.
[image: ]
Appendix B – Digital Examples and Prices
This is an example of the technology that can be used with PMLD children. It includes the price list of each item. The types of items included in this example are Eyegaze software, Switches and iPad apps. This is from the Inclusive Technology website who source the technology needs for those pupils with additional learning needs. 
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EyeGaze software. Available at: http://www.inclusive.co.uk
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Switches. Available at: http://www.inclusive.co.uk

[image: ][image: ]Touch screen technology. Available at: http://www.inclusive.co.uk








iPad Apps. Available at: http://www.inclusive.co.uk
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