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Abstract The inclusive education of children with dis-
abilities is considered best practice, yet many early child-
hood educators feel unprepared to deliver appropriate
instruction for children with disabilities and often require
supports to successfully meet the children’s unique needs.
Young children experiencing autism spectrum disorder are
being diagnosed at a young age and they are commonly
receiving their education within inclusive early childhood
settings. This article presents two methods to meet the
needs of children with autism spectrum disorder. First, early
childhood educators can provide interventions tailored to
the children’s learning needs. Second, educators can adapt
the environment, materials, activity, instruction, and assis-
tance they provide so that each child is appropriately sup-
ported, while still being encouraged to succeed as indepen-
dently as possible. This article summarizes research-based
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interventions and adaptations that early childhood educa-
tors can implement within inclusive settings to meet the
diverse needs of young children with autism spectrum dis-
order and presents a case study to describe how these prac-
tices can support young children with autism spectrum dis-
order within inclusive settings.

Keywords Autism spectrum disorder - Inclusion - Early
childhood - Adaptation - Intervention

Allen is a bright and energetic Chinese-American kinder-
garten student. He comes from a supportive family who
values education and actively pursues any support that can
benefit Allen’s growth. Allen is twice exceptional, meaning
he is gifted and talented as well has having another dis-
ability, namely, autism spectrum disorder. He excels in
math, reading, and handwriting. However, there are areas
that prove to be challenging for Allen such as cooperating
during learning center activities. Allen’s parents have indi-
cated the following areas as their priorities and concerns
for his current and future learning: communicating effec-
tively with adults and peers, seeking assistance or support
in an appropriate manner, and being able to function suc-
cessfully in inclusive classroom environments while staying
engaged and on task.

Early childhood (EC) educators involved in Allen’s
schooling (e.g., kindergarten teacher, music teacher)
have faced challenges that align with the family’s con-
cerns. The most notable challenge for his educators has
been the impact of Allen’s delayed communication on his
social interactions with peers. For example, he often physi-
cally hits his peers when they do not understand his wants
or needs. In an inclusive classroom setting with 19 other
students and no in-class support from a special educator
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or aide, Allen’s educators have become frustrated. Allen’s
educators have attempted to maintain positive interactions
with him while providing support and guidance, but, due
to his communication difficulties and their limited inclusive
education training, they have not been able to communicate
with Allen in an effective manner. In addition, Allen’s edu-
cators have struggled creating an environment that is con-
ducive to his unique need for structure. For example, the
kindergarten classroom environment includes a variety of
centers and transitions and at times is very chaotic. Allen
often becomes distracted, anxious, and confused due to
the constant noise and movement of the other students in
the classroom. This situation often results in Allen shout-
ing or pacing back and forth in a repetitive manner. Allen’s
kindergarten teacher restores order to the classroom and
comforts Allen in order to calm him down, but this takes
instructional time away from the class. Consequently, these
challenges have led to much anxiety, stress, and frustration
for both Allen and his EC educators.

Introduction

Current statistics from the Center for Disease Control
(CDC 2014) indicate that 1 in every 68 children are diag-
nosed with autism spectrum disorder (ASD) in the United
States (U.S.). An increasing number of children are also
being diagnosed with ASD in other countries, although the
rates vary greatly. For instance, 1 in 38 children are diag-
nosed with ASD in Korea, 1 in 63 children in the United
Kingdom, 1 in 588 in Venezuela, and 1 in 10,000 in Oman
(as reported in Elsabbagh et al. 2012). Individuals from all
racial, ethnic, and socioeconomic backgrounds experience
ASD. There are distinct differences in the prevalence of
ASD based on gender. For example, some data report that
boys are 4.5 times more likely to be diagnosed with ASD
than girls (CDC 2014).

Increased attention has been dedicated to the develop-
ment of early screening and evaluation tools for children
with red flags for ASD (Guthrie et al. 2013). These efforts
have resulted in researchers validating multiple assessment
tools (e.g., autism diagnostic observation schedule; Lord
et al. 2012). Consequently, children with ASD are reli-
ably being identified at a younger age (Guthrie et al. 2013;
Woods and Wetherby 2003). With ASD becoming more
prevalent and children being diagnosed in their toddler and
preschool years, it is not surprising that many EC educators
provide services to children with ASD in their classrooms.
The U.S. Department of Health and Human Services and
the U.S. Department of Education (2015) issued a joint pol-
icy statement aimed at advancing the inclusive education of
young children with disabilities in EC programs across the
U.S. Around the world, similar policies have been created,
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such as the Education for Persons with Special Educational
Needs Act in Ireland (Department of Education and Skills
2004) and the Success for All: Every School, Every Child
in New Zealand (Ministry of Education 2010). However, as
these initiatives have only recently been enacted and many
other countries are still without these policies and system-
level supports, EC programs and/or educators regularly
seek out instructional and behavioral methods to address
the unique needs of children with ASD.

In addition to inclusion representing a legal requirement
and a civil right of young children with disabilities, multi-
ple researchers have documented the benefits of inclusion
for children with disabilities such as enhanced cognitive
and communication development and meaningful peer rela-
tionships (Holahan and Costenbader 2000; Nahmias et al.
2014) as well as benefits for children without disabilities,
such as increased empathy, compassion, and understanding
of diversity (Diamond and Huang 2005; Odom et al. 2011).
Yet, for these benefits to transpire, EC educators should
receive the necessary supports to provide individualized
interventions and adaptations to meet children’s needs and
maintain a high-quality environment. Currently, many edu-
cators around the world still lack supportive systems and
structures such as inclusive education and qualified EC spe-
cial educators. Consequently, when EC educators desire to
effectively adapt instruction for children with special needs,
they are often left alone without personnel support or help-
ful resources. In hopes of supporting all EC educators who
may or may not have the supportive systems in place, the
purpose of this article is to describe adaptations that edu-
cators can make within inclusive settings to enhance the
learning of children with ASD.

Teaching Children with ASD in Inclusive Settings

ASD affects children’s communication and social-emo-
tional development as well as their perceptions of their
surroundings (American Psychiatric Association 2013). It
is common for children with ASD to initiate and respond
to peers and adults less frequently than their peers who do
not have disabilities. For example, without prompting dur-
ing free play, children with ASD may engage in repetitive
behaviors (e.g., rocking side-to-side, moving their fingers
in front of their eyes, repeating quotes from movies) or may
play by themselves without socializing with their peers for
the entire activity. Children with ASD also tend to need
more structure and routine than children without ASD and
a large majority are visual learners; for these reasons, chil-
dren with ASD thrive in settings that include visual sup-
ports and predictability.

Intervention is the intentional teaching of content for
the purpose of improving knowledge and skills (e.g., social
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narratives, peer-mediated interventions) and adaptations are
supports provided to children to make the content taught
more accessible (e.g., focusing on key concepts, using
visual supports). Interventions and adaptations should
be implemented within inclusive environments so that all
children can successfully participate as valued members of
the academic environment and community of learners with
their peers who do not have disabilities. Importantly, both
interventions and adaptations promote the meaningful par-
ticipation and learning of children with ASD in inclusive
EC environments. Table 1 presents examples of interven-
tions and accommodations for children with ASD that are
grouped according to the following types of support: organ-
izational, behavioral, social-communication, sensory, and
structural supports for staff. Each support includes a brief
explanation and then implementation examples of how the
support might appear in a classroom setting. The final col-
umn contains references/resources where more information
on the resource can be located.

Embedding Evidence-Based Practices into Typical
Routines and Activities

Children with ASD need multiple opportunities to practice
a skill prior to acquiring it (Johnson et al. 2015). They also
need support in learning how to generalize acquired skills
to new activities, settings, materials, and people. For exam-
ple, if an educator was using repeated opportunities for a
child with ASD to practice using his alternative communi-
cation system (e.g., picture exchange communication sys-
tem; see Table 1) in a one-on-one context, the child may
achieve mastery in using his communication system in that
setting; however, the child may need additional prompting
and reinforcement when attempting to use the communica-
tion system during mealtime routines that include a group
of children and different adults.

There are various strategies that educators can use to
enhance desired outcomes for children with ASD. By con-
sidering the strengths and needs of each child, specific
learning opportunities can be embedded into the typical
routines and activities of the classroom. Embedded inter-
ventions are an evidence-based practice that align with the
Division for Early Childhood’s (2014) recommended prac-
tices within the instruction topic (i.e., INS5. Practitioners
embed instruction within and across routines, activities,
and environments to provide contextually relevant learn-
ing opportunities). One strategy to support educators in
embedding individualized goals into the daily activities and
routines is to utilize an activity matrix that gives educators
specific strategies to use across routines to give children
an opportunity to practice their target goals. The activity
matrix, as shown in Table 2, can be posted in various areas

of the classroom to remind educators to provide the spe-
cific learning opportunities for children with ASD through-
out the day and during meaningful times when children are
engaged in the activity.

Another helpful resource for understanding how to pro-
vide adaptations in the manner that is least intrusive to
meet children’s needs is the Creating Adaptations for Rou-
tines and Activities toolkit (i.e., CARA’s kit; Milbourne and
Campbell 2007), which can be used across areas of devel-
opmental need (e.g., social-emotional, sensory). CARA’s
kit defines five types of adaptations (i.e., environment,
materials, activity, instruction, and assistance) and pro-
vides guidance regarding how to utilize these adaptations
across a variety of classroom activities. These different cat-
egories of adaptations are helpful to support educators in
identifying strategies that can enhance the participation and
learning of children with ASD and other disabilities during
typically occurring activities and routines. For example, in
classrooms where learning centers occur frequently, stress
and anxiety can rise in children with ASD due to the mul-
tiple transitions and risk for over stimulation. In order to
provide support for a child with ASD experiencing stress
and anxiety, educators can use organizational supports such
as arrows on the floor to dictate how to move through the
centers (environmental adaptation), handheld schedules to
ease the transition (materials adaptation), and peer partners
to transition through centers together (assistance). Table 3
contains a detailed adaptation chart where the first column
poses a potential challenge in the classroom and the fol-
lowing five columns list adaptations presented from least
intrusive (left side) to most intrusive (right side) that can be
used to create a solution for the issue.

Organizational, Sensory, and Structural Supports

In order to support Allen in his needs for structure and clear
expectations and to meet his family’s priority for successful
functioning within inclusive environments, his teacher has
tried a few adaptations. To manage sensory stimuli in the
constant transitions between centers, she taped arrows onto
the floor to show the direction in which children should
move from center to center. This environmental adaptation,
the least intrusive type of adaptation, was effective in guid-
ing him from one center to the next. However, what was
still challenging was ensuring that Allen completed his
work in the center before transitioning to the next center,
as the environment was distracting to him. To minimize the
sensory stimuli, the teacher made available noise-dulling
headphones to block some of the background noise. Addi-
tionally, she worked with Allen’s speech and language
pathologist (SLP) to create a visual schedule template
and pictures that she could customize for each center that

@ Springer



Early Childhood Educ J (2018) 46:277-286

280

Jpd-juswuoIiaua~oAJe
/Sy ANBJop/sals/10"syyeadswsnne mmm//:sdny

(8007) ‘T® 12 Uasuowrs

syroddns-tensia/npa-oun'3dywge//:dny

(8002) 1M

/ooe/a[npou/npa-ijiqiopueaApoqead st/ :dyy
Jpd-Surures) Sunioddns yjos

/S9[yA[neJop/sas/3Io syeadswsnne mmam//:sdny

s1roddns-rensia/npa-oun:Sdy wrge,/:dny
(1102) SQqOH Pue YoOpInjA

/oor/3[npow/npa-jiqiopueaApoqead-sii//:dny
Jpd-iuswuoIiaua~oAJe
/SeTyAneyop/sas/S10°syyeadswsine mmm//:sdny

(8007) 'T® 10 udsuowrg
jpd-syroddns~ensia/uye
/SO0PAOURIIS/SO0P/3I0"syeadswsiine mmm//:sdny

(0007) "Te 10 UL
Jpd-iuswuoIiaua~oAJye
/S9[y/A[neJap/sas/3Io syeadswsnne mmm//:sdny

(¥107) umorg

/ordoad
/s110ddns-ensia/seoImosax/npa gn predy/:dny
syroddns-tensia/npo-oun-3dy wge//:dny
(0007) SIIAIN pue JouAeS
sIsAeue-yseynpo-oun-3dy wyge//:dny
(60027) 'T® 10 Ya01RYIRN

ydd poyos~sia

TSSB[OT0G/GIAP[0J/901/S[00) SUIYILA}/SIIINOSAI
Jop/npa JsnyuiyIoraeyaqsurduseyd//:dny
syroddns-Tensia/npa-oun-3dywge//:dny
(6007) 'Te 10 BpURg

IRy S, PIIYO Y} J0J SALIEpuUnoq pajeusIsaq

UISI[ 0] Spa”u Juapn)s udaym

INOW IOAO J33UY YIIM [ENPIAIPUL JO 2INOIJ

sdo)s 10 syjunyo ur
SUOTIONIISUT JAIS JO SUONIIIP ISIOUOD PIAOI]

so[n1 paje)s 03 sasuodsar gerrdordde pue suonejoadxas Jo Surpuejsiopun OULRYUL JeY) SRS SoANRIUAAId [BIOIARYSH

Surs ay) Aq spuey Surysem Jo ool

syisuain “roded ‘saxoq PayeUIPIOnd I0[0)

PIIYo 10§
[0quiAs 10 Tenut Y)im axenbs jodIed o[qeAOIA

[Sap s,Juopnys
Teau Jo uo padeld Jown p[oy puey [eUOSIad

WOOISSE[O
JO SJUAAD UTeW WOIJ AeMe doeds JJo pauonods

Juasqe 2q [[im Aay) mouy| Aoy
UQUM WO, 0] JOJEONPI JAOW ULD JUIPNIS

pajord
-wod 9q 0) sdays [enuanbas jeym Jo ISIPOAYD

Wwoo1 JO JUOLJ
Ul 9[NPaYdSs S[qEIAOU IO J[NPAYDS YSIP [BUOSIO]

JUSWUOITAUD Y} 0} AJI[IqeIdrpaid pue ainjonis apraoid ey ser3ojens :syroddns [euonezue3iQ

Qoerds [euosiad s1ood Jroyy ojur

3ur103 sjuapn}s Uo UMOP INd ued SIYT, ddeds

I19Y) ur Aejs,, 03 Jy3ne) SIIUapnis ay) Ioym
doeds yI1om s Juopms e auIpno o) ade) osn

SIOpUIWIAI

[8QI9A I0J Pasu oy} donpai/aoe[dar ued sy,

'SO[NI SSB[O JO Jopurwal & ap1aoid pue suone)

-0adxa jo Surpuejsiopun s u1p(iyo 1oddns 03
sond a1o1d 10 ‘spIed and ‘s[eudis puey SzIm

udAIS 9ouepIng
9} WOIJ UOTJEULIOJUT KTESS900UUN SOJeUTWI[
Jey) popraoid are suonejoadxa Jordxyg

Sunesrunwwiod 10 Furpuejsiopun
ur JsIsse 0} papIaoid s [ensia Joyjo 1o aamord v
suone;oadxa yim
[SnoIy) MO[[0] pue puelsiopun 0} Ased jusw
-UOJIAUQ WIOOISSE[O 9} 9yew 0} PIZI[Iin I8
S[eLIoRW PJRUIPIOO0D JO[0J JO paziuedio A[YSIH

SONIANOE W) 9[OIIO JULINP JIS O} SIUIPN)S I0J
jods ogroads ® 9yeusIsap 0) pasn 9q Ued JeW Y

K31Anoe oy10ads e 10§ 1391 oWy
JO JUNOWE 9Y) JNOQE UOT)BWLIOJUT [eNSTA SOPIA
-o1d yey) 99s 0} Juepns Y} J0j 98 SI JoWN Y

YeaI1q © I0] SASLIE Padu
B JO SINOJ0 UOIIR[NWNSIOAO JI 0} Jea1jal 0)
juopnis a3 JoJ papiaoid st aoeds pojeudisop v

SOOUsqe
Surwoodn Aue 10§ syuapnys axedaid o) pasn

9q ue) ‘Aep ay) Surnp awr Aue je st uosiad
ogr1oads & a1oym urjedrput pajsod ST JIeyd

uonisiboe (s 110ddns 0y uorysey dojs-Aq
-doys & ur T[S & syuepn)s Suryoes) 10§ sseooxd v

Surwooy)1oj st jeym Joj Surwrid ur Jsisse pue
Kep o) Jo yoeny dooy 03 JUSPNIS AY) 03 AQISIA
uoneoo[ & ur pajsod ST o[npayos WOoISSe[d Y

adey ooeds oA ur Ae1g

SIOTABYQQ PAIISIP JOJ SIND [BNSIA

SUOT)ONIISUT SSIOUOD PUE JLI[D)

j10ddns [ensip

WOOISSe[d ﬁo.ﬁdo:bm\ﬁOchmw.ﬂo

Jew ouwin 901D

Jowl,

9oeds [euosiod wooisse[)

1IBUD UONBIO|

SISA[eue yse],

9[npayos ssefd Areq

$32IN0SAI pUB SAOUAIRJIY

sodurexyg

uoneue[dxyg

yroddng

SIUSWIUOIIAUD JAISNOUT UT (IS YIM udIp[iyd 1roddns 0y suonejdepe pue suonuaAIou] | dqeL

pringer

Qs


http://afirm.fpg.unc.edu/visual-supports
http://challengingbehavior.fmhi.usf.edu/do/resources/teaching_tools/toc/folder5/5c_class_vis_sched.ppt
http://challengingbehavior.fmhi.usf.edu/do/resources/teaching_tools/toc/folder5/5c_class_vis_sched.ppt
http://challengingbehavior.fmhi.usf.edu/do/resources/teaching_tools/toc/folder5/5c_class_vis_sched.ppt
http://afirm.fpg.unc.edu/task-analysis
http://afirm.fpg.unc.edu/visual-supports
http://card.ufl.edu/resources/visual-supports/people/
http://card.ufl.edu/resources/visual-supports/people/
https://www.autismspeaks.org/sites/default/files/afyo_environment.pdf
https://www.autismspeaks.org/sites/default/files/afyo_environment.pdf
https://www.autismspeaks.org/docs/sciencedocs/atn/visual_supports.pdf
https://www.autismspeaks.org/docs/sciencedocs/atn/visual_supports.pdf
https://www.autismspeaks.org/sites/default/files/afyo_environment.pdf
https://www.autismspeaks.org/sites/default/files/afyo_environment.pdf
http://iris.peabody.vanderbilt.edu/module/acc/
http://afirm.fpg.unc.edu/visual-supports
https://www.autismspeaks.org/sites/default/files/sctk_supporting_learning.pdf
https://www.autismspeaks.org/sites/default/files/sctk_supporting_learning.pdf
http://iris.peabody.vanderbilt.edu/module/acc/
http://afirm.fpg.unc.edu/visual-supports
https://www.autismspeaks.org/sites/default/files/afyo_environment.pdf
https://www.autismspeaks.org/sites/default/files/afyo_environment.pdf

281

Early Childhood Educ J (2018) 46:277-286

Jpd-iuswuoIrauaoAJe
/S9[yA[nejop/sais/31o syyeadswsnne mmm//:sdny
€10 ‘T0stey pue uosdwoy],

Qonoeid-ur-3urjopow-oapIA
/SUI[OPOW-0IPIA/WOD UIBI[AWYIJeM MMM //:dNY
800¢ 8199
-uaSuI[Y-19[[0)) PUB SUOZUBL] ‘CT(Z ‘T8 10 USID)

SO
-0]S ™ [B100S/101usy/npa-uoi3urysem sydop,/:dny

SoATjRLIRU-[RIO0S/Npa-oun 3y wiye//:dny
(0107) UISp[OD pUE JopIUYdS
/s9ad/s901n0sa1-A[Twe)/310° mouedry mmm//:dny
(0107) 'Te 10 2030

Jpd-3urtures) Sunioddns yjos
/SOy A[NEeIop/sAlls/10"syeadswsnne mmm//:sdny
/ooe/a[npow/npa-ijiqiopueaApoqead-siy//:dny
Jpd-Surures SuntoddnsTyos
/So[yA[nejop/sas/31o syyeadswsnne mmm//:sdny
(1107) 'Te 10 wpuR]

SIOZIIOPOP FUOIS PIOAR “WYSI[ USSSIT

Kyanoe oy
ur uonedronred aanoe 110ddns 0) seoudrradxd
K10SU9S AJTATIOR PUEB [BJUSWIUOIIAUD 9} UISSO]

soouarIadxe AIOSULS UQSS

JUSWIUOITAUD UAIS ® Jo rnuwms o[dnnw ay) Surdeuew ur UdIp[Iyod IsIsse o0} sargajens :syroddns A1osuag

Surfopouw 09pIA MITA-JO
-yutod ‘Jundwoid oopIA ‘Surfopow-J[as 03pIA

s oYy eonoeid

0) own ap1aoid pue JuUIpNIS ay) 03 OSPIA Y}

MOYS IS 12318 oy Surwrojrad [enprarpur
JISYJOUE JO JUIPNIS Y} JO OIPIA € PIOINY

A1Aanoe ue 10j suoneldadxs pue sainp
-0001d 9y Surpue)sIOpUN UI ISISSE 0 UONBMIIS

SpuaLyy Yim SuLIeys jnoqe AI0)s [BI00S  [BIJ0S Y} 9QLIOSAP JBY) SALIO)S SATJRLIBU APIAOI]

Surpeoy

splom SuISud[[eyD pUE ‘SPAdU ‘SjuBM 9)Bd

Surfopour 09pTA

SOATJELIRU [E100S

yoea Juowadwos 0) saSew YIm 1Yo sSUIed,] -TUNWIWOD 0) SN 0} P[IYO Y} I0J S[ENSIA OPIAOI]  WOISAS UONEITUNUWIIOD dFUBYIXS INIIJ

U0 SUTAOW 9I0J2q S ()] [RUOTIIPPE U SUnIepy

uonoe
ue Jno A11ed 0} MOY [opoul 0) S19ad dAJOAU]

asuodsax
e Jurnnbar 210§2q sysonbar pue uoneuwojur
$sa001d 03 JuopNIs 2} 10§ SWIT) BIIXS OPIAOI]

Kyanoe ay) Sunerdwod
IMIyMm AJo1xXUE 90npal pue Aoeinooe 11oddns
01 )[S®) [e100S & wIogiod 0] MOy SJUSpNIS MOYS

Surssoo01d uoTBUIIOJUT JOJ SWIT) BI)XH

SUOTJEM)IS [BID0S [OPOJA

uonen)is ay) 10y Jouuew djeridordde-A[[e1o0s & ur SuNeOIUNWWOD PUE JUSWUOIIAUD [BIDO0S 9} JUIPULISIIPUN YIIM UIP[IYD ISISSE Jey) Sa13a)ens :syroddns uonesrunwwod-[eroos

(8007) ‘T& 10 uasuowrs

Ipd' T MamA

~IOAO” JGH/H9/UTeWO/ANOINUD)/80S000 10V
/SqI/sWwo/sn e [ BIdLLINW-mmMm//:dny

(S002) 'Te 10 Aotuo)

Ipd g7 MaIA

~19A0” dGH/P9/uIeWOo/ANOLIUSD/805000 10V
/SQII/SWId/SN e 7 [ vIoLIInurmmm//:dny

(6000) 197)1N
901010-J0-90ueIIodIT
-9U}-pue-wWSTNe/WSHNE-1noqe/wod ydaoed)//:dny

(#007) 0sr7 pue dejung
Jpd-iuswuoIiauaoAJe
/S9[YAINeJop/sa)is/S1o syeadswsnne mmm//:sdny

/ooe/3[npou/npa-ifiqiopuea’Apoqead su//:dyy

UOTIUS})E QIISIP OYM S)USPN)S JOf
Pasn ST JOTABYQQ PaIIsap & uaym asterd apraoig

S)SQIQUT
SJUSPMIS A} UO PAseq SANIANIE SuIpIaoid

[1SUIN J[QEIISIP AIOW © JUIPNs 9y} Sulpuey

Suor}oe uo Jut
-PIO9p UAYM ISN ULD JUIPMIS Jey) 1IeYd 99107

Tepowr 19ad 2anIsod € IO J0JeoNpa Y} JeU JeaS

A[UO SIOTABYQQ PAIISIP
110ddns 0) JuawIOOIOJUTAI PIseq-UONOUNY AZI[TIN)

Surures|
S JUSPMIS dY) YIIM SOIJISIUI Jey) JOTARYSq B
UQSSI[ /OAOWAI O} JUSWUOIIAUD ) SUIKJIPOIN

JorAeyq AneUId) R Aeridordde arow € 03
Jo011pal pue Joraeyeq oeridoxddeur ue ydniroyuy

OLIBUQDS UAIS B
0) sasuodsar a[qe1doooe yim Juapnis Furpraoig

PaINPaI dIk SIUBILLIL JO SUOT)
-OBISIP 2I3YM UOIBOO] € UT JUIPNIS Y} d08[J

JUQUIOIOJUTAN [ENIURIIYI

UOT)USAIQIUI PISEQ-JUSPIIANUY

uonoAMPIY

S9010YD SULIPO

Suness [enuarejeld

$32IN0SAI PUB SAOUAIRJIY

sodurexyg

uoneue[dxg

y1oddng

(ponunuod) [ Aqel,

pringer

a's


http://iris.peabody.vanderbilt.edu/module/acc/
https://www.autismspeaks.org/sites/default/files/afyo_environment.pdf
https://www.autismspeaks.org/sites/default/files/afyo_environment.pdf
http://teacch.com/about-autism/autism-and-the-importance-of-choice
http://teacch.com/about-autism/autism-and-the-importance-of-choice
http://www.murrieta.k12.ca.us/cms/lib5/CA01000508/Centricity/Domain/64/EBP_overview_24_2.pdf
http://www.murrieta.k12.ca.us/cms/lib5/CA01000508/Centricity/Domain/64/EBP_overview_24_2.pdf
http://www.murrieta.k12.ca.us/cms/lib5/CA01000508/Centricity/Domain/64/EBP_overview_24_2.pdf
http://www.murrieta.k12.ca.us/cms/lib5/CA01000508/Centricity/Domain/64/EBP_overview_24_2.pdf
http://www.murrieta.k12.ca.us/cms/lib5/CA01000508/Centricity/Domain/64/EBP_overview_24_2.pdf
http://www.murrieta.k12.ca.us/cms/lib5/CA01000508/Centricity/Domain/64/EBP_overview_24_2.pdf
https://www.autismspeaks.org/sites/default/files/sctk_supporting_learning.pdf
https://www.autismspeaks.org/sites/default/files/sctk_supporting_learning.pdf
http://iris.peabody.vanderbilt.edu/module/acc/
https://www.autismspeaks.org/sites/default/files/sctk_supporting_learning.pdf
https://www.autismspeaks.org/sites/default/files/sctk_supporting_learning.pdf
http://www.tacanow.org/family-resources/pecs/
http://afirm.fpg.unc.edu/social-narratives
http://depts.washington.edu/hscenter/social_stories
http://depts.washington.edu/hscenter/social_stories
http://www.watchmelearn.com/video-modeling/video-modeling-in-practice
http://www.watchmelearn.com/video-modeling/video-modeling-in-practice
https://www.autismspeaks.org/sites/default/files/afyo_environment.pdf
https://www.autismspeaks.org/sites/default/files/afyo_environment.pdf

Early Childhood Educ J (2018) 46:277-286

282

SIUQWIUOIIAUD SAISN[OUI UT SV YIIM uaIp[1yo 11oddns 01 paau Jo seare Jo AJOLIBA B SSOIOR SUONBPUSWWOII PAseq-yd1easal sapraoid 1 1oyiey 'Is1] 2a1suayaiduwos/a)orduwod jou st iy, 220N

/3uturen-jyejs/suruuerd
-[00ys-a[oy M/ 09 X0oq[ooyusHne mmm//:dny
(1107) uosuiqoy
unyCOSISILILOVI/LO/YTOT/Sosea[at
/U0 A[TePoULOs MmM//:sd)y

(8002) 'T® 10 udsuowrg
/S1UopN)S-03e-[00Y0S-I0J-S[BUOTSSI

-oxderedsopre/310°dewpeoswusnnered mmm//:sdny

(0100) 'Te 30 02215uUEID

Sundwoid/nparoun-3dy wye//:dny

(1107) ySneqo[[oH pue UossIeA3u[
UOTJUQAISIUI-PUE-UOT)

-onIsur-pajerpaw-19od/npa-oun-3dy wayge//:dny

(6007) 'Te 19 stLeH

$30npo1d-s[003-K10SUIS/ATRIQI[-90IN0SI
/S90TAISS-A[Tiuey/310° syeadswsiine mmm//:sdnyg
(S107) utpuern

Jpd soLeuads)z MOz %epmsg s iued
-1onaed(zywsnny/sypd/s1o-ouruoiny mmm//:dny

Jpd-wsnny/$1uawWNO0p/SUOT}
-eoriqnd-saoInosal-uoneurIojur/A0S-owrye//:dny

sy1oddns
arerrdoxdde Arejuawdorarap pue ‘sar3ajens
Sunoeow [euOTIONIISUI SATIORYS “AN[IQESIP 9Y) Inoqe
Jers A[puowr Surnp [ooyds Junisia sioyeads  a3pamouy| a1xnboe 0] SV UO JurUTel) B puany

Qonoeld Arengesoa
ur Js1sse 03 Juapmys 03 papiaoid 1endwo))

S[Iys @onoeld pue uononxsur
J01e0onp9 Juow[ddns 0y ASojouyod) Suizinn

Sunjoaoid ssans 10 ‘Surudqreyo
QIOW ‘[oAOU a1e Jey) syse) 10J 11oddns ouo
-U0-9UO YIIM ISISSE 0} SOPTE WOOISSE[D dZI[I()

Ioquuaw Jjels
pauren Teuonippe 9uored ‘xod[oy wooisse[)

109[qO JO 910U aSBAIOUT JOTARYQQ PAIISIP SPIeMO0) SUIAOW IO oeT)
01 JUSpNIS Ay} 03 9S00 109[qo ue Sumng  uo Juapmys dooy 0} SOULISISSE [8QIAA JO [BIISAYJ

Kep o3 InoyInoxy)
SONIAIIOR JTWAPERIR-UOU PUE OTWOPEIE 1M
JSISSe pue [opou 0 Appnq 19od © op1a0Id

*010 ‘$S9091 ‘youn] ‘snq
9y 03 3uto3 ym djay 03 19ad jerrdordde uy

dsyV uo Sururen jjeis

uononnsur papre-yndwo))

9pIE WOOISSE[D)

Sundwoig

uonodnysur pajerpati-1a9d

SOWO0INO S, USIP[IYD SJUBYUD 0} WIE ey} JUSWUOIIAUS Y} 0) SaSULYD [SAJ[-Jels JO -wooIsse)) :sproddns feinjonng

Kyorxue SurAdrfel pue JuISnooj ul pre
pueq Aounoq Ireyo ‘[feq ssaxg 0} 135py 0) JuIPN)S Y} J0J WY (1308} B IPIAOI]

uorn
-e[nuns £I0SUSS UISSI] 0} JUSWIUOIIAUS ) UT
souoydpeay uonONPaI ASIOU ‘SYNULIET  ASIOU SWOS N0 Jo0[q Jey) seuoydpeay apraoig

S[eLIo)ew Jo3pY 9[1oR],

sauoydpeay Surjnp-astoN

$32IN0SAI PUB SAOUAIRJIY

sodurexyg uoneue[dxg

y1oddng

(ponunuod) [ Aqel,

pringer

Qs


http://at.mo.gov/information-resources-publications/documents/Autism.pdf
http://at.mo.gov/information-resources-publications/documents/Autism.pdf
http://www.kitonline.org/pdfs/Autism%20participant%20guide%20with%20scenarios.pdf
http://www.kitonline.org/pdfs/Autism%20participant%20guide%20with%20scenarios.pdf
https://www.autismspeaks.org/family-services/resource-library/sensory-tools-products
https://www.autismspeaks.org/family-services/resource-library/sensory-tools-products
http://afirm.fpg.unc.edu/peer-mediated-instruction-and-intervention
http://afirm.fpg.unc.edu/peer-mediated-instruction-and-intervention
http://afirm.fpg.unc.edu/prompting
https://www.carautismroadmap.org/aidesparaprofessionals-for-school-age-students/
https://www.carautismroadmap.org/aidesparaprofessionals-for-school-age-students/
https://www.sciencedaily.com/releases/2014/07/140717151505.htm
https://www.sciencedaily.com/releases/2014/07/140717151505.htm
http://www.autismtoolbox.co.uk/whole-school-planning/staff-training/
http://www.autismtoolbox.co.uk/whole-school-planning/staff-training/

283

Early Childhood Educ J (2018) 46:277-286

(..24q,, ‘Sutaem “3-9) "Aep o) I0J 9ALI[
Koy se s109d 03 9Aqpoo3 Aes 03 moy
1oy spIed ano e se yons jdwoid e apraoid
young 1oy pim
djoy 107 Sunyse 10 SuneoTUNWWOD Ul
ISISSE 0) SPIED UOTJBSISAUOD YOUN] dPIAOIJ
Surkerd are A9y Jeym se 10
‘Kerd 03 Juopnys IayjoUE Sk 0) MOy JuId
-poul JO SI9}Ie)S [EUOTIESIOAUOD OPTIAOI

Seq oy Surddiz ur way) IsISse

03 Seq ooq s, pryd 2y} jo 1oddiz o) uo

uoqqri 93.e[ Jo 2do1 € asn 0} Iy oy}
Mmo[Te uay, ‘Topow [ea1sAyd e apraoid

105 pardepe ue 3ursn [9POJA

uornoe

/IS 23 Sundwape piyo 2y 03 Jord
109 ® dn di1z 0) moy [opowr 19ad © aARH

(3pons on[3 ‘s10s

TessrwsIp 0) Sur

-uonIsueI) ur doue)sisse [eorskyd apia paerdwon oq 03

-o1d pue a1oydsow)e WooIsse[d IW[ed PasU Jey) SYSB) AY) JO J[NPAYDS [ensIA
B UIRJUTRW [[IM JBY} SOATIOIIP PIA0I] PIoYpUERY B SE ONS S[BLIAJEW IPIAOIJ UONISURL], [BSSIWSIJ

s1oad yim jorIoIUT UBD AU Sunyre) a10yoq Sune?

QI9UYM UOTJED0] B 0] JUSpN)S Y] JO UOT) puads prnoys £oy) own 9y} $AJLIIPUL
-850 oY) Jsnlpe pue suonIAIIp 9pIA0Id Jey[) JOW) € ()M SUOT)OAIIP 9PIAOI] young

s1ood yym Aerd Sunenur  Ay1anoe oy 03 Jorid Joraeyeq Surpre3ar
10§ spIed anod e se yons 1dwoid e opraorg  piyo 9y 03 sadtoyo eridordde opraoig $5909Y

JJO PIBUW BOIE ) 9ABI]

191u90 yoed Je suondo yosads 1oy -S108 *8"9) SIOJUD UI S[[IS JOJOW-duY JOU P[NOYS JTBYd S JUPNIS ) dIdYm s1opurwal ioddns yse)
QOUQIQJAI 01 JUAPNIS AU} I0J S[eNSIA 9PIAOIJ  9o1oeId 0] S[eLIoeW JO AJOLIBA B 9PIAOI] ¢ 2dey 90eds moA ur Aess,, Juoworduy 1o [e1otaeyq sydwoxd [eqioa op1aoid SI9)u20 SUTUIOJA]

SJuapNIS 197310 (SuonO2IIp I0J USISI]

suorjoe asoy) yeadar priyo J9Us uI ooy oy uo 0} dduelsip 9jeridordde ue je pue ooeds ‘3n1 uo J1s ‘0oey 10Ib YPIm pIed yyys

AU} Sk Uy} pue J92I3 0) MOY| [dpow UMOp SUWIRU JI3Y) AJLIM O} P[IYd 3} J0J Teuosiod ojdure yim uodn jis 0 priydo  “°S+9) sunnor oy unyim sdojs saynuapr
Teq1oa & opraoxd juopnis 10ad ® oary  J0 sdiiS [rouad se yons s[errojew opraolg Ayl Ioj jewr Yim jdwold [eqIoa B 9pIAOIJ By} 9O [BNSIA B YIIM SUOTIORIIP 9PIACI Sunoow SuruIo

sagueyoxe Jurye)-uin)
{ 1se9] 1k J0J Jouuew 9jeridoidde ue ur Kep a3 JnoyInoxy) syse) ysid Jouuew djeridordde ue suorne)oadxa Jo SIOpUIWAI YIIm

s)npe 1o s102d YIIm JeSIUNUWIIOD if [BOD)  -WOIIE 0] S[[IYS J0JOW-UY asn :¢ [eon) ul s1ad y)im sanranoe ur o5esuo ;g [eon  papraoid uaym yse) e 9)9[dwiod :| (oD SONIANOY

suonepowrodde Yim parred xmew Ayanoe Ayrunjzoddo Sutures] poppaquig 7 el

pringer

a's



284

Early Childhood Educ J (2018) 46:277-286

Table 3 Cara’s kit adaptation continuum for center activities
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Materials Instruction Assistance

Activity

Environment

Provide a class-wide visual Provide a portable hand-held  As a whole class or in groups, Assign students a buddy that

Place arrows on the floor

Students are having trouble

they will always move with

practice moving from table
from table to table

to table prior to starting

schedule for students with

schedule on the wall show-

showing which direction
ing the table order

following the order of tables

the order of tables they visit

to follow for table to table

movement

Give a verbal reminder prior ~ Have students check in with an

At the top of the students’

Have a sign in sheet for each

Move the work turn in loca-

Students are placing work in

adult about where they should

put it and check that they
placed it in the right spot

to centers of where each
individual paper/ work

location, students will sign paper, write down where

tions in different locations
so they are not as easily

confused

the wrong location upon

completion

they turn in the paper (e.g.,

green tray, mailbox)

their name once they turned

in their work

piece will be turned in upon

completion

Provide reminders or additional

Provide the materials for each Provide a timer for the stu-

Place clear and direct instruc-  If students are experiencing

Students are not completing

redirection to ensure that

dents that shows how much

center at the center so stu-

challenges with writing,

tions at each table to clarify
any misconceptions and

the centers or are spending
too much time at one center

student is completing work

on time

time there is to complete the

single center

dents can immediately begin

working upon arrival

have them write less and

draw to save time

provide step-by-step instruc-

tions

outlined the tasks to be completed. Having never created
a visual schedule before, collaborating with the SLP was a
source of professional support for her.

The interventions and adaptations implemented within
the classroom resulted in large success for Allen’s engage-
ment in activities and interactions with peers. Due to the
individual tools and resources provided to him such as
hand-held schedules and visual timers, Allen learned to

follow the general flow of the classroom schedule without

interruptions or anxiety. Allen’s success was strengthened
by the adaptations to the environment, which made the
classroom a relaxing and safe space for him to learn and
succeed academically and emotionally.

Behavioral Preventatives
and Social-Communication Supports

In addition to assisting Allen during activities that were
more challenging for him, Allen’s teacher incorporated
two types of interventions (i.e., peer buddy, video mod-
eling) and visual supports to promote his socially-appro-
priate engagement with peers. First, she selected Joelle to
be Allen’s buddy throughout the day. Joelle was selected
because of the positive connection between her and Allen
and her caring and helpful nature toward adults and other
students. Then, Allen’s teacher purposefully created oppor-
tunities for Joelle and Allen to work together, such as plac-
ing them in the same center group and having them be
walking buddies when traveling to other areas of the school
(e.g., library, cafeteria). Third, based on Allen’s social-emo-
tional goals to engage in activities with peers, she used Joe-
lle’s positive examples of socialization with other students
to create video models that she then displayed, discussed,
and practiced with Allen as another type of social interven-
tion that demonstrated desired social skills and behaviors.
She also created a number of visual supports to assist with
Allen’s skill development such as providing Allen with cue
cards of phrases that could be used to initiate play with
peers and a portable visual schedule for pair-share activities
during circle time that reminded Allen to (a) look at a peer
nearby, (b) respond to the teacher’s prompt with his peer,
and (c) listen while his peer talked.

The interventions utilized to assist in communication
also resulted in meaningful social success for Allen. Instead
of hitting his peers when communication was a challenge,
Allen began to use words—single words in the beginning
and slowly evolving into phrases to communicate wants
and needs. Allen’s teacher implemented one strategy at a
time in a manner that was manageable for her and based
on the family’s priorities. Specifically for Allen, the tools
that laid a foundation for communication development
were peer buddies, video-modeling of social situations, and
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incorporating visual supports. All of the effort that Allen’s
teacher put forth towards supporting Allen proved to be
beneficial for his success in kindergarten and also made the
environment more inclusive to all students and their indi-
vidualized needs.

Conclusion

All of the interventions and adaptations described in this
article can assist children with ASD. Each of the adapta-
tions are focused on making an inclusive environment more
receptive to the needs of children within the ASD popula-
tion as well as providing a pathway for their future success.
It is, however, important to remember that in order for an
intervention to be effective it must be implemented with
fidelity or how it was intended to be delivered (Cook and
Odom 2013). Therefore, when identifying target skills and
evidenced-based practices, it is important to also consider
the components of implementation, individuals responsi-
ble, and feasibility of the intervention. The various inter-
ventions and adaptations described in Tables 1, 2 and 3
outline how educators can help children with these specific
needs be successful. Furthermore, educators in countries
that do not implement inclusive education or educational
support systems can use these resources to strengthen their
instruction for children with ASD. It is imperative that
these adaptations are included in the educational environ-
ment for children with ASD so that children’s environments
are conducive to their developmental and academic needs.
The inclusion of these supports can also help build a posi-
tive educational experience that promotes desired outcomes
for young children with ASD. When educators provide
these supports, children with ASD receive the benefits of
an individualized education that is tailored to their abilities
and strengths and serves to assist them in achieving success
within inclusive early childhood settings.
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