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Acxno Ig“. rements

The Autism Toolbox was commissioned by the Support for Learning Division of the
Schools Directorate, Scottish Government, as an outcome of the work of the Autistic Spectrum Disorder
Education Working Group which was convened following the publication of the HM Inspectorate
Report into Autism and the National Autistic Society’s ‘make school make sense’ campaign report.

The multi-professional writing team was led by Professor Aline-Wendy Dunlop, Director of the
National Centre for Autism Studies, University of Strathclyde. The writing team included Charlene
Tait (lecturer) and Lisa Glashan (teacher), who researched and wrote most of the section on Support
for Pre-schools, Primary Schools and Secondary Schools; Alison Leask (Chair, Autism Argyll and
Autism Consultant with the Scottish Autism Service Network) who wrote the Support for Parents
section and led on the Resources section; Anna Robinson (Scottish Society for Autism) who wrote
the section on Working with Other Agencies, and Dr Helen Marwick (lecturer) who wrote the Overview
of Interventions in section 5.

We extend thanks to:

55'-:.&“':. Maggie Smith (Development Officer — Inclusion, Learning and Teaching Scotland), who

has shared case study material on Autism Spectrum Disorders with us. We have shaped
short vignettes based on this material to include in the Toolbox: the full case studies will be
published on the LTScotland website

ﬁ-:-ﬂ”‘:. Participating schools
s&-:.ﬂ”':. Chris Toon, for Annex 3 on behalf of Moray Council
Z%+  Fife Council for Annex 2

&% Dr Tommy MacKay (Visiting Professor, National Centre for Autism Studies) for his careful
reading of the Toolbox and feedback to the team

225 James O’Donnelly, South Lanarkshire Council
A% Gwen Carr (Occupational Therapist) for her work on sensory issues
Z%,  Tom Malone, for the design and layout of the toolbox, and Léonie Docherty for poster design

Z%5  The Scottish Autism Network Team whose research is reflected in the Toolbox, and in
particular Andy Soares (Web Developer) for his cover and section designs and Lindsey
Watson for her secretarial support

2.  All who gave feedback on drafts of The Autism Toolbox — we have incorporated your advice
wherever possible.
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Authors’ ote

Throughout this document we refer to ‘Autism Spectrum Disorders’ (ASD) to signify children and
young people with diagnoses of autism, high functioning autism and Asperger’s Syndrome or other
autistic conditions as described in DSM IV (American Psychiatric Association, 1994 and 2000) and
ICD 10 (World Health Organization, 1992) - to date the two most commonly used diagnostic criteria.
We recognise that schools will sometimes work with pupils ‘as if’ they are on the autism spectrum
- perhaps when a process of assessment and diagnosis is underway, or when behaviours strongly
suggest that such approaches will be helpful to the individual concerned. Numbers of pupils with
ASD attending mainstream education will have a diagnosis of Asperger’s Syndrome (AS).
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The Autism Toolbox Overview of Approach

The Autism Toolbox o o ie ofA , ro ch

The Autism Toolbox for Scottish Schools is designed to support Education Authorities in the delivery
of services and planning for children and young people with Autism Spectrum Disorders (ASD) in
Scotland, and will sit alongside existing Local Authority resources. It complements the guidance

issued on Health and Social Care Services for People with Autism Spectrum Disorders. The intention
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these have yet to be fully developed, they should take care to ensure that school staff is aware of the
guidance and the provisions that are supplied to support access to the curriculum. A brief overview
of the guidance follows -

», 1t -Thesolic r)l‘. eris ti €C ontext

The first part of The Autism Toolbox for Local Authorities and schools summarises the policy context
in Scotland as it affects educational provision, the legislative context in which provision for pupils
with ASD in Scotland should be considered and highlights the need for strategic planning for ASD
by Local Authorities and their strategic partners. This information is elaborated upon in Section 7
of The Autism Toolbox to be found on the accompanying CD Rom. Part 1 also presents the key
recommendations of two reports published in 2006: the HMIE Report into Education for Pupils with
Autism Spectrum Disorder (Her Majesty’s Inspectorate of Education, 2006a) and the NAS ‘make
school make sense’ campaign report (Batten and Daly, 2006).

», rt -The Toolbox - Autism in » L ctice

The second part of the resource, The Toolbox — Autism in Practice, provides direct advice for day-to-
day practice: the guidance in each section is presented in the form of grids which address the impact
of autism on key aspects of practice, and relate these to ‘How Good is Our School’ (HMIE, 2007a)
and ‘Child at the Centre’ (HMIE, 2007b). A file containing the grids is available on the CD Rom.

Section -4<no in La bout Autism

In order to include and support individual children and young people with autism in mainstream
services it is important to have an understanding about the nature of this lifelong, complex spectrum
which has day-to-day implications for work in schools. This section emphasises the importance of
starting with the person and combining individual understanding with knowledge about autism. It
presents an introductory understanding which will help practitioners to feel informed.

Section -Su, , ortfor sare-schools, arim, r Schools, n Secor:l‘ir r Schools

Ten key aspects of practice are addressed in this section, they include:

2.1  Autism - A Highly Individual Context

2.2 Strengths and Challenges

2.3 The Impact of ASD on Teaching and Learning
2.4 Assessment

25 Individualised Educational Programmes
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2.6 Classroom Organisation and Classroom Strategies
2.7 Differentiation - Principles and Practicalities

2.8  The Social Curriculum

2.9 Transitions

2.10 Whole School Approaches

Examples of practice gathered from field practitioners at all stages of education are threaded through

these sections.

Section3 - Sy, , ort for s, rents, na. , milies

Written by representative parents with long experience of working collaboratively with schools, this

section addresses:

3.1  Working with Parents

3.2  Schools’ Guidance to Parents - a Reciprocal Relationship?

3.3  Communicating Effectively with Parents

3.4  Meetings with Parents

3.5 Inclusion of Parents of Children and Young People with ASD in the Life of the School
3.6 Working with Groups of Parents

3.7  What Parents may be doing at Home

3.8  Issues for Siblings

Sectiodd - oKingy ith0 ther A rencies

This section offers a brief guide to working with the range of professionals who may be involved with
children and young people with autism and their families. The complexity of autism may determine

that a range of professionals are involved:

4.1  What is Multi-agency Working?

4.2  Who takes the Lead?

4.3  Transitions and Multi-agency Working

4.4  Multi-agency Systems

45  Co-ordinated Support Plans (CSPs)

4.6  Top Ten Points for Positive Practice in Multi-agency Working

4.7  Multi-agency Involvement - Professional Roles
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s, 1t3 € Rom of arint ble,m‘.f, iles

Part 3, containing Sections 5-9, is produced on the enclosed CD Rom, and not in the printed
resources. It is available through the Scottish Government website and the Scottish Autism Service
Network website. With millions of ‘hits’ every time the word ‘autism’ is keyed into the web (at the time
of publication this was 18,500,000) a filter is needed to identify useful and reliable information. The
resource section is intended to provide reliable information, useful links, and to illustrate resources
that may be helpful in practice and are readily available at the time of going to press.

Section,fof er ie ofy nter entions

This section offers an overview of interventions and draws on the research literature to describe
their effectiveness, strengths and possible drawbacks. It is included in the Toolbox as practitioners
working with children and young people with autism are likely to draw from these interventions in
their own practice, and need to be able to discuss their key strengths with parents and families.

Section6 - Resources

In this section we have included some key texts, web links and references. Print based material is
shown by book or report cover, with a brief description and a note of how to access the resource.
There are 100 sources listed here and these are referenced where appropriate throughout the
document.

Section - ui!l‘.in ;on the solic nm‘. erisL ti eC ontext -  og, | Authorit ujli nce

To , !:l‘.s Str, te tical nniny A, ro ches for. uture Ser ice aro ision

This section considers the Scottish legislative and policy context in more detail, expands on the
brief outline of legislation provided in Part 1 and suggests guidance for Local Authorities on strategic
planning approaches.

Section, - irector - inainy nform tion. n.A. ice
3 " D m, « Tl

Information about where to get help from knowledgeable others is important in the dissemination of
good practice. Key organisations and local contacts are included here. Information is correct at the
time of going to press, however such information is quickly outdated, and so readers are advised to
check on the Scottish Autism Services Network for routes to up-to-date information.

Section9 -» g, ctice rir.s‘ N s osters, a‘.f‘ iles

It is recognised that Toolbox users may wish to print off some of the material included in Part 2 — the
practice grids are available here in pdf format. There is also a set of 8 posters related to sections of
the Toolbox which may be ordered in full Al size from the National Centre for Autism Studies.
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Set 1 - Practice Grids

Set 2 - Posters

1. A Resource for Scottish Schools - The Autism Toolbox
2. Guidance for Schools

3. Support for Parents and Families

4, Sharing Responsibility - Working with Other Agencies
5. Early Interventions

6. Pupils’ Involvement in all matters which affect them

7. The Policy and Legislative Framework

8. Highlighting Resources - Finding help and information
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s, it Thesolic , nd. erisl ti C ontext

Education Authorities, schools and early years settings have a major role to play in supporting the
Scottish Government's 5 strategic objectives by expanding opportunities, increasing access to
education, as well as increasing the opportunities available to, and the achievements of, pupils and
young children on the autistic spectrum. This part of The Autism Toolbox summarises the policy
context in Scotland as it affects educational provision, the legislative context in which provision for
pupils with ASD in Scotland should be considered, and highlights the need for strategic planning
for ASD by Local Authorities and their strategic partners. Each aspect is expanded in Section 7
of The Autism Toolbox (to be found on the enclosed CD Rom). This part also presents the key
recommendations of two reports published in 2006: the Her Majesty’s Inspectorate of Education
(HMIE) Report into Education for Pupils with Autism Spectrum Disorder and the National Autistic
Society (NAS) Scotland’s ‘make school make sense’ campaign report.
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a_rt . The » olic C ontext
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Further and in implementing these principles the Cabinet Secretary for Education and Lifelong
Learning has stated that the Scottish Government’s education policies will focus on:

Early intervention
Supporting vulnerable children and their families
Improving the learning experience in school

Developing skills and lifelong learning

o

Promoting innovation in higher education

These polices are supported by the introduction of A Curriculum for Excellence that seeks to enable
all to become:

Successful learners
Confident individuals

Effective contributors

o

Responsible citizens

11
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»_rt . AC onco:‘lﬁt et een Scottish o ernment‘[r:‘_. og[I o ernment
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by the Disability Discrimination Act 2005: the 2005 Regulations provide a specific duty
on educational authorities to produce a disability equality scheme to help them fulfil their
general duty: The Disability Equality Duty (DED).
3, The is bilit __ylit wut ( ) 1',4'.6 { Iso '6)
The Disability Equality Duty — the general duty is introduced in the amended Disability
Discrimination Act 1995. There is a requirement for any public body to develop and
implement a Disability Equality Scheme (DES) for the whole authority and a separate
education DES to cover their function as an education authority.

3. ettinsitRirhtfor erC hi!l‘.(,R C)(lso ..)

Getting it right for every child is a key priority for the Scottish Government as it contributes
to its strategic objectives. The Government is committed to policies which help Scotland’s
children and young people fulfil their potential. Getting it right for every child is a national
programme that is changing the way adults and organisations think and act to help II
children, young people and their families grow, develop and reach their full potential.

3 AC urriculum for xcellence (, Iso '8)

A Curriculum for Excellence provides explicit statements of the aims of education in
Scotland, concepts which have long been implicit. In summary, the purposes of education
are to enable all young people to become: successful learners; confident individuals;
responsible citizens and effective contributors.

The development of these capacities, attributes and capabilities lies at the heart of work on
curriculum renewal.

39 The ,rl< grs pme ok (Iso . 9)

The Early Years Framework, at its simplest, is about giving all our children the best start
in life and identifying the steps the Scottish Government, local partners and practitioners
in early years services need to take to make a start on that journey. At the heart of this
framework is an approach which recognises the right of all young children to high quality
relationships, environments and services which offer a holistic approach to meeting their
needs.

15



The Autism Toolbox Part 1

a1t 4 Str, te ric L, nnin ; for. uture Ser ice aro ision

In Scotland, education authorities have a duty to ensure that they provide adequate and efficient
educational provision for any child or young person with additional support needs and this of course
includes children and young people with ASD. In ensuring that these needs are met, education
authorities must also make a wide range of provision available and ensure that the teaching methods
used in schools meets the needs of each individual pupil. This provision may be made in specialist
units or bases within mainstream schools, or by outreach, or peripatetic support teams. Provision
may also be provided in Special Schools.

This guidance is designed to support education authorities in the delivery of these duties and as a
first step considers the legislative and policy context in which these duties exist.

Local authorities’ Strategic Planning for Future Service Provision will include definition of strategy or
direction for ASD, and making decisions on allocation of resources to pursue this. Strategic Planning
should take account of the policy and legislative context summarised in Part 1, the advice offered
in Parts 2 and 3 of The Autism Toolbox, and the more detailed Legislative section in Section 7, and
should be predicated on the recognition that ASD is a lifelong condition. Services will need to offer
at least some level of support throughout life. This highlights the importance of strategic analysis,
direction and action planning in the light of the need for joined up services, consultation with families
and service users, training of staff and the right services for ASD.

A number of key elements in strategic planning are listed here and elaborated in Section 7 which can
be found on the CD Rom included with The Autism Toolbox.

Key elements in strategic planning:

16
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Additionally, these annexes provide helpful information:

Table 1 — Annexes to Section 7 (CD Rom)

17
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that they develop a coherent strategy for meeting a range of needs. This information should
include details of provision for these pupils. Allocation of support and resources should not be
restricted to those pupils with medical diagnosis of autism spectrum disorders.

Recommen’lﬁ tion

Education authorities should ensure that they have a suitably varied range of provision to
meet the wide and varying needs of pupils with autism spectrum disorders. They should
publish details of their provision for autism spectrum disorders, including planned future
developments.

Recommen x tion3
o

Education authorities should ensure that schools prepare clear and effective individualised
educational programmes for all pupils with autism spectrum disorders and use them as
planning tools to meet the specific and broader learning needs of individual pupils. They
should ensure that schools also use individualised educational programmes to track pupils’
progress towards meeting their potential. The Scottish Executive, education authorities and
other agencies should work together to coordinate support for pupils with autism spectrum
disorder, where there is a need. Education authorities should work with health boards to
develop clear procedures for early identification of children with autism spectrum disorders.

Recommen_ tiond
ol

Schools should ensure that pupils with autism spectrum disorders are given appropriate
opportunities to gain an understanding of the social world they live in and to develop life skills
which they can use outside school. Pupils should be given full opportunities to identify and
develop their personal strengths.

Recommen’lﬁ tion

Schools should ensure that they maximise opportunities for pupils with autism spectrum
disorders to be included socially and educationally with mainstream peers.

Recommen . tion
" o

Education authorities should ensure that parents receive full information about the provision
they make for autism spectrum disorders. They should also ensure that parents are informed
of the options available to them when their child transfers from stage to stage or school to
school. Education authorities and schools should work closely with parents of children with
autism spectrum disorders to plan for progression, particularly at times of transition. They
should involve parents in relevant training events about autism spectrum disorders. Where

19
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appropriate, people with autism spectrum disorders could be invited to contribute to training

programmes for parents and staff.

Recommen“ﬁ tion

Education authorities should ensure that teaching and support staff have access to a
programme of staff development relating to autism spectrum disorders. Continuing professional
development at an appropriate level should be available to all staff in schools where there are
pupils with autism spectrum disorders. Specialised training should be provided for teachers
and non-teaching staff working directly with pupils with autism spectrum disorders. The
Scottish Executive should work with training providers to ensure that a comprehensive and

progressive programme is available.

Recommenm* tion 3

20
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p‘[rt

The Toolbox

Autism in » L ctice

The Toolbox provides direct advice for day-to-day practice: the guidance in each section is presented
in the form of grids which address the impact of autism on key aspects of practice, and relate these
to ‘How Good is Our School’ (HMIE, 2007a) and ‘Child at the Centre’ (HMIE, 2007b).

Section -<no inyAbout Autism

In order to include and support individual children and young people with autism in mainstream
services it is important to have an understanding about the nature of this lifelong, complex spectrum
which has day-to-day implications for work in schools. This section emphasises the importance of
starting with the person and combining individual understanding with knowledge about autism. It
presents an introductory understanding which will help practitioners to feel both informed and more
skilled.

Section -Su , ort for are-Schools, arim, r Schools, n’r. Secor:l'& r Schools

Ten key aspects of practice are addressed in this section.

Section3 - Su , ort for », rents_ n - & Milies

Working together with parents and families in the eight main ways highlighted in this section will
ensure appropriate links with families.

SectiorMd - oKiny itho ther A rencies

No single professional group can meet the needs of pupils with autism in isolation from other services.
Seven elements of multi-agency working are covered in this section.

25
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Section -<no in a bout Autism

r)l‘.ersg nm‘.in ray ils on the Autism S, ectrum - e niny AS
‘ ‘ ~
The first step to understanding pupils on the autism spectrum is to have an awareness of the

terminology used and to know what such terms may indicate in terms of educational, social and
emotional needs. It is essential to build a relationship with and to develop personal knowledge of the
individual child or young person, in this way it is possible to begin to appreciate that autism spectrum
disorder (ASD) is part of the story of who the child is as a person with a unique profile that includes
their personality, strengths, challenges, likes and dislikes. A significant number of individuals with
a diagnosis of autism also have learning disabilities (Vermeulen, 2001). ASD is considered to be a
neuro-developmental disorder (Trevarthen, 2000) with the impact on development occurring before
3 years of age (World Health Organisation, 1992), however recent insights into autism suggest
that the impact of the neuro-developmental differences in autism takes place from 8-14 months
(Trevarthen and Aitken, 2001).

Terms and their meaning

Autism

Autism is commonly typified by what is known as the triad of impairments (Wing 1996).
These are:

*  Social Communication

»  Social Interaction

»  Social Imagination and Flexible Thinking

High Functioning Autism (HFA)

This term is often used but is not found in the diagnostic criteria. It was used to describe
people whose Social Communication, Social Interaction and Social Imagination is affected
by autism, but whose 1Q is within the normal range (as with Aperger’s Syndrome (AS)

— no clinical impairment and a standard score of over 70 1Q), before the term Asperger’s
Syndrome (AS) came into common usage in the 1990s. Debates continue as to whether

HFA and AS are interchangeable terms.

Asperger’s Syndrome

Asperger’s Syndrome is typified by:
Severe and sustained impairment in social interaction

Restricted, repetitive patterns of bentaion,9S)IAsperuhbpa-2.2chbpperuh redFified by:

29
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Individuals will have had no clinically significant delay in language development. It is however
important to note that there may be significant issues with the understanding, processing and use
of social language. Individuals with Asperger’s Syndrome have no clinically significant cognitive
impairment. Consequently their cognitive abilities fall within the normal range (American Psychiatric
Association, 1994). As with HFA the disabilities associated with autism will have an impact on learning
and schooling. Children with a diagnosis of Asperger’s Syndrome may also be noticeably clumsy.

Atypical Autism

30
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responses and mind sets through the lens of typical development. However knowing a pupil has
ASD provides a context for understanding from an entirely different perspective. ‘Looking normal’
can sometimes work against such understanding and leave these children and young people very
vulnerable.

In unpacking the Triad, highlights of some of the behaviour associated with each aspect are
presented. This is by no means exhaustive, and current research presents a more complex view of
autism, but is intended to help with recognition of the spectrum of impact on individuals. Observable
communication differences in pupils with ASD are outlined below.

Social Communication

The drive to communicate in social situations is challenging for many people with ASD. Across the
spectrum people may vary from being non-verbal to talking at others without being aware of picking
up on typical responses. In these situations a person’s expressive language may not be matched by
appropriate receptive communication skills. Look out for these behaviours:

:3-:.&‘3 May have no spoken language or be non-verbal.

£ - . .
245 May have limited understanding and use of non-verbal language such as social gestures,

pointing, responding to and following requests.

£ - : , :
&% May have limited language that is used in a functional way e.g. may be able to make
requests to meet basic needs.

Z%5  Social language is limited and this is likely to compound issues related to social interaction.
Emotional vocabulary may be limited or absent, and facial expressions may be ‘flat’. This
can give the false impression that persons with ASD lack feelings and emotions. It is
therefore vital that the emotional health and well being of children and young people across
the autism spectrum is considered.

5’?:.&”‘:. May echo speech. The term for this is echol Ii . Some individuals will echo speech as a
way of helping them to process information and to make sense of what is said. There may
be other reasons for echolalia such as anxiety. It is therefore important to observe the level
and use by the child of this feature of language.

I
Z%%  Pronoun reversal.

32
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&% Literal interpretation of language is a common feature in children with ASD. Metaphors and
similes can be difficult to interpret. Difficulties in abstracting intention and implied meaning

can lead to many social misunderstandings.

245 As aresult of a tendency to take language literally, pupils with ASD may be unable to
understand the subtleties of classroom behaviour and may speak up to report on other
pupils’ behaviour when their peers might maintain a steady silence — this too can lead to
isolation in the peer group.

% Understanding facial expressions. Subtle expressions may be difficult to perceive and
process. Children may also find it problematic to join the communicative dots: meaning they
may not make the connections between what is said, how it is said and the body language
and facial expressions that are used in congruence. This can lead to misunderstandings as
some will not find it easy to interpret others intonation to derive the correct meaning.

Smﬂ”‘:. Individuals with ASD may have an unusual way of using social eye gaze. Eye gaze is a
helpful social communicative tool that typically developing individuals may use to include or
exclude people from conversation. It can also signal that conversations are about to end or
that there is something in our field of reference that we wish to draw to another’s attention.
Children and young people with ASD may avoid eye contact or use it very intensely and as
a result will stare at people in a way that can be unnerving. Some people with ASD have
reported that they use their peripheral vision as they find eye contact or the more usual use
of eye gaze uncomfortable. Others say they don't make eye contact as it distracts them
from hearing and understanding what is being said.

Eﬂ-:.ﬂ“':. A diagnosis of Asperger’s Syndrome is given when there is no significant language delay
and no cognitive impairment. There is also the presence of intense and restricted special
interests often referred to as obsessions. The verbal and non verbal social communication
difficulties of children with Asperger’s Syndrome may be more subtle. They may have very
fluent speech but have a very narrow range of topics of conversation. Their style and use
of language may be quite formal or precocious. They are likely to use the same style of
communication regardless of the context. Therefore unlike typically developing children
they may not differentiate between the language used with friends in the playground and
language used in the classroom. The tendency to more formalised pedantic language can
often set them aside from their peers. Restricted interests and obsessions can limit their
ability to access social situations and to develop reciprocal relationships as their one-sided,
narrow view can be off- putting to others.

2% Children and young people with ASD frequently behave in ways that are difficult for others
to understand. Such behaviour may be a form of communication. It can be more productive
to view behaviour in this way and to develop supportive communication strategies rather
than to assume there is a behaviour problem per se.
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“normality”. This can render them vulnerable to bullying and manipulation by other children
who may capitalise on their social naivety in the classroom and the playground as well as
on the way to and from school.

35
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Z%  Children and young people with ASD tend towards routine and sameness indeed for some
there is a high level of dependency on both. This aspect of ASD is often misconstrued as
meaning that there must never be any change around pupils with ASD. This is misleading.
Change and unpredictability are part of daily life. However the pupil will not become de-
sensitised to change just because it occurs around them and it can be a source of stress
and anxiety. It is important to recognise the extent to which this may be an issue for an
individual pupil. Minimising unnecessary change and involving the pupil where possible will
be beneficial.

The key to thinking about these issues is to have an awareness of Social Communication, Social
Interaction, and Social Imagination and Flexible Thinking and to understand the different impact of
each aspect of the Triad for each individual pupil.
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u’i‘i nce, na Sy , ort for are-Schools,

arim, r Schools, n Secor]lﬁ r Schools

S

The Standards in Scotland’s Schools etc Act (2000) heralded the presumption of mainstreaming
for all children. This means that it is now more likely than ever that local authorities, schools and
individual teachers will be involved in the education of children and young people who are on the
autism spectrum. The impact of autism on development and learning is pervasive and complex: it
can be challenging to accumulate a body of knowledge that is sufficient in relation to the range of
needs and challenges that are experienced on an individual level.

Any individual or body concerned with providing an education that will meet the needs of pupils on
the autism spectrum adequately will require information and guidance. In this section a number of
key aspects of provision for autism are highlighted. It is however important to establish from the
outset that whilst the guidance given will be essential to effective inclusion, teaching and learning of
pupils on the spectrum it is also likely to be beneficial to all pupils, and to developing and sustaining
a more inclusive ethos across the school as a whole.

The guidance given covers a number of key areas:

2.1  Autism Spectrum Disorder - A Highly Individual Context
2.2  Strengths and Challenges

2.3  The Impact of ASD on Teaching and Learning

2.4  Assessment

2.5 Individualised Educational Programmes

2.6  Classroom Organisation and Strategies

2.7  Differentiation - Principles and Practicalities

2.8  The Social Curriculum

2.9 Transitions

2.10 Whole School Approaches

The aim is to enable already skilled and competent teachers to integrate and use ASD specific
guidance in parallel with their skills in teaching, understanding and supporting children, young people
and their families. Where relevant, reference has been made to current educational and ASD specific
documents and reports such as, How Good is our School: The Journey to Excellence Part 3 (HMIE,
2007a), The Child at the Centre (HMIE, 2007), Education for Pupils with Autism Spectrum Disorder
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(HMIE, 2006a), A Curriculum for Excellence: Building the Curriculum 3 (The Scottish Government
2008b) and Assessment is for Learning (Learning and Teaching Scotland, SQA, Scottish Executive,
2006). Where quality indicators are referred to these apply across all stages, and take account of the
strong connection between Child at the Centre and How Good is our School.

There are no prescriptive solutions. This guidance is intended to support authorities and school
staff to develop innovative, individualised and creative approaches to teaching pupils with ASD. The
aim is to raise attainment and minimise potential difficulties by being proactive. Booth and Ainscow
(2002) suggest that inclusive schools are those where policy, practice and culture promote both the
presence and active participation of all pupils. When the needs of pupils on the spectrum are well
recognised, understood and supported such outcomes are possible. Additionally the needs of other
pupils will also be met.
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Stren ths, na‘.c h, llenres

eetinr the Rirhts of seo, le ithAS in m‘.ug[ tion

The rights of all pupils in Scotland are respected under the UN Convention of the Rights of the Child
(Scottish Government, 2007¢). In 1996 the European Parliament adopted the Autism Charter as a
written declaration of the rights of people with ASD. Existing guidance for schools emphasises the
right of all pupils to be consulted on matters which affect them. Whilst the status of the Charter of
Rights for People with Autism remains adopted as a written statement, rather than enacted, there are
particular items in the Charter that provide a helpful guide for schools, for example:

5’?:.&”‘:. The right of people with autism to lead independent and full lives to the limit of their
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achievement. It can be very helpful to view the impact of ASD in this way. By beginning to identify
differences in thinking and processing teachers can be more responsive and creative in terms of
differentiating approaches and resources to increase accessibility to the curriculum for learners on
the spectrum. Vermeulen illustrates that the range of strengths in thinking can lead to original, artistic
and creative outcomes. This is clearly reflected in the variety of artwork and literature people on the

spectrum generate.

It is therefore important to move beyond a view that the characteristics of individuals on the spectrum
always result in challenge and or impairment. This does not mean that the needs of individuals
should be overlooked but that there should be equal emphasis on the identification of skills, talents

and abilities regardless of how diverse they may be or how difficult they are to identify.

Curriculum for Excellence (Scottish Government, 2008b, p.17) advocates “All children and young
people should experience personalisation and choice within their curriculum, including identifying
and planning for opportunities for personal achievement in a range of different contexts. This implies
taking an interest in learners as individuals, with their own talents and interests.” Scottish school

pupils have a right to be consulted on all matters which affect them.

x,mle -»uilin ol ementin, Il m tters hich, ffect them

A primary pupil demonstrated a strong fear of going to the doctor. This had a huge impact on
both himself and his family, as trips to the doctor were extremely stressful and avoided whenever
possible.

Through discussion with his parents and school staff it was agreed that the Early Childhood
Practitioner (ECP) would work with the pupil to devise a programme which aimed to reduce his

level of anxiety in these situations.

The pupil was fully involved in planning out the small steps in this programme and the ECP worked
closely with the GP practice. Activities in the programme included role play, sharing stories about
the doctor, playing with real objects, social stories, trips to the surgery, talking to the receptionist,
making appointments, talking to the GP, and finally, attending an appointment. After two weeks of
daily activities the pupil was happily visiting the GP surgery and continues to do so one year on.

It is recognised that this can be testing for staff who may feel they have insufficient insight into
ASD to be able to make an accurate judgement. However drawing on and applying advice from the
“Assessment” section of the toolbox will increase confidence and encourage staff to engage with

pupils in a way that allows their abilities as well as needs and rights to be recognised.
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&% Individuals on the spectrum have impairments in a range of executive functions

Theor of in
a

Theory of Mind emerges in typical development around 2 — 4 years. It is the cognitive mechanism
that enables the ability to appreciate the perspectives of others and to recognise that others have

thoughts, desires, beliefs and mental states that are unique. Significant research in relation to deficits
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&% Focus attention

&% Appreciate alternative perspectives

.:'EJ-:.IE“':. Cope with environmental variables or that which is unknown or unfamiliar
Z%  Choose and prioritise

&% Organise and plan

(Adapted from Cumine et al, 1998)

X m le -,’l‘.ios nc, tic focus of  ttention

A teacher was working with a primary one class. Anne, a pupil with ASD, was particularly difficult
to engage in teacher led activities or settle to tasks. It was story time and the pupils were gathered
on the carpet. Anne seemed to be listening very intently to the story and the teacher was delighted.
At the end of the story Anne put up her hand, the teacher was very excited because this was the
most engaged Anne had been. When the teacher asked Anne what her question was Anne stated,

“Your nostrils are different shapes!”

xecuti e sfunction

Executive function difficulties are not unique to individuals with ASD however research suggests that
for this population they are more severe and are different in type and onset than in other conditions
(Klin, Volkmar and Sparrow, 2000) This is perhaps one of the most complex areas as executive
function is the term used to describe a collection of cognitive mechanisms that are implicated in a

range of areas such as:

.:'EJ-:.IE“':. Behaviour that is involved in developing and working towards a goal

r:f?:.ﬂ":. Systematic problem solving

.:'E'.":.ﬂ”':. Flexibility of thought and behaviour

£ _ .
A% Controlling inappropriate impulses and self-control

.:'EJ-:.IE“':. The guiding of behaviour by mental models or internal representations

(Jordan, 1999)

Whilst no theory completely explains the spectrum there are elements of all that are helpful in guiding
educationalists towards appropriate supports and teaching strategies based on an appreciation of
the diverse cognitive styles of children and young people on the spectrum. Theories can therefore be

used to inform practice and to develop empathy for individuals on the spectrum.
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X m le3 - ofi, tion, n.con .ence
PR 4

Our Primary School Unit decided to enter the annual Determined to Succeed Making Movies

Competition sponsored by Glasgow City Council and the Glasgow Film Theatre. This offered a
concrete opportunity for the P6/7 children to work collaboratively on a project from beginning to
end, to generalise their learning and to celebrate success. The children needed to decide on a
storyline and write a synopsis of the film which was the initial entry to the competition. We were
one of ten primary schools to be successful and entered into the second stage of the competition.
The children were involved in characterisation, developing their storyline within the limits of the
synopsis through writing storyboards, acting the parts, using digital video cameras for filming,
sound recording and finally editing the work to the required length of time. All of the children
contributed to the project and were brimming with confidence and pride when presenting their
project, ‘Cuckoo Cop’, to visiting teachers, parents and peers.

36 Stress‘tlj Anxiet

Pupils on the autism spectrum are known to experience high levels of anxiety which impacts on their
ability to function appropriately in some contexts and be receptive to learning. Staff may question the
inconsistent patterns and root cause of inappropriate behaviours, e.g. he can do it in the drama group
so he should be able to do it in the gym hall. We all perform differently depending on our environment
and mood, e.g. an experienced driver can negotiate familiar routes while chatting, listening to music,
eating, etc. but if you were to drive in an unfamiliar city these skills would be much poorer, you may only
be able to concentrate on direction signs, finding the radio or another person talking distracting.

Stress levels must be monitored and reasonable allowances made to enable pupils to cope with the

environment and access the curriculum as fully as possible.

Sometimes the source of a pupil’'s anxiety will be clear, however, what can be more challenging for
adults is when pupils respond adversely to anticipated events or reactions, for example, bells ringing,
school outings, responses from peers. These responses and feelings are very real for pupils on
the autism spectrum even when they are associated with events or activities usually perceived as

enjoyable or innocuous.

X, M le4 -Anticj , tion

Andrew, a Primary 2 pupil was frequently showing signs of distress and would attempt to leave the
classroom. Discussion with his parents revealed this was also occurring at home. No clear trigger was
apparent to staff or parents. After a period of persistent, close observation it became clear that Andrew
had an intense fear of the animated BBC2 jng ng9-0.053 Tw t f or paeers.s revea un whpatfyhe radi(
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1.2
2.1
5.1
5.2

5.3
5.4
5.5

5.6
5.7

5.8

Improvement in performance
Fulfilment of statutory duties
Learners’ experiences

The Curriculum

Teaching for effective
learning

Meeting learning needs
Assessment for learning

Expectations and promoting
achievement

Equality and fairness

Partnership with learners
and parents

Care, welfare and

53



The Autism Toolbox

Part 2

They m , ct of AS on Te, chiny,

r'l“- %rnln*

y m, ctof AS

Res, onn‘.ln  to the neen‘.s of, u ils ith AS

Predicting and understanding
the consequences and the
impact of behaviour on
others may be problematic.

Seeing and making
connections in a range

of contexts may be
challenging. Skills learned

in one environment may not
automatically be replicated in
another.

Focus of attention may be
inconsistent and out of step
with teachers’ expectations.

Understandlng the social behawour of pupils with ASD
can be complex. It is tempting to view the responses
and reactions and motivation of pupils from a typical
perspective. Whilst behaviour needs to be addressed
it is essential that attempts are made to understand
the ways in which ASD has been a factor and that
behaviour can often result from communication
difficulties or from prolonged exposure to highly
stressful situations. It is important to remember that
some pupils with ASD will find even the most basic of
social situations anxiety provoking.

There is a need for continuous assessment across

all areas. Assessment will need to take account of
environmental and contextual factors. Do not assume
because a child demonstrates competence in one
setting that this will be generalised to a range of
contexts. This means more detailed and comprehensive
approaches to assessment may be required to ensure
an accurate profile of skills and abilities is being formed.

Visual supports may be needed to enable the pupil to
direct their attention appropriately e.g. use of maths
window, highlighting sections that need to be read.
The teacher may also need to check that the focus is
as expected as it may frustrate pupils to feel that they
are carrying out tasks when they find a mismatch of
expectations. Adults may also become frustrated by
what may appear to be a lack of concentration and
focus. In reality most children with ASD will be trying
hard to process information but may not always be o