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ABSTRACT

A small-scaled qualitative pilot study, using a multiple case-study design, was carried out
with three primary mainstream schools within the West Midlands to explore how emotional
understanding is taught to pupils with autism. Research questions focused on identifying
strategies and/or programmes utilized to teach emotional understanding and priority areas for
teaching. Data was garnered from interviews and documentary analysis of teaching resources.
Findings indicated that emotional understanding was mainly targeted through whole-
classroom approaches, the Social and Emotional Aspects of Learning (SEAL), or Promoting
Alternative Thinking Strategies (PATHS), and through mixed small-group social skills
programmes. Schools also drew on principles and strategies, outlined by autism-related
literature. While all areas in emotional understanding were being addressed, expression and
management of own emotions were considered as priority areas. Future directions for
research indicated the importance of extending this pilot study into a major study, and
examining the effectiveness of whole-school and social skills programmes adopted by
schools in improving the emotional understanding of pupils with autism. The teaching of
emotional understanding to pupils with autism is clearly an area which needs to be explored
further by researchers, which is ideally done alongside teaching staff so as to impact upon

practice within schools.
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CHAPTER 1

INTRODUCTION

The key focus of this pilot study is researching how emotional understanding is being
taught to children with autism within mainstream primary schools and identifying priority
areas for teaching in emotional understanding. In the last three decades the challenges in
the area of emotional understanding experienced by persons with autism has been
researched thoroughly, as these difficulties have been linked to their social/communication
difficulties (Begeer et al., 2008). This has led to the development of various training
programmes and strategies designed to improve emotional understanding in persons with
autism. These have stemmed from various sources which include initiatives from Local
Education Authorities (LEAS), practitioners or autism teams and more comprehensive
programmes, such as the Social Communication Emotional Regulation Transactional
Support (SCERTS) Model (Prizant et al., 2003). In recent years there have also been
several initiatives to develop emotional literacy in mainstream schools (Perry et al., 2008),
such as the Social and Emotional Aspects of Learning curriculum (SEAL) (DfES, 2005a),
or the Promoting Alternative Thinking Strategies (PATHS) curriculum (Greenberg et al.,
1995). These programmes are targeted at a whole school level, as the importance of
targeting the emotional domains are increasingly recognised as having an important impact
on the academic achievement and overall wellbeing of pupils (Humphrey et al., 2007).
Furthermore, among the programmes reviewed in this study, only programmes stemming

from a developmental model, such as the SCERTS Model indicate which areas in



emotional understanding should be addressed first. This intervention postulates about the
importance of targeting emotion regulatory strategies before addressing other social-

emotional skills (Prizant et al., 2006b).

This research is mainly exploratory and it involves identifying teaching strategies and
programmes currently implemented by schools to improve emotional understanding in
pupils with ASD, and identify priority areas for teaching. Although a large number of
teaching programmes or strategies have been developed, to the author’s knowledge there is
no literature examining how emotional understanding is being taught to pupils with autism
in mainstream schools. Yet this exploration is rendered problematic because of two issues.
First, there is great variability in the type of interventions aimed at teaching emotional
understanding to children with autism. The latter issue is confounded by a further dilemma
confronting contemporary researchers. The value of evidence-based practice in educational
contexts has been questioned by several researchers (e.g. Webster et al., 2002). Knowledge
produced by the research community, who isolate features of teaching, is often not useful
for teachers because teaching involves the interaction of several rather than isolated
features (Hiebert et al., 2002). What works in the laboratory/clinic might be impractical in
the classroom.  Practitioners in the natural settings, such as schools, will often have
eclectic theoretical backgrounds and less training or experience on intervention techniques

(Smith et al., 2007).

A bottom-up research approach (Blaikie, 2007) has been therefore adopted to answer the

main aim of the study and bridge the so-called “chasm” between research knowledge and



practice in schools (Kennedy, 1997). The underlying premise of this research is that
researchers will have different understandings from priorities identified by teachers of what
should be taught and how it should be taught to pupils with autism — teachers know what
can be taught and what works best in a school (Hiebert et al., 2002). An abductive research
strategy will be implemented which will involve developing an understanding, through
teaching staff, of the areas in emotional understanding which are currently tackled by the
studied schools for teaching, and identify priority areas in emotional understanding for
children with autism. This exploratory stage also involves identifying teaching strategies
and programmes currently being used by schools to improve emotional understanding in

children with autism.

The first chapter will focus on defining emotional understanding, followed by a brief
review of the developmental milestones achieved in typically developing children, and an
analysis of the challenges in emotional understanding experienced by persons with autism.
Main policy documents in England, highlighting areas in emotional understanding expected
to be targeted within schools, in both typically developing pupils and pupils with autism,
will be reviewed, followed by an analysis of programmes and strategies targeting the
teaching of emotional understanding, which are either general (non-autism specific) or
autism specific. The aims and objectives of the study and the main research questions will
be outlined. The second chapter will analyse the design of this research, which adopted a
multiple case study design involving three mainstream primary schools. The research
strategy and epistemology of the study will be discussed, followed by a review of the data
collection instruments (semi-structured interviews and documents) and the strengths and

weaknesses of these methods. This chapter will also focus on a critical issue encountered



throughout the research process, the difficulties incurred with being an external researcher

in ‘real world settings’, and ethical issues.

The third chapter will present the main findings, highlighting the strategies and
programmes used for teaching emotional understanding to pupils with autism. This chapter
will also highlight areas in emotional understanding which are typically addressed for
teaching within schools, and identify priority areas ideally targeted for teaching. The
discussion will be presented in lieu of the literature on programmes and principles related to
the teaching of emotional understanding to pupils with autism. The final chapter will
highlight the major findings of the research and implications for future research and

practice, and discuss alternative routes for the current research.



CHAPTER 2

REVIEW OF THE LITERATURE

Definition of emotional understanding

Across literature there is no universal definition of the term ‘emotional understanding’.
Various terms such as ‘emotional competence’ (Denham et al., 2003), ‘emotional literacy’
or ‘emotional intelligence’ (Humphrey et al., 2007), have been used to denote ‘emotional
understanding. According to Denham et al. (2003) emotional and social competence are
highly related, yet emotional competence is still a separable construct. ‘Emotional
competence’ is defined as comprising of three components: emotional expressiveness,
which involves the appropriate display of more positive emotions than negative emotions in
social situations, emotional knowledge, the ability to identify expressions on others faces,
comprehending emotions elicited by social situations and reacting pro-socially to others’
displays of emotions, and emotional regulation which is vital to meet the goals and
expectations of the child or social partner, when the intensity, duration, or other parameters
of the experience and expression of emotion are ‘too much’ or ‘too little’ (Denham et al.,
2003). Humphrey et al. (2007) refer to the term ‘emotional intelligence’ as comprising of
‘emotional literacy’ and ‘emotional competence’, with the term ‘intelligence’ indicating
that the attributes are distinct and measurable. According to McPhail (2004) ‘emotional

intelligence’ involves awareness of the individual’s own and of other persons’ emotions,



and is comprised of four stages with the initial stage relating to cognitive capacities, and the
second stage involving learned socio-cultural behaviour:

“This initial stage involves the ability to identify that one is feeling a particular emotion: for
example, that I am happy or ashamed...This first stage may also include and involve the

ability to recognise (in the sense of naming) the emotions of others. To appreciate that your
mother or father is angry, or sad...

The second stage relates to the ability to identify which emotions are appropriate for
specific situations. ..

The third stage: Emotional empathy involves the ability to enter into the feelings of others.
This primary competence is a stage beyond identifying an individual’s emotional state and
selecting an appropriate response. ..

The final stage: emotionality relates to a more basic emotional self-awareness that is used
consciously to guide decision making...”

(McPhail, 2004, p638)

This dissertation will be drawing on both definitions, and the term ‘emotional
understanding” will be adopted in reference to the skill areas which are targeted for
teaching for pupils with autism. Emotional understanding will be seen as comprising of two
separate but related areas, namely ‘understanding own emotions’ and ‘understanding
others’ emotions’, as identified by McPhail (2004). Understanding own emotions will
comprise of McPhail’s (2004) initial stage, involving the ability to identify that one is
feeling a particular emotion, and appropriate ‘emotional expressiveness’ (Denham, et al.,
2003), the ability to display emotions according to the social situation. This area also
involves ‘emotional regulation’ (Denham et al, 2003), which involves regulating
expression of emotions, which may be too intense or too little, according to the goals of the

child or social partner. Understanding of others’ emotions involves ‘emotional



knowledge’ (Denham et al., 2003), identifying emotions displayed by others and reacting
appropriately to others’ display of emotions, as identified by McPhail (2004) when

defining ‘emotional empathy’.

Major developmental milestones in emotional understanding

The area of the development of emotional understanding has been researched extensively in
developmental psychology. The various areas in emotional understanding develop
concurrently and are embedded in the children’s social relations with significant others, and

are mediated by children’s developing cognitive and linguistic skills (Woodhead et al.,

1995).

Understanding own emotions

The capacity for emotional expression is present at birth and develops further within a
social-communicative system that co-regulates the behaviour of the child and caregiver
(Woodhead et al., 1995). The expression of basic emotions, which require no cognitive
construction for their expression, appears by six months of age (Cicchetti et al., 1995;
Shaffer, 1993). Language provides children with a ‘powerful tool’ for understanding,
expressing and regulating emotions (Kopp, 1989). Between the first and second year of life,

vocabulary growth leads to the emergence of emotion terms (Prizant et al., 2006a), leading



to the ability to talk about and label feelings and talk about antecedents and consequences

of emotions (Bretherton et al., 1986; Woodhead et al., 1995).

The ability to regulate emotions is dependent on factors within the child (motor, cognitive
and language factors) and factors external to the child (socialization), with external support
particularly important in infancy and early childhood (Kopp, 1989; Woodhead et al., 1995).
Prizant at al. (2006a) identify three stages of development which emerge along a
continuum. Emotion regulation skills develop concurrently with social-communicative
skills: at the Social Partner Stage, (in the first year communication is achieved through
gestures and vocalizations); at the Language Partner Stage (between the ages of one and
two years children start using symbolic means to communicate) and at the Conversational
Partner Stage (between preschool and school age, children acquire advanced language

abilities and social awareness skills) (Prizant et al., 2006a).

At the Social Partner Stage caregivers play a crucial role in supporting the infants’
dysregulated state and mutual and self-regulatory strategies are co-dependent. Infants rely
on behavioural strategies to self-regulate, such as, simple sensory-motor strategies. By the
end of the first year, with the development of communication (gestures and vocal signals)
and the ability to recognise others’ emotions, initiated mutual regulation strategies emerge
as children learn how to request caregivers to assist them with emotional regulation. At the
Language Partner stage, language (words or symbols) helps to regulate children’s level of
arousal through self-talk and inner language. These language strategies, besides enabling

children to express their emotions, also help them to calm down. At this stage there is still



reliance on caregivers for regulating emotions. Yet increased self-awareness, autonomy and
symbolic capacity and ability to identify and express basic emotions further promote their
ability to regulate their emotions (Prizant et al., 2006a). At the Conversational Partner
Stage, increased language and meta-cognitive skills allow children to plan beforehand,
tolerate frustration, integrate different perspectives, use past experience and successful
strategies, adjust their emotional expressions based on social-cultural norms, leading to
better control of emotions. Caregivers provide further feedback regarding appropriateness
of children’s emotional reactions, using more complex emotion vocabulary and words

reflecting intensity of emotions (Prizant et al., 2006a).

Success in self-regulation is indicated by how closely children meet family and social
standards of appropriate behaviour in particular situations, so-called ‘display rules’ (Kopp,
1989; Woodhead et al., 1995). Children’s ability to disguise their own emotions starts
emerging at the age of three, and steadily improves when the distinction between ‘actual’
and ‘expressed’ emotion and the misleading impact of the discrepancy is understood

(Harris, 1994; Woodhead et al., 1995).

Understanding others’ emotions

An important milestone in understanding others’ emotions occurs with the so-called ‘social
referencing’ phenomenon, around 10 months, whereby others’ emotional reactions are used

to guide their own feelings about situations, objects and other people (Woodhead et al.,
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1995). Both the child’s experience of emotions within the family, and the cognitive
capacity for mental state understanding contribute to the development of ‘understanding of
others’ emotions’ (Woodhead et al., 1995). The understanding of emotions in children is
partly dependent on the conversational experiences in the family (Taumoepeau and
Ruffman, 2006; Woodhead et al.,, 1995). Age-dependent insights into the nature of
emotions are also important (Harris, 1994). Two and three year olds start understanding
situation-based and desire-based emotions, (Harris, 1994; Woodhead et al., 1995). Four and
five years olds undergo a major cognitive change with the understanding that actions and
emotions depend on beliefs of the person (theory of mind), even when those beliefs are
mistaken — an important prerequisite for the development of empathy and understanding of
complex emotions in the self and others (Harris, 1994; Shaffer, 1993; Woodhead et al.,
1995). As children grow older they also start demonstrating distinct patterns of responding
to other persons’ emotions and the first steps in the development of empathy are acquired —
in response to others’ distress behaviours ranging from personal distress, emotional
contagion and ‘egocentric empathy’ (the child tries to comfort the person using objects

which they find comforting) start emerging (Woodhead et al., 1995).

Literature indicates that children’s ability to express their own emotions, their emotion
knowledge (their understanding of others’ emotions and ability to respond to them) as well
as their effectiveness in regulating their own emotions is intricately tied to their level of
social competence, as they frequently draw on this understanding in their social interactions

(Denham et al., 1994; Denham et al, 2003).
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Challenges experienced by children with autism in emotional understanding

The difficulties in emotional understanding experienced by persons with autism have been
researched extensively over the last three decades. Difficulties in emotional understanding
are closely linked to the social-communication difficulties experienced by persons with
autism (Begeer et al., 2008). This link is reflected in the recent revisions of the Diagnostic
Statistical Manual, the DSM-5 (APA, 2011), which has integrated the social impairments
with the communication impairments which were originally classified separately in the
DSM-IV (APA, 2000). Recent revisions provide more explicit reference to the emotion-
related difficulties experienced by persons with autism. For instance, the ‘social-emotional
reciprocity impairments’ experienced in autism, are described as involving, reduced sharing
of interests, emotions, and affect with others, while deficits in non-verbal communication

are partly contributed by lack of facial expressions and gestures (APA, 2011).

Understanding own emotions

Children with autism may have difficulties in regulating their emotions. Prizant et al.
(2006a) provides a comprehensive account of the emotional regulatory difficulties
experienced by children with autism, which are linked to difficulties in social-
communication, and challenges in the development of language and meta-cognitive skills,
and are exacerbated by hyper/hypoactive biases to sensory stimuli, regulatory disturbances,

delayed motor skills, communication difficulties and problems in focusing and shifting
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attention (Konstantareas and Stewart, 2006; Prizant et al., 2006a). When children’s cues
indicating their emotional state cannot be read by caregivers because they express emotions
unconventionally, respondent mutual regulation is compromised (Prizant et al., 2006a). The
ability of children with autism to initiate mutual regulation can be compromised in all three
stages when they experience extreme emotions and/or arousal states — so-called ‘periods of
extreme dysregulation’, and they cannot therefore direct their signals to secure assistance
from others or self-regulate (Prizant et al., 2006a). Difficulties with self-regulatory
strategies are likewise experienced at all stages. Self-regulatory strategies at the Social
Partner Stage are idiosyncratic and unconventional. At the Conversational Partner stage
children may also experience difficulties attending to the relevant information in a social
setting and controlling impulses - and challenges in cognitive appraisal of the social context
lead to further self-regulatory difficulties. Difficulties in self-regulation may persist as

children grow older and across social settings (Prizant et al., 2006a).

Closely tied to the regulation of emotions, is the expression and sharing of emotions with
others. A study by Attwood et al. (1988) demonstrated that children with autism while able
to understand and produce deictic and instrumental gestures during play-time, however
failed to understand and use gestures expressing basic feeling states (so-called expressive
gestures). Other researchers have described children’s non-verbal expression of emotions
as unusual, lacking subtlety and precision (Attwood, 1998) or as bizarre, rigid and
mechanical (Loveland et al., 1994), with Loveland et al. (1994) suggesting a developmental
relationship between language competence and the ability to express affect. Yet interviews

with parents of children with autism, indicate that their children were able to display basic
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emotions, with abnormalities shown in manifestations of complex or social emotions

(Hobson et al., 2006).

Therefore while children with autism can express emotions to a varying degree, it is less
clear whether they are able to understand their own emotions. On the one hand, Hill et al.
(2004) reported alexithymic traits in adults with autism — they had difficulties in identifying
and describing their own feelings, finding it difficult to focus on their inner experiences.
On the other hand, other studies argue that children with autism have an awareness of their
own emotions but differ in the way they analyse them. Losh and Capps (2006) assessed
understanding of simple and complex emotions. Children with autism produced appropriate
accounts for causes of simple emotions but less appropriate accounts for complex ones,
using script-like accounts, with less ability to relate personalized accounts, or evaluate the
causes of emotional experiences. Furthermore they tended to describe visually salient
elements from their emotional memories — that is, observable behavioural elements
(characteristic of simple emotions) rather than decipher those dependent on reflective,
evaluative processes for interpretation (such as complex emotions), which leads to

questions regarding their depth of emotional understanding (Losh and Capps, 2006).
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Understanding others’ emotions

Williams and Happe (2010) maintain that recognition of emotions in self are closely
associated with recognition of emotions in others. There is a whole controversy regarding
the ability of persons with autism to identify emotions in others. Studies have shown mixed
results, with some studies indicating that children with autism have difficulties recognizing
others’ simple emotions (e.g., Celani et al., 1999; Hobson et al, 1986a, 1986b). Hobson
(19864a, 1986b) found that children with autism have difficulties in recognizing emotions
expressed either vocally, facially, or through body language (Hobson, 1986b,). Studies
indicate that children with autism fail to decode emotional information efficiently when
presented with multiple contextual cues (Da Fonseca et al., 2009), or when emotional
stimuli are presented briefly (Celani et al., 1999), such that children with autism, who are

relatively very able, cannot apply compensatory strategies efficiently in these situations.

Other studies maintain that children with autism without additional learning difficulties are
able to identify simple emotions, with difficulties experienced in identifying complex
emotion (e.g. Baron-Cohen, 1991; Baron-Cohen et al., 1993). These studies have attributed
these emotion recognition difficulties to difficulties with ‘theory of mind’ or ‘empathizing’,
a cognitive theoretical model in autism (Golan et al., 2008). According to Baron-Cohen
(1991) children with autism have no difficulty in understanding basic emotions which are
situation and desire-based. Difficulties in emotion recognition are related to problems with
complex emotions, that is, belief-based emotions requiring mental state understanding of

the self and others (theory of mind) (Baron-Cohen, 1991; Baron-Cohen et al., 1993).
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Difficulties in identifying complex emotions are more pronounced when children with
autism are required to recognize emotions using multi-modal information (e.g., films)

(Golan et al., 2008).

Given the difficulty in recognizing others’ emotions, it is questionable whether children
with autism are able to respond appropriately to others’ emotions. Frith (1989)
distinguished between instinctive and intentional empathy. Instinctive empathy is an
autonomic response in response to other people’s distress, and according to Frith (1989)
persons with autism have this capacity. Intentional empathy, however, requires an ability to
mentalize and is linked to an understanding of another person’s negative emotions and
producing an appropriate response (Frith, 1989). Persons with ‘theory of mind’ difficulties
will not know how to respond although they feel sympathy for the ‘distressed’ person
(Frith, 1989). Other studies also indicate that children with autism do not know how to
respond appropriately to others’ negative emotions. For instance, in response to the distress
and neutral affects displayed by the experimenter after hitting her knee, children with
autism did not show the typical orienting response to the experimenter and looked for
shorter durations at the experimenter’s knee and face (Corona et al., 1998). These
difficulties in interpreting and responding to others’ emotions stem because of a lack of
understanding of these events, which Sigman et al. (1992) attribute to ‘theory of mind’

difficulties.
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Improving emotional understanding in the primary years

While it is clear that children with autism experience various difficulties related to the area
of emotional understanding, an important question relates to which areas in emotional
understanding are being targeted in schools catering for children with autism? Pupils with
autism in England either attend an ordinary mainstream school, or a special unit, or school
for pupils with learning difficulties, or an autism-specialist school (DfES, 2002). An
overview of the various guidance and policy documents indicates that emotional
understanding is recognised as an important area which should be targeted through
educational programmes ranging from the Foundation Stage (ages 3 to 5) and throughout
Key Stage 1 (year 1 and 2) till Key Stage 2 (years 3 till 6), in both typically developing and

Special Educational Needs (SEN) pupils.

Foundation Stage targets on emotional understanding

Work on the social and emotional aspects of learning in the Foundation Stage builds on the
guidance for Personal, Social and Emotional Development (DfES, 2005a). According to the
recent Statutory framework for the Foundation Stage (DfE, 2012), schools should teach
young pupils how to manage their feelings and behaviour within groups, how to develop an
understanding of their own and others’ emotions and how to show sensitivity to the feelings
of others within relationships. This teaching is tackled within the ‘Personal, Social and

Emotional Development’ area which is a prime area of learning and development, essential
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for preparing young pupils for school. According to the DfE (2008) pupils should also be
encouraged to express their feelings and develop strategies for coping with challenging and
stressful situations. The document for the inclusion of pupils with autism in Foundation
Stage (DCSF, 2009), however recognizes that the pupils with autism will need additional
support to develop an understanding of the needs, views and feelings of others, as well as to

express their thoughts, ideas and feelings.

Key Stages 1 and 2 targets on emotional understanding

Various subjects across the National Curriculum in primary schools (DfEE and QCA,
1999), such as Personal Social and Health Education (PSHE), English (literacy), drama, art
and design and music, provide opportunities for pupils to enhance their emotional
understanding. PSHE focuses on improving the personal, social and emotional development
of students. According to the PSHE curriculum (DfEE and QCA, 1999) at Key Stage 1
pupils should be taught about their own and other people’s feelings, and how to recognize,
name and manage their feelings. By the end of Key Stage 1 pupils should be able to
identify and name some feelings, and demonstrate that they can manage their feelings
effectively. At Key Stage 2 pupils should be taught how to recognise how people’s
emotions change and how to deal with their feelings towards themselves, and others in a
positive way. Pupils should also be taught the consequences of their behaviour on
themselves and others, to care about other people’s feelings and to try and see things from

others’ point of view. By the end Key Stage 2 pupils are expected to be able to discuss
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some of the emotional changes at puberty and demonstrate some ways of dealing with these

positively (DfEE and QCA, 1999).

Policy documents related to planning the curriculum for pupils with learning difficulties
(e.g., QCA, 2009a; 2009b; 2009c) accords importance to providing pupils with the
opportunity to acquire, develop and practise their emotional skills. Individual support
programmes should ideally teach pupils personal skills how to manage their own difficult
emotions and behaviours, such as, providing thinking skills to help pupils progress from
‘external control’ to ‘self-monitoring” (QCA, 2009a; 2009b). Furthermore, pupils with
learning difficulties should be provided with opportunities to develop social skills, enabling
them to work with others such as, empathy and awareness of the feelings and perspectives
of others (QCA, 2009b). When adapting the National Curriculum to pupils with autism,
their difficulties in emotional understanding should be addressed through educational
programmes. Areas in emotional understanding which should be tackled for teaching
include: empathy, providing opportunities for pupils to reflect on and rehearse feelings, and
creating opportunities to teach feelings explicitly. The document also argues about the
importance of managing problematic behaviour which might hinder learning (through
external support structures) and teaching pupils how to manage their own emotions

(QCAA, 2000).
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Programmes to improve emotional understanding

Policies highlight the importance of teaching emotional understanding to all pupils within
mainstream schools, including pupils with autism and other SENs. Yet what programmes or
strategies are available for improving emotional understanding to pupils with autism?
There are a wide variety of programmes and strategies, for helping pupils with autism
improve their emotional understanding. On one end of the continuum, there are
programmes which have been developed for all pupils in primary schools taught at a whole
school level, such as PATHS (Promoting Alternative Thinking Strategies) (Greenberg,
2006) or the SEAL curriculum (Social and Emotional Aspects of Learning) (DfES, 2005a).
Literature is also indicative of various strategies developed by LEAs (LCC and LCC, 1999;
NCCCSS, 2004), Autism Teams (e.g., Erbes, 2010; Hannah, 2001) and practitioners (e.g.,
Attwood, 1998) for improving emotional understanding in pupils with autism. On the other
end of the continuum, emotional understanding has been targeted within comprehensive
programmes, such as the SCERTS Model (Prizant et al., 2003), or have stemmed from
University-based research whose programmes have been assessed in peer-reviewed

journals.
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General programmes on emotional understanding at a whole-school level - not autism-

specific

PATHS curriculum

PATHS is a social and emotional learning curriculum, based on neuro-scientific principles
(Greenberg, 2006), delivered within a classroom-wide approach, which focuses on building
emotional awareness and regulation, and enhancing social problem solving skills in primary
school aged children (Kam et al., 2006). The PATHS programme is based on the ABCD
(affective-behavioural-cognitive-dynamic) model of development which integrates and
relates affect (and emotion language), behaviour and cognitive understanding to social and
emotional competence (Kam et al., 2006). A basic assumption of PATHS is that children’s
ability to understand, discuss and manage emotions is dependent not only on the child’s
own developmental level, but also on the ecological environment of the school, with focus
also being on creating opportunities within the school to generalize skills so as to help the

child internalize the concepts learned (Domitrovich et al., 2007; Kam et al., 2006).

PATHS is delivered by teachers and taught regularly throughout the school year through
didactic instruction, role plays, modelling by teachers and peers, social and self-
reinforcement and worksheets (Greenberg et al., 1995; Kam et al., 2006). The core of the
curriculum is its’ emotional content which emphasizes affective awareness in oneself and in

others, and supporting children’s own ability to self-regulate (Riggs et al., 2006). Self-
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control is taught by providing opportunities to practise conscious strategies for self-control
using cognitive/behavioural techniques (Greenberg, 2006). For instance, the ‘Turtle
Technique’, involves children folding their arms and following three steps for calming
down, followed by a discussion of their problems and feelings. A ‘Control Signals Poster’
(CSP) is also included which teaches children the steps for problem-solving in social
contexts. Self-control is also facilitated by teaching children to verbally identify and label
feelings so as to manage them (Greenberg, 2006). For instance, curriculum lessons and
integration of ‘Feeling Face Cards’ throughout the day help the children identify their own
and others feelings (Greenberg, 2006). The ‘Feelings and Relationships Unit” focuses on
teaching emotional and interpersonal understanding, with 35 different affective states
taught in a developmental hierarchy, starting with basic emotions and proceeding to more
complex emotions. Children are taught it is acceptable to experience all the feelings, with
some feelings being comfortable and others uncomfortable and to judge/evaluate

behaviours not feelings (Greenberg, 2006; Kam et al., 2006).

Several studies, including randomized controlled trials (RCTs) have assessed the
effectiveness of PATHS. Domitrovich et al. (2007) reported improvements, among
typically developing pupils, in social interaction, emotion regulation and social skills, an
increase in emotion vocabulary, accuracy in identifying facial expressions, and improved
identification of situation-based emotions. PATHS was also effective with children with
poor language abilities (Domitrivich et al., 2007). Greenberg et al. (1995) who assessed the
impact of PATHS in typical and SEN pupils (with learning difficulties, severe behaviour
disorders and multiple disabilities), for one year, reported that all pupils showed an

improvement in affective vocabulary, knowledge of basic feelings and display rules and
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ability to recognize others’ feelings, with improvements in self-control and ability to
discuss feelings. A significant finding was that only the typically developing pupils
improved in their understanding of their own complex emotions. According to Greenberg et
al. (1995) however, both typical and SEN pupils can make advances in emotional fluency

and understanding through PATHS.

SEAL curriculum

SEAL is a whole-school curriculum for developing children’s social, emotional and
behavioural skills, starting at Foundation Stage and continuing in Key Stage 1 and Key
Stage 2, providing links to the National Healthy School Standards (NHSS) for emotional
health and wellbeing, curriculum guidance to the Foundation Stage as well as to
PSHE/Citizenship education (DfES, 2005a). SEAL is delivered by class teachers in primary
schools in England, centring around seven themes covering: personal skills (self-awareness,
managing feelings, motivation) and interpersonal skills (empathy and social skills).
Consideration is given to the developmental aspect of social, emotional and behavioural
skills, and rather than teaching skills as one-off they are revisited over time, building on
previous learning. SEAL focuses on teaching children how to use thinking skills and
feelings to guide their behaviour, using calming down, problem solving and conflict
management techniques (DfES, 2005a). The SEAL curriculum is delivered at three waves
of intervention: first at a whole school level where provision is made within schools to
deliver the curriculum to everyone, secondly as a small group intervention for children who

need additional help for developing skills and for their families, and thirdly through
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individual intervention for pupils whose difficulties necessitate more individualised and

multi-agency support (DfES, 2005a).

Learning strategies accommodate different learning styles, such as, verbal, visual or
kinaesthetic, and appropriate scaffolding is provided to pupils with SEN who benefit
further from increased opportunity for practice and generalization. The SEAL curriculum
gives importance to generalizing learning to different situations within the school by
referring to calming down or problem solving strategies, posters (e.g., the ‘Feelings
Detective Poster’), or visual aids displayed around the school, and reinforcing pupils for
applying the skills learned in SEAL (DfES, 2005a). Emotion-related skills are included in
every theme and different emotions are explored depending on the theme and are taught in
a developmental sequence. For instance, in the first theme New Beginnings, at Foundation
Stage children are taught how to recognize and express basic emotions. Strategies for
management of own emotions become more sophisticated as children progress from
Foundation to Key Stage 2 (DfES, 2005b). The theme ‘Getting on and Falling Out’ focuses
on ‘anger’ with focus on the physiological changes associated with anger at Key Stage 1, to
awareness of short and long-term consequences of one’s behaviour on others at Key Stage

2 (years 5 and 6) (DfES, 2005c).

Two units which deal directly with emotions are the ‘Good to be Me’ theme and the
‘Relationships’ themes (DfES, 2005d, 2005¢). The former unit deals with understanding of
basic and complex feelings and their link to behaviour. At Foundation Stage pupils are

taught to show and tell about their own understanding of ‘pride’ or ‘excitement’, with focus
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at Key Stage 1 on identifying things which make them feel ‘proud’, ‘worried’ or ‘anxious’,
expanding their emotional vocabulary, and identifying emotions which vary in intensity.
At Key Stage 2 focus is on complex emotions (e.g., disappointment), how they are
experienced in the self, and how to manage intense emotions and calm down before
becoming overwhelmed by them. Relaxation techniques for calming down are taught at
Key Stage 1, with more advanced tools on expressing and managing emotions, such as,
display rules are taught at Key Stage 2. Emotions experienced in the context of
relationships are explored in the theme on ‘Relationships’, which deals with own
understanding and management of more complex emotions. Although, ‘guilt’ and
‘embarrassment’ are explored in Key Stage 2, at every stage pupils are taught how to share
their complex emotions with others, manage them, and identify emotions in others’. Older
pupils in Key Stage 2 are taught how to respond to negative emotions experienced by

others and how to help others feel better (DfES, 2005d, 2005e).

The SEAL programme is used extensively in primary schools in England (Humphrey et al.,
2010). SEAL has not been evaluated for its impact among pupils with autism, yet studies
have evaluated its delivery at the second wave of intervention — small group interventions
for pupils ‘at risk’ for social and emotional problems with the inclusion of typical pupils
who serve as role models (e.g., Humphrey et al., 2010). Humphrey et al. (2010) evaluated
the delivery of a small group intervention, from the theme New Beginning, over a seven
week period (45 minutes per week), for a group of pupils who were not adjusting to school
life, in 37 schools. The programme dealt with basic emotions, and learning strategies for
calming down and problem solving. While pupils’ own self-reported data indicated

improvements in their social and emotional competence, this was not replicated by teacher
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or parent-reported data, and gains declined after a seven week follow-up (Humphrey et al.,

2010).

Research (e.g., Humphrey et al.,, 2009, 2010; Lendrum et al., 2009) indicates that
intervention outcomes would be greater and maintained in the long-term if the programmes
were lengthier and more intensive. Humphrey et al. (2010) maintain that ‘at risk’ pupils
require continual support rather than one-off interventions. Lendrum et al. (2009) and
Humphrey et al. (2009) provide a model of best practice in schools for small group
interventions of SEAL (for pupils with poor social skills, emotional difficulties and conduct
disorders), through detailed case studies of five primary schools. Findings revealed that
while small group interventions had a positive impact on the social and emotional skills of
pupils who are vulnerable, impact was sustained outside the group when there were explicit
strategies to facilitate sustainability, when targets were achievable, when the facilitator was
skilled and experienced, constantly reinforcing desirable behaviour, providing opportunities
for pupils to verbalize their emotional experiences, making learning fun and allocating
enough time and space for small group work. Parental involvement was also seen as crucial
to help pupils generalize their skills beyond the school environment, which may serve as

barriers to outcomes (Humphrey et al., 2009; Lendrum et al., 2009).
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Resources and strategies created by Local Education Authorities, practitioners, and autism

teams on emotional understanding — autism specific

Teachers of pupils with autism in England can have access to a variety of resources or
strategies on teaching emotional understanding. These resources or strategies, developed by
LEAs, practitioners, and autism teams, often target the teaching of emotional understanding
in combination with other social skills, such as part of communication (Erbes, 2010),
developing imagination and flexible thinking (Hannah, 2001), or social relationships (LCC
and LCC, 1999). These resources have a set of principles regarding the teaching of
emotional understanding to children with autism, which include: addressing basic emotions
first (Attwood, 1998; Erbes, 2010; Hannah, 2001), dealing with positive emotions before
negative ones (Attwood, 1998; Erbes, 2010), and then steadily progressing to the teaching
of more complex emotions (Attwood, 1998; Erbes, 2010); using daily or ‘here-and-now’
situations as stimuli or opportunities for teaching emotional understanding (Attwood, 1998;
Hannah, 2001; LCC and LCC, 1999; NCCCSS, 2004), as well as targeting emotional
understanding through explicit lessons (Attwood, 2001; Baker, 2001; Erbes, 2010; Hannah,
2001; LCC and LCC, 1999; NCCCSS, 2004). Further principles include the importance of
capitalizing on the visual strengths of children with autism when addressing their
difficulties (Attwood, 1998; Baker, 2001; Hannah, 2001), teaching skills in small steps
(Hannah, 2001), or using people they know as stimuli for teaching (NCCCSS, 2004).
Various strategies are proposed for teaching which include, schematic drawings of faces,
emotion scales, Social Stories®, film scenes, or photographs (Attwood, 1998; Baker, 2001,
Erbes, 2010; Hannah, 2001; NCCCSS, 2004), particularly of people pupils are familiar with

(NCCCSS, 2004), toys and puppets to model feelings (Hannah, 2001), computer software,
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as well as practising the skills through role-plays or video-recordings of pupils’ expressions

of emotions (Attwood, 1998; NCCCSS, 2004).

An analysis of the content of the resources indicates that there is a similarity in how the
emotion-related areas are taught. For instance, the expression/communication of emotions
are taught by helping pupils understand the causes/situations leading to particular emotions
(e.g., Attwood, 1998; Erbes, 2010), by enhancing pupils’ emotion vocabulary, verbally,
pictorially or in written format, and by teaching pupils how to express emotions (verbally
and non-verbally) particularly those which vary in intensity, by using an ‘emotion
barometer’ (e.g., Attwood, 1998; Erbes, 2010; Hannah, 2001; LCC and LCC, 1999).
Management of own emotions is taught, (e.g., Baker, 2001; Erbes, 2010; LCC and LCC,
1999; NCCCSS, 2004) by focusing on appropriate and inappropriate behaviours associated
with negative emotions and their consequences, and identifying intense/escalating emotions
and strategies to deal with these. Strategies identified are either external to the child, such
as arrangements to remove the child from the context or structuring the environment, or
rely on the pupil’s own (internal) resources, such as, using a prompt card or signal as a
warning. Teaching pupils how to identify other persons’ emotions seems to be the most
popular area targeted for teaching. Focus is generally on teaching the identification of
others’ emotions from facial expressions, tone of voice and body language, as well as
feelings elicited from emotion-related situations (Attwood, 1998; Hannah, 2001; LCC and
LCC, 1999; NCCCSS, 2004). It is however difficult to come across exercises which teach
pupils with autism how to respond to the emotions displayed by others (i.e., initial steps in
empathy). Exercises (e.g., Attwood, 1998; Baker, 2001; NCCCSS, 2004) mainly focus on

the appropriate thing to say or do in response to others’ negative feelings, by using social
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stories, daily scenarios or role-plays (e.g., Attwood, 1998; NCCCSS, 2004), with Baker
(2001) providing information (through photographs) of the consequences of one’s

behaviour.

An autism specific intervention of which emotional understanding is a part — SCERTS

Model

Emotional understanding has also been addressed in a comprehensive intervention
programme — the SCERTS Model (Social Communication, Emotional Regulation and
Transactional Support) — which is targeted exclusively for children with autism (Prizant et
al., 2003). While this review is not exhaustive, a number of principles regarding this
intervention are worthwhile mentioning. The SCERTS Model is a systematic, semi-
structured and flexible intervention, with the child’s unique profile of strengths and
weaknesses (learning styles, arousal bias), developmental appropriateness, functionality of
the skill (relevance of skill to child) and family priorities determining the appropriate
accommodations (Transactional Supports) for facilitating competence in the domains of
Social Communication and Emotional Regulation. Functional communication abilities and
emotional regulatory capacities are considered as a priority in education and treatment, and
all domains of a child’s development are seen as interrelated (i.e., communicative, socio-
emotional, cognitive, sensory, motor abilities). The core skills of Social Communication
(SC) and Emotional Regulation (ER) rather than being taught in isolation are taught in

combination within the child’s natural environment, through the implementation of
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Transactional Supports (TS) across social partners so as to facilitate generalization of skills

(Prizant et al., 2003, 2004, 2006b).

Areas in emotional understanding are also tackled in the Social Communication (SC)
component, which focuses on developing joint attention and symbol use. For instance,
emotion-related skills include teaching the child how to express and share feelings with
others (related to joint attention skills), or using language to express feelings (related to
symbolic use skills). Problems in Emotional Regulation (ER) and arousal are perceived as
detrimentally influencing the child’s capacity for attention and availability for learning,
leading to further problem behaviours and limitations in social-interaction and social-
emotional development. The ER component focuses on supporting the child in regulating
arousal through sensory/motor and/or cognitive/linguistic strategies whose use is dependent
on the developmental level of the child — that is, whether the child is operating at the Social
Partner or Language Partner or Conversational Partner Stage. The ER component mainly
focuses on teaching children how to self-regulate or maintain an organized well regulated
state independently; how to request assistance or respond to others’ efforts to support
emotional regulation (mutual regulation) and recover from states of extreme emotional
dysregulation/arousal (recovery from dysregulation). Situations known to be stressful for
the child are modified in a preventative effort, and the child is also supported to develop
specific emotional regulatory strategies to cope in the latter contexts (Prizant et al., 2003,

2004, 2006b).
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The SCERTS Model recognizes that progress is inhibited not only because of factors within
the child, but also because of partners’ and environmental factors. TS are therefore
implemented which include interpersonal supports, whereby professionals, family
members or peers, are taught how to adjust their language, emotional expression and
interactive style with children with autism so as to enable them to participate in social
interaction and maintain optimal arousal; and learning and educational supports, learning
aids/supports, environmental arrangements and curriculum adaptations are made to improve
social communication and emotional regulation, such as visual (photographs, logos or
picture symbols) and augmentative communication supports. TS are implemented in a
planned manner or through more natural activities so as to improve generalization (Prizant

et al., 2003, 2004, 2006b).

Earlier abilities in the SC and ER domains provide the foundation for more
developmentally sophisticated abilities (Prizant et al., 2006a). At the Social Partner Stage
behavioural self-regulatory strategies such as, mouthing fingers or objects, or repetitive
motor activity are more commonly used to assist the emotional regulation of the child.
Mutual Regulatory strategies at this stage focus on non-verbal means (e.g., gestures to
request, protest or reject), with verbal means (such as, using specific vocabulary for
expressing emotions) taught at the Language and Conversational Partner Stage. In these
stages, focus is on developing the language and cognitive problem-solving skills to
facilitate the ER domain. Self-regulatory strategies for the child at the Language Partner
Stage focus on using delayed echolalia in the form of self-talk, or preparing the child for

activities using picture sequences or break cards. While at the Conversational Partner Stage
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the child is helped to reflect on and develop useful coping strategies when faced with

dysregulating circumstances (Prizant et al., 2006a).

In a preliminary pilot study of the SCERTS Model O’Neill et al. (2010) reviewed
implementation of the SCERTS Model with four pupils with autism within a special school
in England. Principles of the SCERTS Model were applied and targets vis-a-vis Social
Communication, Emotional Regulation and Transactional Support were agreed for the four
pupils. Results indicated that both the pupils and staff benefitted from the SCERTS Model.
All four pupils had progressed on all four skill areas: joint attention, symbol use, mutual
and self regulation. Children were calmer and more focused on tasks and ready to learn.
They were more aware of their own needs using regulations when required. Non-verbal
children were communicating more and some pupils were identifying their own and others’
emotions. Staff indicated increased understanding of their own roles in supporting children
when dysregulated, increased awareness of the benefits of a sensory curriculum and
increased use of resources which were shared across settings. Strategies which worked well
included, allowing children to emotionally regulate themselves, using adult photos to get
their attention, availability of more symbols and allowing pupils freedom to move around
the classroom. While the pilot study strengthened liaisons with families, it highlighted areas
for further development. SCERTS also enabled collection for more specific data about
pupil progress in relation to specific skill areas relating to social difficulties in autism

(O’Neill et al., 2010).
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Autism-specific programmes which target emotional understanding

A number of programmes have been developed, often within Universities, to address
difficulties in emotional understanding in children with autism. These programmes are
either bespoke and have developed from a theoretical understanding of autism, such as
‘theory of mind’ or the ‘empathising-systemising’ theory, or involve the teaching of
multiple components, or have stemmed from general learning theories in psychology, such

as cognitive-behavioural approaches.

Bespoke programmes

Studies originating from the ‘empathising-systemising’ theory of autism have generally
addressed recognition of others’ emotions. Several studies have developed computer
software, to draw on the systemising strengths of persons with autism, who find computers
an attractive medium for learning, being free from social demands, allowing repetition and
appropriate pacing of the learning material (Golan and Baron-Cohen, 2006). For instance,
the latter researchers developed a programme ‘Mind Reading an Interactive Guide to
Emotions’ which focuses on teaching 412 emotions, varying from basic to complex
emotions. The programme teaches recognition of emotions from realistic facial expressions
and prosody of speech, and provides examples of situations associated with emotions, using
games, quizzes and rewards to enhance learning. Several studies have assessed Mind

Reading with children who are on the high functioning end of the spectrum (e.g. Lacava et
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al., 2007, 2010; Thomeer et al., 2011). Lacava et al. (2007, 2010) reported on the teaching
of Mind Reading for 10 weeks where participants used the software individually with some
tutor assistance. While the participants correctly learned how to identify emotions
expressed facially or vocally (from a single mode of expression), yet they failed to identify
emotions from situational contexts, such as films (Lacava et al., 2007), nor were there

improvements in social interaction skills (Lacava et al., 2010).

Previous studies based on similar conceptual understandings of autism (e.g., Hadwin et al.,
1996, 1997) indicate that while children with autism might learn how to pass (emotion-
related) tasks, yet they do not generalize their learning to other areas (e.g., play or
conversation) or to non-taught emotion-related tasks, with the possibility that they learn to
pass the tasks without an understanding of the concepts behind them. Hadwin et al. (1996)
also indicates that focused and intensive short-term teaching programmes are not enough to
have a significant impact on understanding, highlighting the importance of targeting mental

state concepts over a longer period as part of a school curriculum.

Multi-component interventions

There has also been a trend to integrate the teaching of emotional understanding using a
multi-component treatment. Thomeer et al. (2011) have implemented Mind Reading in a
group format, and included ‘in vivo rehearsal trials’ to practise emotion recognition skills,

whereby participants identified (decoded) or displayed (encoded) the emotion, and were
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reinforced for correct identification and display of emotions by clinicians and parents.
Results indicated significant improvements in the participants’ ability to recognise and
display the emotions, and the effects generalised to broader social behaviours and
interactions which included social awareness, communication and motivation. In fact, other
researchers argue that generalization of taught skills is improved when skills are taught in
small groups and involve parents (Ryan and Charragain, 2010). Ryan and Charragain
(2010) taught emotion recognition in children with autism by capitalizing on their
systemizing strengths whereby children were taught to recognise facial features associated
with emotions. The intervention which included role-plays, matching games, and
homework involving support from parents (where episodes of emotional expression
occurring at home were identified) led to improvements in emotion recognition

generalizing to non-taught material.

Cognitive-behavioural approaches

Emotional understanding has also been addressed in cognitive-behavioural approaches.
These have proved especially effective for children with autism on the high functioning end
of the spectrum and generally are addressed within a group format (e.g., Bauminger, 2002,
2007). Cognitive-Behaviour Therapy involves the integration of behavioural (social
interaction skills), cognitive (accurate processing of information, problem solving) and
affective skills (emotion knowledge) necessary to adapt flexibly to diverse social contexts

and demands (Bauminger, 2007).
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Bauminger (2002, 2007) implemented a cognitive-behavioural therapy (CBT) approach,
through a social skills programme for pupils with autism which was implemented within a
school by teachers, which included typically developing peers and parents of children with
autism. The curriculum was implemented for 7 months, three times a week and children
with autism practised the skills with the assigned peer twice weekly (Bauminger, 2002).
The curriculum focused on friendship and problem solving skills, and affective education.
Affective education involved teaching simple emotions, describing the rule for each
emotion, teaching how to identify the emotion in oneself and others from facial
expressions, gestures and vocalizations and how to identify emotions in social situations.
Homework assignments requested participants to implement goals with the assigned peer
(Bauminger, 2002, 2007). Results indicated a growth in social interaction behaviours
particularly in speech and eye contact (Bauminger, 2002, 2007) which were generalized to
other peers and other social settings (e.g., school breaks) (Bauminger, 2007). Increased co-
operation and assertion were reported by teachers in both studies, and both studies
demonstrated progress in participants’ problem-solving abilities. Children with autism also
demonstrated improvement in emotional knowledge, particularly of complex emotions,
with greater attention paid to the role of an audience in exemplifying emotions (Bauminger,
2002, 2007). Bauminger (2007) maintains that incorporating CBT lessens social cognition

deficits in children with high functioning autism.
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Practices in schools in teaching emotional understanding to pupils with autism

In line with the latter studies, recent studies indicate that the teaching of emotional
understanding within schools is incorporated within social skills programmes. Several
characteristics are highlighted as ideally informing practice among teachers. First, social
skills programmes are more effective when implemented within a group setting, as children
with autism learn by observing peers (Leaf et al., 2009, 2010, 2011). Secondly, the natural
school environment for the teaching of social skills offers unique learning opportunities for
pupils with autism. (Kasari et al., 2012). Thirdly, social skills programmes are more
effective when typical peers are included within the group hence increasing opportunities

for social interaction (Leaf et al., 2009, 2010; Kasari et al., 2012).

Leaf et al (2009) implemented a programme, ‘Teaching Interaction’, for 8 weeks to three
children with autism, in a classroom setting, to teach them how develop and maintain
friendships. The classrooms also incorporated typically developing peers. Skills in the
domains of social-communication, play, emotion and choice/selection skills were taught.
Emotion skills focused on teaching how to include a peer in an activity and giving peers a
compliment. Target skills were practised with typically developing peers. All participants
increased their emotional skills vis-a-vis including a friend and giving compliments, and
increased their conversation and play behaviour. Yet as generalisation was not assessed it is

not known whether behaviours generalized to other settings or peers (Leaf et al., 2009).
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In a follow-up study ‘Teaching Interaction’ was implemented in an afterschool programme
which included typically developing peers and pupils with autism (Leaf et al., 2010). Skills
taught included showing appreciation, giving a compliment, making an emphatic statement
and changing the game when someone is disinterested. Participants improved in all of the
skills taught which were maintained up to 8 weeks later. Leaf et al. (2010) argue that
generalization could be improved if multiple teachers implemented the social skills
programme. In a later study, (Leaf et al., 2011) children with autism were taught how to
label facial expressions in a small group format. Participants improved their ability to
correctly label emotions taught to them directly and non-directly (by observing instruction
delivered to their peers). Leaf et al. (2011) argue that the results suggest that high-
functioning children with autism might benefit from observational learning occurring

during group instruction.

The effectiveness of including typically developing peers within interventions has also been
demonstrated by Kasari et al. (2012) who compared to a CHILD intervention which
included didactic instruction, role-playing and practice, to a PEER intervention where
typically developing peers, within the participants’ class, were selected based on their
social network salience (SNS). Peers were taught how to interact with children who had
difficulty making friends. Pupils with autism who received the PEER intervention
improved more significantly than participants receiving the CHILD intervention, resulting
in improved social networks, and a decrease in solitary play in the playground. Kasari et al.
(2012) argue that peer tolerance and engagement are powerful agents of change for pupils

with autism, and working with typically developing peers within the school environment is
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more ecologically valid for improving their social outcomes. The researchers also argue

that generalization is increased when school personnel carry out the interventions.

This literature review therefore indicates that there are a considerable amount of
programmes or strategies available to teach emotional understanding. Several strategies and
tools have been suggested and developed by autism specialists or LEAs for improving
emotional understanding in children with autism (Table 1, Appendix 1). The literature also
indicates mixed evidence regarding the effectiveness of training studies in improving
emotional understanding in children with autism (Table 2, Appendix 2). Although there is a
large variability of programmes and strategies, yet to the author’s knowledge there is no
direct research examining how emotional understanding is being taught in England by

teachers in schools to children with autism.

A recent study examined educators’ awareness of general strategies which promote
inclusion for pupils with autism. Segall and Campbell (2012) studied the relationship
between the experience of educational professionals (school administrators, general
education teachers, SEN teachers and school psychologists) to their knowledge about
autism, their attitudes towards inclusion, and their awareness of inclusive strategies for
pupils with autism and their reported implementation. Results indicated that in contrast to
SEN teachers and school psychologists, general education teachers and administrators had
heard of fewer strategies for pupils with autism. While knowledge of autism predicted
awareness of strategies, experience predicted the implementation of empirically validated

treatments. The researchers however caution that without observational data educators’



39

reports of awareness and use of strategies derived from questionnaires, may not realistically
reflect precise understanding and implementation of the strategies and interventions (Segall

and Campbell, 2012).

This leads us to the general aim and rationale of this study which will primarily seek to

understand how emotional understanding is being taught to pupils with autism.

Aims, rationale and research questions

The general aim of the study is to examine how teachers of children with autism address the
emotional difficulties experienced by children with autism. The research is also interested
in delineating the areas in emotional understanding which should be addressed first for
teaching. This literature review has illustrated the large number of programmes and
strategies available to teach emotional understanding to children with autism ranging from
programmes targeted at a whole school level (e.g., SEAL or PATHS), strategies developed
by autism specialists and LEAs, a comprehensive intervention (the SCERTS Model) which
addresses emotional understanding with social-communication skills, and programmes
specifically commissioned to improve emotional understanding sometimes taught in

combination with other social skills, which are evidence-based.
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This research is however aware that there is a wide gap between practice in controlled
experimental studies and practice within the classroom — resulting in a ‘disconnect’
between research in university or clinical settings and the school setting (Riley-Tillman et
al., 2005). Various factors within the school context such as, heterogeneity of pupils with
autism, demands in time, effort and resources, or expertise of teaching staff, may determine
whether a programme is implemented or not, and which strategies are used (Dingfielder
and Mandell, 2011). Various researchers (e.g., Jones and Jordan, 2008; Webster et al.,
2002) argue that traditional ‘top-down’ forms of research hold less relevance in the
educational context and argue about the importance of making research more relevant for
educational contexts, by drawing directly on the knowledge base of practitioners, such as

educators, working directly with children with autism.

A further issue which needs to be explored is identifying the areas in emotional
understanding which should be addressed first. The literature (e.g., SEAL, DfES, 2005a)
indicates that basic emotions should be addressed before teaching the more complex ones.
Programmes based on a developmental model of learning (e.g., SCERTS Model) argue that
skills should be addressed according to the developmental stage of the child with autism,
with more complex meta-cognitive strategies for regulating/managing emotions taught
when children are at the Conversational Partner Stage (Prizant et al., 2006a). The latter
practitioners maintain that Emotional Regulation is a priority area, as the child is available

for learning and able to relate to others only when operating at an optimal level of arousal.
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In line with arguments presented by Hiebert et al. (2002), this research therefore postulates
about the importance of practitioner knowledge — so-called ‘craft knowledge’ because it is
linked to problems in practice, and rather than being abstract is detailed, concrete and
specific. Teachers also have the knowledge of their own pupils — what they know and how
they learn best (Hiebert et al., 2002) - and teachers are ideally placed at identifying areas in
emotional understanding which can be realistically taught to pupils with autism and identify

the strategies or programmes which work best within the school context.

This research will be exploratory and a ‘bottom-up’ research approach (Blaikie, 2007) will

be adopted to answer the research questions, with the overarching research question being:

How do teachers teach emotional understanding to children with autism?

The main research question will be answered through the following specific research

questions:

1) What programmes and/or strategies are used by teaching staff to teach

emotional understanding to pupils with autism?

2) Which areas in emotional understanding are addressed for teaching and which

areas should be addressed first?
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CHAPTER 3

RESEARCH SAMPLE AND METHODS

This research is a small-scaled pilot study carried out within three primary mainstream
schools in the West Midlands. Qualitative research is ideal when research is exploratory
and is interested in how participants interpret the social world (Bryman, 2008). A multiple
case study design has been implemented, to gain maximal understanding of the substantive
issue (how emotional understanding is taught), with the purpose of identifying common or
distinct patterns (Thomas, 2011) of strategies and/or programmes used for teaching
emotional understanding, and priority areas in emotional understanding targeted for
teaching pupils with autism. Thomas (2011) differentiates between the ‘subject’ and the
‘object’ of a case-study. The ‘subject’ will be a mainstream primary school which has
pupils with autism, and which is targeting the teaching of emotional understanding to pupils
with autism. The ‘object’ of the study will be focusing on how emotional understanding is
taught to children with autism. Information on how emotional understanding is taught to
children with autism (research question 1) and priority areas related to emotional
understanding (research question 2) will be gleaned from two levels of evidence/methods —

semi-structured interviews of teaching staff and documentary analysis of resources.
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Research strategy and epistemology

“The case study thus offers an example from which one’s experience, one’s phronesis,
enables one to gather insight or understand a problem.”

(Thomas, 2010, p578)

This research has been guided by an ‘abductive’ research strategy (Blaikie, 2007), and as
indicated in the quote, with focus being on ‘phronesis’, that is, practical and ‘craft’
knowledge (Thomas, 2010) of teachers. Phronesis involves experiential or practical
knowledge, whereby judgement is made on the basis of experience without relying on the
external guide of theory (Thomas, 2010). Hence knowledge achieved through phronesis has
more a sense of tacit or practical knowledge (Thomas, 2010). The aim of abductive
research strategy is to discover how social actors construct reality, the meaning they give to
the social world, and their tacit knowledge (Blaikie, 2007). The practical (or tacit)
knowledge of phronesis is about understanding and behaviour in particular situations
(Thomas, 2010) and why participants do what they do (Blaikie, 2007). According to
Hiebert et al. (2002) tacit or ‘craft’ knowledge produced by practitioners is useful besides
being concrete and contextually rich, it develops in response to specific problems of
practice within the classroom. As a ‘bottom —up’ researcher stance (Blaikie, 2007) has
been implemented in this study, a ‘learner’ approach will be adopted so as to help teaching
staff reveal their own ‘tacit’ knowledge regarding how emotional understanding is taught to
children with autism. Thomas (2010) asserts that the data/information of abduction and

phronesis can never be representative - rather it is a representation of a given context and
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which can only be understood in that context. Hence this research understands that
priorities in the area of emotional understanding in one school might differ from those in

other schools, and strategies and programmes may thus vary across schools.

Ontological assumptions of the abductive research strategy view social reality as a social
construction of social actors (Blaikie, 2000). The ontological (‘idealist’) and
epistemological (‘constructionism’) assumptions assume that social reality cannot be
viewed independently from the ‘knowledge’ held by social actors (Blaikie, 2000). The
idealist ontology views the external world as consisting of subjective ideas — reality is what
is constructed by human beings - the meanings and interpretations created by social actors
(Blaikie, 2007), with members of a group sharing common meanings and interpretations
(Blaikie, 2000). The epistemological assumption of ‘constructionism’ stresses the active
role of individuals in the social construction of social reality — social phenomenon and
categories are produced through social interaction (Bryman, 2008). Knowledge is the
outcome of how people make sense of their encounters with the world and with other
people (Blaikie, 2007). Constructionism recognizes that different cultures or communities
will have different understandings of social reality (Blaikie, 2007). Therefore multiple

realities can be present in any social context (Blaikie, 2007).

Constructionism applies to both the social actors and researchers (Blaikie, 2007). Social
actors construct their reality — their own actions, experiences, actions of others and social
situations, while researchers construct their knowledge of social actors’ realities and their

interpretations (Blaikie, 2007). In fact, this research has been influenced by the research
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paradigm of ‘interpretivism’ which requires the researcher “to grasp the subjective meaning
of social action” (Bryman, 2008, p16). Schutz (1963) (cited in Blaikie, 2007, p128)
regarded the meanings and interpretations people give to their actions and situations as a
distinctive feature of social phenomenon. According to Schutz (1962) (cited in Bryman,
2008, p16) the role of the researcher is to gain access to people’s ‘common-sense thinking’
and interpret their actions and social world from their perspective. Yet according to Denzin
& Lincoln (1994) (cited in Miller et al., 1998, p392, 393), since interpretivism tries to
interpret phenomena according to the meanings/interpretations given by the people in the
context, it is inappropriate to generalize the results across time and place (Miller et al.,

1998). Hence generalization is not a goal for interpretivism.

Yet, as cautioned by Bryman (2008), when presenting findings using an interpretative
stance, the researcher cannot simply lay “bare” the interpretations of a particular social
group. The researcher has to interpret the results within a social scientific framework — they
have to be interpreted in terms of the concepts, theories or literature within the discipline
(Bryman, 2008). Therefore, rather than simply presenting the research findings in a vacuum
on strategies and programmes, and priority areas, this research will be interpreting the

results according to literature-based guidelines for teaching emotional understanding.
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Multiple case study design

Three primary mainstream schools were selected to achieve an understanding of the
substantive issue. Various elements determine the actual design of the study (Thomas,
2011). Choice of elements was however determined by three constraints faced during the
study: constraints in gaining access to schools, the limited time scale of the study, and
constraints in the resources which concur with being a single student-researcher. A
‘sequential strategy’ (De Vaus, 2001) was therefore adopted, with each case/school
contributing to creating a typology or understanding on how emotional understanding is

taught in schools, and identify priority areas in emotional understanding.

Rationale for adopting a multiple case study design

“....the proximity to reality, which the case study entails, and the learning process that it
generates for the researcher will often constitute a prerequisite for advanced
understanding.”

(Flyvbjerg, 2006, p236)

As indicated in the quote, case studies allow the researcher to investigate a phenomenon in
its context (Rowley, 2002; Yin, 1981).) They provide information that is close to the
information held by teachers — that is, knowledge that is context sensitive and descriptive

(Hiebert et al., 2002) and might better approximate the reality of the classroom (Kennedy,
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1997). A further rationale for adopting the case study design is that it presents an
‘idiographic’ explanation (De Vaus, 2001) - the detailed and precise information provided
by case studies, is particularly useful when focusing on particular issues (Hakim, 2000;

Rowley, 2002; Yin, 1981).

As this study explores a focused teaching area in autism, and is interested in the
perspectives of teachers vis-a-vis how emotional understanding is taught, what
strategies/tools are used and what should be taught - the case study design is ideally placed

at answering the research questions.

Sampling

Selection of schools

In line with Flyvberg’s (2006) recommendations, cases were selected on the basis of
expectations which their information content would yield. The selection of the three
schools was guided by whether the schools fulfilled certain criteria: being a mainstream
primary school in the West Midlands, having pupils with autism, and emotional
understanding was taught to pupils with autism. Yet ultimately practical issues determined
selection of the schools - the ability of the researcher to gain ‘access’ to the schools. In fact

a ‘convenience sample’ was adopted whereby schools were selected by virtue of their
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accessibility (Bryman, 2001). Using a convenience sampling for this study was justified by
the fact this research is an exploratory and pilot study which “could provide a springboard

for further research” (Bryman 2001, p97)

The three schools are all based within the West Midlands area. The first two schools are
non-denominational while the third school is a denominational one. The three schools are
similar on various characteristics: they are primary mainstream schools for pupils aged
between 3 and 11 years old, and pupils with autism attend mainstream classes with
additional support provided to improve their socio-emotional skills. The non-
denominational schools receive external support from a member of the Autism and
Communication Team (CAT). The team is responsible for offering support to pupils with
autism and their parents/guardians, and delivering training and advice to schools. The third

denominational school buys in private support from external agencies.

School 1 is a primary mainstream non-denominational school of 478 pupils having a large
proportion of pupils with SEN. There are six pupils in the school with autism. School 2 is a
primary mainstream non-denominational school of 319 pupils with a resource class (purple
room) for pupils with SEN requiring different or additional support for part of the school
day. The proportion of pupils with SEN is also slightly higher than average. The school has
eight pupils with autism. School 3 is a denominational primary mainstream school having
323 pupils. There is a larger than average number of students with a statement of SEN. The

school has twelve pupils with autism.
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Sampling issues

A ‘theoretical sample’ design was adopted whereby participants knowledgeable regarding
the substantive issue were selected (Stringer & Dwyer, 2005). Within every school a
‘stakeholder’ (initially contacted by e-mail or phone), was responsible for identifying
teaching staff who were addressing the teaching of emotional understanding among pupils
with autism. However, as an external researcher, difficulties were experienced both in
gaining access to the schools and their teaching staff. With the exception of School 1, none
of the teaching staff identified by the ‘stakeholders’ were classroom teachers — rather they
were a mix of support staff and SEN teachers with a managerial role. A total of six
participants across the three schools gave their consent to participate in the study. These

included:

School 1:

. Acting Special Educational Needs Coordinator (SENCO) (a general education
teacher who is temporarily an acting SENCO; the SENCO is responsible for facilitating the
PATHS programme besides delivering general teaching duties. Experience of teaching

pupils with autism is 3 years)

School 2:

. SENCO (responsible for setting targets through Individualised Educational
Programmes (IEPs); liaising with teaching staff, parents and external agencies, to further

support pupils with SEN. Experience of teaching pupils with autism is 11 years).
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. A member from the CAT (supports pupils with autism across primary schools in the
West Midlands. Responsible for training and advising staff how to provide support to

pupils with autism. Experience of teaching pupils with autism is 8 years).

. Lead autism Teaching Assistant (TA) Practitioner (supports pupils with autism and
is responsible for facilitating the small group interventions targeted for pupils with autism.

Experience of teaching pupils with autism is 7 years).

School 3:

. Inclusion Coordinator (INCO) (responsible for facilitating the Transition Plans for
pupils with autism; coordinating Provisional Plans for pupils with SEN; supporting
classroom teachers; and scheduling the time-table for pupils with SEN. Experience of

teaching pupils with autism is 18 years).

. TA (responsible for facilitating small group interventions targeted for pupils with

autism. Experience of teaching pupils with autism is 9 years).

There are two sampling issues related to this study: the first relates to the generalization of
the cases and the second relates to the level of understanding achieved per case/school. A
“case 1s just that — a case” (De Vaus, 2001, p237) and can never be representative or
generalizable (Flyvbjerg, 2006; Thomas, 2011) - three mainstream primary schools are not
representative of schools in the West Midlands. The second issue relates to the ‘theoretical

sample’ identified within each school. Since a small number of teaching staff per school
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have been interviewed, only a preliminary understanding of how emotional understanding

is taught to pupils with autism can be achieved.

Instruments used to gather data

Case studies typically draw on multiple sources of evidence (Rowley, 2002). This study
drew on two sources of evidence — semi-structured interviews and documentary analysis of
resources, each with their own strengths and weaknesses and yielding different kinds of

insights (Rowley, 2002).

Checklist

As there is no formal definition of the term ‘emotional understanding’ it was envisioned
that different teaching staff might interpret the term differently. Hence ‘construct validity’
was increased by conceptualizing the concept (Rowley, 2002) ‘emotional understanding’
through the development of an ‘Emotional Understanding Checklist” (Appendix 3). The
aim of the checklist was to answer the second research question regarding areas in
emotional understanding addressed for teaching. It also formed part of the semi-structured
interview to identify strategies and resources used by teaching staff to address the various

teaching areas in emotional understanding.
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While the format of the Checklist is similar to that of the questionnaire or structured
interview, by having close-ended answers (Dunne et al., 2005), yet it was not developed for
quantification purposes. Unlike the questionnaire or structured interview, which are a one-
off chance for data collection, interviewees provided in-depth information on how each
item/area on the checklist was being addressed. In line with the interviewing technique
adopted in semi-structured interviews (Denscombe (2007), flexibility was adopted in the

order in which items on the checklist were questioned.

Emotional understanding has been defined as involving two areas: “‘understanding of own
emotions’ - ‘emotional expressiveness’ and ‘emotional regulation, and ‘understanding
others’ emotions’ - ‘emotional knowledge’ and ‘emotional empathy’(Denham et al., 2003;
McPhail, 2004). The Checklist was created to delineate the areas in emotional
understanding which could be targeted for teaching. The items were derived from
programmes identified in literature. The area of ‘expression of own emotions’ (items 1 till
4) included teaching pupils to: “talk” about simple emotions (Erbes, 2010), express intense
emotions (Attwood, 1998), “talk” about more complex emotions (Erbes, 2010), and express
feelings in writing (Hannah, 2001). ‘Management of own emotions’ (items 5 till 8)
included teaching pupils: to understand the causes of their emotions (Erbes, 2010), about
appropriate and inappropriate behaviours associated with emotions (Baker, 2001; Erbes,
2010), to use strategies to calm down when upset, angry, excited (LCC and LCC, 1999),
and to seek help from adults/peers to regulate their emotional state (Prizant et al., 2006b).
‘Understanding others’ emotions’ (items 9 and 10) included teaching pupils to: understand
simple emotions in others (Golan et al., 2010; Howlin et al., 1999) and understand more

complex in others (Golan and Baron-Cohen, 2006; Golan et al., 2010). The final area
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‘Responding to others’ emotions’ (items 11 and 12) included teaching pupils: to know what
to do and/or say to help someone who is sad, angry, or hurt, feel better (Attwood, 1998;
Baker, 2001; NCCCSS, 2004) and the consequences of what they do and/or say on the

feelings of others (Baker, 2001).

Semi-structured interview

An ‘Interview Schedule for Staff on Teaching Emotional Understanding” was developed
(Appendix 4). The interview schedule focused on answering Research Question 1 — to
identify programmes and/or strategies used by teachers to teach emotional understanding to
children with autism - and Research Question 2 — to identify areas in emotional
understanding addressed for teaching and identify priority areas. In line with features of
interviews, identified by Dunne et al. (2005), a formal, semi-structured interview schedule
was administered on an individual basis. As a ‘learner’ researcher stance was adopted in
this research, importance was accorded to the process of interviewing. Rather than viewing
the teaching staff as ‘repositories of knowledge’ they were viewed as ‘constructors of
knowledge’ (Holstein and Gubrium, 1997). A position of ‘active’ interviewing was adopted
(Holstein and Gubrium, 1997) with focus not only on the what, the substantive issues
guiding the interview, but also on the how of the interview process that is, creating a
rapport to put the interviewees at ease which is also important given the case study nature
of the design (Blaikie, 2000). The active interview process was conceived in Holstein and

Gubrium’s (1997) terms as a ‘give and take’ process, and the latter provided the rationale
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for the development of a Resource File (Appendix 5) which was provided to each school

during the interview.

The semi-structured interview method was selected because it is an adaptable and flexible
method of collecting data allowing depth of understanding of the substantive issue (Dunne
et al., 2005; Gillham, 2005), which fits in well with the constructivist epistemology adopted
in this study. Interviews facilitate a strong element of discovery (Gillham, 2005). The
responsive relationship between the researcher and interviewee allows for adjustment,
clarification and exploration during the interview process hence yielding valid accounts
from interviewees (Denscombe, 2007; Gillham, 2005). The interview method is however
limited by the fact that success of the interview is partially dependent on the interpersonal
skills and personal attributes (e.g., age, accent, nationality) of the researcher which might
positively or negatively impact on the reliability of data (Denscombe, 2007; Gillham, 2005;
Roulston et al., 2003). Although one-to-one interviews are relatively easier to arrange and
easier to control (Denscombe, 2007), yet a large amount of time is involved for preparing
an interview, analyzing data and interpreting findings, with costs in time and travel also
incurred for arranging interviews (Denscombe, 2007; Gillham, 2005). Despite these
limitations, the semi-structured interview was adopted because it was conceived as the best
method of garnering the ‘tacit knowledge’ of teachers. The major benefit being, as outlined
by Gillham (2005), that implementation of similar questions ensured equivalent coverage of
the issues across all interviewees, with prompts facilitating responses to questions not

answered spontaneously.
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The ‘Emotional Understanding Checklist’ (Appendix 3) and a Resource File on
programmes targeting emotional understanding were used during the interviews. The
schedule of questions included in the interview schedule (Appendix 4) was guided by the
research questions. Question item 1 was related to the first research question and focused
on identifying resources and strategies used for teaching the areas included in the checklist
(Appendix 3). It also focused on identifying areas in emotional understanding that were
difficult to teach. Items 2 and 3 were related to the second research question and involved
identifying areas which teaching staff considered important to teach and which they
perceived as difficult to teach. Question item 4 (related to the second research question)
tried to elicit perspectives of teaching staff regarding priority areas in emotional
understanding which should be targeted for teaching. The objective of question 5 was to
identify whether emotional understanding was as a targeted area for improvement in IEPs

for children with autism in each respective school.

A Resource File (Appendix 5) was also used in the interview (question item 6), to stimulate
a discussion on resources available ‘out there’ to teach emotional understanding. The
resource pack highlighted the emotion-related areas targeted for teaching and provided a
sample of the exercises and/or strategies used. The resources included in the resource pack
were derived from various sources: namely bespoke programmes, programmes developed
by LEAs, Autism Specialists, and a comprehensive one. Question items 7 and 8 were
developed to identify the resources used by school to teach emotional understanding and

pave the way for the second level evidence: the documentary analysis of resources.
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Documentary analysis

The analysis of resources provided further data to answering the first research question
relating to “programmes and/or strategies used by teachers to teach emotional
understanding to children with autism.” Resources were provided by two schools, School 2
and School 3. School 2 provided a copy of the programme ‘ASD Friendship Social
Interaction group’ — these included the lesson plans, activities, and scenarios of the
programme. The researcher was allowed to examine the assessment tools and friendship
and emotion cards implemented by the programme. School 3 provided access to the
following programmes: Socially Speaking: Pragmatic social skills programme for pupils
with mild to moderate learning disabilities (Schroeder, 1996); Time to Talk: A programme
to develop oral and social interaction skills (Schroeder, 2001); and Talking about secondary
school (Black Sheep Press, 2004). Access was provided to the lesson plans, hand-
outs/worksheets, board games, scenarios and exercises (e.g., ice-breakers) implemented by
the programmes. The resources were analysed with teaching staff in both schools. All the
resources provided were included in the final analysis of the results. The analysis focused
on an outline of the courses/programmes, emotion-related objectives of the programme and
various exercises and strategies implemented by the programme. Data was also gathered
regarding how the programmes were implemented, such as duration and frequency of

programme and group format.

This form of documentary analysis is literally the written document (Robson, 1993) relating

to a programme/ intervention. It is an indirect mode (Robson, 1993) of collecting evidence
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regarding the resources used at school for teaching emotional understanding. The major
strength of analysing documents is that it provides a tangible evidence of resources and
strategies referred to by the interviewees during the interviews. Hence documentary
analysis of the lesson plans served as a triangulation (Devine and Heath, 1999) of the data
provided during the interviews. Documentary analysis is an unobtrusive measure of
collecting data, in that in contrast to interviewing, the document is unaffected by the fact
that it is being used (Robson, 1993). A limitation of documentary analysis is that searching
for documents is a frustrating and a protracted process (Bryman, 2008). Furthermore, not
all organizations make their documents available to the public domain (Bryman, 2008).
Teaching resources fall in the latter category and gaining access to them is not an easy
process. Issues relating to copyright or ownership of the programmes meant that the study

only had limited access to the resources.

Practical issues, ethical issues and biases when doing research in real-world settings

Practical issues

“All research is a coming-together of the ideal and the feasible”

(Bryman, 2008, p27)

Gillham (2005) argues that ‘real-world research’ does not take place in a setting designed

for research, and researchers have to adapt or compromise on methods because of
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constraints encountered. The original protocol of the study, as indicated in the ‘Information
Sheet’ (Appendix 6), included ‘observations’ of emotion-related lessons, however, one
school refused whereas the other two schools were not having emotion-related lessons at
the time of data collection. Documentary analysis of resources was therefore undertaken
because it could be managed within the stipulated time-frame. As indicated in the above
quote, ‘real-world’ research involves a compromise between the ideal and what can actually

be done.

Gaining access to the mainstream primary schools was the most challenging part of the
study. As argued by Cohen et al. (2011) investigators cannot expect access to a school as a
matter of right. The time frame between gaining access in writing to a school and arranging
an appointment which fits with the working schedule of teaching staff was a very lengthy
process. In fact case study designs require a considerable amount of time (De Vaus, 2001).
A further challenge of the study was identifying teaching staff (theoretical sample) who
were both knowledgeable about pupils with autism and who taught emotional
understanding to pupils with autism. As an ‘external’ researcher one is reliant on the
goodwill of the ‘stakeholder’ in identifying interviewees. While establishing trust and
rapport is a key ingredient when doing qualitative fieldwork, as an external researcher one
is restrained regarding the type of data one has access to (Robson, 1993). For instance,
during the study it was difficult to gain access to IEPs which required the double task of
gaining approval from the head and the parents. Due to the short time-frame of the study
access to this type of document could not be gained. Many ethical issues prevail when

doing fieldwork.
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Ethical issues

In line with standard processes when conducting research as a university-student
(Macfarlane, 2010), approval from the University of Birmingham ethics research
committee was applied for at the outset of the study. Ethical procedures related to informed
consent, confidentiality, volunteerism and anonymity (Punch, 1994) were conformed to
during the study. Confidentiality and anonymity was ascertained with each respondent in
every school through the voluntary ‘Consent Form” (Appendix 7) provided at the outset of
the interview. In line with ethical procedures the consent form stipulated that personal
information concerning research participants would be kept confidential and anonymity
would be guaranteed (Parry and Mauthner, 2004). Volunteerism (Cohen et al., 2011) was
ascertained in the informed ‘Consent Form” by making it explicit that participants had “the
right to refuse to answer any question and withdraw from the study at any stage” (Appendix
7). The principle of voluntary ‘informed consent’ also entails providing information about
the purpose of the study, requirements of respondents, contact details and role of the
researcher within the particular department (Gillham, 2005; Parry and Mauthner, 2004 ).
The ‘Information Sheet’ (Appendix 6) provided respondents with the latter information. As
assuring anonymity is particularly problematic in qualitative research when reporting the
results (Parry and Mauthner, 2004), non-traceability is particularly important when
reporting results (Cohen et al., 2011). Hence, key identifying characteristics such as, name

of school or of respondents were removed when reporting data.
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Ethical issues also prevail when in the field. The unpredictability of the research process
means that moral challenges are faced when in the field, and hence the importance of being
a virtuous researcher (Macfarlane, 2010). First it is important to show respect to
participants and be resolute in pursuing the research questions (Macfarlane, 2010). Respect
was demonstrated throughout the research to the dynamics of school-life and by respecting
any refusals. Resoluteness was demonstrated despite challenges in collecting data at various
stages of the fieldwork. The student researcher also has a responsibility towards the
research community (university) by not jeopardizing its reputation or spoil opportunities for
further research (Cohen et al., 2011) — integrity was maintained in the demeanour adopted
when approaching the schools. Finally being a virtuous researcher also entails being

sincere when presenting the results (Macfarlane, 2010) by presenting objective findings.

Biases and constraints

The deficiency of the case study is that it allows more room for the researcher’s subjective
judgement than other designs (Flyvbjerg, 2006). For instance, more weight may be given to
comments provided by particular respondents over others (Bryman, 2001). To caution
against the latter, an open stance was adopted by the researcher by drawing on the
perspectives of all the interviewees across the schools, and making maximal use of the data
provided by the documentary analysis, when analysing the data. Blaikie (2000) argues that
when adopting an abductive research strategy social reality cannot be viewed independently
from the ‘knowledge’ held by the social actors. Bias is introduced when researchers

introduce concepts and ideas that are foreign to that social reality (Blaikie, 2000). The
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researcher reduced this bias by adopting the language of interviewees’ when reporting the

results of the data.

Further biases are incumbent by the data collection methods implemented in this research —
the interviews and documentary analysis. The data derived from interviews is based on
what respondents say rather than their actual behaviour, with the identity of the researcher
effecting responses (Denscombe, 2007). While data can be checked for accuracy and
relevance throughout the interview process hence making data valid, yet the reliability of
interviews has been questioned due to the impact of the interviewer and the context on the
interviewee (Denscombe, 2007). Biases also accrue when analysing data. Macfarlane
(2010) cautions against the temptation of ‘trimming’ results when results do not fit with the
desired outcome. Gillham (2005) maintains that although an analysis is done with rigour
and reflection, with attention to representative selection from the transcript, an element of
subjectivity/bias is still introduced. Hence, as argued above, the importance of approaching

the analysis of data with an ‘open’ mind (Denscombe, 2007).

Biases are also incurred through documentary analysis. Hence documents need to be
evaluated according to various criteria (Bryman, 2008). The first pertains to ‘authenticity’
of the resources - whether they are actually the ones implemented for the teaching of
emotional understanding. The second criterion relates to the ‘meaningfulness’ of the
resources — whether they are clear and comprehensible to the researcher. The final criterion
is the representativeness of the documents. A major question which always looms when

doing documentary analysis is whether the researcher has had access to a comprehensive
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set of documents (Bryman, 2008)? Therefore, as an external researcher, there would always
be a question regarding the representativeness (Bryman, 2008) and hence reliability of the
resources. Documents might not provide an accurate picture of what is realistically taught
in schools, hence as argued by Bryman (2008) to gain a better understanding of aspects of
an organization it is important to buttress documents with other sources of data — or, as

indicated above, use triangulation of methods.
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CHAPTER 4

RESULTS AND DISCUSSION

As no particular theory guided the research process, an inductive typology (De Vaus, 2001)
has been adopted to analyse each case. Each case has been examined in the light of a set of
questions which were related to themes determined ‘a priori’ (Cohen et al, 2011). Each
interview has been transcribed verbatim, and the responses were analysed according to
codes, categories, themes and subthemes. The codes derived responsively from the data and
were applied consistently. Table 4 (Appendix 8) provides a list of the codes derived from
the transcripts. Codes have been further drawn into two major categories namely:
programmes/resources and strategies/techniques. The categories have been further
classified into three sub-categories: literature based (programmes and strategies derived
from evidence-based research), schools’ own (programmes and strategies developed by
teaching staff experienced in teaching pupils with autism) and others (commercially
produced programmes and strategies which do not provide research-based evidence
regarding their effectiveness). Appendices 9, 10 and 11 present the categories and sub-

categories emerging from the codes.

Appendices 12 till 21 present the data according to the themes and subthemes derived from
the transcripts of the interviews. Given the small number of interviewees recruited for the

study, in line with recommendations by Cohen et al. (2011), data pertaining to each theme
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or sub-theme (Appendices 12 to 21), while indicating the school of origin, is presented per
individual with direct phrases quoted from the transcripts. The resources (Table 5,
Appendix 22) have been analysed according to categories which include areas in emotional
understanding targeted for teaching, techniques and strategies, and intensity and duration of

the programme.

The results will draw on the findings per school, while simultaneously illustrating quotes,
so as to be more illuminative and faithful to the words used by the interviewees (Cohen et
al., 2011). The results will also be presented according to the instruments used in the study.
However, presenting the findings according to the instrument is only a ‘means to an end’
(Cohen et al., 2011). In line with the rationale of using a case study design (De Vaus,
2001), each element (interviews plus resources) will contribute to an understanding of the
‘whole picture’ (Cohen et al., 2011) within each school. The case studies will also provide

data regarding common and distinct issues across each respective school.

Results from the interviews

Theme: Teaching emotional understanding

An overview of the results in Appendices 9, 10 and 11 reveal that emotional understanding

is addressed through whole-school approaches targeting social-emotional skills - through
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PATHS in School 1 and the SEAL curriculum in Schools 2 and 3. Appendices 12, 13, 14
and 15 indicate that the PSHE curriculum provides the pathway through which emotional

understanding is targeted.

Subtheme: Expression of own emotions

School 1 (Appendix 9) relies on PATHS to teach pupils with autism how to express their
own emotions. PATHS offers various strategies, such as ‘Comfortable and Uncomfortable
feelings cards’, stories and problem-solving tasks to help pupils express their emotions.
Appendix 12 indicates that several adaptations are made to the PATHS strategies to teach
pupils with autism about simple and complex emotions. These include pre- and post-
tutoring, replacing facial expressions of complex emotions with those of “favourite”
cartoon characters, adopting terminology from the pupils’ own language, breaking down
skills and providing constant repetitions and reminders. Other resources implemented
include Social Stories, Comic Strip Conversations and ASD Social Interaction Friendship

groups.

School 2 (Appendix 10) mainly avails of ‘literature-based’ resources and strategies, such
as, the SEAL programme, emotion scales, or using the child’s own photographs of facial
expressions. Appendix 12 indicates that additional small group interventions (ASD Social

Interaction Friendship groups) and one-to-one sessions are provided to pupils with autism
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to facilitate their socio-emotional skills. Yet pupils with autism struggle to understand

intense and complex emotions:

“children who are on the autistic spectrum, and also have issues and complex needs, they
can’t always comprehend what an intense emotions feels...” (Appendix 12, S2, SENCO).

“I’ve noticed with all of the children I work with that they’re either down at a one or at a
five, there’s never anything in between so that tells me that actually they cannot distinguish
the other stage in-between...So we tease each number out and talk quite a lot about how that
feels” (Appendix 12, S2, CAT).

Although strategies from SEAL, such as photo-cards, or role-plays are utilised to teach

pupils how to express complex emotions, yet teaching this skill is perceived as challenging:

“it is difficult because that’s not something you find in a picture. It would probably be
talking about something from their family” (Appendix 12, S2, TA).

School 3 (Appendix 11) implements whole-school approaches (SEAL curriculum), and
small group interventions categorised as ‘others’, such as, Time to Talk and Socially
Speaking to teach pupils with autism to express simple emotions. These programmes
provide scenarios which facilitate pupils’ emotional understanding:

“for children with autism it is really hard to put themselves in somebody else’s position and
see things from the other person’s perspective...therefore it is important to give them

situations which they can understand. When the situation is far too sophisticated for them to
understand, it would be a real block for them” (Appendix 12, S3, TA).

The challenge of teaching complex emotions is also expressed in School 3:
“emotions like pride and embarrassment are very hard to explain so although they would

know what they feel like, they can’t really identify it as being embarrassed” (Appendix 12,
S3, INCO).
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Subtheme: Management of own emotions

School 1 also implements PATHS (Appendices 9 and 13) at a whole school level to teach
pupils how to manage their own emotions. Strategies such as, stories and scenarios, as well
as adaptations including constant repetition and pre- and post-tutoring, facilitate this skill
among pupils with autism. Comfortable and uncomfortable feeling cards support pupils in
identifying appropriate and inappropriate behaviours associated with emotions. Yet not all
strategies provided by PATHS are effective for pupils with autism. For instance, although
pupils with autism would have learned the ‘Turtle Technique’, they may not apply this
strategy when dysregulated. The SENCO argues about the importance of collaborating with

the pupils with autism in identifying their own strategies:

“It is much more about talking with children and finding out their own individual needs
and giving them support in their various areas” (Appendix 13, S1, INCO).

Importance is accorded in helping pupils identify a trusted adult to support the child when

dysregulated.

A variety of internal and externals strategies are implemented in School 2 (Appendices 10
and 13) to support pupils with autism in managing their emotions such as, time-out cards,
or wrist bands, or providing external support through the Trusted adult or peer. Small group
interventions are significant in providing pupils with autism with an opportunity to develop
peer support. The school argues about the importance of collaborating with the child and

the parent to identify the trusted adult:

“because if you don’t you’re just guessing actually” (Appendix 13, S2, CAT).
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School 2 has also developed its’ own strategies (‘school’s own”) for supporting pupils with
autism which include Green and Red cards and STAR Analysis (Appendix 13). STAR
Analysis is applied with the more able pupils with autism to help them identify the Setting
and Triggers for the ‘meltdown’ and identify alternative responses. Comic Strip
Conversations are also implemented to identify inappropriate behaviours and explore

alternative ones.

School 3 supports pupils’ management of own emotions via a whole school approach, such
as during assembly or circle time using the SEAL curriculum (Appendices 11 and 13).

Further one-to-one support is provided to pupils who struggle:

“we try to understand the trigger, why they think this has happened and what can they do
differently next time” (Appendix13, S3, INCO).

Internal and external strategies which are both ‘literature-based’ and the ‘schools’ own’ are
implemented, such as, providing pupils with a ‘time-table of staff” who could support them
when dysregulated, and a ‘List of to Do Things’, as a preventive effort for managing
anxiety. Furthermore, friendships developed via small group interventions are instrumental

in supporting the pupils with autism when dysregulated.

Subtheme: Teaching pupils to understand others’ emotions

School 1 implements comfortable and uncomfortable PATHS feeling cards to here-and-

now situations to help pupils understand simple emotions in others. Complex emotions are
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repeated and broken down into smaller steps using different scenarios. Further support is
provided by the ASD Social Interaction Friendship groups to teach about complex emotions

in others (Appendices 9 and 14).

School 2, relies on a variety of resources to teach about others’ emotions, which include
SEAL material, Black Sheep Press and the ASD Social Interaction Friendship groups
(Appendix 10). The school draws on ‘literature-based’ strategies to teach about simple and
complex emotions in others, such as, puppets, role plays, and modelling of own emotional
expressions. The TA argues that complex emotions should be taught by drawing on the

personal experiences of pupils:

“the pictures won’t show you something like that” (Appendix 14, S2, TA).

School 3 (Appendices 11 and 14), teaches simple emotions at Key Stage 1, and complex
ones at Key Stage 2 using programmes and strategies which are ‘literature-based’ or
categorised as ‘others’, such as, photographs, mirror technique, or scenarios provided by

the Socially Speaking programme.

Subtheme: Teaching pupils to respond to others’ emotions

Limited programmes and strategies are implemented by School 1 (Appendices 9 and 15) to

teach pupils with autism how to respond to others emotions. The SENCO argues that
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PATHS does not cover this skill, hence the school relies on incidental teaching. This area is
also perceived as a difficult one to teach in School 2 (Appendices 10 and 15), which relies
on programmes or strategies, such as SEAL, ASD Friendship Social Interaction groups,
Comic Strip Conversations and Social Stories. Teaching about the consequences is

perceived as difficult:

“They don’t always see the bigger picture. They can’t see the whole thing. It’s a tunnel
vision with ASD” (Appendix 15, S2, SENCO).

School 3 also perceives this area as challenging (Appendices 11 and 15):

“it is one of the hardest to understand because some of them struggle to understand how
what they’ve done has impacted on somebody else... that bit is probably the area that they
struggle with the most. It’s the mind blindness isn’t” (Appendix 15, S3, INCO).

The school typically avails of here-and-now situations and incidental teaching, to teach
pupils with autism about appropriate responses or behaviours in response to others’

emotions.

Principles for teaching emotional understanding to pupils with autism

A number of principles related to the teaching of emotional understanding have been
derived from the analysis of the transcripts (Appendix 16). These include the importance of
starting off with the teaching of basic emotions, and generalizing taught skills to situations
in the classroom. Complex emotions are introduced when the pupils have understood basic

ones and are typically taught to older (in Key Stage 2) and more able pupils with autism
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who have also developed their speech/language skills. Teaching pupils to express emotions
in writing is also dependent on the ability of pupils, and is taught to pupils who have

achieved level 3 of writing in literacy.

Other principles focus on the importance of: teaching a different emotion in every session,
starting off with positive emotions before teaching the negative ones; using pictures/visuals
and things which interest the pupils; using concrete or tangible examples such as, scenarios;
and adapting resources to pupils’ socio-emotional needs, interests and age. For instance,
role-plays are implemented with older pupils, while social stories are used with younger
pupils. According to teaching staff “‘understanding of others’ emotions’ is ideally taught in

combination with the ‘expression of own emotions’.

Several principles are provided regarding teaching pupils to manage their own emotions.
These include the importance of dealing with the cause of inappropriate behaviour rather
than its’ manifestation, that is, adopt the “ice-berg principle”, (Appendix 16, S2, CAT).
Interviewees in schools 2 and 3 concur that pupils with autism cannot be supported when
totally dysregulated, hence the importance of using external support structures in these
situations. Pupils’ ability to use internal strategies is dependent on their cognitive
functioning and age — they are more competently implemented by older and more able
pupils with autism. Importance is also accorded to collaborating with pupils with autism,
and their parents, to identify internal strategies, or a ‘trusted’ teaching staff (external

support structures) within the school.



72

Areas in emotional understanding which are difficult to teach and would benefit from more

resources

Appendix 17 provides the responses of the interviewees to the checklist (Appendix 3) used
during the interviews. All items on the checklist were ticked as ‘often’ (value=3) or ‘very
often,” (value=4) with the exception of items 3, 10 and 12 which were listed as ‘sometimes’
(value=2) by some interviewees. Appendix 18 indicates that across all schools teaching
complex emotions is perceived as difficult (Appendix 18), with one interviewee arguing

that it is not important to teach complex emotions:

“I think sometimes we get really hung up on teaching the more complex emotions. When a
child is saying to me instead of saying ‘embarrassed’ they say they’re ‘sad’, then it’s ok
because actually that’s how they feel and that’s valid and it doesn’t matter that they’re also
probably embarrassed...I think it works better for them... That’s how they articulate it. So
that’s ok” (Appendix 18, S2, CAT).

Teaching pupils to understand others’ emotions and respond to others’ emotions are also
perceived as difficult teaching areas. As argued in School 3:

“Putting themselves in somebody else’s position, that’s the main thing for them that’s really
hard to do. And that even with a child that has done the whole programme (Socially
Speaking) and can look at pictures and say ‘they are happy or sad’. But still in certain

situations it’s really hard for them to put themselves in somebody else’s position”
(Appendix 18, S3, TA).

An interesting result which emerges in Appendix 18 is that although several strategies were

implemented to teach pupils how to manage their emotions, all schools identify it as an area
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which would benefit from more resources. Despite continuous efforts to help pupils

manage their emotions:
“...Things like sensory things will have an impact on their ability to learn or their social
skills. If for example, it rains or there’s hail, it will affect them massively, the noise, the

smell...So when they get very upset it’s really hard for them to apply this to them, to realise
that they’re feeling upset!” (Appendix 18, S3, TA).

Priority areas in the teaching of emotional understanding to pupils with autism

Appendix 19 indicates that across all schools the expression and management of own

emotions are considered as priority areas:

“Talking about their own feelings has made them slightly more comfortable” (Appendix

19, S1, SENCO).

“We teach these skills from an early age. If not the children will have huge gaps when they
get further up — you cannot teach complex emotions or the understanding of other peoples’
emotions until you’ve got a grasp of the skills of what’s happening to them” (Appendix 19,
S2, SENCO).

“‘Management of own emotions’ is a priority because that is where it would have an impact
on everybody else as well. In a school situation it impacts on whether the child can be in
school or not” (Appendix 19, S3, INCO).

Interviewees argue that understanding others’ emotions and responding to others’ emotions
should only be addressed after pupils with autism have developed a good understanding of

their own emotions.
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Individualised Educational Programmes (IEPs) and emotion-related targets

Access to pupils’ IEPs was not granted due to consent issues from the head of school and
parents. Hence this study relies exclusively on data provided verbatim by teaching staff
(Appendix 20). The SENCO in School 2 maintains that the IEP does not target emotions
because they are targeted at a whole school level. School 3 implements Provisional Plans
rather than IEPs, whereby each identified target has a set of ‘provisions’ to help achieve it.
If a child has difficulty with areas in social-communication then the target is set on

relationships, managing feelings, expressing feelings, and so on.

Results of documentary analysis of resources

Appendix 21 indicates that two interviewees were aware of some of the resources indicated
in the Resource File (Appendix 5), with one interviewee (the INCO in School 3) claiming
to have implemented either of the resources. Interviewees mainly opted for social skills
programmes categorised as the ‘school’s own’ or ‘others’. This research had access to the

latter programmes which formed part of the documentary analysis.

An overview of Table 5 (Appendix 22) indicates that these social skills programmes have a
number of common and distinct features. All programmes are implemented within a small

group format and include a cross-section of pupils: that is, pupils with autism and other
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SENSs, and role-model peers. Schools 2 and 3 have a ‘designated’ member of staff, the Lead
ASD Teaching Assistant (TA) practitioner, whose role is to support pupils with autism and
facilitate the groups. ASD Friendship Social Interaction groups’ and ‘Talking about
Secondary School’ are implemented over a short period, while ‘Socially Speaking’ and
‘Time to Talk’ are implemented more intensively over the whole academic year. All
programmes address one or more areas in emotional understanding: expressing own
emotions, understanding others emotions and/or responding to others emotions. The social
skills programmes employ a wide variety of teaching strategies, such as role-plays, picture
scenarios, games, cards, worksheets and discussions, in order to motivate pupils with

autism and make learning fun.

All the social skills groups, with the exception of ‘Talking about Secondary School’, target
skills related to friendships/relationships and listening/communication skills, with basic
emotions explored individually or in the context of friendships. For instance, the ‘ASD
Friendship Social Interaction group’ targets more than one area in emotional understanding
namely, expression of own emotions and understanding and responding to others’
emotions. An important feature of this programme is that a pre- and post-assessment of
pupils in areas relating to communication, social interaction and friendship issues are
carried out to establish which areas/ skills need to be developed further. The programme
revolves around friendship and communication issues, e.g., qualities of a friend, turn-
taking, respecting others, as well as difficulties encountered with friends, such as, conflicts
and bullying. Communication skills are also taught, such as making eye-contact or listening
and joining or leaving games. A whole session is dedicated to emotional understanding

which focuses on building empathy, understanding own and others’ basic emotions (facial
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expression cards), as well as understanding causes of basic emotions (‘Guess how I Feel
game’). Emotion-related warmers are also included throughout the programme, such as

‘emotion charades’ or ‘mirror emotion expression’.

‘Time to Talk’ (implemented in Key Stage 1) and ‘Socially Speaking’ (implemented in Key
Stage 2), which form part of the same series, address a different basic emotion in every
session (happiness, sadness, excitement and anger). ‘Socially Speaking’ (Schroeder, 1996)
addresses several areas in emotional understanding and skills related to friendship, while
‘Time to Talk’ (Schroeder, 2001) addresses communication and interaction skills, such as
following instructions and play skills, which according to teaching staff are relevant for the

age-related issues for pupils with autism.

Discussion

This study sought to answer two major research questions: first, which programmes and
strategies are used by teaching staff to teach emotional understanding to pupils with autism,
and secondly, which areas in emotional understanding are addressed for teaching and
should be addressed first. Results from the interviews and analysis of resources indicated
that emotional understanding is addressed through whole-school approaches, and through
social skills programmes administered in small group format. These programmes have
either been developed specifically for pupils with autism, or were developed for pupils with

general communication difficulties. Schools also implement strategies, which have either
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been developed by the school, or draw on ideas from autism-related resources, such as
LEAs or autism teams. Across the schools all areas in emotional understanding are being
addressed, through routes as proposed by the National Curriculum, such as PSHE and
literacy (DfEE and QCA, 1999), as well as through additional support programmes when
adapting the National Curriculum for pupils with autism (QCAA, 2000; QCA, 2009b). In
line with recommendations by the QCAA (2000) a number of external support
structures/strategies are provided by schools for managing extreme emotions. The results
also indicate that ‘expressing own emotions’ and ‘managing own emotions’ are considered
as priority areas for pupils with autism which need to be addressed before other areas in

emotional understanding.

Although schools do not implement a specific approach or programme which is evidence-
based, yet the small group interventions implemented adopt important elements which these
programmes (e.g., Kasari et al., 2012) indicate as effective in improving the socio-
emotional skills of participants. For instance, having school personnel (the Lead autism
TA) facilitate the small group intervention programmes. Delivering interventions within
the school environment is viewed by Kasari et al. (2012) as more ecologically valid for
improving the social outcomes for pupils with autism. Furthermore, in line with recent
research (Leaf et al., 2009, 2010), emotion-related skills are incorporated in programmes
which include the teaching of other social skills, such as communication/interaction and
relationship skills. In line with guidelines provided by researchers, e.g., Leaf et al. (2009,
2010, 2011), typically developing peers are included within the small group interventions,
thus serving as role-models for pupils with autism. The added benefit of this practice is that

besides leading to the development of friendships and serving as role models, typically
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developing pupils support pupils with autism in managing their emotions. Leaf et al. (2011)
indicate that the benefit of these role-models is that pupils with autism learn from
‘observational learning’. Therefore, although schools may not be implementing
programmes which are evidence-based, they draw on good practice guidelines as proposed

by recent research.

Schools also draw on good practice guidelines proposed by LEAs, Autism teams or
clinicians when implementing strategies, such as photo-cards, five-point scales, social
stories, or puppets (e.g., Attwood, 1998; Baker, 2001; Erbes, 2010; Hannah, 2001,
NCCCSS, 2004). The principles highlighted by schools parallel those provided in literature
which include, addressing basic emotions before complex ones, teaching positive emotions
before negative ones, using ‘here-and-now’ situations and capitalizing on visual strengths
in autism (Attwood, 1998; Erbes, 2010; Hannah, 2001; LCC and LCC, 1999; NCCCSS,
2004). Other principles, for example working in collaboration with parents, using the same
language/vocabulary, tackling the underlying cause for behavioural problems and waiting
for pupils to ‘calm’ down before supporting them, adapting strategies, techniques and skills
to the cognitive functioning and age of pupils with autism, and giving pupils ‘ownership’
for strategies to support emotional regulation, are all in line with principles proposed by the
SCERTS Model (Prizant et al., 2003, 2004, 2006a, 2006b). Schools also highlight the
importance that pupils with autism develop a ‘solid’ understanding of basic emotions, with
complex emotions more suitably taught to older, more able pupils. The latter is in line with
literature regarding the importance of teaching basic emotions before addressing complex

ones (e.g., SEAL, DfES, 2005a).
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This research has drawn on the ‘knowledge base of practitioners’ (Jones and Jordan, 2008;
Webster et al., 2002) regarding priority areas. Results concur with claims made by Prizant
et al. (2003) whereby management of own emotions is perceived as an essential skill which
needs to be addressed first. Schools purport that understanding and responding to others’
emotions should be tackled only when pupils have developed a solid understanding of their
own emotions. The study also provided an indication of the areas for which teachers
struggle to get resources - namely ‘understanding others’ emotions’ and ‘responding to
others’ emotions’. Given the scarcity of resources in literature to teach the latter skill area,
it is not surprising that teaching staff maintained that they struggled to access resources to
address this skill. The few strategies being implemented by schools, such as using social
stories, daily scenarios or role-plays, however, have also been endorsed by Attwood (1998)
and the NCCCSS (2004). However that ‘understanding of others’ emotions’ was indicated
by interviewees as an area which would benefit from resources was surprising given the
large amount of ‘bespoke’ programmes developed over the years (e.g., Golan and Baron-

Cohen, 2006; Lacava et al., 2010; Ryan and Charragain, 2010).

Research indicates that when deciding whether to adopt an intervention or programme,
rather than relying on peer-reviewed journals, educators may rely on so-called ‘practice
wisdom’, that is, information garnered from colleagues (Dingfelder and Mandell, 2011).
Research also highlights the ‘disconnect’ between research in university settings and the
school settings (Riley-Tillman et al., 2005). Although, the social skills programmes

implemented draw on good practice guidelines provided by training studies, yet their
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effectiveness in improving emotional understanding in pupils with autism is unknown.
Furthermore, results indicated that while several strategies were implemented by schools
for helping pupils ‘manage their own emotions’, nevertheless it was also cited by schools as
an area which would benefit from more resources. This highlights the challenging task of
teaching emotional regulation to children with autism. As highlighted by Prizant et al.
(2003) children with autism, irrespective of their ability, will continually experience
difficulties in emotion regulation due to continuous challenges in sensory stimuli and social

demands.

Limitations of the study

It has been already established that the results of a multiple case study design have no
external validity (De Vaus, 2001), and the data collection methods while having several
strengths, such as allowing researchers to “close in” on real life views important for validity
(Flyvbjerg, 2006), also have limits particularly those related to biased responses (Cohen et
al., 2011). Further limits in this study are incurred by its’ small-scaled pilot nature. First,
although a ‘theoretical sample’ was adopted when recruiting interviewees, a very small
number of interviews per school have been carried out due to limitations in time and
resources. The latter limitations are incurred by doing research in real-life settings whereby
gaining access has to be negotiated, and a balance has to achieved between the ‘ideal” and
the ‘feasible’. Therefore the perspectives explored are not exhaustive and do not necessarily
reflect the perspectives of all teaching staff within the school. Second, this study did not

have access to all resources used within each school to improve emotional understanding to
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pupils with autism. Therefore the study did not develop a comprehensive understanding of
how emotional understanding is taught to pupils with autism. Finally, given that consent for
the observation of lessons was not granted, triangulation could not be achieved which is
important to increase rigour of case study designs. As highlighted in the study by Segall
and Campbell (2012) without observational data interviewees’ reports of awareness and use
of strategies derived from the questionnaires, may not realistically reflect precise

understanding and implementation of the strategies and interventions.
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CHAPTER 5

CONCLUSIONS AND IMPLICATIONS

Main conclusions of study

This study explored how emotional understanding is taught to pupils with autism, and
identified priority areas for teaching. Findings indicated that whole-school approaches
which target the socio-emotional skills of pupils such as, SEAL (DfES, 2005a) and PATHS
(Greenberg et al., 1995) were mainly utilised by schools to address the emotional
understanding of pupils with autism. Schools also integrated the teaching of emotional
understanding with other social skills, such as communication and relationship skills, using
a small group format. Although the small group intervention programmes adopted by
schools have not been researched for their effectiveness, yet they draw on elements which
according to recent research are indicative of good practice, such as including typically
developing peers, or having the teaching staff facilitate the interventions. Schools also
adopt a variety of principles and strategies derived from autism-related literature regarding
effective ways of teaching emotional understanding to pupils with autism, such as using
role-plays, photo-cards, here-and-now situations, or visual material. This research also
provided information regarding priority areas for teaching. In line with literature (e.g.,

DfES, 2005a; Prizant et al., 2006a) there was a consensus among schools that pupils with
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autism should be taught how to express and manage their own emotions before progressing

to the teaching of other skill areas.

This research has also provided other invaluable information regarding the teaching of
emotional understanding to pupils with autism. First, it delineated the skill areas which
would benefit from the development of further resources. According to the interviewees
schools would benefit from further teaching resources in the areas of complex emotions,
understanding of others’ emotions and responding to others’ emotions. An interesting
finding was that managing own emotions was also considered as an area needing further
resources, which could be reflected by the fact that none of the social skills programmes
utilized by schools targeted the latter skill area. Secondly, small groups which include
typically developing pupils were considered as ideal for targeting the teaching of social-
emotional skills, with one-to-one teaching implemented when necessary. Thirdly, schools
draw on good practice guidelines provided by evidence-based programmes and/or autism-

related literature when implementing their own social skills programmes, and/or strategies.

Implications for future practice and research

The above conclusions provide several implications regarding practice within schools.
Teaching of emotional understanding to pupils with autism within schools is clearly an area
where there is still room for improvement.  This research highlighted what and how

emotional understanding could be taught, for instance, any programme designed for
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improving emotional understanding for pupils with autism should primarily address the
teaching of expression and management of own emotions. Furthermore, emotion-related
skills should ideally be targeted within a small group format which includes typically
developing pupils, and taught in combination with other social-communication skills.
While teaching staff are clearly aware of the extent of challenges in emotional
understanding experienced by pupils with autism, they are not very much aware of
resources available ‘out there’ to improve their emotional understanding. Although the
relevance of evidence-based programmes within the school context has been questioned
(Webster et al., 2002), and various factors within the schools, such as demands in time,
efforts and resources, (Dingfelder and Mandell, 2011) will influence whether a programme
is implemented or not, yet as argued in the introduction, there is a need to bridge the
“chasm” between research knowledge and practice in schools. Researchers and educators
need to work in close collaboration (Kennedy, 1997), for identifying and/or developing

programmes and/or strategies for teaching emotional understanding to pupils with autism.

This study also provides an indication for further research within the area. These have been

summarised as follows:

1. Future research could analyse the effectiveness of the small group intervention
programmes implemented by the schools in improving the socio-emotional skills of pupils
with autism. Research could identify which characteristics are instrumental in improving

the socio-emotional skills of participants.

2. This pilot study could be extended into a main study. As this research is a pilot

study it is recognized, as argued by Blaikie (2007), that only the initial stages of the
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abductive research strategy could be applied, and further elaboration of the initial
understanding should be sought with other teaching staff (including general education

teachers) in the same context, or by moving to similar or comparable schools.

3. Future extensions of the study could also include ‘non-participant’ observations of
the small group intervention programmes, so as to improve the validation of accounts
provided by interviewees and increase ‘triangulation’ of case studies, hence making them

more rigorous.

4. Segall and Campbell (2012) reported that knowledge of autism predicted awareness
of strategies, while experience predicted the actual implementation of empirically validated
treatments. It would be interesting if future research assessed this link by requesting further
background information from the interviewees such as, autism-related training and

experience of teaching pupils with autism.

This research has been faced with the ‘stark’ reality of doing real-life research within real-
life contexts, as an external researcher, whereby gaining access to schools and documents
(such as, IEPs and programmes/resources) had to be continuously juggled with throughout
the fieldwork. Any future research must clearly be aware that access to schools and their
documents is not, as argued by Cohen et al. (2011), a given right. On hindsight, there are
several things which could have been done differently and which should also be taken into
consideration by future research. The most central issue being allocating enough time not
only to gain access to schools which form part of a multiple case study design, which in
itself is very demanding in time and resources (De Vaus, 2001), but also for establishing

trust and rapport with teaching staff. The latter are ultimately instrumental for gaining
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access to resources, arranging observations and linking with other teaching staff, such as
other TAs and classroom teachers - elements necessary for making the study more valid
and rigorous. The original protocol did not stipulate how access could be granted to
Individualized Educational Programmes (IEPs). Future research should therefore establish
procedures for gaining access to IEPs by delineating the appropriate consent forms and
associated channels necessary to do so. As argued by Blaikie (2000) exploratory research
involves a double edged nature. On the one hand, rapport may be established with the
participants being studied and pave the way for later stages of the project while, on the
other hand, it may potentially raise suspicion and develop resistance (Blaikie, 2000).
Therefore it is essential for future research to be more rigorous by delineating clear
protocols for collecting data, while at the same time being cautious of issues related to
access, resources and time, and creating rapport with teaching staff when in the field. This
study has merely provided an introductory understanding of how emotional understanding
is taught within schools to pupils with autism, and further research is necessary to better
inform researchers and educators how to best manage the extensive challenges in emotional

understanding experienced by pupils with autism.
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Appendix 3 EMOTIONAL UNDERSTANDING CHECKLIST

Name of school

Staff initials:

Number of years teaching pupils with autism

Your role at the school (e.g., teacher, Teaching Assistant)

Please indicate how frequently you work on the following skills with pupils with autism:

1 = Never, 2= Sometimes, 3= Often, 4= Very often, 5= I don’t know

Note it does not matter whether you do this with all children, or never, or just one child
with autism.

Never | Somet Often Very I
EXPRESSION OF OWN EMOTIONS imes often don’t
know
1 2 3 4

1. Iteach pupils to “talk™ about simple
emotions (e.g. happv/sad
angrv/frightened)

I teach pupils to express intense

emotions (e.g. happiness/anger)}

3. Iteach pupils to “talk™ about more
complex emotions (e.g. pride,
embarrassment)

4. Iteach pupils to express feelings in
wWritng

ta

MANAGEMENT OF OWN EMOTIONS

5. Iteach pupils to understand the
causes of their emotions

6. Iteach pupils about appropriate and
inappropriate behaviours associated
with emotions

7. Iteach pupils to use strategies to
calm down when upset, angrv,
excited

8. 1Iteach pupils to seek help from

adults/peers to regulate their

emotional state
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Never | Some | Often Very I
times often don’t
know

1 2 3 4 5

UNDERSTANDING OTHERS’
EMOTIONS

9. Iteach pupils to understand simple
emotions in others (e.g. sad, happv,
angry)

10.1 teach pupils to understand more
complex emotions in others (e.g.
disappointed, proud, embarrassed)

RESPONDING TO OTHERS
EMOTIONS

11.1 teach pupils to know what to do
and/or sav to help someone who is
sad, angry, or hurt, to feel better

12_1 teach pupils the consequences of
what they do and/or sav on the
feelings of others

I would like to come and interview you about your answers to the checklist. It will take
about 30 minutes and you will be able to give me more detail on this. Please contact me or
e-mail me on if you would like any more information.
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Appendix 4

INTERVIEW SCHEDULE FOR STAFF ON TEACHING EMOTIONAL
UNDERSTANDING

Name of school

Staff initials:

Number of years teaching pupils with autism

Your role in school (e.g., teacher, Teaching Assistant, other)

1. Go through the checklist (Emotional Understanding Checklist)
“I want to talk about things you do often...............

“I want to talk about things you do notdo...............

Try and elicit from teaching staff why certain skills are taught and how they are taught.
What are you doing?

How are you doing it?

Try and elicit from staff why certain skills are not taught.
What has not worked? Why?
What areas would you like to be working on?

What areas would you want ideas for?

2. What areas do you find particularly important to teach?
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What areas do you find particularly difficult to teach?

Which areas do you think should be addressed first? Why?

Do you have a section on pupils’ IEP referring to emotions? Note down quickly on
the file to see what it says. Would it be possible to have an anonymized copy?

Show them a list of resources (manual) and ask them what they have used. Which
do they know or don’t know about? Do they use it a lot or a little or never? Which
of these do you find most useful, or like to use? Why?

Have you developed your own resources? Would you be happy to share these with
me?

Do you use any other resources to improve emotional understanding?
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Appendix 5

Table 3: List of resources included in Resource File

Author/s Name Date

Attwood, T. Asperger’s Syndrome — A guide for parents and 1008
professionals

Baron-Cohen, S., | Transported to a World of Emotions 2007

Golan, O,

Chapman, E. and

Granader

Baker, J. The Soctal Skills Picture Book — Teaching play, emotion and | 2001
communication to children with autism

Erbes V. Tools for Teachers: practical resources for classroom success | 2010

Golan, O. and Mind Reading: The Interactive Guide to Emotions 2006

Baron-Cohen, S.

Howlin, P, Teaching Children with Autism to Mind-Read 1000

Baron-Cohen, S.

and Hadwin, J.

Hannah, L Teaching young children with Autistic Spectum Disorders | 2001
to learn

Leicester City Asperger Strategies for the Classroom, a teacher's guide 1909

Counctl and

Leicestershire

County Council

The Autism Anxiety and Aspergers: A resource CD Anxtiety Study 2012

Spectrum Team - | Programme - infroduction and guidelines

Northamptonshre

County Council

Northumberland | Autistic Spectrum Disorders Practical Strategies for 2004

County Council | Teachers and other Professionals

Communication

support Service

Prizant, BM, The SCERTS Model A comprehensive educational approach | 2006

Wetherby, A M, | for children with Autism Spectrum Disorders. Programme

Fubin, E., planning and intervention.

Laurent, A.C. ad

Rydell, P.1.
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Appendix 6

INFORMATION SHEET

My name is Jeanette Galea Soler and | am currently reading an MPhil programme at the
University of Birmingham with the School of Education supervised by Dr Glenys Jones
and Dr Kerstin Wittemeyer. | am originally a secondary school Personal and Social
Development (PSD) teacher from Malta (employed as a regular teacher with the
Department of Education, Malta), and am interested in examining how emotional
understanding in children with autism could be improved within the school context.

Aim of the study

I am particularly interested in the views of teaching staff regarding the areas of emotional
understanding which they teach.

Work planned

I will be distributing a checklist on emotional understanding which will take no more than
10 minutes to complete. This will be followed by a 30 minute interview, at school, where |
would like to talk to the teaching staff, on a one-to-one basis, about their answers to the
checklist. If possible I would also be interested in observing a lesson where students with
autism are taught emotions.

If you have any queries please do not hesitate to contact me at

Please note that your participation in this study is voluntary, and if you choose to
participate in the study your answers will be treated in confidence.
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Appendix 7
Informed Consent Form

Adapted from Robson (2002, p. 380)

My name is Jeanette Galea Soler and | am reading an MPhil programme at the University
of Birmingham, School of Education. I am interested in examining how emotional
understanding is being taught to students with autism.

First of all 1 would like to thank you for agreeing to participate in this interview. | would
like to substantiate that your participation is completely voluntary, you have the right to
refuse to answer any question and withdraw from the study at any stage.

Secondly, the interview will be kept confidential and although, quotes from the interview
may form part of the final report, under no circumstances will your name or other
identifying features be included in the final report.

Thirdly, if you do not feel comfortable being audio-recorded at any stage of the interview,
please do not hesitate to inform me.

Please sign this form to indicate that | have read the content of this form to you.

(signed)

(initials)

(date)

Should you have any queries, please contact me at:



119

uonu2AInul dnois [ews
3STIED PUEISIAPU[]
3UO0-01-3TQ

1213 WoIeq SUOnOWy

SOLIEUADS —[00T2s ATEPUOD3S
moge Zurf[e] - ssaig d2ays Joeg

‘(suomomwa) soquIsg
amuoig Bunfeadg LEDog

sourenads Furyeady AJenog
aurwexsord uryeads Afenog
H[EL 01 3wIL

WML TVIS

siepd
-2]01 SPIED 2IMII1] JSOURUIG
UOnIEI] [eR0S dIyspual] ASY

SUONOTR
Surderdsip pogo Jo sydeiSolong

SPIED HODOTHA JNEWRATIS
sydeisolong

sderd-ajoyg

SPIED 1AM

dnois
uonery [enog diyspuauy asy

(suonomwma
xapdmod pue Jseq) sydeEoloyg

SUONOWR Jo ASU)UI
— 3[eas Jmod-aA1] -2[E2S MONOTIY

suonesIaauoy ding Jmuoe))
MH TR0

SUONESIATOY)

S3L0IS [E1D0G

sdnois sqoys [enog

sdnois uonoeInuy [eR0g SV
5Y5E1 Smajos wRjqoid SHIVd

saM01s SHIVd

duuoim 1sod/21g

spIeD sEurRa] 2jqeHoImoIun
puE 2[qeHOJWO) SHLVA

WNMILMI SHIVA

STOT)OTI? WAL Jo molssatdyy

53p0)) € [0072g

53p0)) 7[00

53p0)) [ 190738

AN

SAMAY)ONS PUE 53apo)) + IQE]

g xipuaddy




120

(3w} 212713) [243] THOOISSE]D
HArquasse) dmgsiom 2an22[[o)
‘aeosdde pootas 2107

sunuEeIs0I] Sureads AqER0g

(I2AEIp [OOT[IS W PUE
geq (ootas ) SEUNR O¢T 0110 181

(auo 012m0) x0q ATTOpM

apdiomad §12q20]

SISATRTY WVLS

(SIapIITURT [ENSIA
PUE sand 2mmaid) 20 [00TRS

yoeoadde [o0TIS STOTA

WD TS

anbmmpal, @pmL SHIVd
suonesizanoy ding anmon)

SpIED SEUIRa] SIqELOTIIOITM
PUE 2]qeL0ImO]) SHIVA

suiromny, wodR1g

SOMIEUR0S Wl SHIVA

STOTIONI? MO JO JUAHRSEUE]Y

SOITETR0S — ssa1g daayg ¥oelg
wWmnatime Jsd

3U0-01-2TQ)

52110 TVHS

spred 0300d TVIS

Jaisod
SIATIIAIN(T sBmpae ], ©, IRISTIOTEG
Suonowy, JEIREN TVIS

yoeoxdde [ooTIS-ST0TYA
WML Ty IS
Suwroim 1sod21g

(£ 18421) suossa] ADEIRUT




121

Aderatp
MOIARYRG-2ANIUE0Y) BUI[251mo’)

S2LI01S [E120G

UONENEAEAD JO
SUSIS asIuB00ar L{Sainds [oldEm ]

SHERIQ UL AINp WO JJe1S
J0 aqqeleun ] L(Samgs oIy

sta snordand
i Xog S SaImgs [oLEi

spdnd w
TONEME21sAD J0 SUSIS J0T N0 Joo]
o1 2nyoxd nidnd ABsmmar mLEyg

YNPE PRIsTU], SaInds JOIUBIXT

(oddns 12ad)
DU paisnuy, ((SaInds s

sanbmmaa
UONEXE|YY Z8ings oLsIxy

S1I0-01-3T10)
nonuaAtm dnoid [ems

WIS TV A5

SPUEL] S[IU20)
_SPIED Pl PUE W32in),
SOLIERDS - ssa1g dasyg ¥oerg
SpIEd HSIVOHH
nonesIzAne) ding Jmmwo.)

(poddns 122d)
PURLI} PAASIU] B804S (DB

YNpE pRlsTu] LSeimay [oLsiy

sanbrumaal
TWONEXE[TY BaI04S [THETH]

SpIed Aoy LSHnS JEILE T
SPUEq BN JBamas jreEuy
SPFED N0 AW ], Semas JUILEI

SSE]D
Jo o ¥easg (Eamas sy

SOTIET20S W2l SHIVA

DII2 W TOTE[NE2ISAD JO SUSIS J0]
Mo SHO0O] YNPE LS80S JUsIXy

Impe paistu], (Eamds oIy

WV 1/1eY2Eea] v s2i8a1ens Surdod
W0 ATNURP] AS8Is [rLEgf




122

(Sururea] [EjuRpIom)
STOTIETIS MOT-PUE-232H

gaeosdde [oogas [0

211015 UMNIEMI TS

uonEesraAnoy ding Jmmo;)

SOLIET=22S =210 SHIVd

STOI)OWR 519710 0] Supuodsay

0025 ATEDUOI2S
mogqe SWNE] - ss21g daeyg Hoeg

STONOW: SUNdap SOLIEU20S
Jo sino-pueq -Surieads A[ERog

stmmessord suieads AqERog
sunuersosd HEL 01 SWN
nonuaAiam dnols [Ewg
SU0-01-2TUY)

STOTOTH2
apdumns ss2adx? 01 - JOXINY

SUONOTIR 0] 23pims
SATIBIAIUI AT SWIpESY Uy

suolssandxa [eie] Jo sydersolong

3T0-01-2T0)
saerd a1oy
SSE[2 AJEIZN]

dnois
TonIRIU] [er0g dIgspusis] SV

2Epiaq suonowryg

sladdng

motssandxa wno s, JaIea]
morssazdxa wwo s Py
sydesSolon g

Spred-01014d TVHS

WIS TS

SOLIETRDS - ssaid deaysg ¥aerg

SOLIETR0G ssa1g daeng Hoelg

sdnois
UONIEINU] [B1205 dIjspuati] (ISV

spred sSmIfaa] S]qELOIUOITm
PUE 2[QEROIIOT SHIVA

SOLIET=22S =210 SHIVd

MOT PUE 232

mnriany SHLVd

STHOT)OWD SIAY)0 SUIPUE)SIapu}

(saorateg
voddng woisnjaur wienRads)
(1ewzoy dnosd) Adessm Aelg




123

sumuerford Suieads AqEDOS

SISATEUY WV1S
0T PUE 2321

S01IETR0s (dnord
TONIEIAW [ER0S dISpUiid OS5V

SPUEY 2[IURE — AJ01S [EID0§
sAepd-apong
uolEsRAT0d ding Jumo)

SPIED P2l PUE U225

sdnoig
UONIEI] [Er05 dspusiil SV

MOTL PUE 2I9]




124

anbimaa ] apM, SpIEd sEuIj=a]
A]GEIFOTIHOIUN PUE J]GELIOTIHO.) S32IN05AT/
SOLIEU20G Ui - SHLV A | seummeldorg
SIBTID A0 S, [00TRS paseq aImerry
SUOTIOMWR L0 JO JURTIASEUE]Y RTINS
ooy 1s0d 21
MH UREA,
sanbiaga)
STOTESIAATION [sAlEeNg
sTonEsIAATo ) ding o))
S2LI015 [E1D0§
SHSE] BUrATos
sdnois s[Is [E10S waqodd SAI0IS SPIED SEUIRA]
2]QEIFOJIHOIUN PUE 2]GEIIOIHO.) SADIN0SAT/
sdnoIs monoeIm] [0S SV - WMDY SHIVd | SeUMueisorg
SIBY10 muo S[o0TRS Paseq AInemRIr

STOTIOWR MO Jo uomssardxy auwpqiqng

1 00T 10] SALIOSAIEI-(NS PpUE SALIDTRIE))

6 xrpuaddy



125

sanbruyaa)

MOTI PUE 3331 [SAISRIRIIS
uonesizano ding 2o
53AN05A]
WONOEIT] [errog digspustn] (ISv SOITETUS0S TSI SHIV | semmeiSoag
SIRA T MU0 S, JO0T2S Paseq JITIEIIT]
SHOTIOM? _SI3T)0 0) Smpuodsay] mamigng
sanbruaa)
MOTI DUE 2I2[] [SALSRIIG
SPIED SEWI[23] STQELIOJIIIOTL
sdnoss PUE 2[QELIOIIOT) SSOLIETR0S 532IN053T)
SOLIEURDS [S5aig desys HoElg WONOEIU] [EBI205 digspu=ts] (ISV Tadw - TMNIIENY SHIV | seunmmelsolg
SIRATD MU0 S[O0TRS Paseq IMIEIaIr]
SHOLOW? SIA)0 SUIPUEISIIPU) PUWIIGNS
W 1/32TJES] [P SITEIERS _
fmdod wwo AINuap] ASamals LIETy P2 Ul WOTENS2ISAD
Jo uSis 30 N0 S¥OO] JNpPE sanbruyaa)
furoing 1sodjarg | NP pRisnul, LSandIs LEINT [SAISRIRIIS

suonesIzato) ding 2o




126

gwrom 1s0d 214

(¢ Toal]) suossa] AJBIN]

STOTIOR
suierdstp prgo Jo sydersolong

SPIEY UONOTUS JERYIS
SpIEI-010T[d

sdepd-a1o

(smonoms
x21dwoo pue 2iseq) sydersolong

2[eas ymod-241] 2EIS WONOW

sanbruray/
SPIED 2MIALJ JUO-01-2UY SAEARNS
5213018 TV S
spred o10gg | 1sod saAndala(]
sAppd | sSur2eq, °,ISeWOREY SUONOWT,
-2]01 SPIED ML ‘SOLreu2dg - sdnord [RUIRIEW TV IS - WAL 532000531/
SOLIEmRds — ssa1g deayg ¥oe|g nornpely [erog digspuil] (IS | TvIsS - yreordde joomis-ajomyy | seummeriong

s19T1Q

MU0 5, [00TRS

paseq AInjei)ry

STOTIOMWR TMO Jo Holssardyy amamqigng

Z [0075 10] SILIOSILI-(NS PUE SILIOFAIE))

01 xrpuaddy




127

28purg suonowyg suo-o1-awugy | /senbrugpey
SpIED S32AMOosaT)
SOLFEWR2S - ssadd deeys Hoerg | dnoid wonoeraiu [Eros digspusii] SV | -0100d TWHS ‘WINoIm? TydS | semmeisoag
SI2T0 W0 _S[O0T2S Paseq-alm BRI
STHOTI0IHR ,SJ9T[10 SUIPUEISIAPU[] AATlqns
SPUEL] 271U20)
SPIED P2I DUE UIIL),
SpIEY HSNVOIH
ardound S12q20] (oddns 1aed) pustiy paisnir
npE paisnil LSS JPILGINT
asmodsayg
103V 12881 Sumes - SISAEUY MVLS ] sanbiuga21
TONEXE[e) SPUEQ 15110, SPIED
(sFopurE2a A2 SpIED IO W] SSE[D sanbiagaa)
[ENSIA PUE s2n0 2imaid) sa(ns joogosg I0 o ¥earg Seindls JDLLEIHT [SRISAIRIIG
monesIzAaney ding Jmmoy
goeoxdde Joomas 2[OTAN
S32AMO5AT)
SOLFET22S - ssadg deens HIelg WNNAEMD VIS | Sunmelsol g

SIRYI0

Ao 5 [00TRS

Paseq AIMIEIR)Ir]

STONOMR W0 JO JIRMRIEUE]Y PURIqNS




128

SISATENY VIS MOU PUE 312

sanbrugaa)

SPIED PaI PUE T22JD) sappd-aoy /SRR
SPUEY 2[IU28 — AJ01S [E1D0S
uonesRAT0d ding o))
goeosdde [oomas 2oy

SOITBTIR0S sanbrug

“dnoss uondem [0S dIgspuaii] (ISV S3I01S WM[MOLMD TVHS | /Seummeisodd
SO MO 5 [00T5 paseq-aanjesairy

SUONOWR 519110 0) Surpuodsas :uRIqNg
staddng
U01s5230%2 MO S JATIEa]
noiss23dxa wwo s pIi
sydessoloqg
SSE[2 AJEIRNI] siepd apoy salFARA)S




129

monu2AlIm dnois [Ews
2SNEY PUEISIAPUN)
2M0-0]-3T()
sanbiuay
12130y SUONOWY [SAI3ARIIG
SOLTETRAE
—JooT2s ATEPUOI2S INOGE
SUI¥E] - ssa1g dasygg JoElg
(SmoTjomR) SJOqUIAS MM
‘SOITETR0S — AwmreIsord
sureadg AJeEn0g
$32IN053
JeL 01 sum] WM TYIS | /SeUmmersol g
SI210 M0 5 JO0TIS paseq-aanjesa)ry

STUOT)OWD WMo Jo uoissatdxy waqqng

€ (00725 10] SALIOSAJEI-(NS PUT 5ILIOSI)E))

11 xipuaddy



130

SY{ESI W AP

0 JTEIS JO S[qEIAML], ‘Suiall snoidand
v Xog (U] Sam.gs o]

spidnd W monEMSAIEAD JO SUSIS 30T N0
yoor 01 apgoxd ndnd - Eamags osy

(s201472g woddng mosnyoug

11enadg) (temo] dnois

) Aderam ARlg
Aderq

MOIABT2Q-2ANIEE0) “SUIf[asumno)

(T2MEID TOOTDS

I PUE SEq [001S Ul) SEUNp

(amo 01 auo

O] 0L JO I5T]

“_ u.‘..ﬂ._Uﬂ h-.mlH.H.—u.“M.#. ?

7135 W UONEINSIISAD JO SUTIS
EMUB002T A33I04S [oEIU]

ynpe paisti] ‘(woddns
J22d) pusLy pRlsul ‘senbrumaa
nonexelry Eamars misIy

2U0-01-2T)

TONU2AT dnols [[Ems

(Ajquizsse) digsiom sanbruyg
2am21107) ‘gaeoxdde [ooTs 20N (2mum 212M2) [2A2] THOOJSSE]D) | 29)/53I3AIRIIG
5211015 [EIDO
aunuessord HOIS TEROS 532.IN0531
suEadg ATEROS WMIum) Tyds | seummelsorg
S0 MO0 S, [00125 paseq-Iniei)nry

STOIIOWR MO JO JUSMRSRUR]Y SamRTIqnS




131

(Surres] [eIULpIOUL) s2132)e1)S
SHOTETIS MOT PUE 333 /sanbruye |
awnressoxd 52200531
guryeadg AfRIDOQ /SUMmeIs01,]
SI10D A0 S [00T2G paseq-aIme21ry
SUONOWR _sid)e 0) Smipuodsey dmRIqNS
nonuaAIu dnois [emg
2UO-01-3UD)
SOOI
apduns sseadxa 01 - JOIIY
smomssaIdxa sanbrurag
[EE] JO syderfolong [SAIBIIRIIG
10072S AFEPUOI2S INOGE
BUIEL, - 5521 daeys Horg
smonome Funiidap SOITET2Is
Jo sno-puEq - swinessosd
sumEesds A[EROS
(TA(T STOTOM 0] 3PME sammeisoxd
HEL 01 3wI] SANIRINUL A1) SWIpEXy PUN [522.IN053N]
SIATI) M0 5, [00TIS paseq-aIm)eINIy

SUOIOWR _SI3T)0 SUIPUR)SIBPU]] PWRYIqNS




132

ame sydersoloqd sdnois digspus=1i] UONIEIAN] [EX0S (ISV 21 WIRLW 1YSNE] 2J8 STONowe J[dunsg

., AT 01 AFguT A8y] Sulig

O] 57 0F TUMOP WD 0] WEY] AP 0] SN0 W Wey] pup Jngfw [, win of dos 7 Ay pup doop
Fyl YINOL] YO PUD Sualy 03 Jim ABy] adeym iod B o] 133 W3 I YoM [ WAy 8y j0 auios,,
2STEJS0 PRAJOATI 2J8 slu2Ied DUR SISUIER] -, 5788 10yl Moy Nogu 10] v siinb Y01 pun N0 &qu
YoUe 85UE] e 05 UIRWIBG-U] #3017 JHY10 8y YEINSHIISIP Jounwrs Asy] ({Jjonion oyl ewl sjje] Iyl os
usaMIAg 1] SuiyIAND BAsU 5 848Y] B0 D D 40 BUO T 1D UMOP 54115 84 1By I0Y] YN J40M [ WS
By {0 10 ylim paijou aa, ], 3(eds mo 1mod B 21E2ipm pnos sTidnd pue smonemis gsnomnp of

PO I22E21 1V YL "SI2QUML PUE SMO0d 21 108 £,31 2SNEI2q 24022132 1 2[e28 Jmod-2A1] 20T

1¥D

wsnne i spidnd 01 suonomws Swigorel W paajoAl st uonnadas 10101 ¥ oC(Seousiiadia

wwo spdnd oIl paaliep) ATRNGEI0A TLwo S PIID 2R SWesn 82 ‘mwEnne M spdnd 107

pa1depE 2q 01 SABY STIIZ] Tonows xapdmod 194 ‘Suonomms opdims Ml 2[qELIOITIO 28 TSHNE Il
spdng -s¥sEl Swajos-wpqord <52 — sunmeisord SV 91R W PP I8 STonotr: xajdomo

"sAB]d-2]0T PUE S2WEE SUIsT
*AlTEqiaa pessaadye 208 SHONOWR - SURIRW W sSmieel ssaadxe o sprdnd exmbar jouw s20p SHIVA

"SpIED SBUlfEe] SHIVJ SWISN 1GSNE] 2J8 SUONOR SUIU]

"ST0SS2] JATRO SULMP NG SU0ISS?s SHIVJ 213 SUImp AJHo 10T SpIEd SUi22] J21 amongs spidnd

- AEp [00T2s 21 SUIMp PIZI[EINUE 2J8 S[[INS SUONEsIzAU0 dINg 210 PUE s21I015 [ER0S ‘sdnois
SIIE [Eo0s ‘sdnord drjspusil] TOoNJEIMU] [BI20S (JSW W 1USnel os[e 218 suonowrg spudnd 21 107
2AMJENIE 2IE M SISIOEIETD Suisn paldepe are semiotd pue ‘wsnne i spidnd [@iwn pasn AJUIET
2IE S[ENSIA, - WOOUSSH]D 81 1l Suiuaddoy 51 oy punlsEpun o Ay, T8l 05 WSNne @i sprdnd
Tl 2TOD 278 (2u0-0l-2m0) Suiroini-1sod pue 23 ° SPIEd SEUIf2a] 2[QELOITIIOIUN PUE J[QELIOITIOD
SUISTL JYSNE] SUONOTHR ISI] 211 208 PUE 2WWR02s SHIVJ 213 JSnomy GSneE] 258 suonows ajdunis

OONAIS

[

s2jonb pue s)ymeTmmo)

nes
sSulyes |

(s)
[00T25

sHonom? mue ssaidxa 01 spidnd Smgpes [ AmRYI qns

71 xipuaddy




133

wsHNE i spdnd @i swop 0s[E 1 Swigoeal 1sod pue 2ig (sBuipear
J0J SISTMED PUE S[22T AJ0IS U IIEIEYD MO JO UONEIOAX2) SUNim JO ¢ [243] PRARIDE 2487 sqidnd
U2 TWTOLIMD 213 Jo wed st goeosdde (00125 210UM B SE 2UOP ST SUNIIW Wl sBumjee] Swisseadxg

JUAIESEIIEqIIR “2piid 52 ‘sprea-ologd
B3 TEIIREW TV HS S Swisn g puE ¢t sread w snidnd 12ppo 213 01 IgENE] 218 swonows xapdurosy

WSHNE Mk sTdnd v STonow: 2suAm 2r0]dxs 0] pasn st ss2id deeus ¥oElg

WO [BLISIEY °, WEY] YIim SISnoy] a)ds 8yl wo snog) an og sjas) SHol]oWs aTUaIH] WD J0M
pusiadduos siowgo 1 wws By ‘spesu Xe)dios pur SensTl sAny OSjD PUD WIeds J11S1IN0 8Yf] WO
D OYM LS, 5B SUIIonITMI-YSy 278 oy spudnd 12p[o o1p M peso]dys 218 STHONOTID 2SUIU]

"STIOISSS 2UW0-01-2T0 I papracid are SuEEnas 2 oy spdng wmnoads 213 Jo pue SUIMonoumy
S 213 uo 238 ofa spidnd o1 pepracid 2re smonuaariul dnols ews suonowm: emonred Suriensod
STOTETGES snotres Sundtdap spred amuord saaToaml Yaiga ‘sdnosd monoermul eog digspuaii

(IS 21 SUEU[IDET J2uonnlerd W peaT 211 - WEONe Piw spdnd 2 307 papracsd 20e suossa]
[EUOTIPPY "S3STED JI2T DUE SSMI[3a] U0 SNo0] SISOES] S21I01S PUE spred amaond Smsy g mai o1
mondadal oIl “smoss2] AJEINI] SULmp PUE (TEIIZIET TWHS 211 Smisn) mmmatimd S 21 JSnomg
T2A2] [00T2S 2[0UM B 1B “28E15 UONEPUNG J SIE2j AJfed 21 Jo yed sE 1QSnel 218 suonows a7dung

T2¥E] 2IE SUONOI2 SUWIARTASIp WSANE kv prigo Jo sgderfologd AJEUOISEIO0)
"sAE]d 2103 puE suoissardxa [E10E] Jo sydeidolofd ‘spred-ojofd SWISTL JSNE] 278 SUONOER
x21dmoy -2fenfue] padojaasp SEY WSONE TRIA P 211 T2 JS0NE] 208 swonoms xapdomo,)

-saouanbasuos M pUE 1, UPIp BT

DUE [[24% PaXI0M IBTJA TLWOD 2111w pue ATNuepl spidnd mersgw SumoniunI-gsng 218 ogwn spidnd miw
PasN 2q 1SN SOITEUA0S "SITIATIE U111 SIAJOATI OSTE [RIm dnols digspusil] UomoEIu] [BI0g
(ISV 210 WLy 2uop AJEadAl 11 WSHINE [ P2 213 Jo ANIGE 210 1o spuadap sEuijea] Sumiimg

SOOI JOJ S2SMED AJNU2PL 01 payse 20 s[udnd pue pasn

CONAS




134

Mogo 3HIYD ] - 5584 doeyS ¥I0]g - SUNUEIsold TONISUEI] 21 W paioldxa 2IE SHONoW: Xa[dmo))

“EuIpuEIsI2pUN M2 21eN0ET o spidnd o 01 sydwmroxd

Amewr sapraoid W 2UL , IROQE YUyl und A5yl YMYM DSp] WD OLOUaIS D Wal] a0l nod o ey
Laf" xajdwod 00] 3g S 1] FTNDIsg woj1senh IOyl AMSLD 0] MOl MOy Joi op By Addmy waly]
sEyTL oy SHdnd 8yl SHIYSD WDy JFYIRd,, “STHONETOIS SOIIEU20S SUIST paiodys 278 SUONOTS 25UaIU]

"STOTIONI2 T0] S2STED JO SUIpuelsizpun spidnd o 11012 SI270B2], S[epOTU-2]0I SE SuiAlas
sqdnd Smdojaasp ApEordd qiw ‘sqidnd Jo mwonoas-ssoIo B o] peplacid are smonuaazam dnois [EWS

TOISSAS AF2AS UI IYSNE] ST UONOoWR 1u23lJIp ¥

- FESSOLLDgE Suiaq so 11 Afiuspl Aoad
1 uma AByy ‘ayiy jaaf By oYM oy prmom ABY] YyInoyT 0F WD]dxa 0] puoy B 340 JUAWSTTLDGUE
PUD 8plid 8y1] SHOIIOWS,, CAT[EUOISEII0 JUOP AJUO ST sHonot: x2jdmoo ssexdxe o1 squdnd Suwimgoeap

“I2UIIO0] 31 0] S[2pOo
2101 pooZ apraoad oga “spdnd Swmdoraasp Aesidiy pue SuEEnns e ogaw sqdnd o1 papracad 2m (7
2815 Aoy W SumMEads A[EIROS PUE | 25E1S A2 I {[EL 01 2]} sewmuElsord [ENONIPPY SHOROTS

apduns ss2adxe 0 spidnd goesl 01 [2A2] JOOTDS 2[0M B IE Pasn AJIEWId ST WMNIIImd TVHS 211

Vi

OONI

£S5

-“Buninw m sEurae] ssaadxe 0] Pasn 218 SWOssa| AJEISN]

- ey aeyy way Suiylsuos mogn Suiyio] aq Qgogoad prmos Iy adayad oowg pugf
ol Sujyisuwas 10U © oyl asnpagg ynolflip 51 31, SE pealearad st smonoms ¥a]dmos moge Sui{EL

-aipoeds are seomyond o1 1B JuElrodun
SI 1 TWSANE R sTidnd 01 SHOow: SWIGIES] U2, SUONOTES 25Ul ssa3dxa 0] pasn 2i siepd 210y

- dnodd o sooway fo mo adow 133 nod,, SE 2W0-01-200 SUIHIOM TET] I21SED
s1 dnoJs e wr SUr{IoN, SOLIETRIS 20 W pelandap SHonoms 21 ssardxs 0] pa¥sE 218 spidng STuonoms
21duns AJTOU2PE 0] PIsTL 238 WONJEIRIU] [E20s digspusisr (IS 213 TWHOIJ S213015 2ot J0 SOIEUaDS

Vi




135

" ABPADY

51 y3nol] Aup aaalgad AJonion o] Mg ToILG S JonsiA 3yl ymellspun sjuans Jo aousnbas
8y} ajim pnos nod adsym Wiols samad v ayy ‘saaynd | asn o) ydley st 1] A[qISUE] ST GO
womEnys € apraoxd o] yuepodwn s11] | seupoaduiad | seylo woy S3uny] 885 0] way] 40 paoy s11f
Y] 40f ¥20]q 084 D 3G PNOM ]] ‘PUDISEPUN 0] Way] 4qf papaiisiydos 007 4mf 51 HOTNNS 8] Ualy
PUDISEPUT U2 ABY] YoIym SUOLDNIIS wial] aald o] jupLiodi 511 a40/Baeyranpaduad s wosiad
A3Y70 ay7 woyf T3upy] a5 pup wolysod 58518 APOGAWOS W] SaAJasEY] Ind 0] paoy Aj0ad S1 71 Wsymp
Yl APy 40f, TR SeNSIE VI 2] - ,lesdn ‘sduwmp 273 wr wwop 23] [, 2101u PIigd — paip Jad A
“5°2 ‘Wnop tenm 21 “Sunjeads Aq[E1D0S 2UNUErS0xd 271 YSNOM SOLEUIS WOX] PRldfe sSuifea ]

" JUBWSSDLIDGUS ploan djsl 0] WSHND YlM piys 0 40f nidisy qpad 51 “Senasmay] aTIUDEi0 Way]
djay 0] 2102 a4v oY} S3UlY] ‘SA|qUIAW] PApO3 AMOjo3 ‘SAgDI-aud] Umop S3uty] uijiim Ag Jjasuy
FEIUDAL0 WSIND Y priy2 Suid)sy Ag, "PIsSNISIp 20 S21521ERs [yd[ey puE “(JURTUSSEIIEqIUR )

¥oed 01 sY00q 1B SULMOT 10T 83 ‘STONOMWR FEMINIEd 1012 JoIa SOLETRE JUIRITIp

sapiaoxd aunmerSord ayy -apuid pue JUASSERRQUE Tuaunmoddestp “5-2 (g mad) jooyar lmpuodss




136

wmnaads 21 Jo pu2 SUmonaung ys] 213 Uo S1 P2 213 J1 #U0-01-2T0 Juop

SI SISATENY WIS 2L "@suodsay] a1l PUE 1211V 21 SIME511] oM - Wnopl[atl, 31 SEY P2 3
Uaym) BUmag a1 SSIINUADE IAIES] WLIaTMm S22 Jo 21dnod 107 1da3 ST pI0J2I B AQRIamam TIINS
SIT SRIENTIOE] SISATEUY WIS W SHONOWS I0] S3SNED AJIUSDE 01 PIsTL 51 2Teds 1mod-aAL] a7

I¥D

“STIOTENE SWIPAE ST PIIGY 213 U2y 2STIS0I21 UED
O “HE23q Surmp 52 YNPE UE SABMIE ST 232103 1811 Juelrodinr 1 1] JNPE PRISnn B SUIATNUIpI
PIHD 2T SATOAWE SIYT "d2y H2es 01 Moy o sdi 2piaodd s21301s SHIV J 581381048 [DIHEIXyT

- SUBUT STOLDA 41841 1] Lioddns weyy Suinis pun spesu [ompiAptl Wao 4547 jno Suipul)

PUD WAL 8y yin SHYI0] OG0 8400 YINW 51 17, "D 210 J0] _SHIoM oI ASeIens e puig
01 Juevsodun s1 1] “PRIEIIN 30 12sdn UaTw TMOp TUJED 01 SE 0S5 JI0Mm U0 TOTUa1IE I210 1igs spidnd
amos 82 “sidnd =11 Jo spest 21 01 pR1dEDE DPUE DRIJHEPT 318 S31531ENS 1H2I3IJID IEY] [ENUaEsa
SI1[ YO0 SADMWD I, USaap 11 g §l pelLma] 84, (8] Wadpiys JISIImn o iy, Surpesiq deep
Surajoam anbrgoe] SWIED € ST SV Aq pepraoid anbrmgoay epum, o v(Samas Joleauy

" SO AFonsn j1 — | Addmy wey] eyvud 0] Syl op 0f 831 prnom . ADs

spdnd (Jreofpu 8y W AJIONST HOIST]INA UMD 51 SRR 81 0F ATOJADYag Sy 8SiUI0Iad ups nad
‘seony pos ddoy SHoIoWs syl WDJp O] Wil 83 pun S8jgqng JSnoy] SHIADY Pur N0 J1 g nod
A1 pasn oste are suonesizancy ding onuosy | 788l Syaosl A pmos oy [aa) prmo sprisly
A1EHI Moy 1EEf pimom ABY] WOl JD YO0 an,, [STONOR [l PRIBID0SSE SMOTAEYRq 21etsdosddem
pue 21e13dordde 1noge YoBS] 01 DasTL2IE SPIED SEUI[aa] 2[QELIOITIOSUTL PUE S[QELIOIIIO )

- Bmizoin 15od puE 23d SE [[2a SE WSHNE kv spudnd o1 s[pis monoms SuigoEs]
ey moinadas JuelSuod s1 2321 ], seousiradxe mymms SwpreSar sEuIjaa] 1121]2 01 PasTL 3IE 5211015
2S21[], "SUOTIOTIS 10] S2EMED JO SUIPUEISIIPUI 2171 JIE2] 0] PasT 208 SOITET2IS UR]11Iw DIE S311015

QOIS

s

sa10nb pue SIMRATIo )

el
suaes |

(s)
[oordg

STON0THR o seuem o) sfidnd Smgaes] amRyI-qng

g1 xipuaddy




137

i sTidnd FoJ peldEPE 23E 53T 2521 FEaA JNSE[OYIS 210 JO 135100 303 IE 135 33 SHOHENST
100125 [242] [OOTIS-2[0T4 B 1B 2U0P St smotaey2q 2ieidorddew pue 2ietadosdde moge Suigoea]

-sBuI2a] 107 S2STED ATNURP! d]27 01 SPIED TOMEMIS
S2PNIW QA (TOSTNE i sprdnd M) pasn st [BLIRIEpY d2e1g HIe[g [EILEW TV IS Smsn
TOMNALIMN) [ENOTEN 2171 SN0 [2A2] [00T2S-2]0TM E 18 S0P SI STWOIIOTIS 0] S2STNED SUIMIEa ],

moszad paIsTLR 2T AJHUUSDT 0] 3[QE 78 TSHNE W TIPTIYD 213 JO IS0 PUE “nosiad palsny am
2IEDIPUI 0] SAUO A 2 PINOYS SIEFEd I2Y] PUE WSHNE M WRIPTIYD 21 - Ayoniop Suisssna jen)
a4 nod 3, wop nod ] ssnplag,, WSHNE W PIITD 210 (L Toneroqeod  digsiamred w Surjrom

Jo someprodun 21 S28S3MS ITRIS WD) UL -, Biiys 81 40 Syiam oy — dIyniEua pliys sy,

2415 01 JmEsodTI S1 1] PIIFIUAPT AJENST ST (THSHNE [ J22d J90TE 10 JJEIS SUIMIE] WV 1SN
PINod P2 oY [00T[2S 3T Ui 2U0STIoS SUIATIUDT Ul PRTLIIOE ST 20ueiodi] (S2152IENs [BWRIXT

- BT anuE0I8d 10U 31 (5] WWopIield ay] 1l 23 AT T2 2STIEDSq

WnOPIa B Swifaa] Bmined oo Ao1p 1810 asiuBooes sprdnd 210 18T [E1OTUD S11] |, WOUDNIS 10y ol
PR\OUEL B 0] paau (BYy] SPUDg pad 48] SHITpl 51 piiyo 8yl jl oyl 840D S1 SYIT8] 8yl OF,
=ndnd g Fead g pasn Apuanbail e 1211E] 211 — SPUEY 1SLIAY SPIED INO-2mL] B2 ‘s21821Emns
aenxdordde Sunoafes wr “AUTIQE 2ANME0D 21 U0 SWpUadap “U2IpIgD 21 YA PRAIGIE SI
UOREIOQE]O ~,, MJSIXUD 51 Y2YM 71 oo I upa A5y} Joy] Moinnysg sivlidosddon oy saoy of
JUTM ], HOP WM Y400 [ UBPIYD Sy 0 IS0py,,  SR1821IE1S o T2 Suims Jo 2jqeded 210w (g el
) stidnd  27qE 2300 PUE 32D10 LM PTG JO AJIQE 2ANIS0 U0 JU2PU2dap 51 S21521ERS [EIRI
Jo 28es) suonows: a5ewe [idnd a3 dj2y 0] paUINUpI 208 S2152]ENS [EUIIU] [S252IENS (B0

"2]QE 2IO0TI 2T8 OT[w TRIP[I? Il SO 28 STOTESIZATION)
ding ammon) “Prma 211 01 1YENE] USTR 278 I TMOTABTS0 SATETISE DIE “SIMOTAETSq J0] STOSET
Jo monerofdys 13 SIENTIDE] AW PRI dimt 0STE 208 STONESIZATN ) dINg JITI0)) SIMOIARTY
SATETLIZE PUE SEUWI2e] BT 230]dxa PUE 0P WED 01 PIIYD 21 AMO[TE 01 (HE230 AT0STIas)

SSE[D JO Ino ¥earg “E-2 poiulta|dull 2Ie S2IS2IENS BT |, #/ggnyg 07 JWILIE 51 plys o

MAYM BSIHI0I84 0] LIS 0 o §,, S21821eRs 21eirdordde a1 Sumoofes pUE MOIAEYRG S PIIGD 21
I0] 2SNED 201 S2A[OAT Yo  pdiomsd B12q201, 210 SWisn Ml 1[E2p 2J8 smolaeygaq 21emsdorddeny

CONAS




138

Jo 1ed aIe 431 IBT “SI2TI0 211 JPISTHOD 0] SEY P2 211 PUE dnols B Ul 2Uop SI 11 2SnEdaq poos
Adaa maeq sey Adezamp AR, (Aderaq Aepd) Adereq dnoss pue (AdEIaT MOMAETRG-2ARMIS0D)
Suesmmos 82 “woddns auo-01-2u0 pepiacid 238 STWOPI[2TE 211 2AEY 0] pUal,, o sTidng

“dnois o mpia eep 228 ° | [idnd Isotue M o SwEy, T2

1esdn 0s 101 278 TSTNE R spidnd mamsy, Twop pewyed sey [dnd 21 12178 210-01-210 kv 1[E2p
ST MOIABY2q FWRAXY ~,, SJgUJJOJUoIuT 8.4 0By 11 1] 84 A5Yy] SN S48 BI0IS B YIRS U] a4, (5]
BsnrIeyg 1 Suiop wioy seajasuaty] dojs 1w s A5y SeuIsW0s, ISTEDSG [00TIS 21 J0J [EITLID SI
SOOI [Ils PRIEIJ0SSE smoltaeg2q 21emrdordden pue 21e1idordde puelsiapun o] spdnd Swmoea

. Bud]

ey Aniadalip op 15y] ups oym pup pausddoy soy snyl yulyl (Y] Ay Us33L0 8Y] pUDISBpUN
o7 L am,,— STONOTIR R S[ESSNAS 0am THSHNE Ml sidnd 10T SUop U21J0 30T 218 SUOHENIS
2U0-0]-2T() "STONENIS AMOT-PUE-212T] PUE (A]quu=sse) difsios JANII[[00 ST 3[2112 [EIISIEW
TWIS BUISn 5 2 ‘[2A2] [00T2S [0 E 1B 2uo(] TwEnne M spidnd 107 Afpeaigioads awop 10m

OONI

ES

. Synpe W Aumpes ayiy Asy [, (V1 971 AJ[ENST ST 0Gam) 1TpE
peisnn E 30 sdnois digspuais ] HoNoelau] [E100S (S 213 woif si2ad paisni], (se13aindgr JULsIxy

“(sanbrugos] oNEXE2I)
S2S[032K2 SUIIERIq (TUIT OO S20E] WONOTER [ SPIED A2y SPN[IWL [S813810.45 JUUISIH]

55U 30T SISMED AJIUSDI 01 PRsTl 278 SPIEd ISAWOHTE

.01 pEsl nod JAQUEEL T I, SIS oM SU0aLor 103 g, 1By S1y]

ay1y Supjas) ad, Ay pun punodEioid sy w a4, By 1 pur, oddns seed dojaasp o1 senmmusoddo
apranid sdnoig digspuaii,] HoIEIU] [E120S ([SW 2L PRIENE2ISAD TaTMm 10EITO0D 0] DM

PUE Op 07 TETAL SAM0TD PIIDY — WELJ B i papracad st pdnd oyl ympe palsnng s21521E0s [BLIXT

Tidnd 213 70 spesu 213 01 SWIPI023E pRIdEDE S21821EMS [EILIAIU]

“SIZPUITIZT [ENSIA PUE 5200 amgord Swsn wsnne

VL




139

ag jou Jjim 18y agiow puUn Yo £ 11 85ijoad 40 uasalip 11 el s ABY] DS Wajgodd sums 8]
o1 323 My 1 Qybdoy wayl pup,, J20UEIMSSERT JO S10] PUE “s2nbiumoal DoNEXE[2T 2PN S21521E0S
SWO-01-3W) ~, FLY] F8YT] JUULIOU O] YI0q 183 0F way] 4qf Way] 1asdn Ao soy Suiyisuos

pun sdes] 451 Suiijodaes swsigoad jpad sapy (B ‘dn weyl pumom Apmed soy Suiyistos i
FIMDIGG SSAULLDD L13Y] AL0158d 0] WSHND YHM Pl 0 g Lmoy sy0] upa If, W1 9Tl 01 SmpIodasy

“TONENSSAD JOJ 20UEIPUI E SE PRALS DPUE JUSDIIUIOD [22] PIIY2 padley A821e0S ST
“2THOT U2XE] 24 01 P2P2ol ST]l 21 SUNEJPUE (21007 IE PUE (00125 18 1day) " SSW Jo ISTT. B¢
TEQA W PIIGR B Swiptaoid T g TOSHNE [l PII2 [ENPLAIPT GoE2 0 PRIO]IE] 21E S2I52]ENS [ETIIU]

"212 ‘PES 2T S2NEW 1B Sunp 2uo (Addeq om0 S23ETH JETR SUI] 2U0 "5 2 — PISN 2JE S[OQUERAS
2muatd woissas F2d sasnEd (S11 PUE monowR UE sarojdxe | Supyweds Appoiaog, swmmeisord anl

-sTrdnd remonsed Miw [B2p PIN0D O STSQUIRTE JTEIS SUIATNU2DL S2PTOUE Y2
‘srdnd 2]qezews 213 "o 21Epdn wEe sepracid o o(ior pdng B apn[oul s8138I0.4s LSy

"30T JE PUE I2meIp Jooqds s, Judnd am w 1day st ajqeileun] 2] Tidnd a3 1moddns

PINO2 0 HE23q SUIMP AINP Uo IJE1S JO 2[QEILL], B v papiaosd aie sudng -, djsy yeer o1 uiod
Wy o L pUD PUDYaLgfEg aTS0I84 PUT UMOPIJEW T o Suplias wayl ploan o~ S313a8]04]8
yomu 5o spidnd aiS of pald aa, 8,4 .. ‘Daajoamt 28 squared saifaiens Sunoepas wagn C, s3opd

Sy 0] YI0g S05 pUn UMop JETigl SInI 8y USY] punT Xog sl apisine Suiyiswios 183 1enl pay
WEOOUETT] 2 S5 O apir syl 0f 08 Wpd 8y 7 J8yIre] Sy ¥ MDD 8y Saowy sy jardn Suinad Jasuiy
sjaa) sl USYM PUD WOOUSSD]D 841 1 oy sdeay sy SEWIL UAIa KOG 2[1UT. B 8PN s21521Ens
IQO) , WGED pur aumaas ‘gl jaal ], 8y adsym amyd peasalip v ) jjacuy asjensid o] 3wl dg
Waduw syl fJo pui 5, prya syg 192 o Jwilyg g, S21S21ENS UONEXE[2] 2PN[IUL S8l 381015 JTILEBIHT

. Tgdieg 2amb 2q 01 peacad seq s -, euos
5,11 PeDPP2Is 5,11 20T 11 P2Ugs O] BUI0S 21 2Mm DUE X0q AII0M 371 U 11 2AT20S 01 STI0E 21, am
H(O, ABS am UYL, sBur2e] mmonsed Jo o8 191 01 prey,, 1 puil s(idnd megam tASs1EDS aU0-01-3T0)

.. 2more wg 1snl jou pue dnoss a1

Vi




140

"STOTOTR JO JUWREETETY JIAT] JJEN]IOE]

djoy W w I (ST AT0STRS ©5°2) SaNI[SIP PUE SaNI] I “TUSTINE [Ilw TRIPTID 21

MOTY 01 128 wed ‘awnoelsord o w 2iedionred ogm ‘woosse)d 2@ m sTidnd Smdojaaap Aeanda
a1} pue padofaAsp 278 sdigspu2ii] 181 ST Suryeads A[[ER0S, Jo J8RIUEADE 3] JNPE UE [Hiun
s dn prmg 01 TWSHNE s PIIY2 € 107 20ueniodu 201 IN0GE SANEIE W1 20 SASAENS [BLRIXT

WONENE2ISAD J0] 2SNED E 278 YOI S2n2IXuE sTdnd sSaIppe 0] past 2Ie s2a1i0lg [E10G

" SuoNoWS 48y yiim (ja]1als adouw [oap 0] Waa] [l A3y Ajfonuads T 1asdn




141

“DRsTL 218 [ELIAIEY ss2id dae1g B[y WOl SpIed
TONETANS “SHONom: ¥a]dmos Jo Sumoeal a3 01 Suipeedosd 250J2q 2Eensue] Mo dojaasp 01 paod
spdng -__suoiiows xajduios o pap) siy] pUDISEpun SIswWe JoLms WSHnG I piys D SSnoiag,,

-, Justidojansp 48y 40f aiplidosddn sseym | IENE] ST SISTI0 Ul STONOomR ¥odmos SuIpuels=pu] »

"SISTRO
W peouaiizdxs OS[E 28 J[2S Ul SUONOTH 1B IYSNE] 248 s[idnd “SpFed WOETlIS SUIST [EII1EN

OONFIS
daemg ¥OE[g PUE [ELISIE TV IS GENONQ SUop ST SISTL0 T STONOS S7ds PUEISISpIN 01 SWioes],

“STIOTI0THS 0] SUIPES] STONETRIS 0 STOISSTOSIp Sspred-0jotd pue suoissaadxs [ere] Jo sydesSologd
:S21E21ENS TUSHNE [ U2IPIYD SN0 IunI-E1 PUE J2p[0 01 1ENEL 278 SHonow: xapdimoy -

“SRMSU2 UWOISSNISIP VW -dnols 21 Jo 1521 21 Aq PIJIu2pt 24 01 SEY

U ‘Tonotms: we (surded-a1o1) 0o Suoe | pue 10077 211 wo 28piig B 550108 Smiyem spidnd am
SIATOATIE DT “p PUE ¢ steaA w spdnd miaw swop st 28ping suwonomg o1 — AJIARSE Y ~(TI2IpTIgD
125umoA) suonoms Jo suoissaadxs [EIJE] 1o SISNd0T AJENIU] TUSHNE [ T2IpT2 128umod
pasn 21 s1addng -suworssaidxs [EID0E] w0 S I2T0ER] PUE S, PIIYD 210 “spred-olofd 2pnjaur s21S2iens
(A35ue pue pes ‘Addeq) smonowa J1SEq GOER] 01 PIsT 208 sUoissaadxe [eoe] Jo sgdeiSologd s IV 7S

-sdnoss digspusii] UoNIEISU] [BI0S (JSV 211 W IYSNE] OS[E 218 A7 "SOITEU23S IUaI3IIIp
Swsn sdais [[ETUS 01U ILWOD USXO0IQ DPUE “paieadal 218 S[INs wonotm: xapdmo)y - (JUHaTaA]0AT
TE1m2red AOTE 01) AW T2AIS 21E sfidng 2mey2s SHLV J 91 JENoN 1ENe] 208 suonoms: xajdmoy -

"STONETIIS MOU-PUE-2I21] 0] SPIED SUlj22] 2[GELIOJIIOOUN PUE 2[qEII0JIIod pue 2andadsrad SHIVA
Jo monedidde 213 puE 5211018 SHTV J USNOND IYSNE] ST swonows: 2pduns  s12mpo SUIpuelsI2pu]) OONIS s

nels
(s)

s210nb pue s)UAWNO) | SWIPEAL | [00TPS

STOTOUWR _SI2)0 puelstzpun o) sfidnd Suigpea] 2mRyqI-qng 1 mpusddy



142

"suonom: ¥2[dmod gies] o}
PasnL ST (§ JE2A) JOOTDS ATEPUOI2S INOGE SUME], - 521 d2aug ¥oelqg - swnuessord Uonswel] 2L

"AJ2leredas 2UOp 2q 10UWED I — STONOWR WO JO SUIPUESIZpUN Jo SUIIea) 21 Rl
TORATM[U00 Ul 2U0p ST SUONOWR SIJI0 JO SUIPURISIApUN Jo Suijoea] 21 "dnols 21 Jo sIaquuanm
21 TRk PRIEYS 218 aumuersord Surieads A[[E100S 21 W p2pracid SINO-PUBY 0O UaNIM STOROW T

JURIUSSEIFEqIUR PUE 2piid Juaunmoddesip SE gans ‘Suonoms
Tl S[E2P 1218 27U, Q JEaA I (SmOnISuel] ) ssai daays Jor[g puE (] 28815 A2y ) J[BL 01 2w,
(7 28r1g AaY) Sumeads AJ[EIDOS ‘2PNIIUW PISTL SN0 ~, Wl | ST SUOOTHR ¥2[dwod Suimaea]

"1 28B1S A% WI JISTE] S1 suonot: 21duns SUIPURISI2PU] "STUOIIOTIR

W0 JO Tolssardxs 21 M JYETE] ST SUONOWS  SIMI0 2STUS002T 0] SUIYIES [ “JOINT A1) SUIsn

Aq suorssardxa [RIJE] IO PUE IO JIATL PUBISIZpIM 0} padiay osfe a1k sqidng -dnols e mw 1o 210
-0]-2U0 1JENE] SIS S SIDad 840U 840 S01oyd sSMDIag WSHND N UBPIY2 YHM S31MDLp
U] UDY] JBYI0d Sojoyd 85T 0] pual 3,4, "PASTL 23 suoissaidxa [e1de] Jo sydersoloyd puE samuyatg

Vi

OONI

£S

" I0y1 ay17 Buiyieuios nod moys 1 oM sampoid ay],, Se (1IN0 B
surAt2021 wo 2pid “-8°2) spidnd Jo saouenedxe [emosiad INOQE SWIH[E] YSNOIYE 2UOP ST 1112 "3U0-0]
-amo pue dnois dimjspu=ii] TonJeIu] [B1305 (JSY 21 WPLw JT0P ST STonow: ¥ajdmwod Sunjaea]

"SIESE[D ADBIRI] WD JUSTIE] OS[E 278 swonowy sAe(d 2101 [s218218nE 12110 “suonom: apdurs
J0 SUIPUEISIZPUN [IE2] 0} pasn 27e dnois digspu=ir] WonJeIu] B0 (JSV 211 WL SOITET0S

Vi




143

"SI0 U0 STOMIE T2l JO 520U2nDasuod 213 PUE “SUONOIN: 51210 01 puodsas 01 mof siidnd gaesn
0] pasn 278 dnoaf dimgspusiig TonoEILN] [BI20S (ISV 211 Woil spred dIfspusii] puE SOLEUI0S -

-szomenbasnos o1 puelsIapun Wt dj2y 0 (Honm[oswy ‘WoNaY “1RESII] Sumes) YV IS WAT0IIE
a3 smsn poddns [EUOIIPPE pasl P TUSHNE Tl STidng pasn 218 ( SWirem E 5,11 ) SPIEd
PRIPUE (30 S,11,) SPIED U2RIE — SPIED [ENSIA — [2A2] [00TIS-2[0TM B I8 JYSNE] 278 saouanbasuoy  »

.1 0] sipfad 0] 8]g0 aq 1 oM ABy] sjea)f
1l WO PUDISISPUR |, WOp wadpqiya fT, suonou: sTidnd mmqo puelsiepim we) Suidjaq Ul SToiots
wwo sTidnd 211 To $2sT00T IBYIEI ] RS OO INIIIIP B SE paalzdiad s1SUQ 197 [EIISIEW

Tv IS YENO0I]] 2U0P SI SUONOIU:  SI2TR0 01 2suodsar mwr molaegaq 21etidosdde spidnd Sumaea]

“((.1gS1 31 Swnd )

motaegzq 2jenrdordde wo snoog B Aq peao([o] “seomenbesmos wo AJEDIT ST SN20 ] “paiEatEadu

a1 (spdnd 128unod 1 Miiw SPUEH S[Ilas) 5°2) S21I01S [EID0S PUE SAEd-2701 “SUONESISATIO))

ding ooy TWAJ0 SE PRISH 232 SIS0 U0 STONOE N2 Jo s20usnbesuod 211 Swipue1siapum
PUE “STOOTS SIS0 0] 25uodsas Wl AES;0p 01 JEgm Moty 01 s[idnd Swimgoeal - sl [iog e

VL

OONHES

I¥2

‘smonesizatnoTy ding JImos) 10 SHOTENS AMOT-PUE-2131] yEnomy
SUOP ST ST, SIS0 WO MOTAEYSY 5,200 JO s30uanbasuoo 213 NOGE §IES] 10T S30P SHIVI

"STOTI0THR
S1apo 01 puodsas o) spednd gae2) o1 pasn 2re smonesizanoy ding Jmo)) PUE SOLFEURIE SHIVL

sajonb pue sjmemmo)

OONES

nelsg
sugaeay

Is

(s)
[ooyds

STHON0R SIaf10 01 puodsat 01 moy sfrdnd Suiqpes ] AWRYL-q0S

< xipuaddy




144

-Amedmz 107 sausmbei-aad wevodn 218 g S[IINS SUITIAISI] PUE 10E1000-242 “SE
gons ‘digspusiil 01 pIE[2I S|NHs Swippimg w meurodion 208 g SOIIET20S S35t SuNeads AfEID0S
sunuerSord 2yl ~¥es1q Surmp snofEl i Suifesp CE-2 ‘pasn are s21821ENS MOU-PUE-2IL]

", 4. USI SSBUPUI]G PUiud 241 S, 3] IOt 211 Yl o] 33nys Ayl foyl vadn 2yl Ajqrgodd
5] Hq oy TEs)e Apogenios o pelindii] STy suop ea, ABY] JUYM WOl PUDISEPUN 0] 8133n4s
WS J0 A0S BSTINISG PUDISBPUN 0] Jsapamy syl fo suo g1 1, seouanbasuod o1 wo Suniion,

., B3y} Suinaddoy 51 oYM Nogr paliom g o] Sujos adap tsma syl o 1584 8y
FEMDIGG TSO]3 3y J0 1584 8y wo Iovdu 0] 3uiad © oy ASnoiigo pun UMOpIIE SAISSOW T SOl P
AiBur Suipeal n1 sucswos i oF, "pelTaR|dion 278 SUWITIIER] [EIU2PIOUI DUE SUOIETIIS MOT-DUE-2I3L]

Vi

OONI

£S

", Bdnaid 4a331q Fy] moys o] Ly | weyl o 1w YLy gsy yim
WOISIA AUy B 5, 17 Sy ajoym sy ser  uns dsy [ aunind 48381g syy ser sloagn 7, wop By T,




145

‘uoddns eme1xs Smipiaoid Aq wwop wied o1 padley st idng -, adioulid Zisgea ayl,, —
2STIED 217 TR SWITESD JO 20UEI0dT 201 “2STED B JO TONEISIIIUET B ST MOolAeTeq 21etidordden]

TLAOD T2
ST 31044 10T PIP 1ET PUE Pa¥iom IBUm Ard-arol e ur 82 “A1Anse we Jo ved swiro] Sunim
ATRIST2D) TUSHNE TR DYDY 210 J0 AN[IQE 211 1o Juapuadap st Suniiw w ssmpae] Smesardyy  »

- ol Supios
5] PHY3 8] 45NN PUTISEPUN (5] 05, PISTL ST PIIY2 211 01 JYSNE] 25ENSUE] JB[IUIS 2[E2s Juiod
-3AT] 3T SUIOP UM ‘I0UEISTI 30 ] JJEIS SUIIEa] PUE sjuafed (il 3JEIOQE[0D 01 JUELOdWII S11]

I¥D

s

"SI2110 PUE
JI25 U0 MOIAET2q o Jo s20u=nbasuoo Surmgaesl Jo aoueuiodiu 20Uy “moiaeyaq leixdosddem
PAET] 0 ST HO 10U ST BT\, SSWI[23] J[QEVOFIFOIUN PUE S[qEIFOITHOD 10 SAE 01O SI1] e

L punauSioyd ayg wodl

Suneos wol Aop sy Sulap wsigosd v op, -paipdde are anbrugosy My, 21 SE goans ‘sa8EnsS

SHIVd S22l 258 A2 aor 5521d¥e 0] WOOISSE]D 31 W SPIED MO0 351 0] PREEmOoIs 208
spidnd “apdurexs 10,] TIO0ISSE]D 2T Ul SUOHETYIS AJIED 0 PRZI[EI2URE 208 QUIIV . UL IGENEL S[IIHS

- &y Asyy yonga sedminidseonsiung Suigmd
moge 5717, 2N AR QI SII0EIETD, SEUNR SWISTL — WEANE in sTidnd [ pasn 208 S[ENSiy,  »

" SHenows xapduios adow o dn png
e Flguliofiuos aaon 183 A5yl S0, U211 PUE SUONOTID JISBG JO SUIYIEA] 210 il JJ0 SRS SHIVI

OONAS

IS

S)UATIO )

nels
SUIREa L

(s)
[001dg

msnne s sjrdnd o) Surpurisiapun [EUoTIOM? SUIYIEa) 10] sajdpuLL g amRy

o1 xrpuaddy




146

TETNE i spidnd S7qe 21010 pUE I9PI0 U3 LA parofdys ST8 STOTIONIS IST2IU]

"L Suiydom ad, ol prya syl e o 154 wadpyiya
Ao gy o peey nod o, 70T OP SISO 2] THSHNE i s[udnd atmos 107 {Ioam SSTp
amos se s2omosas Surredaad uaga PIIgD 210 JO AJNENPIAIDUL 210 JO 2TEME 2q 03 Jueproduir s1 ]

“BUIPUEISIZPUN [EWOII0THS
INOgE SWIYIEY] U2 2[qEMEDE 2q PUE WSHNE R [idnd 211 Jo [242] 213 18 1IElS 01 Juelsodn s11]

spdnd Eumod Mt pIsT 23E S20501S [EI00S 2 ‘sTidnd sepio kv pesn 238 sAerd-a1o3
‘apdexa 1o J wENne @i sfidnd Jo A1fiqe pUE 28 21 01 paadepe 278 sanbiugasl puE s21521ENS

“STIOT10THR
w0 JO STOISSadxa [E19E] TRIM WoRoumitos Wl ISNE] ST STOOT: SIS0 JO WoNEIFHU=p]

S[IE Yaeads pue afenSue] o padojaasp 2aeyg o spidnd s pasn
are sydersolon] wENne @i sidnd 2qe 2100 pUE 12pT0 21 01 IENEL AJ[EISTR2E 278 SOOI
¥2[dmoy) sauo 21seq 2] po0lsIRpun 24eY sTidnd magm AJOo 1GSNE] 28 STONOW: Xa[dimo])

“STIOTI0TIS JISEQ TRIA JT0 1IEIS STHO0TIS  SISTRO JO SuIpuelsispim SUIyies] matm,

" WET 40 HAOM [T DTN

nat jja o] suosdad 58 8] 840 SIHBd 418Y] puD wosdad 15ag 8y 51 piys oy [ nod ol sidom
oy — Apoes diyseumo Py syl Swjads 5p 5 of,, SSTOoTHS o TSR SSeuetr o] i woddns
1524 WED oA AJIU2PT 01 digsiemano SHNE @k s[rdnd 2 Surals 01 penuaoE st soueodm]

- 31 Joumios 3w (Y] oyl Mojameq siplidodddoug oyl

BADY O JUOM J, HOP WHM Y40M [ UaJEIYD 3y [0 150w s5mpisg,, S21S2IENS W0 T2 25N 01 2[qeded
arot spednd apqe pue (g med urn) spednd 22plo v “pIigo 91 Jo ANIQE SAIITS00 210 wo uspuadap
ST S2152]EMS [EWRIUI JO 25 sfureey 25emew [udnd a1 di=1 01 paJIU2pPI 278 SISI1ENS [EILISIN]

s st jpdnd a1 2omo paro]jdes 208 SMOTAEYS SATETIIY

OINAS




147

I0] SITEAL ITE1S 201 Jueodn 5111 JI2THET — PRIE[NS2ISAD ATE10] U=t idnd 21 woddns 10TmeD 210

- BSTms 8yl adl Jsnl woidiuds sy Suiimed 1sn UnL] ASyind

11 4qf" UOSTEL 8] 5] oYM I FOO0] 51 MOU Sa0E 0 SBQUIL T 800 o 0] SUiL] Usag an, awn JOLm D
L, ajqord 211 70 2SNED s2307d%e JOO0TS STWOOTES o 13T 35eumetr o] spidnd Suimpaesn way

1 t I k t g

O2IMT

ES

wsnne i spidnd o1 paelas sSUI puly o] JUelrodml SAEMIE ST 12K T3P 208 WSHNE [l
sidnd [[e SE ‘T2 S1S2I20U QIIa SWIRATos puil ol 1weusodun st 1t s7idnd s2pro 10 Tonwane
Ii2m dsess A2 SE 2ANIRIIR 278 S[ENSLAS2midid wsnne v spidnd rEumod Suigoea] uayam

., BUO-01-3U0 UDY] 48404 Y]] 0] 53
g auap Aoyl puf 7 dnous p 5o, 2210-01-210 TEY] J2Ulel dnols Ul s[[INs [E100S [IB2] 0] J2ISE2 S11]

- il 53on3uny asy] dojeasp o] pesu ABY] sTNDIag
SpUom Xa1dueos o yoo) jouuns nod Sujpunisiepun (Jodsiij-iow) oy 103 sa, By jim,, (ANIGE
2EETNEUE] pOOS B PRASIIE SBY WEANE M [idnd a1 maga ATmo 1g8ne] a1e suonomws xajdmosy

"1 01 aIoyad
0] 3]gn aq 1, WoM ABY] 5188l 11 MO PUDISEEUN ] Hop Wadpiys J7 wa331g madslin mﬁ..ﬁr_ﬂﬂmﬁw_:
a7 jo2 aa, A8y [ Suijsal ag pmoys A5yl Syuiy] 8y Joym viaal 8y Mol U0 YoM 34 T sdags

aroy] dsnds a ajgn J, uaam ABy] spEal Xajdiod (L@ Wi WADHYD YW SAlIaT0r,, (STIOTOTID
W0 T3] JO SUIPUEISISPUN 31 01 PRNUI] SI STONO: SIS0 JO SUIPUEISISDUN 211 INOGE SWIGIEa ]

sand amyand SWISh WSANE Rk s[idnd 107 peadepe 2I8 s2qu [ooqas “adexs 10, TUSHNE

i sprdnd Jo SIS [EHONOW2-01208 211 01 SUIPI0d0E PRIdEDE 28 sa0mosy -, st Suissadoid
1] PEST WSIITID LIIM WAL B SUIYLWIYT L8y] A0y Jjia A5y [, 0SS 121 2171 Ul 1gSnEe]
2q 01 SuroF s1 1eygw JB SHOoO] W1 213 Ageraga Surroyma-isod pue -21d Suisn opewr 208 suoneldepy’

s8ureag
211 10 SUOSE2X DUE 5[2a] ATO1S 3T Wi I913EIETD mof aJo]dxe sprdnd AoE1211] U "sSU0Ssa] AJEIS1N
W SURIW T £ [242] 1B 238 W2JP[Ig2 Ul JUSNE] ST SURIAW Ul sSEmi2a] sseadxe ol syudnd Suigoea]




148

2PIAOI] 19ENSQE 10U 3[QISUE]L I0 2131000 2JE I SIU0 25T Sa[dIEXS SUWIPIACId Ty,

(Papod MOJ02) SATQEI-2TUI SUIST ‘Wwaop sEwp Suniiwn Aq “20UEISUI J0T “S2A[ISTIN
SZIMESIO 01 MOT] TN YB3 01 NId[a1 ST 11 AIXIKUE M1 25eue o] Mol sTidnd SUioaes) U2t

", MOU JOY] NOGD YUIY] Wod [ Y310 ¥0 yuly] up3 A3y} usy] ‘vapl Siyl ‘OLmusds Syl way] a3
Appomiae nod i o9 ey 40 xFjdieod oo 8g JYy3 J] asNpIaq Woiisanh oyl A0SHD 0 MOy MOoToy
jou op A8y 7, Jpos nod saym jJoym, ¢, Jlddoy nod sayoue Joys, prya syl yen nod i, SToTons
smropdxs meyw sedmexs 21e10med 1o sydmword wenne miw sprdnd 2praoad o1 yoerodo =117

"S210 2ANESU Jo wonelojdys e
AQ pemol[o] I5IY perofdxs 278 SUOMOTES SATISOJ SUOMOTHS 0] SISTED PUE SUOHETIS 313 YSIqEIST
-spidnd 21 s07 Suisniyuod 5188 11 SSLAAIST0 WOsSa] AT2as W parofdxs ST Wonows JuaIsiIp v

" PESSDLmqus Sulaq sv 1 Giepl Ajfped |, upd Asy] ‘ayl] faa) AByl IOyM Moy

pinom dsyl ySnoyyo o5 win)dys o] pJdoy (LSl 540 | JUSWSSOLIGUE, pun  splid, 831 SUoIloWS,,
2ESTEdaq suonows xajdwod noge Swigaes] uaym Ajdde o1 ymogmp st epdiomad sy, -, 51 seeudys
0 ajgn Buiaq a40i5q 14l PUDISSPUN 0] 8]0 5 0] 51505 5] i, TONOTS ATE SUITIE] T2,

SOOI 2]duns 1o SUIPUEISIZPUN ME padsers aAey pmosw stidnd
I3pI0 — 1 28615 A2 PUE Hondadal W IYSNEL 208 SHOoW2 2(dmils SO0t Wnwo JI2T ssaadxa
01 mo7 s[rdnd SUnoes] M pRUIqUIOD ST SISTR0 W sTonowr: ofdurs A7nuapt o] spidnd Sumgoea [

‘wnop wied ndnd 2 djey garmgas s;i82ens
AJIUADT 0] PRASIYIE 20 0} SAEY WSHNE [ rdnd 2 pue sjuesed 213 [ila TOTEIOGE][OD)

TIOOTREG

STR 01 0F J0 “ITWOIT0S 0] SUIH[E? 82 “d[21 10] 58 PUE UONENS2SAP JO SUSIS 238IME0021 01

padiey 20 snidnd — spidnd 21qE 27010 PUE J2D]0 R pRITeU]dn 208 S21521E0S [EILIAIN] SOOI
w0 JI2T) 2SRUET wENnE Mk [idnd di2yg o1 paiuswe(diul 208 S2152]E0S BRI PUE [EILIIUT

wwop e 03 rdnd 21




149

" A5y wAy] ynm Laops of jod nod 0g o] p way] asnjiios o] Sulos

15l s oy uonado s ase Apoqiloas ynm way] Sulp.oqiuoq Lwojs nod Jo asnpiag oyl fo pap
poos v 188 Apa.d pup 154 wo Suluod a4 (py] a481m 885 PpUp I SUOLOMS 418y 1D Yyoo] aqibiu
Adps pmom J 11SII] WRY]1 PURISI2PUN 01 Juetodu s1 11 wstne Yitw [idnd e itm Sun{iom U2y

"SUOTIOR Wm0 Jo SuIpueIsSIapun
Jo Sumpe21211 YIlm 2112501 UI2UOP ST SUOTIOWR _SI2T10 SUTPUEISIZPUN JO B2IE IS 241 Sumpea]

Bl SaYD] IDULOU O] ¥oDq 188 0] wal] 4of —dn way] punom Apa4 spy Suyjauos ji asnpiaq
SSPUIDD {18Y] D.40]52.4 O] P2 b 40f sanoy ayp] ups dayy, “umop pawed sey idnd a3 mun
1Mesm 0] Jrenodr s11] "palenEaasAp A[e10] u2ym wsnne [itw Jidnd 211 woddns 01 INOIIP ST1]

" ABPADY 51 JyBnoy) AUp sasLyal
djjongow of g JuDILLG ST JENSIA SulllQa | (s2m1dnd 2sT — PURISIZPUN UWED A1 YOI SUOTIETLIS




150

(ymemsserreqma ‘apuid “3-2) suonom? xapdmod azowm Inoqe _yel,, 01 spdnd ey [ = ¢ wagg

(1a8ue ssamddey “5-2) suonom? asum ssaadxa o) sprdnd yoean [ = 7 wRIp

(paurigsLiy/Ligue pes;iddeq 5-2) suonoms apdums inoge el 01 sjpdnd foean [ = [ mRIf

¥ ¥ F ¥ ¥ ¥ F r ¥ ¥ F r YL| €5
£ £ £ ¥ ¥ ¥ b r ¥ z b 7 ODNI| €S
¥ ¥ F ¥ ¥ ¥ F r ¥ £ F r YL| 8§
¥ ¥ £ ¥ ¥ ¥ b r £ £ £ £ OONAS | i8S
£ £ z £ ¥ ¥ F r £ z £ £ IVD) | 1§
z £ £ ¥ £ ¥ £ £ £ £ £ 7 OONAS | 1S
A | 11 0l 6 8 L 9 g ¥ £ z I s I
we)] | wey | mey | wey] | we)] | we)] | wey | we)] | mwe) | we)] | wey | we) | Suipoes] | [ootps

MO ), T0P [ =¢ “U31J0 AI3 A = “U31J() =F ‘SIWIIIPIOS =T “IaAdpN = [

SR W Ble(

8 ?IqeL

LT xipueddy




151

Item 4 = | teach pupils to express feelings in writing
Item 5 = | teach pupils to understand the causes of their emotions

Item 6 = | teach pupils about appropriate and inappropriate behaviours associated
with emotions

Item 7 = | teach pupils to use strategies to calm down when upset, angry, excited

Item 8 = | teach pupils to seek help from adults/peers to regulate their emotional state

Item 9 = | teach pupils to understand simple emotions in others (e.g. sad, happy,
angry)
Item 10 = | teach pupils to understand more complex emotions in others (e.g.

disappointed, proud, embarrassed)

Item 11 = | teach pupils to know what to do and/or say to help someone who is sad,
angry, or hurt, to feel better

Item 12 = | teach pupils the consequences of what they do and/or say on the feelings of
others
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