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ABSTRACT

RATIONALE: Enabling spontaneous communication has been identified as a key goal in the education of
students with autism. Autistic young people with severe learning difficulties are an under-researched
group and there is a gap in curricular and pedagogical guidance and training for staff working in special
schools. Educational psychologists could have a greater role in addressing this. Therefore, this study
sought to investigate the impact of an Adult Interactive Style Intervention (Kossyvaki, 2017) on the
spontaneous communication of three young people with autism and severe learning difficulties, with a

view to broadening the offer of educational psychology services.

INTERVENTION PROCEDURE: Staff were videoed naturally interacting with the students. The video was
edited and shared during group training sessions to highlight strengths and good practice, illustrating 13
general principles and 8 communicative opportunities distilled from the autism intervention literature.
Staff trialled the strategies over several weeks, were facilitated to reflect on them, and decided to
implement 6 of the communicative opportunities from the original study. These were incorporated into
the students’ daily routine as often as possible for 5 weeks. Supervision sessions were held half way

through the strategy implementation phase.

METHODOLOGY: The project is founded on a critical realist philosophical position and used an action
research methodology to produce a nested case study. Data was collected using a mixed methods
approach, including video observation of the students pre and post intervention, semi structured
interviews with staff post intervention, a self-report check in questionnaire completed by staff regarding
their use of the communicative opportunities, and contextual information was recorded in the

researcher’s diary.

FINDINGS: The spontaneous communication of two students improved (implementation of the
principles and data collection was limited for the third child). A range of factors impacting the
intervention were identified at the student, staff, process and school level, and used to inform

implications for future research and educational psychology practice.
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Usually, Theresa begins by singing the Hello song softly, gradually singing it louder and louder,
building up the crescendo, moving closer into Rachel, until she gets to the last line. When she
sings the last few words, - ‘Hello Rachel, how are...” - Theresa leans in and tickles Rachel as she
sings ‘You! They both end up in a hug and Rachel squirms with delight, vocalising loudly. This
time, however, Theresa is changing the routine slightly, extending it by expecting Rachel to use
her vocalisation to express ‘more’ and learn more about contingency awareness and intentional
communication. Theresa sings the song, but this time she pauses longer before singing the last
word ‘You’, creating a gap in the ‘dialogue’, expecting Rachel to fill in the gap with her
vocalisation. Theresa wants Rachel to take her turn in the dialogue and use her vocalisation to
express ‘more’. Then, Rachel will receive the tickle and hug in the usual way. Pausing the
interaction in this way is only a small modification of the activity, but developmentally in terms
of Rachel’s learning, it is monumental.

(Hinchcliffe, 2022, p. 76)
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CHAPTER 1: INTRODUCTION

This chapter introduces the context and background in which | decided to undertake this project,
including key personal, professional, and theoretical influences that have determined my approach and
positionality as a researcher. This chapter then outlines decisions | have taken in my use of language and

terminology and presents an overview of the thesis.

1.1 Context

This research forms Volume 1 of a two- volume thesis for the Applied Educational and Child Psychology
Doctoral Programme at the University of Birmingham. It was completed during the second and third
years of the programme, while being on placement as a Trainee Educational Psychologist (TEP) in a

Midlands Local Authority.

1.2 Background

During my first year of training, | was inspired by the work of Dr Lila Kossyvaki, Associate Professor in
Severe, Profound and Multiple Learning Disabilities, at the University of Birmingham. Her doctoral thesis
explored the components of an adult interactive style that enables spontaneous communication in
young children with autism and learning disabilities. Kossyvaki (2017) conducted an extensive review of
the intervention literature to synthesise a set of 13 general principles and 8 communicative
opportunities relating to adult interactive style, which she named AlSI (Adult Interactive Style
Intervention). She then trained staff to implement these and measured the impact. A key component of
Kossyvaki’'s work, that draws on the principles of organisational psychology, is emphasising the
importance of collaboration with staff, enacted through an action research methodology. Both the
content and process of Kossyvaki's work holds relevance for the profession of educational psychology.
By implementing my own participatory research design, with older students, | hoped to add to the

knowledge base of the profession and further bridge the gap between academic research and practice.



1.3 Influences

My personal and professional experiences, as well as theoretical influences and reading have shaped my

decisions and interpretations throughout this project.

1.3.1 Personal Influences

My brother was diagnosed as ‘profoundly mentally and physically disabled’ aged two, and he attended a
special school setting. His school days were enjoyable and a positive experience for my family but his
transition to adulthood and supported living has been more challenging. Enabling and teaching young
people with severe or profound learning difficulties to make their needs known to others holds personal
significance for me. Additionally, it was never a specific intervention or discrete activity that made a
difference for my brother at school, but the daily interactions he has with certain people around him,
who tuned into his communication needs and patterns, whilst challenging him to achieve greater

communicative independence.

1.3.2 Professional Influences

On entering training in educational psychology, it took me some time to understand my role and how
this might compare to popular perceptions of it, as well as how it is defined within the profession - both
of which coexist within the context of the special educational needs and disabilities (SEND) system. In
my experience, schools tend to hold a perception of the educational psychologist (EP) as an expert in
SEND knowledge, whereas the British Psychological Society training and professional standards (BPS,
2019) prioritise expertise in psychological process skills, such as consultation. For me, this is can lead to
differing hopes for involvement which comes to the fore when supporting students attending special
schools. Additionally, conversations with colleagues suggest that special schools do not buy into EP
services as readily as mainstream schools, and the literature available paints a similar picture. Therefore,
| am motivated to find ways in which the profession can make a greater contribution to support this

group of learners.



1.3.3 Theoretical Influences

Two key theoretical frameworks underpin this study, the interactionist model of disability and the
transactional model of child development. As a philosophy and psychology graduate with an interest in
disability studies, | have found the work of Tom Shakespeare influential, particularly his book Disability

Rights and Wrongs (Shakespeare, 2014).

1.3.3.1 The Transactional Model of Child Development

The key principle of the transactional model is that adult behaviour influences and shapes child
development. It has its roots in the socio-cultural theory of Bruner and Vygotsky, whereby
communication develops through a continuous dynamic interplay between the adult and child. Prizant
et al.’s (2006) Social Communication, Emotional Regulation and Transactional Support Model (SCERTS)
made explicit the responsibility adults have for developing the communication skills of children with
autism through their interactions with them. This study aims to operationalise an element of

transactional support through the implementation of an Adult Interactive Style Intervention.

1.3.3.2 An Interactionist Model of Disability

Several interactionist models of disability have been developed, such as the biopsychosocial model
(World Health Organisation, 2007), social-relational model (Reindal, 2008), and a critical realist informed
model (Shakespeare, 2014), the latter of which underpins this study. Shakespeare’s (2014) position
developed from his own experience of achondroplasia, his work as a social scientist and bioethicist, and
his argument that neither the medical nor social model of disability aptly captures the experience of

disability.

The medical model adopts a reductionist understanding, equating disability with impairment requiring
‘cure’ or ‘treatment’, propagating discrimination and exclusionary practices. The medical model is still
prevalent in society and academic literature on autism (Llaneza, 2010) although many individuals with

autism strongly disagree with this way of conceptualising their experience (Kossyvaki, 2017).



The social model of disability was developed in response to the medical model. The Union of the
Physically Impaired Against Segregation (UPIAS, 1976) established principles that informed the social
model of disability, showing that people with impairments are disabled by society. The social model of
disability presented an emancipatory framework, promoting equality, participation and inclusion. It was,
and very much still is, pivotal in the disability rights movement, fueling political and legislative change

(Disability Discrimination Act 2005; Equality Act 2010).

An interactionist model of disability is based on the premise that disability is best understood as an
interaction between contextual and within person factors, producing a holistic multifactorial account,
that could include the nature and severity of impairment, personality, the attitudes of others,
environment, policy and culture (Shakespeare, 2014). This provides an appropriate theoretical
foundation for an intervention that seeks to develop a communication enabling environment for three

young people who learn and experience the world differently to their peers.

1.4 Terminology

This study is conducted in a special school setting, with students who have an identification of Autism
Spectrum Disorder (ASD) and Severe Learning Difficulties (SLD). ASD is a neurodevelopmental condition
that describes a spectrum of social communication deficits (Lord et al., 2018). Diagnostic criteria
stipulate persistent difficulties with social communication and social interaction and restricted and
repetitive patterns of behaviour, activities or interests, including sensory behaviours, that have been
present since early childhood and limit everyday functioning (APA, 2013). Discussion and disagreement
around the definition and boundaries of SLD is extensive (Imray & Hinchcliffe, 2014) but, in short, refers
to students with significant learning and cognition needs. The students in this study are either nonverbal
or minimally verbal (Koegel et al., 2020) and require a high level of support in all areas of development,

including self-help skills.

As detailed later, this research is founded on a critical realist theory of knowledge and rejects a medical
model understanding of autism. Language describes but also creates social reality and care should be
taken to avoid deficit-based terminology. Terminology used to refer to autism and autistic people should
prioritise the preferences of autistic people themselves but, like much autism research (den Houting et
al., 2021), this study was conducted without input from the autistic young people involved. Therefore,
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guidance was sought from the school, and from survey data collected by researchers and autistic

advocates (Bottema-Beutel et al, 2021; Monk et al, 2022).

In this study, ‘autism’ is preferred to ‘Autism Spectrum Disorder’ or ‘ASD’ to avoid unnecessary
medicalisation. Identity first language (‘autistic student’) is interchanged with person first language
(‘student with autism’). Although current surveys suggest that identity first language is preferred, this is
not unanimous, and to completely avoid person first language would not represent the breadth of
preferences (Vivanti, 2020). Additionally, the participants’ identity as ‘students’ within this project is
important but may also be interchanged with ‘child’ or ‘young person’. ‘Complex needs’ was considered
as alternative terminology to ‘severe learning difficulties,” however ‘severe learning difficulties’ was
chosen as it provides greater clarity, more accurately captures the students’ needs, and is most likely to
be identifiable by other researchers and professionals in the field. The term ‘special school’ is adopted
over ‘specialist school’ as this is how the setting described themselves. When discussing other relevant

studies and documents, the terminology used by the authors being referred to is adopted.

1.5 Structure of the thesis

Chapter 2 presents a review of relevant literature, discussing educational psychology practice in special
schools, spontaneous communication in autism, and the intervention literature relevant to this Adult
Interactive Style Intervention. Chapter 2 concludes with a rationale for the study and the research
questions. Chapter 3 details the methodology of the study and explains decisions made regarding the
presentation of findings. Chapter 4 presents and discusses the findings, beginning with student
outcomes and student level factors that impacted outcomes, followed by staff views regarding the
implementation of intervention strategies as well as staff level factors that impacted implementation,
finishing with process and school level factors that also impacted the success of the intervention. A
summary is given in relation to the research aim of investigating how the spontaneous communication
of three young people with autism and SLD is impacted by this Adult Interactive Style Intervention.
Chapter 5 considers implications for educational psychology practice, future research directions, the

limitations of the study and concludes the thesis.



CHAPTER 2: LITERATURE REVIEW

The first section of this literature review focuses on the role of educational psychology in special
schools, concluding that there is further work to be done (Winter & Bunn, 2019) should EPs hope to
offer effective support. This study investigates whether EPs could offer an Adult Interactive Style
Intervention (Kossyvaki, 2017) in special school settings to improve the spontaneous communication of
students. Therefore, the second section of this literature review outlines theory and research around
understanding autism and communication needs, specifically spontaneous communication. The third
section of this literature review focuses on interventions that enable spontaneous communication in
autistic students, with a particular focus on the concept of adult interactive style. Lastly, conclusions
from a review of the literature are summarised to present a rationale for this study, including the

research aim and questions.

2.1 Educational Psychology and Special Schools

The socio-political context surrounding the education of students with severe learning difficulties has
changed significantly, and for the better, over the last 50 years. However, although the principle of
inclusive practice is valued unanimously, its implementation in policy and practice has been confused.
Arguably, when narrative shifted towards equality of opportunity, something may have been lost in
terms of equity, particularly in relation to specialist teaching skills and staff training. This leads me to
consider the role and contribution of educational psychology in special schools, as well as barriers to

this.

2.1.1 Education for students with severe learning difficulties

Students with severe learning difficulties were considered ‘ineducable,” until the Handicapped Children’s
Act (1971) secured all children the right to an education. Students were assigned to one of ten
categories of handicap, which determined where and how they were taught. These categories were
abolished by the Education Act (1981), following the Warnock (1978) committee’s recommendations.
The principle of inclusive education was cemented internationally in the ‘Salamanca Statement’ or UN
Statement on Special Needs Education (UNESCO, 1994) and the UN Convention on the Rights of Persons
with Disabilities (UN, 2006).



Successive British governments declared their commitment to the principles outlined in the Salamanca
Statement but the implementation of these principles lacked clarity, direction and funding. For example,
New Labour pledged to adopt a policy of inclusive education through their green paper (DfEE, 1997), but
distanced themselves from the issue when they came under criticism for the closure of special schools
(The House of Commons Education and Skills Committee Report, 2006). Subsequently, David Cameron
(Conservative Party, 2010) pledged to call a moratorium on the ideologically driven closure of special
schools, strengthening the parental right to choose through the Children and Families Act (2014), whilst
simultaneously pursuing an economic policy of national austerity and budget cuts. More recently,
insufficient capacity in special schools (DfE, 2022) and increased economic uncertainty has led to
systems in need of reform (Ofsted, 2022a). The government’s suggestion of an integrated role for
alternative provision highlighted in the recent SEND review (DfE, 2022) appears, in part, to be plugging
this gap. In my experience, ad hoc resourced provisions in primary settings are increasing and these can
effectively meet the needs of young children with autism and SLD when they are adequately staffed and
resourced. In summary, inclusive practice, as a principle, is valued unanimously, but its real-world

implementation has been complex.

2.1.2 National guidance and training for staff

Arguably, one unhelpful outcome of what has been described as a values-led agenda, or a principled
rather than evidence- based approach to inclusive practice (Bgttcher & Dammeyer, 2016; Dell’ Anna et
al. 2021; Lindsay, 2007; Kauffman et al., 2021), is a void in pedagogical and curricular guidance, as well
as training, for staff who teach and support students in special schools. This has been reported in a

British context (Imray & Hinchcliffe, 2014), but is not unique to Britain (Moljord, 2021).

When the National Curriculum (DfE, 1989) was established, it was intended to promote equal
opportunity to a broad and balanced curriculum for all, but in effect, it left children with severe,
complex and enduring needs ‘working toward Level 1’ for the entirety of their education (Gale & Gibbs,
2009). Imray and Hinchcliffe (2014) state that a universal pedagogy and curriculum is unlikely to be an

appropriate starting point for students with SLD or Profound and Multiple Learning Difficulties (PMLD):



Those with SLD and PMLD both deserve and need distinct and separate pedagogies, which in
turn drive and inform distinct and separate curricula...those with SLD and PMLD learn in
fundamentally different ways from neurotypical children, and we must therefore teach them in

fundamentally different ways. (p.24)

Subsequent guidance recognised this oversight to some degree. The P scales (DfE, 2017) were
introduced in 1999, and following the Rochford Review (DfE, 2016) have been replaced by the
engagement model (DfE, 2020) and pre-key stage 1 and 2 standards (DfE, 2018a, 2018b). However, the
primary purpose of these documents is for assessment and school accountability. The engagement
model (DfE, 2020) is considered preferable to P-scales in this regard. It gives schools greater impetus to
personalise their curricula to meet the students’ individual needs, whereas previously, there was a
concern that P scale outcomes alone were informing the focus of curricular planning (Hinchcliffe, 2022).
However, although the engagement model (DfE, 2020) encourages school staff to closely observe
student’s levels of attention, interest and involvement, and to use this assessment to gauge the quality
of teaching, Hinchcliffe (2022) argues that there is still insufficient reference in the guidance as to how
staff can use this information to facilitate learning through appropriate pedagogy and curriculum.
Furthermore, functional skills that safeguard future inclusion and dignity, such as using the toilet, are
not referred to in documentation (Gale & Gibbs, 2009) even though the life skills and self- determination

of students is often raised as a priority for parents during annual review meetings (Bason et al., 2020).

When schools for students with SLD and PMLD were first established, extensive work was undertaken to
develop specialist training courses (Gale & Gibbs, 2009). The importance of specialist teacher training
was reiterated in the Warnock Report (Warnock, 1978) and the ASCET report (Advisory Committee on
the Support and Education of Teachers, 1984), but access to this reduced as policy shifted towards
mainstream inclusion. At the turn of the century, Aird (2000, p.107), a special school headteacher and
DfE advisor, expressed concern that “since the demise of initial specialist training for teachers of
children with SLD/PMLD early in the last decade, | believe that there has been an erosion of specialist
knowledge, understanding and skills within staff employed in SLD schools,” a concern expressed by
educators across the sector (Julian & Ware, 1998; Male & Raynor, 2009; Mittler, 1993). Currently, there
are still no specialist initial teacher training routes, and only a small number of post- graduate courses in

education for students with severe disabilities nationally (Rees, 2017).



Furthermore, students with SLD are routinely supported by teaching assistants, who play a central role
in their education. Ample literature can be found regarding teaching assistant support for students in
mainstream schools (Alborz et al., 2009; Farrell et al., 2010; Giangreco, 2010; Fisher & Pleasants, 2012;
Sharples et al., 2015; Webster et al., 2011), with far less research and analysis addressing the
effectiveness of teaching assistant support for students attending special schools. Small-scale qualitative
studies suggest that teaching assistants working in special school settings report a need for improved

training (Martin & Alborz, 2014; Simmons & Bayliss, 2007).

Martin and Alborz (2014) explored the views of seventeen teaching assistants and five teachers, from
the same special school, regarding the extent to which training equipped teaching assistants to support
their students. Staff reported that much of the training, including that accessed within the National
Qualifications and Credit Framework, was considered inadequate or irrelevant. Teaching assistants
highlighted supporting communication and managing students’ behaviour as key priorities for them, for
which they felt under-prepared. Within this school, senior leaders expected teachers to provide teaching
assistants with ongoing guidance and training, but this did not take place routinely due to staff sickness
and unforeseen incidents requiring additional adult capacity. However, this study only represents views
gathered in one school. Interestingly, more recent UK- based studies exploring this topic from the
perspective of school staff could not be found. However, similar views have been expressed by special
educators in the United States (US), particularly regarding inadequate training and preparation time,

(Andzik et al., 2019; Brock, 2020; Coogle et al., 2022).

In summary, the literature suggests that from the perspective of special school teachers and teaching
assistants, special school leadership, EPs and policy advisors, there is a gap in national guidance and

training for staff supporting students with SLD.

2.1.3 Therole and contribution of educational psychology in special schools

The marketisation of educational psychology services offers special schools the option to commission EP
support, providing an opportunity for the educational psychology profession to respond to the concerns
outlined above. This would be in line with government publications that mention a specific role for EPs
in working with students who have severe and complex needs (Farrell et al., 2006). Recent educational
psychology workforce reports published by the Department for Education that state that “EPs play an
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essential role in upskilling the education and wider workforce, thus ensuring high quality special
educational needs and disability provision” (Lyonette et al., 2019, p.9) and that “EPs work in education
settings, including special schools... to support the most vulnerable children and young people, and

those with the most complex needs” (Atfield et al., 2023, p.14).

Previous research that addresses the contribution educational psychology services make in special
school settings is scarce. Studies are outdated, conducted prior to the Children and Families Act (2014)
and the move to traded services (Male & Raynor, 2009). Additionally, some studies collect data about
the EP role from special schools but do not extrapolate this from the data collected from mainstream
schools (Kelly & Gray, 2000); others are conducted outside the UK education system, lacking relevance

to the current study (Gillman & Gabriel, 2004; Gillman & Medway, 2007; Strogiolis, 2011).

A notable exception is a study conducted by Winter and Bunn (2019) who completed a survey of EPs’
contribution to special schools. They focused on EP work in schools that cater for students with PMLD,
but these schools are likely to also support students with SLD. An online survey was distributed to all
educational psychology services in England and to private practices, with 207 respondents. Data was
analysed using descriptive statistics and quantitative and qualitative content analysis. The sample was
self- selecting, which may have resulted in EPs with a particular interest in or experience of working in
special schools being more likely to respond. Nonetheless, it provides some useful insight into the

current working practices of EPs in special schools.

The findings show that work carried out is skewed towards individual, statutory-led cases, although
46.9% of respondents also reported delivering training, and 36.7% reported opportunities to be involved
in systemic work. Individual level work, including assessment and consultation can upskill and support
staff, for example by sharing knowledge around attachment, metacognition and detailed functional
analysis (Winter & Bunn, 2019). However, Winter and Bunn (2019) conclude that training presents the
most effective way for EPs to disseminate psychological knowledge as well as knowledge about a wide

variety of specific disabilities.

This is echoed by others in the profession. Rees (2017) suggests that further input and training by EPs in
special schools may include improving teacher knowledge of specific aetiologies to inform
environmental modifications and pedagogy. Some EPs in Winter and Bunn’s (2019) survey reported
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incorporating Video Interaction Guidance (VIG), Video Enhanced Reflective Practice (VERP), coaching
and reflective groups in the training they deliver. Hampton et al. (2019) found numerous benefits to
running VERP sessions alongside training on the engagement model for both staff and students,
including improved relationships, subtle changes in practice, informed target setting and improved

professional confidence.

Details regarding the systemic opportunities EPs report involvement with was not included in Winter
and Bunn’s (2019) analysis. However, there is recent evidence in the educational psychology literature
of both curriculum development (Carpenter et al., 2023; Rees et al., 2017), potential contribution to
wider policy development (Hill et al., 2016) as well as whole school development through enquiry and

participatory research (Carpenter et al., 2023; Crombie et al., 2014; Hampton et al., 2019).

Carpenter et al. (2023) facilitated a support group to address challenges around the introduction of
statutory relationships and sex education (RSE) for students in a special school setting. The support
group was developed using Planning Alternative Tomorrow’s with Hope (PATH), a participatory, person-
centered tool. They concluded that the study demonstrates a key role for EPs, working alongside schools
to use PATH to enact cyclical, holistic and reflective approaches to systemic change for sensitive issues
such as RSE and other burgeoning educational agendas by working alongside schools to change ‘hearts
and minds.” However, the article suggests that, due to the sensitivity of the topic and challenges
recruiting, staff participants and parent respondents were limited to those who had a relationship with
the researcher and whose values and interests already aligned with the research. Therefore, the study is

unlikely to capture the depth and complexity of stakeholder views.

Rees et al. (2017) provided pedagogical and curricular guidance to special school settings in a Scottish
authority, through their development of the South Lanarkshire Framework for supporting pupils with
severe and profound learning difficulties. It was reported to be well received by staff who shared that it
developed their mindset, practice and informed target setting for their students. Qualitative data
collected triangulated with quantitative data collected to give confidence in the findings. However, one

of the authors was also the creator of the framework, increasing the chances of confirmatory bias.

Hill et al. (2016) developed techniques to elicit the views of children in residential special schools,
including those with SLD and PMLD, commissioned by the Children’s Commissioner for England, a body
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able to influence policy makers. They used participatory principles to pilot a method for gaining the
views of students that integrated ethnographic observation techniques with checklists adopted from the
SCERTS framework (Prizant et. al, 2006). The authors report initial findings to be positive but that the
study was constrained by time restrictions. Therefore, the broader strategic impact of this study is

unclear.

Crombie at al. (2014) focused on identifying the implicit, experiential knowledge or unnoticed and
unconscious good practice of special school staff through a case study design that drew on participatory
research principles. The research was conducted over three years in a school for students aged 2 - 19
with SLD and PMLD and included qualitative observation as well as interview data from staff and
parents. This study recognised the substantial level of knowledge accumulated by staff in special schools
through experience and ‘on the job’ learning, seeking to make this explicit and to build on it. Strengths
in staff included sensitivity to needs and preferences, affirmation of the children’s achievements, and
total engagement with children in activities they were undertaking. Empathy was found to be at the
heart of good practice, and reflection the key to professional development. Although the lead
researcher was employed privately as an EP for the school, raising a possible bias in reporting, this in-

depth case study gathered views across the whole school community, giving confidence in the findings.

In summary, government publications and literature from within the profession suggest that, alongside
the good practice and rich professional knowledge base accumulated within special schools, EPs are in a
strong position to contribute to the professional development of staff who teach and care for students

with severe or profound learning difficulties.

2.1.4 Barriers to educational psychology involvement in special schools

The previous sections suggest that stakeholders express concern about a gap in national guidance and
training for staff teaching students with SLD or PMLD, and that EPs may be able to contribute their
knowledge and skills to address this to some degree. However, the most recent snapshot of EP
involvement in special schools (Winter & Bunn, 2019) indicates large variations in involvement, reduced
contact nationally, with qualitative data suggesting that EPs are not being commissioned by special

schools.
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One barrier to greater involvement, highlighted by EPs, centers around school budget constraints within
the context of traded services (Winter & Bunn, 2019). Furthermore, in many local authorities, the
current financial context makes it difficult for EPs to think and work creatively beyond the statutory
work they are required to complete to strict deadlines (Hampton et al., 2019). However, this barrier

exists across all schools (Lee & Woods, 2017; Gibbs & Lauchlan, 2015); it is not unique to special schools.

A second barrier is alluded to by Rees (2017) who makes a conceptual link between the social model of
disability, the inclusion agenda in education, and the impact this has had on EP practice - leading to
reduced knowledge around specific disabilities. Winter and Bunn (2019) also identified this as a key
barrier to EP involvement in special schools, with EPs consistently reporting limited knowledge,
experience and poor confidence. Recent studies conducted by EPs in special schools tend to draw on the
profession’s process- based knowledge rather than content- based knowledge (Bason et al., 2020;
Carpenter et al., 2023; Crombie et al., 2014; Rae et al., 2017), a trend that aligns with Winter and Bunn’s
(2019) survey. Whereas, the little data available, suggests that special schools do not see a facilitatory
EP role as valuable (Rae et al., 2017) and believe that their own staff have more specialist knowledge
than individual EPs about specific disabilities (Kelly & Gray, 2000; Winter & Bunn, 2019). It should be
noted that this largely reflects what EPs report school staff believe, rather than a direct and
comprehensive investigation of staff views. Nonetheless, the available literature suggests that EPs

generally do not possess the knowledge special school staff expect them to.

Gale and Gibbs (2009) ask the important question of how the social constructionist approach,
underpinning current EP training and practice, should be balanced against the potential danger arising
from the ignorance of condition specific risks. The reconstruction of educational psychology (Gillham,
1978), including the opposition to labelling and allegiance with an ecological approach, was an
important development for the profession, but it appears to have created a context in which specialist
knowledge about specific conditions is not a priority for initial training courses (BPS, 2019). These
misaligned perspectives are hypothesised to lead to differing expectations between EPs and special

schools regarding their role, acting as a barrier to further involvement.

In summary, EPs’ views on their role in special schools “feature limited ideas” (Winter & Bunn, 2019,
p.1) and although, as described in the previous section, innovative work has been published in recent
years, the literature highlights barriers to further progress. This has led EPs in the profession, with an
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interest in the field, to conclude that there is “work to be done” (Winter & Bunn, 2019, p.1), as despite
the challenges, taking a risk and being creative can be rewarding for both school communities, as well as

EPs themselves (Hampton et al., 2019).

2.2 Spontaneous Communication and Autism

In this section, theories relating to language acquisition and theories relating to why autistic individuals
find communication challenging are first summarised. Then the definition of communication adopted in
this study is discussed in relation to the unique profiles and language systems developed by autistic
students with SLD. Lastly the concept of communicative spontaneity in autism is explored, and its

measurement in this study is defined.

2.2.1 Theories of language acquisition

Various theories of language development have been proposed. Behavioural explanations (Skinner,
1957; Mowrer, 1960; Osgood, 1962) consider environmental variables as a key determiner of language
development; biological theories (Lenneberg, 1967) argue that environmental variables such as
reinforcement are a poor explanation of the phenomenon and language is genetically programmed;
cognitive theories (Piaget, 1926) align language development with cognitive development;
psycholinguistic theories (Chomsky, 1957) suggest children have innate knowledge of the structures of
language; and pragmatic (Bates, 1976) or social interactive (Duchan, 1984) theories emphasise the
importance of social experience in language acquisition. These theories have their advantages and
disadvantages but any credible conceptualisation will need to emphasise the active role of both the
child and the environment in the acquisition of language, as described in the transactional model of

child development and interactionist model of disability.

2.2.2 Theories for communication difficulties in autism

Reasons for why autistic individuals find communication challenging are equally numerous and
independently incomplete, initially encapsulated in three well-known theories: theory of mind,
executive functioning and central coherence. Additionally, Bogdashina (2022) draws particular attention
to the role of sensory processing differences.
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Difficulties with theory of mind (Baron-Cohen, 1995) can mean that children with autism do not easily
attribute mental states such as thoughts, emotions, beliefs and desires to themselves and others,
impacting their motivation to communicate. Difficulties with executive functioning (Hill, 2004) including
planning and sequencing, working memory, impulse control and mental flexibility limit the self-
awareness and processing speed needed for communication (Kossyvaki, 2017). Weak central coherence
(Frith, 2003) describes the autistic person’s tendency to process information locally, rather than globally
and in context. Although the potential for intense and narrow focus is a known strength in autistic
students, like a torch beam (Mesibov et al., 2015), children with autism may find it difficult to keep in
mind many pieces of fragmented information, only use one sensory channel at a time (Lawson, 2011),
fail to notice language unless it interests them, and find attention-switching to a communicative partner
difficult (Courchesne et al, 1994). Williams (1994, p.3), an autistic woman, described this as a “busy

department store that can open only one department at a time.”

Additionally, sensory processing differences can be a key barrier to language acquisition (Bogdashina,
2022). To understand the experience of a child who is learning to communicate, recognising their unique
hyper and hypo sensitivities prior to intervention is paramount (Dunn et al., 2002). This is an area of
recent interest (Kojovic et al., 2019; Thye et al., 2018), and particularly relevant to naturalistic

environments (Haskins et al., 2022), such as busy schools.

2.2.3 Understanding communication and the unique child

Whilst communication difficulties are a core feature of autism, there is significant variation in the
communicative profiles of individual students (Clifford et al., 2010), and adults need to be sensitive to
the strengths and needs of each child (Kossyvaki, 2017). To clarify how communication is understood in
the current study, and its variation in students, we need to define what is meant by communication.

Bogdashina (2022, p.19) identifies the following elements as necessary for successful communication:

e Asenderand a receiver
e Communicative intent
e A medium of transmission

e Something to communicate about
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Communication includes both the transmission and understanding of information, or the expressive and
receptive skills of an individual. In this project the students are the ‘sender’ of information, and the
adults around them are the receivers. The target of the intervention is to develop the students’

expressive, rather than receptive, language skills.

Numerous definitions of communicative intent are provided in the literature, but none is likely to be
operationally effective or accurate for the students taking part in this study. Ogletree et al. (2002)
broadly define communication as unintentional, pre-intentional and intentional. However, it is
challenging to accurately attribute the level of intentionality to the actions of early communicators
(Messer, 1994), in the same way that it is challenging to accurately attribute the level of intentionality to
a baby crying. Wetherby and Prizant (1989, cited in Potter & Whittaker, 2001) and Grove et al. (2000)
highlight behaviours to look for in students with significant needs that indicate intentionality; these
include, altering eye gaze between the goal and listener, persistent signaling until a goal is achieved and
waiting for a response. However, Kossyvaki (2017) rejects these as useful measures because children
with autism are likely to have eye gaze processing difficulties (Pelphrey et al., 2005), as well as
significant theory of mind and difficulties (Baron-Cohen, 1995), often showing no awareness of
communicative failures (Meadan et al., 2008). Therefore, in this project, communicative intent is

defined by the presence of a ‘receiver,’ or adult.

The medium of transmission refers to the method by which a message is transmitted. Wide variation in
methods used is present in autistic individuals, ranging from symbolic methods such as speech and
signing, to gesture or action. Up to 50% of autistic individuals may never develop functional verbal
communication (National Research Council, 2001) and some individuals with autism make their needs
known only through non-specific vocalisations, eye contact or the instrumental use of others’ bodies
(Clifford et al., 2010). Young children may not see the need to communicate in a verbal manner (Wall,
2004). Sinclair (1992, p.296), an autistic man, wrote “learning how to talk follows why to talk and until |
learned that words have meanings, there was no reason to go to the trouble of learning to pronounce

them as sounds”.

Something to communicate about is the function or purpose of communication. Communicative acts
serve a range of functions that are grouped in the literature under three sections: behaviour regulation
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(e.g. requesting and protesting), social interaction (e.g. attracting and maintaining attention to oneself
or requesting social routines), and directing another’s attention to an object or event (e.g. commenting
or requesting information). Wetherby (1986) proposed these three sections, noting that typically
children develop synchronously across all three strands, whereas students with autism tend to first
develop skills in communicating for behaviour regulation purposes, then for dyadic shared attention
with a partner, and finally for triadic shared attention with a partner and other object or event.

Empirical research using cross sectional and longitudinal designs support this model (Stone & Caro-
Martinez, 1990; Wetherby et al., 1989), with behaviour regulation (requesting and rejecting) reported
by many studies as the most commonly used function for autistic children (Agis, 2009; Potter &
Whittaker, 2001; Chiang, 2009; Chiang & Lin, 2008; Kossyvaki, 2017), although Birkeneder and Sparapani

(2022) found commenting to be most frequently observed.

Autistic writers have emphasised that all autistic people have an inner language, even if they cannot
communicate through conventional methods (Bogdashina, 2022). Furthermore, each individual
develops a unique system, usually incorporating a range of methods for different functions and

messages. As explained by Williams (2009), an autistic woman:

| had a whole system of relating which | considered my language. It was other people who did
not understand the symbolism | used, and there was no way | could or was going to tell them
what | meant. | developed a language of my own. Everything | did, from holding two fingers

together to scrunching up my toes had a meaning. (p.30)

2.2.4 Understanding and measuring spontaneity in communication

Spontaneity is a critical component of functional expressive communication (Rdma et al., 2014).
Spontaneous communication gives people greater control over their environment, it is fundamental for
learning about the world and fostering key relationships (Chiang & Carter, 2008). It allows autistic
individuals to make their needs known, avoiding dependency on partners to anticipate and predict their
needs (Carter & Grunsell, 2001). Potter and Whittaker (2001) make the point that spontaneous
communication is key for self-determination, with all the implications this has for independence and
wellbeing. Therefore, spontaneous communication has been identified as the most important goal in
educating autistic students (National Research Council, 2001; Prizant & Wetherby, 2005).

17



Itis widely reported that autistic students lack communicative spontaneity, particularly those with
learning difficulties, (Andzik et al, 2016; Birkeneder, & Sparapani, 2022; Chung et al., 2012). Birkeneder
and Sparapani (2022) used video analysis across 112 children and found a low rate of spontaneous
communication (0.69 initiations per minute), which is in line with earlier studies (Stone & Caro-
Martinez, 1990). However, children display heterogenous profiles of communicative spontaneity, and
the true nature of spontaneous communication in children with autism is not well understood (Chiang,
2009). For example, Chiang (2008a) found that children with autism and limited speech produced more
spontaneous communication than elicited communication, also arguing that some autistic individuals
may be too spontaneous in a given context to functionally meet their needs (Chiang & Carter, 2008).
Birkeneder and Sparapani (2022) also found that within their sample of 112 children, 5 children, in fact,

initiated quite often (3.0 — 5.67 initiations per minute), whereas 19 children did not initiate at all.

Variance in research findings may in part be due to a lack of consistency regarding what is being
measured. Communicative spontaneity is not clearly defined in the literature (Duffy & Healy, 2011),
making it challenging to compare findings. Definitions can include features such as the sequence of
interaction, topic introduction, or time passed since the provision of a prompt (Rdma et al., 2014), as
well as definitions based on linguistics for children who use speech (Chiang & Carter, 2008).
Furthermore, it is challenging to find a middle ground that represents the complexity of the concept
whilst implementing clear operational boundaries that allow for measurement. Most definitions found

in the literature focus on the degree to which a communicative act is prompted, either adopting a binary

or continuum understanding of this.

Studies that require a clear operational boundary tend to adopt a binary understanding - a
communicative act either is, or is not, spontaneous. For example, Potter and Whittaker (2001) define
spontaneous communication as any communication that is not verbally prompted; Chiang (2008a)
defines spontaneous communication as communication that is not prompted by a partner; Birkeneder
and Sparapani (2022) define it as acts of unprompted and intentional communication directed towards
another person to serve a function. Some studies define what they mean by a ‘prompt’, others do not.
Importantly, the definition adopted is usually chosen to establish a helpful threshold for the students in
a particular study. Although this can make comparison between studies challenging, it allows
measurement to be meaningful for the cohort of students taking part.
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Some authors argue for a continuum understanding of spontaneity. Carter and Hotchkis (2002) state
that spontaneity should not be considered an all-or-nothing phenomenon but a continuous variable,
with the distinction between ‘initiation’ and ‘response’ being redundant. Carter and Hotchkis (2002)
suggest characterising spontaneity based on the obviousness of controlling antecedents, offering a Four
Level Antecedent Model ranging from natural cues (most spontaneous), to stimulus highlighting, to
generalized communicative cues, to direct prompts (least spontaneous), as shown in Table 1. Rama et al.
(2014) drew on this model with teachers in a Finnish context, as it makes the features of their practice

that affect spontaneous communication visible.

This study adopts a continuum conceptualisation as it offers greater explanatory power and facilitates
staff understanding of communicative spontaneity (Carter & Hotchkiss, 2002). An adult’s interactive
style is, in effect, offering environmental and interpersonal prompts for spontaneous communication. A
continuum understanding is also a helpful way to explain the importance of adult mediation at a level
that offers the most effective degree of scaffolding, allowing students to extend their skills. However, as
the aim of this study is to measure change in quantity, function and method of spontaneous
communication, rather than change in degree of spontaneity, a cutoff point needed to be established.
Kossyvaki (2017) adopted a continuum understanding of spontaneity to underpin her Adult Interactive
Style Intervention, and a binary understanding to measure change in the students. In order to maintain
conceptual integrity, this study will use Carter and Hotchkiss’ (2002) Four Level Antecedent Model, a
continuum conceptualisation, but agree an appropriate cut off point along this continuum, with staff, for

measurement purposes.
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Table 1: The four-level antecedent hierarchy

the learner and specify the
content and/or form of the act

communicative act.

Level Definition Example of variable Description Example

Prompts with the primary | 1.Physical prompt Physical contact directed at occasioning a | Teacher physically assists student to form a sign or point to a
1.Direct intent to directly elicit a specific communicative act, specific symbol.
prompiing specific communicative act by [ 2.Instruction Learner is instructed to perform specific | Teacher says ‘Sign biscuit’.

2.Generalised
communicative
cue

Deliberate general signals that
indicate that a communicative
act is required or anticipated
but do not designate a specific
communicative act,

1.Question or mand

Learner is asked question or manded to
produce a communicative act.

Teacher says ‘What do you want?' or ‘Tell me what you
want’ during morning tea.

2.System presentation

Aided communication system is presented to
learner to indicate that a communicative act
is anticipated.

At morning tea teacher holds food object symbol board up for
learner to request refreshment.

3.Stimulus
highlighting

3.Expectancy A sustained expectant look and posture | Teacher looks expectantly at learner during morning tea
(neck/body arched forward. shrugged | routine waiting for request for refreshments.
shoulders, eye contact, lips pursed,
eyebrows raised)
Techniques used by partners | 1.Comments Comments that are intended to direct | During morning tea teacher comments ‘That toast smells

that either systematically
manipulate the number of
occasioning variables

available to the learner or their
saliency. in order to focus
learner’s attention on some
aspect of the natural stimulus
complex

attention to some aspect of the natural
stimulus complex.

nice!” in attempt to elicit request for toast.

2.Alter saliency of object or
activity

Saliency of object or activity is increased to
draw learner’s attention to it.

Drink is moved, placed closer or placed in direct view of
learner in order to draw attention to it. Teacher taps cup to
draw attention to it.

3.Exaggeration

Teacher exaggerates action to highlight
saliency

Teacher pours juice with exaggerated action in front of
learner.

4.Natural cues

Cues that are likely to
occasion communication and
have a high probability of
being present in environment
of an age-matched non-
disabled peer.

1.Presence of referent

Referent is present during communicative
interaction

Drink is on table in view of learner.

2.Natural context

Contexts are considered natural if they occur
at an appropriate time of the day,
appropriate setting and with appropriate
partners

Learner etas morning tea with peers at table at appropriate
time of day.

3.Presence of partner

A partoer is present or can be summoned.

Note: From “A conceptual analysis of communicative spontaneity” by M. Carter & G. D. Hotchkis, 2002, Journal of Intellectual and

Developmental Disability, 27(3), p.117 (https://doi.org/10.1080/1366825021000008602) Copyright 2002 by Taylor & Francis. Reprinted with

permission.
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2.3 Enabling Spontaneous Communication

Chiang and Carter (2008) attribute the difficulties autistic students experience with spontaneous
communication to within child theories as well as motivational factors and inadequate facilitation of
spontaneity. As highlighted by Gray (2000, cited in Kossyvaki, 2017), adults hold more than half the
solution. There is an increasingly explicit focus in the literature on transactional support within the
classroom (Potter & Whittaker, 2001; Prizant et al., 2006), one aspect of which is an adult’s interactive

style.

To understand the development of this Adult Interactive Style Intervention, established behaviourist
and developmental interventions are summarized and literature pertaining to adult interactive style is
explored, specifically the work of Kossyvaki (2017). Kossyvaki’s (2017) Adult Interactive Style
Intervention (AlSI) consists of 13 general principles and 8 communicative opportunities. In this Adult
Interactive Style Intervention, staff chose to focus on communicative opportunities, therefore these are
of particular focus in this review. Approaches to training staff are discussed and the paucity of research

with secondary aged students is highlighted.

2.3.1 Developmental and Behaviourist Interventions

Naturalistic interventions within autism research can be classified into developmental and behaviourist
categories, based on their underpinning psychological paradigms (Ingersoll et al., 2012). Developmental
approaches (e.g. Intensive Interaction) focus on the fundamentals of communication, defined as those
skills and understandings that usually precede the development of language (Nind & Hewett, 2001). The
adult follows the child’s lead, adjusts to their communicative level, and interprets all communicative
attempts as intentional - drawing on similar communicative repertoires an adult would naturally use
with an infant (Hewett, 2012). These approaches are founded in developmental psychological theories
that highlight the importance of attuned interactions, including attachment theory and brain
development (Hewett, 2012). Developmental approaches are also aligned with humanistic and positive
psychology (Firth et al., 2021). Behaviourist approaches use direct prompting and reinforcement within
natural contexts to teach specific communication skills (Lee, 2023). The environment is set up to
promote initiations and time delay procedures are implemented. These approaches are founded in the

behaviourist paradigm whereby antecedents are used as motivators and opportunities for teaching.
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Discrete Trial Teaching (Richman, 2001) is firmly in the behaviourist category, alongside Picture
Exchange Communication System (PECS, Bondy & Frost, 2011); whereas Intensive Interaction (Nind &
Hewett, 2001) is firmly in the developmental category, alongside SCERTS (Prizant et al., 2006).
Developers of certain prominent manualized interventions, such as Enhanced Milieu Teaching
(Hemmeter & Kaiser, 1994), and Pivotal Response Training (Koegel et al., 1999) have re-branded these
interventions under a new category termed Naturalistic Developmental Behavioural Interventions

(NDBIs, Schriebman et al., 2015).

There is no scope within this project to review the literature pertaining to individual interventions.
However, a general critique of behaviourist approaches is that they can be too prescriptive, potentially
reducing spontaneity and leading to prompt dependency (Chiang & Carter, 2008). Most NDBI
procedures are manualised, with strategies to be implemented in a prescribed order, which can present
challenges in busy home and school contexts (Lee et al., 2023). However, Rama et al. (2014), who adopt
a continuum understanding of spontaneity, consider this a simplification and argue that many variables
need to be considered. A general critique of developmental interventions is a poor evidence base,

comprising of case studies rather than experimental designs (Ingersoll, 2010).

There is little clarity over which approach is best suited to particular children. Brunner and Seung (2009)
cite studies (Sherer & Schreibman, 2005; Stoelb et al., 2004) suggesting that behavioural interventions
produce better outcomes for more cognitively able children, whereas other studies have reported the
reverse (Yoder et al., 1995). Again, the heterogeneity of this group of students in terms of their

personalities, abilities and needs should be emphasised.

Importantly, most interventions draw on both underpinning psychological paradigms and may not vary
drastically in their real-world implementation (Ingersoll & Dvortcsak, 2006). Therefore, a combined
approach seems appropriate in a school setting. Some have raised concerns that eclectic approaches are
ineffective (Dillenburger, 2011). However, Kasari and Smith (2013) argue that informed, rather than
random, eclecticism can offer an individualised, modular approach whose sum is greater than its parts,

promoting superior individual outcomes.

2.3.2 Adult interactive style
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The concept of an adult interactive style in the literatures usually describes an eclectic approach,
distilling advice and strategies from both behavioural and developmental interventions to inform how
adults can adopt a communication enabling manner. Adult interactive style has largely been explored in
the home context (e.g. Drew et al., 2007; Doussard- Roosevelt et al., 2003; Ruble et al., 2008; Killmeyer
et al, 2019). Significantly fewer studies investigate adult interactive style in the school context. School
based research has focused on eliciting staff and student views (Potter & Whittaker, 2001; Natt, 2015)
regarding what constitutes a communication enabling adult style, as well as implementing a set of
strategies and measuring impact (Hwang & Hughes, 2000; Ingersoll et al., 2005; McAteer & Wilkinson,
2009; Kossyvaki, 2017).

Potter and Whittaker (2001) explored what constitutes a communication enabling style across autism
specialist classes in five special schools, involving 18 young children. They used video observation and
interviewed staff to gather their views. Their findings showed that frequent opportunities for
communication, non- verbal methods of interaction, a minimal speech approach and long pauses
enabled spontaneous communication. Natt (2015) interviewed 6 primary aged children with autism who
attended a resource provision attached to a primary school, about what they felt enabled
communication. Questioning, photographs, drawing and small world play were used to gather student
views. Natt (2015) reported that students expressed a preference to be spoken to ‘in a nice way’ using
visual aids; the students also raised the importance of adults providing concrete rewards and meeting

daily needs, such as providing food.

Hwang and Hughes (2000) provided social interactive training to staff, including contingent imitation,
naturally occurring reinforcement, expectant looks, and environmental arrangements. They found the
social communication skills of three nonverbal preschool children with autism improved, specifically
increased eye contact, joint attention and motor imitation. Ingersoll et al. (2005) used a single-subject
multiple baseline design to examine the effectiveness of an interactive style which included following
the child’s lead, engineering opportunities for initiation, acknowledging all communicative attempts,
emphasizing affect and using indirect language stimulation. They found an increase in spontaneous
speech, and some indication of generalisation. McAteer and Wilkinson (2009) worked with staff in an all-
age special school to implement a non- directive facilitative style and found qualitative evidence of a
change in adult behaviour, as well as increased spontaneous communication in students.
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2.3.3 Adult Interactive Style Intervention

This Adult Interactive Style Intervention is an extension of work undertaken by Kossyvaki (2017). She
developed an Adult Interactive Style Intervention to enable the spontaneous communication of young
children with autism for her doctoral thesis in 2012, later publishing several papers (Kossyvaki et al.,

2012; Kossyvaki, 2013; Kossyvaki et al., 2016) and a book about her study (Kossyvaki, 2017).

Kossyvaki (2017) conducted an extensive review of the intervention literature, across developmental
and behavioural approaches, to synthesize a set of 13 general principles and 8 communicative
opportunities relating to how adults should interact with autistic children, which she named AISI
(Appendix A). The AlSI general principles are mainly based on developmental approaches whereas the

AISI communicative opportunities are more aligned with behaviourist approaches.

Participants included six children aged between four and five years, and three members of staff.
Kossyvaki (2017) edited pre-intervention videos to highlight good practice with reference to suggestions
in the literature. The videos were shown to staff participants during training sessions and staff were
supported to reflect on them. Action research principles were used to implement strategies in

collaboration with staff.

Results showed that staff considerably increased the number of times they used AlSI principles post-
intervention and there was a statistically significant increase in total initiations for all six children.
Although an Adult interactive Style Intervention (Kossyvaki, 2017) has not been investigated further in
other published studies, the strategies have a strong conceptual basis and are considered by Imray and
Hinchcliffe (2014) as such “fundamental principles that they definitely bear repeating” (p148). Imray and
Hinchcliffe (2014) repeat the 13 general principles and 8 communicative opportunities in their curricular

guidance for teaching students with SLD.

2.3.4 Communicative opportunities

The staff in this Adult Interactive Style Intervention chose to focus solely on incorporating

communicative opportunities into their style of interaction, as they felt that the general communicative
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principles outlined by Kossyvaki (2017) were already a core part of their practice based on Intensive
Interaction. Six of the eight communicative opportunities from the original AlSI principles were

implemented in this intervention.

Bogdashina (2022) points out that too often adults read the intentions/ wishes of children, without
giving the child an opportunity to transmit the message, arguing that it is crucial to create as many
opportunities for a child to see the power of communication as possible, using different communicative
functions in specially created situations. The importance of adults providing students with
communicative opportunities is highlighted across behavioural and developmental interventions but
underpinned by behaviourist principles, in that the opportunity is intended to act as an antecedent, and

motivator, for spontaneous communication.

Milieu Teaching (Gilbert, 2006) is based on arranging the environment in a way that promotes
spontaneous requesting by the child. Wetherby and Prizant (1989), who later created the SCERTS
framework, refer to opportunities as ‘communicative temptations’ and highlight their importance for
developing active rather than passive communication. Bondy and Frost (2011) highlight spontaneous
initiation as the first goal of PECS (Bondy & Frost, 2011), suggesting a range of ‘communication
enhancement strategies’ as powerful motivators. Potter and Whittaker (2002) found that children who
often request are well motivated by their environment and therefore initiate communication regularly.
There is a consensus across interventions and approaches that an important part of a communication

enabling adult interactive style, is providing planned communicative opportunities.

The impact of training staff to implement communicative opportunities has been recently studied in the
US (Andzik & Cannella-Malone, 2019; Wermer et al., 2017). Wermer et al. (2017) trained a teaching
assistant or paraeducator to implement both opportunities to initiate and respond, using a hierarchy of
least to most prompting, similar in principle to Carter and Hotchkis’ (2002) continuum understanding of
spontaneous communication. They found that providing opportunities to initiate was rapidly acquired
by paraeducators and there was an immediate positive impact on the target student. Although this is a
single case study, with the target student being a young child with autism and learning difficulties, the
findings are positive. Of greater relevance is a similar study conducted by Andzik and Cannella-Malone
(2019) using a multiple baseline design across four student participants, including three secondary aged
students with autism and complex communication needs. Andzik and Cannella-Malone (2019) taught
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three teachers to train four paraeducators to provide opportunities to initiate, incorporating least to
most prompting strategies. Procedurally, this included setting up the opportunity, gaining the student’s
attention, staying close, waiting five to ten seconds, and then providing least to most prompting as
needed. Staff implementation of communicative opportunities increased from 0 opportunities per
minute of observation to an average of 0.6 per minute; the students’ spontaneous communication as a

group increased from 0 initiations per minute to 0.61 per minute of observation.

Although communicative opportunities form a part of various approaches and interventions, there is
little research focusing specifically on their use, beyond the two studies outlined above. Although
limited, the findings are encouraging. Wermer et al. (2017) conclude that if all special education staff
were trained to provide and capitalise on communication opportunities across the school day, they

could have a profoundly positive impact on the lives of students with complex communication needs.

2.3.5 Training approaches

Interventions focused on developing elements of adult interactive style differ in terms of the approach
they take to training staff. The time spent training staff varies considerably. Hwang and Hughes (2000)
trained staff for two hours a day, five days a week for two weeks. Other studies place greater focus on
the research to practice link, taking into consideration time requirements to ensure real world
transferability (Andzik & Cannella-Malone, 2019; Kossyvaki, 2017; McAteer & Wilkinson, 2009; Werner
et al., 2017). The underpinning theory influencing training delivery and format also varies. Kossyvaki
(2017) and McAteer and Wilkinson (2009) place greater emphasis on critical reflection as a tool for
behavioural change, whereas Andzik and Cannella-Malone (2019) and Werner et al. (2017) describe a
more directive approach, identified as behavioural skills training (BST). This includes a core combination
of modelling, rehearsal, and verbal performance feedback, as well as written instructions for
implementation as needed. Their approach was predicated on a meta-analysis and literature review that
found statistically significant associations between implementation fidelity and BST across practitioner
training studies in special education (Brock et al., 2017). According to the studies available, both

approaches seem to produce positive outcomes.

2.3.6 Secondary aged students
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No further studies specifically focusing on adult interactive style, or the use of communicative
opportunities, with secondary aged autistic students with SLD were found in this review. The key studies
reviewed have been conducted with younger children (Potter & Whittaker, 2001; Kossyvaki, 2017), as
has much of the broader communication intervention research focused on students with autism and

learning difficulties (Parsons et al., 2011; Pelicano at al., 2014).

A recent review of the literature on training education professionals to use PECS with their students
(McCoy & McNaughton, 2019), including increasing the quality and quantity of the communicative
opportunities staff offered, showed positive outcomes, but in five of the seven studies, the children
were aged between 2-8 years, and the other two studies were conducted with adult learners (Barnes et
al., 2011; Rosales et al., 2009). A systematic review of the effectiveness of Intensive Interaction
(Hutchinson & Bodicoat, 2015) does not identify any studies explicitly stating they were conducted with
secondary aged students; most studies reviewed focused on adults. Koegel et al.’s (2020) systematic
review of all intervention studies supporting nonverbal or minimally verbal autistic individuals returned
31 research articles; eight studies were exclusively conducted with pre- school children, 11 studies were
exclusively conducted with primary children, 10 studies were conducted with a combination of pre-
school and primary children, leaving two studies that included participants aged 5- 23 years (Miller &
Miller 1973; Tardiff et al. 2017). The only recently conducted study identified in this review (Tardiff et
al., 2017) used a multiple case study design and only one of the case students was a secondary aged

young person, limiting the power of this research to inform real-world change.

Perhaps the dominance of research with younger children is not surprising, given the importance of
early intervention (National Institute of Child Health and Human Development, 2017; Zwaigenbaum et
al., 2015). However, a number of meta-analyses have found that chronological age at intervention does
not significantly impact outcomes (Crank et al., 2021). It is encouraging to see research conducted with

adults, but secondary aged students seem greatly overlooked.

2.4 Rationale for the study

A review of the literature suggests that this study could make a useful contribution to students, special

school staff, and the profession of educational psychology.
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2.4.1 For students

Spontaneous communication has been identified as the most important goal in educating autistic
students (National Research Council, 2001; Prizant & Wetherby, 2005). Kossyvaki’s (2017) Adult
Interactive Style Intervention led to a statistically significant increase in the quantity of spontaneous
communication in young children. Kossyvaki et al. (2016) suggest that further research is needed with
different populations and in different contexts, including older children attending broad spectrum
special schools. Secondary aged students with learning difficulties are a notably under-researched group
within the autism literature (Pelicano at al., 2014) and conducting research in a school setting can reach
students who are “historically underserved, underrepresented and under-resourced” (Kasari & Smith,
2013, p.1). Therefore, this intervention study has the potential to benefit the students taking part as

well as contributing to the knowledge base around what works for older students with autism and SLD.

2.4.2 For school staff

The socio- political context in the UK has arguably led to a void in national guidance and training for staff
supporting students with SLD and PMLD (Rees, 2017). Enabling communication has been highlighted as
a key area for professional development by teachers and teaching assistants in the UK (Martin & Alborz,
2014). This is reflected in the US literature too, which also highlights challenges around the
implementation of evidence-based practices (Andzik et al., 2019; Brock, 2020; Coogle et al., 2022).
Although schools can access manualised interventions, these can be challenging to apply effectively as
they are rigid, prescriptive and one size does not fit all (Lee et al., 2023). An Adult Interactive Style
Intervention seeks to facilitate staff understanding of spontaneous communication and work with staff

to deliver intervention that is feasible, appropriate, and effective for the students they teach.

2.4.3 For educational psychologists

Government publications mention a specific role for EPs in upskilling staff who work in special schools
with students who have disabilities (Atfield et al., 2023; Lyonette et al., 2019). However, EPs report a
lack of confidence, knowledge, and ideas regarding their role in supporting students attending special
schools (Winter & Bunn, 2019). The educational psychology literature reveals a possible incongruence
between the expertise EPs offer and the expertise school staff hope for, namely process versus content-
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based knowledge (West & Idol, 1987, cited in Miller, 1996). This intervention study draws on both
knowledge bases as well as interests within the profession, including - promoting inclusion through co-
designed interventions and services (Rouf, 2015), facilitating staff working groups (Hanko, 2016),
applying evidence-based knowledge and research to solve problems (Gersch, 2004), using strengths-
based approaches (Seligman, 2009) and taking real steps towards facilitating child voice (Harding et al.
2009). Therefore, this intervention study has the potential to broaden the offer of educational

psychology services.

2.5 Research aim and questions

The aim of this research project is to find out how the spontaneous communication of three young
people with autism and SLD is impacted by an Adult Interactive Style Intervention in order to inform
future EP practice. The research aim is addressed through the following three questions:

1. Does the spontaneous communication of each student improve post- intervention?

2. What are staff views regarding implementation of the agreed strategies?

3. Which factors impacted the success of the intervention?
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CHAPTER 3: METHODOLOGY

This chapter describes the logical sequence (Yin, 2009) that runs through the methodology of this study,
moving from the study’s philosophical position to research design, intervention procedure, research

methods and data analysis.

3.1 Philosophical Position

The philosophical assumptions created by the research question and the researcher’s world view

regarding theory of knowledge should be transparently stated (Willig, 2013).

3.1.1 Ontology and epistemology

This research is underpinned by a critical realist approach founded on ontological realism and
epistemological relativism (Archer et al., 2016). Ontology refers to the researcher’s assumptions about
the nature of reality, or the nature of the phenomenon being investigated. Epistemology refers to the
researcher’s assumptions about whether and how we can access that reality. The critical realist
philosophical position to research in the social sciences can be understood as a middle ground, or least
restrictive position (Bhaskar & Danermark, 2006) within the interpretivist - positivist continuum. Unlike
the interpretivist ontological position, where social reality is constructed by human consciousness and
does not exist separate to this, critical realists hold that there is a social reality which exists independent
of its human conception (Archer, 2013). Unlike the naive positivist epistemological position, where
empirical data is considered to provide direct access to reality, critical realists hold that access to reality

is subjectively mediated, culturally situated and imperfect (Smith, 2006).

Social scientists adopting a critical realist position are guided by Bhaskar’s (2008) stratified ontology,
depicting the depth of social reality as well its challenges in terms of accessibility (Figure 1). It
distinguishes between three levels of reality - the empirical, the actual and the real. The real is the
deepest ontological level and includes structures and mechanisms with enduring properties; the actual
level includes events that are generated by the structures and mechanisms; and the empirical level

includes phenomena that can be observed and experienced.
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Figure 1: Model depicting critical realist stratified ontology (Saunders et al., 2015)

served or experienced

The Actual

Events and non-events generated by
The Real; may or may notbe
observed

The Real

Causal structures and mechanisms with enduring
properties

Research data provided by participants and interpreted by the researcher is accessed at the empirical
level, which is observable yet theory laden and subjective. Furthermore, empirical data only provides
the researcher with partial insight when trying to understand complex human phenomena (Sayer, 2000).
Although researchers do not have access to the deepest domain in Bhaskar’s (2008) stratified reality, the
objective when pursuing critical realist research is to use perceptions of empirical events to tentatively
postulate on underlying mechanisms within the domain of the real (Sayer, 1992). These tentative causal
connections are not isolated but viewed as part of an open system where other mechanisms and
conditions also exist (Zachariadis et al., 2013). The issue of causation is multi-faceted and complex, yet a
key aspect of a critical realist approach is to ask questions around what enables, leads to, and generates

observable phenomena (Wiltshire & Ronkainen, 2021).

3.1.2 Rationale for critical realism

This study seeks to implement a change in the interactive style of adults so as to improve the
spontaneous communication of the students they work with. It is aligned with a critical realist
philosophical position for three key reasons. Firstly, Bhaskar’s (2008) reintroduction of realism creates a
conceptual platform for emancipatory action, or the development of educational practice, by not

reducing empirical data to interpretation through the conflation of ontology and epistemology.
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Secondly, the outcomes of this action research case study are deeply contextually bound and should be
viewed in light of the unique and changing contexts in which people work together to facilitate change
(Kelly et al., 2008). Critical realists highlight the complexity of the social world and recognise that
outcomes have little value in isolation (Pawson & Tilley, 1997). Thirdly, the tentative exploration of
underlying mechanisms or factors that facilitate or pose barriers to change is considered a key part of
the puzzle to answering the overall research aim. To find out how the spontaneous communication of
three young people with autism and SLD is impacted by an Adult Interactive Style Intervention, | need to
consider what happens but also make tentative hypotheses about why this may be the case. The study
seeks to understand the impact of an Adult Interactive Style Intervention, investigating the functioning
of the intervention within a real-world context to inform future applied educational psychology practice.
The search for ontological depth matters because “just as theory without action is meaningless... action

without understanding is blind” (Reason & Bradbury, 2008, p.2).

3.2 Design Frame

This project used an action research design frame to produce a nested case study, with a mixed methods

approach to data collection.

3.2.1 Case study

This project produced a nested case study (Thomas, 2021). A nested case study has individual units that
are nested within one wider case. This project focused on three students within the wider case of the
intervention group in order to understand how this Adult Interactive Style Intervention impacted the
spontaneous communication of the students. Case study research is compatible with action research in
facilitating in-depth investigation suitable for answering ‘how’ questions or research aims (Thomas,

2021; Yin, 2009).

3.2.2 Action research

Action research has numerous definitions that give partial weighting to different facets of this flexible
design depending on the theoretical beliefs prioritised. Thomas (2017) outlines the basic ideas at the
core of action research as bridging the gap between research and practice, engaging in a cyclical process
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of action and critical reflection, and empowering practitioners through collaboration. Cohen et al. (2018)
make a distinction between authors who prioritise the practical outcome of action research to bring
about change and authors who prioritise the collaborative and emancipatory orientation of action
research. However, these aims are not mutually exclusive and both are of importance in this study. The
project hoped to facilitate change, combining action and reflection to improve practice through

collaboration.

3.2.2.1 Role of the researcher

Collaboration between school staff and researcher as equal partners has been shown to improve
teaching by bridging the gap between research and practice (Leeman et al., 2018). This collaboration is
considered of particular importance when working with children and young people on the autistic
spectrum (Imray & Hincliffe, 2014; Parsons et al., 2013), and ‘Recommendation 8’ of the Rochford
Review (DfE, 2016) specifically encourages schools to engage in research. An academic action researcher
can take on varied roles, including providing minimal direction (Day & Townsend, 2007) or acting as a
critical friend (McNiff & Whitehead, 2006), within this collaborative partnership (Platteel, 2010). This
study is based on democratic partnership (Hall, 2001) between researcher and school staff, where the
researcher contributes their knowledge and skills, taking part as consultants in practice. The aim was not
knowledge transfer from researcher to school staff but knowledge exchange as equal contributors
(Parsons etal., 2013). Top down or ‘evidence - based practice’ gathered from the literature (Kossyvaki,
2017) and bottom up or ‘practice - based evidence’ gathered from school staff formed the foundation of

agreed actions.

3.2.3 Mixed methods

Quantitative and qualitative data were collected to produce a mixed methods study. A convergent
parallel design was used whereby quantitative and qualitative data were gathered in the same phase of
the research, as opposed to one data set informing the other, as in a sequential design (Creswell & Clark,
2017). A convergent parallel design allows for the integration and comparison of data, adding richness
and depth, and enabling one data set to validate or contradict another. Quantitative data is illustrative,

descriptive and identifies trends; whereas qualitative data provides participant perspective and
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explanation, potentially uncovering mechanisms that produce outcomes (Zachariadis et al., 2013). This

draws on the inherent value that critical realists hold for ‘methodological pluralism’ (Danermark, 2002).

3.2.4 Critique

Critics of action research case study design argue that findings are insufficient to support substantial
change (Hallet & Hallet, 2015). Small scale real-world research is said to lack generalisabilty and rigour,

due to the potential for observer bias and difficulty ‘cross- checking’ findings (Cohen et al., 2018).

In answer to the issue of generalisablity, the aim of this study was to facilitate change in a real world
setting where complex conditions exist. Action research case study acknowledges that change happens
within open and nonlinear social systems, in line with complexity theory (Phelps & Hase, 2002) and
critical realism (Bhaskar, 2008). Interventions are critically influenced by their implementation in a given
context (Pfadenhauer, 2022). Therefore, this project is not concerned with aiming to achieve detached
and generalisable knowledge (Bergmark, 2022). However, that does not preclude it from contributing
towards the expansion of collective learning as an “authenticated anecdote” (Simons, 2009, p.4),

offering analytical rather than statistical generalisation (Flyvbjerg, 2006; Yin, 2009).

In answer to the issue of rigour, there is no intent within action research case studies to achieve rigour
in the positivist sense. Although many researchers focusing on communication and autism have chosen
to conduct studies in laboratory settings, the practical application of their conclusions has been limited
(Roos et al., 2008). Research undertaken in real-world settings ensures ecological validity and bridges

the gap between research and practice (Chiang, 2009; Kasari & Smith, 2013).

3.3 Quality Assurance

The quality of a study, or the level of confidence that can be demonstrated in its findings, is determined
in relation to its philosophical underpinnings. Quality assurance, understood through a fallible critical
realist epistemology, is enhanced in this study by reducing observer bias through triangulation, clearly
stating the positionality of the researcher and the impact this may have on data analysis, and

establishing trustworthiness through transparency and auditability.
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3.3.1 Triangulation

Triangulation enhances rigour through corroboration (Thomas, 2017). Denzin (2017) identifies several
ways in which triangulation can be achieved. This study used methodological triangulation by combining
gualitative and quantitative approaches to data collection. Methodological triangulation allows one data
set to be validated by another, and to be checked from multiple standpoints (Creswell, 2015),
strengthening the findings. In addition to methodological triangulation, investigator triangulation was
also used to corroborate quantitative video analysis of the students’ spontaneous communication

through inter-rater reliability checks.

3.3.2 Reflexivity

Critical realists adopt a fallible epistemology in which it is understood that empirical data can only be
interpreted through the subjective perspective of the researcher. This is of particular relevance for
gualitative data gathering and analysis. Therefore, researcher reflexivity regarding personal biases,
values, and interests should be made clear to enhance rigour (Denscombe, 2017). My positionality is
outlined in the introduction, with personal, professional and theoretical influences clearly stated. These
influences provide a schema through which | am disposed to make methodological decisions and

interpret data.

3.3.3 Trustworthiness

Trustworthiness refers to the degree of confidence a reader can have in the data, interpretation and
methods used (Polit & Beck, 2014) which can be achieved through transparency and auditability (EI
Hussain etal., 2015). Therefore, a detailed record of all methodological decisions, including analytical
procedures and their implementation are outlined in the remainder of this chapter. For example,
trustworthiness was established in quantitative data obtained from video analysis of the students’
spontaneous communication pre and post intervention by using a transparent and detailed process for
data collection and coding (3.7.1). Trustworthiness in qualitative data was established by adhering to a
systematic and transparent approach to thematic analysis, informed by a critical realist philosophical

position (3.8.2).
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3.4 Ethical Considerations

Ethical approval was granted by the University of Birmingham’s Ethical Review Committee in April 2022.

Ethical decisions were taken in light of the Code of Human Research and Ethics (British Psychological

Society, 2021) and the Ethical Guidelines for Educational Research (British Educational Research

Association, 2018). Ethical considerations and their management are summarised in Table 2.

Table 2: Management of ethical considerations

data storage

Aspect Management

Informed Informed consent from the students’ parents (Appendix B) and participating staff

consent (Appendix C) was obtained. The written consent form was accompanied by an
information sheet explicitly outlining the project and participant involvement. Further
clarification in person to both parents and staff was offered but not sought. Students
were unable to provide informed consent, but additional precautions were taken to
ensure their wellbeing, as detailed in the section addressing harm arising from
participation.

Right to Participants’ right to withdraw was explicitly stated in the staff and parent information

withdraw sheets and consent forms. Information sheets stated that parents and staff had one
month after the project’s completion to withdraw their data or their child’s data by
contacting the researcher, and that this would not entail any negative consequences.

Privacy and | All data was pseudo- anonymised. Each participant was assigned a pseudonym that

was only identifiable by the researcher in written data (including transcripts and
observation coding data). Video data could not be anonymised. All data was securely
stored on an encrypted memory stick, accessible only by the researcher and kept in
accordance with University of Birmingham policy. All participants are anonymised in
this report and care has been taken to ensure that any details included cannot be
traced back to individual staff or students.

Harm or risk
arising from
participation

Research design aimed to recognise potential risks and be able to manage any
discomfort that may arise for both staff and students, as detailed below. This was of
particular importance for students who were all under 16 and unable to give informed
consent.

e As students might find a new person in the classroom unsettling, | visited
regularly prior to starting the project to get to know the students.

e | liaised closely with adults who knew the students well to ensure that my
presence did not cause upset and | left promptly if there was any indication
that this may be the case.

e As the students were unable to give informed consent to being filmed, it was
paramount to implement an ethical filming procedure. The students’ consent
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Aspect

Management

could be inferred, to a degree, through their behaviour. Therefore, the Leuven
Scale (Laevers, 2005), an observation tool, was used to ensure that students
were comfortable during filming. The Leuven Scale (Appendix D) is a five-point
scale for wellbeing and engagement, with descriptors ranging from extremely
low (level 1) to extremely high (level 5). Students were only filmed when their
behaviour suggested moderate to extremely high (level 3 - level 5) wellbeing
and engagement. Filming stopped whenever observation suggested student
wellbeing and engagement dipped below this threshold.

If a strategy agreed collaboratively proved unsuitable or upsetting for a
student during the strategy implementation stage, staff were made aware that
its implementation should be adapted or it should not be used.

It was possible that staff would find the process of being videoed
uncomfortable. They were reassured that no video data on staff
implementation of strategies was collected during the project in order to
dispel any concerns related to ‘performance management.” Any data collected
on the implementation of strategies was disclosed by staff themselves.

Staff were reassured that any additional workload would be negligible as the
intervention is naturalistic and does not entail additional demands or changes
to the school day.

Feedback to
participants

Staff participants were offered a feedback session and the families of student
participants were offered a short strengths-based report detailing progress made.

3.5 Participant Recruitment

Opportunity sampling (Denscombe, 2017) was an appropriate approach to recruitment. This involved

working with a setting that was known to me and had expressed an interest in the research topic.

3.5.1 The school

This Adult Interactive Style Intervention took place in a community maintained secondary special school,

rated outstanding by Ofsted in 2017. The school has around 200 students and is a broad-spectrum

school, supporting a wide range of need. The research plan developed during my involvement in

another smaller project that | supported in the school. During that project, the school’'s SENCo shared

that enabling the communication of their students with SLD was a priority for the school. This had been

identified as a focus through a recent peer review process. Therefore, we agreed that the current

research would be an appropriate and helpful way forward to meet the development needs of the
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school. The school was using various interventions to meet the student’s needs, with Intensive

Interaction (Nind & Hewit, 1994, 2001; Caldwell, 2008) forming the core of their practice.

3.5.2 Student participants

Three students were identified by school staff to form nested case studies within the broader
intervention context. School staff were asked to meet the following inclusion criteria when selecting

student participants:

e aged 11-15 years;

e hasa diagnosis of ASD;

e hassevere learning difficulties;

e currently shows low levels of initiated or spontaneous communication and therefore likely to
benefit from the intervention; and

e has good school attendance.

Additional details regarding student characteristics and baseline communicative skills was collected as

described below and summarised in Table 3.

1. School paperwork was consulted, particularly Mapping and Assessing Personal Progress (MAPP)
expressive language targets. This information is displayed in column 3 of Table 3.

2. Information was gathered through discussion with staff using the questionnaire regarding function,
guantity and method of spontaneous communication (Appendix E). This information is displayed in
columns 4 and 5 of Table 3.

3. Information was collated to assign each student a ‘best fit’ skill level using Mar and Sal's (1999)

communication profile descriptors (Appendix F). This information is displayed in column 6 of Table 3.
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Table 3: Student baseline communicative skills

1. Student | 2. Age 3. MAPP expressive | 4. Methods used | 5. Functions served | 6. Skill
language targets level
Adam 13 years To use motivational | Action, gesture, Requesting objects, | L4
6 months | PECS to vocalisation, protesting,
communicate his some Makaton, requesting social
wants 25% of the some single routine, emerging
time words commenting
Billy 11 years To show enjoyment | Action Requesting objects, | L2
9 months | when interacting protesting,
with a familiar adult requesting social
for up to 1 minute routine
Charlie 12 years 9 | To use PECS phase 4 | Action, gesture, Requesting objects, | L3
months ‘1 want’ strips to some single protesting,
request motivating words requesting social
items 25% of the routine
time

3.5.3 Staff participants

All staff working with the three student participants were invited to attend the training sessions and

take part in the project. Once the project was fully underway, three members of staff became more

closely involved and formed a core group, each with a particular focus on working with and monitoring

the progress of one of the students. One was a class teacher and two were higher level teaching

assistants (HLTAs). Basic staff participant characteristics are detailed below alongside their link student.

(The pseudonym of the staff participant begins with the same letter as the pseudonym of the student to

enhance the readability of the findings section.)

Table 4: Staff characteristics and link student

Adult Sex Professional role Link student
Anna Female HLTA Adam

Ben Male Class Teacher Billy
Charlotte Female HLTA Charlie
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3.6 Intervention Procedure

The current study was planned as a conceptual replication (Coyne et al., 2016) of the original study
(Kossyvaki, 2017). A conceptual replication seeks to apply the original study’s ‘concept’ in contexts,
settings and conditions that differ from those in the original study and is aligned with the critical realist
‘what works’ agenda in education (Morrison, 2022). Clarity in defining the ‘concept’ is important in

order to understand the ‘what’ in ‘what works’ (Morrison, 2022).

3.6.1. The ‘concept’

Kossyvaki (2017) uses the term Adult Interactive Style Intervention (AlSI) to refer to the 13 general
communicative principles and 8 communicative opportunities distilled from the literature, that comprise
the strategies being implemented. However, | was drawn to the process of her work as well as the
strategies themselves. Therefore, when | use the term Adult Interactive Style Intervention, | am referring

to the broader intervention procedure as well, which includes the following steps:

1. Staff are videoed naturally interacting with the students across different activities.

2. The facilitator edits and shares the pre-intervention videos during group training sessions to
highlight strengths and good practice, illustrating the 13 general principles and 8 communicative
opportunities distilled from the autism intervention literature.

3. Staff trial the strategies over several weeks and are facilitated to reflect on them.

4. The researcher and staff collaboratively decide which strategies to implement during the
strategy implementation phase.

5. Staff implement strategies as often as possible, naturalistically within the school day.
3.6.2 This Adult Interactive Style Intervention
Although this study sought to apply the original study’s ‘concept,” there are significant differences
between this Adult Interactive Style Intervention and the original study. This is because collaboration
forms part of the ‘concept’ but also part of the action research methodology of this study, contributing

to the complex system (Luttenberg et al., 2017) that determines the processes, procedures and
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outcomes of the intervention. As the methodology of this study is integral to the intervention

procedure, the procedure is presented using an action research cycle.

Thomas (2017) describes five steps that take place through each action research cycle:

have an idea or see a problem;

examine the idea or problem and gather information about it;
plan action;

take action; and

reflect on the consequences.

Importantly, action research is a flexible design that involves a combination of ongoing collaborative

reflection-in-action as well as formal data gathering for reflection-on-action (Cohen et al., 2018). The

action research cycle below aims to reflect this. It provides an auditable and transparent account of

collaborative decisions made during this project, combined with the data gathering sequence, to give an

overview of this Adult Interactive Style Intervention.

Table 5: Intervention procedure and data collected during action research cycle

Have an idea or see a problem
(Autumn Term, 2021)

Data Collected

The school identified that enabling their students with autism
and SLD to spontaneously make their wants and needs known
was an area they wanted to focus on developing.

My research interests were aligned with this and having recently
read about the success of Kossyvaki’s (2017) Adult Interactive
Style Intervention for young autistic children, | proposed that
something similar might be a helpful way forward.

Following a presentation on what the project might look like, the
SENCo and | planned for the project to begin later in the year,
once ethical approval was granted.

N/A

Examine the idea or problem, gather information about it and plan action

(Spring Term, 2022)

Data Collected

| conducted a preliminary literature review, consolidated my
knowledge of Kossyvaki's (2017) findings and discussed the
project with Speech and Language colleagues.

| liaised with the school’s Autism Lead and visited regularly to get
to know the students and staff better.

Pre intervention video
data to code the
students’ spontaneous
communication
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Once ethical approval was granted, the school identified three
student participants. Information regarding the baseline
communicative skills of the student participants was gathered
(see 3.5.2 and adjacent Note)

The Autism Lead and | defined the primary outcome we hoped to
achieve as - increased quantity of spontaneous communication in
the students. We discussed and planned aspects of data
collection together (3.7).

Video footage of the staff and student participants was taken, in
order to collect pre-intervention data on students’ spontaneous
communication and gather footage for training sessions.

The Autism Lead and | looked at footage together to identify
what was working well to enable spontaneous communication.
Application of the general principles and some communicative
opportunities as defined by Kossyvaki (2017) could be identified,
with plenty of good practice to celebrate and build on. The
Autism Lead commented that many of the general principles as
specified by Kossyvaki (2017) were embedded in their interactive
style already as Intensive Interaction formed a large part of their
practice.

The Autism Lead and | planned and agreed the action stage
below.

(Note: | was planning to
use the ‘Questionnaire
regarding quantity,
function and method of
spontaneous
communication in
students’ (Appendix E) as
a pre and post measure.
However, staff did not
have a clear
understanding of what
we were hoping to
achieve pre- training,
therefore, using this
quantitatively felt
unreliable. Instead the
questionnaire was used
as a visual aid to gather
qualitative baseline
details and as a prompt
for discussion during semi
structured interviews.)

Take action
(Summer Term, 2022)

Data Collected

| delivered three training sessions for staff (Appendix G).

| introduced the collaborative nature of the project, and we
discussed what communication means to them. | introduced the
idea of spontaneity as a continuum related to antecedent
prompts. | shared a summary of the cognitive, psychological, and
sensory processing challenges complicating communication
development in students with autism.

Examples of Kossyvaki’s (2017) general principles and
communicative opportunities that were captured during pre-
intervention filming were illustrated using video footage. Staff
were facilitated to discuss what works well for them, to reflect
on top-down evidence shared from the literature and bottom-up
evidence gathered from their practice, with reference to specific
examples.

Staff were facilitated to choose a set of strategies from those
developed by Kossyvaki (2017) that they would like to implement
and they decided to focus specifically on communicative
opportunities rather than the general principles.

Based on discussion during training sessions, these were reduced
from 8 communicative opportunities implemented by Kossyvaki

Check-in questionnaire
completed by staff to
identify how regularly
strategies were used

Researcher diary notes
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(2017) to 6 communicative opportunities to be implemented in
this Adult Interactive Style Intervention.

(1) Give a choice of activity, equipment or food
(2) Stop part-way through an enjoyable activity
(3) Give small portions of materials/ snacks

(4) Make items visible yet inaccessible

(5) Give materials the student will need help with
(6) Contradict expectations

Concrete examples of the application of these strategies in
practice, noticed during filming or shared by staff in training
sessions, were collated (Appendix H).

Staff were asked to implement these strategies as often as
possible in their practice for five weeks.

Based on discussion with staff around the need for an
individualised approach, the original group of staff involved was
reduced to three key adults, each with a focus on one of the
students.

Halfway through the five-week strategy implementation phase,
each of the three staff engaged in a 30-minute supervision

session (Hawkins & Shohet, 2012) to reflect on the process so far.

These sessions met the educational and supportive functions of
supervision to varying degrees, as determined by the supervisee.
Discussion tended towards how their target student was getting
on, what they felt was going well, and action points specific to
each student/ staff dyad. This session also met the managerial
function of supervision with a focus on intervention fidelity as
staff were asked to complete a check-in questionnaire to identify
how often they were using each strategy with their target
student.

(The move to working with dyads and incorporating a supervision session
to support this was unplanned and arguably an adaptation to ‘the
concept’ being replicated).

Reflect on the consequences
(Summer Term, 2022 & Autumn Term 2022)

Data Collected

Data was gathered and analysed to answer the research
questions.

Post intervention video
data to record the
students’ spontaneous
communication

Post intervention semi-
structured interviews
with key staff
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Have arevised idea
(Autumn Term 2022)

Data Collected

research.

e Arevised idea for subsequent action research cycles was
developed. This was not implemented within the scope of the
agreed project but is included in recommendations for future

N/A

3.7 Data Collection

The data collected during the action research cycle outlined above was triangulated to address the

research questions and is shown in Table 6. The four data collection methods and their development are

discussed below.

Table 6: Data collection methods by question

Research Aim: How is the spontaneous communication of three young people with autism and SLD
impacted by an Adult Interactive Style Intervention?

Research Question

Method of Data Collection

1. Does the spontaneous
communication of each
student improve post-
intervention?

Method 1: Pre and post intervention video data to code the students’
spontaneous communication

Method 2: Post intervention semi-structured interviews with key staff
Method 4: Researcher diary notes

2. What are staff views
regarding implementation of
the agreed strategies?

Method 3: Check-in questionnaire completed by staff to identify how
regularly strategies were used

Method 2: Post intervention semi-structured interviews with key staff
Method 4: Researcher diary notes

3. Which factors impacted
the success of the
intervention?

Method 2: Post intervention semi-structured interviews with key staff
Method 4: Researcher diary notes

3.7.1 Method 1: Video observation

A measure of spontaneous communication in children with autism is best achieved using observation in

a naturalistic setting (Clifford et al., 2010). Observation is considered to provide a more ‘unfiltered’

record of behaviour (Cohen et al., 2018) compared to indirect information provided by school staff -

although still subjective and situated, in line with critical realist epistemology. Nonetheless, using video

44




to aid observation is highly advantageous as it allows the researcher to view behaviour multiple times
(Heath et al., 2010), which is crucial when determining whether, what, and how a young person with

SLD and autism is communicating.

A limitation of observation using video can be reactivity (Lee et al., 2017), which refers to those being
observed changing their behaviour when filmed. This was mitigated in the current study as adults were
put at ease by knowing that the video data collected was focused on the students. Additionally, the
equipment used for filming (iPad) was commonly used for progress records in school and therefore not
something students were likely to find unusual. Furthermore, students were carefully monitored by staff
for ethical reasons. There was no indication from staff that filming significantly changed the students’

communicative behaviour.

A greater limitation of observation using video is achieving representative data within a busy school
environment. SCERTS (Prizant et al., 2006) guidance was referred to by Kossyvaki (2017), which outlines
a ‘gold standard’ in relation to observation. SCERTS guidance (Prizant et al., 2006) recommends thata
student is observed for two hours on two consecutive days, within at least two different group sizes, and
undertaking a range of activities that vary along these continuums: structured versus unstructured, must
do versus fun, adult directed versus child-directed, motor-based versus sedentary, familiar versus
unfamiliar, preferred versus non-preferred, easy versus difficult, language-based versus non-language
based, and busy versus calm. Previous studies have identified the structured versus unstructured
continuum as important, albeit reporting mixed and inconclusive results in terms of which condition is
likely to enable most spontaneous communication (Chiang, 2009; O’Reilly et al., 2005; Potter &
Whittaker, 2001; Kossyvaki, 2017). Similar observation using video in previous studies has varied in
length from 12 minutes per student (Birkeneder & Sparapani, 2022) to an hour per student (Hauck et al.,
1995) to several hours per student (Chiang & Lin, 2008; Kossyvaki, 2017), to a whole day per student
(Potter & Whittaker, 2001). Extensive videoing can be challenging to achieve because videoing needs to
fit within the possibilities and constraints of the school setting, in order to respect participant time and

classroom commitments (BERA, 2018).

A strategy for meaningful data collection without imposing additional demands on staff was developed
in consultation with the Autism Lead. This had to be opportunistic, flexible, time restricted, ethical and
comparable pre and post intervention. A two-stage approach to the collection of video observation data
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was agreed. The first stage involved gathering video footage and matching this pre and post-
intervention within participant based on the nature of the activity, and the second stage involved coding

the raw data.

During stage 1, the Leuven Scale (Laevers, 2005; Appendix D), was used to ensure that video footage
was gathered when the students were likely to be at their most communicative. This was for ethical
reasons, as previously discussed, but also in order to capture the students ‘at their best’ both pre and
post intervention. We agreed that it was appropriate to film when students displayed level three
(moderate) or above for both wellbeing and engagement. We also agreed that | would be on site for
approximately three mornings pre-intervention and post-intervention to gather as much video data of
the three students as possible within this timeframe. Data was gathered opportunistically, within these
parameters, rather than specific activities being agreed in advance. This was necessary as planned
activities and their duration varied significantly from day to day based on the wellbeing of the students.
Therefore, the rationale on what to film, and for how long, was primarily determined by the students’
engagement and wellbeing, whilst trying to capture a range of activities in line with SCERTS guidance

(Prizant et al., 2006).

Filming for all student participants rarely lasted for extended periods of time and tended to be short
one-to-two-minute clips in order to meet the Leuven Scale criteria. Although pre-intervention video data
was collected for all three students, post-intervention video data could only be collected for two student
participants (Adam & Billy) as the third participant (Charlie) did not meet the Leuven Scale wellbeing and
engagement threshold established for video data collection at the time of filming. Although Charlie’s
pre-intervention video was used for training purposes, his spontaneous communication was not coded
as there was no post-intervention data available for comparison. Furthermore, post-intervention filming
coincided with the heatwave in July 2022, which significantly impacted student attendance and
wellbeing. Therefore, less data was collected post-intervention for Adam and Billy than pre-intervention.
All post-intervention video footage collected for Adam and Billy was matched within-participant to pre-
intervention video based on the nature of the activity (structured and adult-directed versus
unstructured and child-directed), with reference to SCERTS guidance (Prizant et al., 2006), and then

coded.

46



Table 7: Summary of video data coded pre and post intervention

Student | Leuven Pre - Intervention Post - Intervention
Criteria | Structured Unstructured | Total Structured Unstructured | Total
Level adult-led student-led time adult-led student-led time
Three activities activities activities activities
Adam Met Individual Outside 14 min | Group Outside 14 min
desk work equipment learning equipment
(8 min) (6 min) supported and indoor
individually choosing
(8 min) (6 min)
Billy Met Individual Snack time 12 min | individual Snack time 12 min
desk work, (2 min) desk work, (2 min)
group group
learning learning
supported supported
individually individually
(10 min) (10 min)

During stage 2, the video footage shown in Table 7 was coded using a structured observation schedule

(Appendix I) with partial interval sampling at 15 second intervals. Each 15 second interval of footage was

watched multiple times to ascertain whether the student displayed spontaneous communication at any

point during the interval. If so, this was coded to capture the overall quantity of spontaneous

communication observed as well as the functions and methods used. Initial coding showed that partial

interval sampling captured the students’ communicative patterns whilst accounting for time and

resource limitations. However, compared to event sampling, where every communicative act is coded,

partial interval coding did not fully reflect the frequency of spontaneous communicative acts,

particularly for Billy. Additionally, occasionally a student exhibited several acts of spontaneous

communication within a 15 second interval that differed in terms of function or method. In these few

cases, the dominant communicative act for that interval was coded, determined by the duration of the

act.

Codes in a structured observation schedule should be mutually exclusive, comprehensive, complete,

relevant, observable, unambiguous, self-evident and easy to record (Denscombe, 2017). To this end,

several decisions were made and definitions clarified.
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Communication was defined as an act where there is a message/ something to communicate about, a
sender, a receiver, a medium of transmission, and communicative intent (Bogdashina, 2022). A
continuum understanding of spontaneity was adopted, where it is acknowledged that each
communicative act has a degree of spontaneity with contextual and environmental stimuli such as
prompts, instructions and verbal cues ranging from having a minimal to a most intrusive impact on the
speaker. However, in order to operationalise ‘spontaneity’ for measurement purposes, the Autism Lead
and | referred to Carter and Hotchkis’ Four Level Antecedent Hierarchy (2002) and agreed that
antecedent levels 4 (natural cues), 3 (stimulus highlighting) and 2 (generalised communicative cue)
would be considered spontaneous communication whereas level 1 (direct prompting) would not.
Therefore, the definition adopted for spontaneous communication in this study is - Communication that
occurs in the absence of prompts that directly elicit a specific communicative act by the learner and

specify the content and/ or form of the act.

The Modified Classroom Observation Schedule to Measure Intentional Communication (M-COSMIC,
Clifford et al., 2010) was used to ensure that categories for function of spontaneous communication and
method of spontaneous communication were comprehensive, complete and observable. Descriptions
provided by the authors (Clifford et al., 2010) were referred to carefully to assist interpretation
(Appendix J). Clifford et al., (2010) reported strong ecological validity, inter-coder reliability and
specificity of their measure but this study was conducted with young children no older than five.
Therefore, to ensure the schedule could comprehensively capture the complete range of observable
communicative behaviours of the students in the current study, two member of school staff were

consulted, but no alterations were suggested.

Even with clear definitions and categories, interpreting complex communicative behaviours in practice is
not unambiguous or self-evident. Cohen et al., (2018) highlight the importance of the researcher having
expertise and suitable experience to make sense of the material observed. Therefore, following initial
filming, | consulted the school’s Autism Lead, who knew the students well, to ensure my interpretation
aligned with hers. Furthermore, as an advantage of observation data is its openness to investigator
triangulation and scrutiny by others (Heath et al., 2010), an inter-rater reliability check was undertaken.
This was provided by an educational professional with experience of teaching secondary students with
special educational needs. She was impartial and did not know the students. Prior to independent
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coding, communicative functions and methods for each student were first discussed using film footage,
as the coder needed to be familiar with the students’ unique communicative behaviour. The coder then
independently coded 2 minutes of previously unseen footage per child. The number of times we agreed
across 4 minutes of data coding was divided by the number of possible opportunities to agree and
multiplied by 100 (Watkins & Pacheco, 2000) to give a percentage agreement of 88%. Reichow et al.
(2008) recommend an agreement rate of 80% or above. Disagreements were related to the function of

the students’ communication.

3.7.2 Method 2: Semi-structured interviews

Semi-structured interviews were used to collect staff views regarding all research questions. The
interview schedule created (Appendix L) used open ended questions, providing a frame of reference for
participants’ answers without unduly influencing the response given. This allowed for rapport building,
flexibility, greater meaning and depth, the clarification of misunderstandings, a truer assessment of
what the participants really believe, and unanticipated answers to generate theory (Cohen et al., 2018).
Open ended questions were particularly important in relation research question three. Closed questions
were also used in order to test theory, and were particularly useful for research questions one and two.
Member checking (Thomas, 2017) was used when appropriate to ensure that responses were
interpreted as participants’ intended, in order to reduce interviewer bias and social desirability effects.

Triangulation of methods also went some way to reducing these limitations.

3.7.3 Method 3: Check-in questionnaire

A form was used during the individual supervision session to gather information about how regularly
each strategy was being implemented (Appendix M). This was quick to complete, with minimal demands
on staff. It provided clear information regarding staff perspective on how often the agreed strategies
were implemented. Limited flexibility of response and related disadvantages of this method of data

collection was reduced through triangulation with interview data.

3.7.4 Method 4: Researcher diary
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Contextual information impacting the course of the intervention or impacting individual student
progress was noted. A reflective journal is widely recommended in order to record rich contextual
information (Phillippi & Lauderdale, 2018) and to strengthen the trustworthiness of analysis (El Hussein
et al., 2015). Additionally, best explanation obtained from different contexts can shed light on the
domains of the actual and the real (Mukumbang, 2021). When information gathered or reflections

recorded in my research diary are drawn upon in findings, this is clearly presented as such.

3.8 Data Analysis

Quantitative and qualitative data were analysed separately and then triangulated for research question

1 (RQ1) and research question 2 (RQ2). Qualitative data was drawn on for research question 3 (RQ3).

3.8.1 Analysis of quantitative data

The video observation provided quantitative data to address RQ1. The check in questionnaire provided
guantitative data to address RQ2. A critical realist philosophical position, action research case study
methodology, and small sample size made it appropriate to analyse quantitative data using descriptive
statistics only. Critical realism understands statistical analysis as misleading due to its inherent
assumption that all relevant data are incorporated in the outcome, reducing social complexity to
independent and dependent variables (Olsen & Morgan, 2005). Furthermore, in line with critical realist
thinking, action research case study methodology emphasises depth and understanding over statistical
generalisability (Thomas, 2017). Therefore, the video data was compared within student pre and post
intervention, using percentages and totals, and triangulated with qualitative data. Specific examples of
spontaneous communication noted during initial coding are also presented to illustrate the quantitative
findings. The check in questionnaire data was collated between staff participants and triangulated with

gualitative interview data to build a rich picture of the intervention strategies and their implementation.

3.8.2 Analysis of qualitative data

The semi-structured interviews with staff provided qualitative data to address all three research
guestions. A critical realist approach to thematic analysis (Fryer, 2022; Wiltshire & Ronkainen, 2021) was
used. Critical realist approaches to thematic analysis are a relatively new development in the research

50



methods literature, building on the widely cited original process (Braun & Clarke, 2006), that has since

moved towards a more interpretivist philosophical position (Braun & Clarke, 2019).

The key difference between the procedure initially described by Braun and Clarke (2006) and a critical
realist approach to thematic analysis, is that analysis should move beyond the empirical domain, to
address ontological depth. A key aspect of a critical realist approach is to ask questions around what
enables, leads to, and generates observable phenomena (Wiltshire & Ronkainen, 2021). Critical realist
thematic analysis can draw on the deductive, inductive and abductive logics of enquiry in post- positivist
and interpretivist thinking, but also uses retroductive reasoning. The logic of retroduction refers to the
process of building hypothetical structures and mechanisms that are assumed to produce empirical
phenomena (Bhaskar, 2008). In other words, the aim of critical realist thematic analysis should be to

make hypotheses about causal factors (Jagosh 2020).

| used deductive coding to analyse data on observable phenomena for RQ1 (What did staff share about
student progress in spontaneous communication by quantity/ function/ method?) and RQ2 (What did
staff share in relation to each of the six communicative opportunities?). | followed Fryer’s (2022, Table
8) recommended steps for analysis of RQ3 (Which factors impacted the intervention?). Appendix N
provides an example of how | coded transcripts across the three research questions. Appendix O

provides an example of the development of a causal theme in answer to RQ3.

Table 8: A critical realist approach to thematic analysis (Fryer, 2022)

Steps Recommended actions My application

Step 1: Develop | Identify the experiences RQ1 and RQ2 address experiences and/or events of
your research and/or events of interest, interest, namely student progress in terms of
questions and develop one or more quantity/ function/ method of spontaneous

causal research questions communication and staff views on the
implementation of communicative opportunities 1-
6. | coded data relating to RQ1 and RQ2 deductively.
RQ3 is a causal research question. | followed steps
2,3 and 4 exclusively for RQ3.

Step 2: Skim read a large Having transcribed the audio files, | read through
Familiarise proportion of the data each one with RQ3 in mind.
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Steps

Recommended actions

My application

yourself with

Make notes on initial

| created a ‘thoughts and questions’ document as

the data thoughts and questions suggested by Fryer (2022), to write down initial
thoughts, questions, associations, and surprises.
Step 3: Apply, Apply descriptive codes to | | used data-led coding to apply descriptive codes for

develop and
review codes

the data using a data-led
approach

RQ3.

Develop these codes by
processes of
standardisation (use the
same wording for similar
codes) and consolidating
(use theoretical terms to
unite different codes)

Constant comparison was used to standardise codes.
Theoretical terms were assigned. Wiltshire and
Ronkainen (2021) describe this as moving from
participants’ subjective viewpoints and experiences,
such as their intentions, hopes, concerns, feelings
and beliefs, as they are evident in the data (empirical
domain) to making inferences from empirical data
using conceptual redescriptions and more abstract
language (actual domain).

Review codes by assessing
their validity

| asked myself the following questions:

e Do my codes accurately describe the data
they have coded (descriptive validity)?

e When | use theoretical terms to unite codes,
do they continue to accurately reflect the
experiences in the data (interpretive
validity?)

Step 4: Develop
and review
themes

Develop themes (causal
explanations of
experiences/ events)

For Fryer (2022), a theme is a causal hypothesis. This
is developed through retroductive reasoning, asking
- what best explains the observable phenomena
(student progress and staff implementation of
strategies)? Participants own views regarding
causation were important here as well as a latent
approach to analysis, within the context of previous
research and theory.

Review themes by
assessing their validity

| asked myself the following question:

e Inthe context of previous research and
theory, does this theme explain the
observable phenomena of interest
(explanatory power)?
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conclusions and
reports

conclusions

Steps Recommended actions My application
Step 5: Consider how best to Following the advice of Wiltshire and Ronkainen
Generate communicate the (2021) I use distinct phrases to reflect the three

ontological domains in order to improve clarity,
transparency and auditability when communicating
all conclusions. | use these phrases referring to the
empirical and actual domains for RQ1 and RQ2, and
in reference to the real domain for RQ3.

Ontological domain Suggested
phrasing

Empirical domain: Participants’ “N participants

subjective viewpoints and in this study

experiences, such as their
intentions, hopes, concerns,
feelings and beliefs, as they are
evident in the data.

believed/ felt...”

Actual domain: Makes or refers
to inferences from empirical data
using conceptual redescriptions
and more abstract language.

“Itis plausible
to claim/ infer
that...”

Real domain: Reference to
theories about the properties and
powers that may exist in order to
produce the phenomena being
studied.

“The
phenomena/
event may be
related to/
dependent
upon...”

3.8.3 Presentation of findings

Following analysis, two key decisions were made regarding the organisation and presentation of

findings:

e The findings and discussion are presented together.

e The findings and discussion chapter is organsied to maximise reader accessibility, rather than by

research question.

| decided to present the results and discussion together as this is consistent with a critical realist

approach to qualitative analysis. As critical realist thematic analysis (Fryer, 2022) draws on retroductive
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reasoning, engagement with literature and theory is required in the development of causal themes. Itis
not possible to engage with step 4 (develop and review themes) in Table 8 without considering a
theme’s explanatory power in the context of previous knowledge and understanding. Therefore,

separating results and discussion would be inconsistent with the process of analysis.

| decided to organise findings as presented in Table 9 rather than by research question for reader

accessibility. The research questions are:

RQ1. Does the spontaneous communication of each student improve post- intervention?
RQ2. What are staff views regarding implementation of the agreed strategies?

RQ3. Which factors impacted the success of the intervention?

In answer to RQ3, critical realist thematic analysis highlighted a number of factors that impacted the
intervention. Following data led coding, it became clear that the factors identified could be considered
to exist, or be organised into, different levels: student factors, staff factors, process factors and school
level factors. In order to present these in the most accessible and meaningful way, | first consider
student outcomes (RQ1) and student level factors hypothesised to impact outcomes (RQ3), then staff
views regarding the implementation of each strategy (RQ2) and staff level factors hypothesised to
impact the implementation of strategies (RQ3), followed by process and school level factors

hypothesised to also impact the success of the intervention (RQ3).

Table 9: Presentation of findings in relation to research questions

Findings and discussion section Research question

4.1 Student outcomes and student level factors RQ1 and RQ3

4.2 Implementation of strategies and staff level factors RQ2 and RQ3

4.3 Process and school level factors RQ3

4.4 Research aim RQ1 and RQ2 and RQ3
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CHAPTER 4: FINDINGS AND DISCUSSION

The findings of this study are presented in three sections, as illustrated in Table 9. The first section
addresses student outcomes (RQ1) and student level factors impacting outcomes (RQ3). The second
section addresses staff views regarding the implementation of strategies (RQ2) and staff level factors
impacting the implementation of strategies (RQ3). The third section addresses process factors and
school level factors that impacted the intervention (RQ3). The three sections are drawn together in the
conclusion to address the research aim, which is to find out how the spontaneous communication of

three young people with autism and SLD is impacted by this Adult Interactive Style Intervention.

4.1 Student outcomes and student level factors

This section addresses RQ1 - Does the spontaneous communication of each student improve post-
intervention? It also addresses student level factors identified in answer to RQ3 - Which factors
impacted the success of the intervention? In other words, this section presents data related to student

outcomes and student level factors hypothesised to impact outcomes.

In recognition of the heterogeneity of autistic students with SLD, and to highlight each nested case
within the broader intervention case study, this section is presented individually by student, firstly Adam
(supported by Anna), then Billy (supported by Ben), and lastly Charlie (supported by Charlotte). Each
section begins with a pen portrait of the young person, including baseline information and relevant
individual contextual factors recorded in my research diary. It then moves on to address RQ1, presenting
deductively analysed staff interview data followed by video observation data, both highlighting change
in spontaneous communication by quantity, function and methods used. The following function and
method categories are used across qualitative and quantitative data, (with further explanation of each

available in Appendix J):

Function categories:
e Behaviour Regulation - requesting objects, refusing or protesting
e Dyadic Joint Attention - requesting social routine, seeking attention, acknowledgement

e Triadic Joint Attention - commenting, requesting information
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Method categories:
e Pre- symbolic - Vocalisation, action, gestures

e Symbolic - Symbols, speech

Simply understood, any increase in the quantity of spontaneous communication, a broadening of
functions from behaviour regulation towards dyadic and triadic joint attention, or a broadening of
methods from pre-symbolic to symbolic language is likely to indicate improvement. However, what
constitutes an improvement in spontaneous communication for a particular student is best understood
in context. Qualitative and quantitative data is then triangulated to provide a summary of progress for

each young person and to answer RQ1.

Following a summary of progress, student level factors identified for RQ3 are discussed. Critical realist
thematic analysis (Fryer, 2022) identified individual differences as a key factor impacting the success of
the intervention. All three staff spoke extensively about the students being “individually so different”
(Charlotte), with their unique needs impacting implementation and outcomes. Drawing on progress
data, retroductive analysis of staff interview data and contextual information, a key individual difference

impacting the progress of each student is hypothesised.

4.1.1 Adam

Adam is a calm young man who enjoys watching cartoons on his laptop. Baseline information gathered
showed that Adam uses action, gesture and vocalisation to communicate spontaneously, as well as
some Makaton/ symbols with significant prompting. Adam communicates to request objects, protest,
request social routine such as comfort, and he displays some emerging commenting. He has a best fit
communication level of 4 (Mar & Sal, 1999, Appendix F), meaning that Adam’s spontaneous
communication is pre-symbolic to symbolic, involves single behaviours or acts, and he displays basic

intent and early reciprocity.

Staff shared that prior to the intervention, Adam experienced high levels of anxiety in a small class
setting of six students, therefore he was being individually supported in a separate room, without other
students, at the start of the project. This provision had a positive impact on his wellbeing and Adam was
being reintegrated back into his small class setting of six students with individual support during the
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course of the intervention. The transition was positive and by the end of the intervention, Adam was

settled in the classroom setting. His school attendance was high throughout the intervention. Adam’s
link adult, Anna, was his TA in both settings. Charlotte saw him occasionally but did not work with him
directly, and Ben rarely saw Adam. Anna reported that “he’s very happy. This could be the honeymoon

period, but he’s doing really well so far.”

4.1.1.1 Interview with staff

The following comments were made by staff regarding Adam’s spontaneous communication post-

intervention. The comments suggest an overall improvement, making particular reference to increased

requesting (function) and increased use of speech (method).

“Seeing his communication and how he is around other students, around other staff members, it’s

been fantastic to see.” (Charlotte)

“He’s shown some independence and he’s telling us what he wants. And he reacts vocally, which

is what we want. So that is good as well.” (Anna)

“So if he wants more food then he has to request it. And he will request it, whether it's gestures

or ‘mu’, that’s a sign for please. So that | would say that has increased since the last time we

spoke... Yes he does that (request object) quite a lot now.” (Anna)

4.1.1.2 Video observation

The total percentage of spontaneous communication coded pre and post intervention is displayed in
Figure 2. Pre-intervention, Adam displayed spontaneous communication in 25% of the 15 second
intervals coded. Post- intervention Adam displayed spontaneous communication in 66% of the 15

second intervals coded.
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Figure 2: Percentage of 15 second intervals coded for spontaneous communication pre and post
intervention for Adam
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The function of the spontaneous communication coded pre and post intervention is displayed in Figure
3. The breadth of functions, or purposes, for which Adam engaged in spontaneous communication
increased from requesting an object and requesting social routine to also refusing and commenting. The
greatest change was in requesting social routine, which increased from 4 coded intervals pre-
intervention to 18 post-intervention. Initial coding shows that pre-intervention, Adam’s requests for
social routine were largely seeking comfort from an adult, such as hand holding, whereas post-
intervention this also included requesting ‘more’ interpersonal engagement, such as being chased or
rocked. Another key change was in commenting post- intervention, which requires triadic joint
attention. Initial coding shows that Adam showed increased triadic joint attention post- intervention,
such as communicating anticipation and excitement to an adult regarding the popping of a water

balloon.
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Figure 3: Number of 15 second intervals coded pre and post intervention by function of spontaneous
communication for Adam
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The method of the spontaneous communication coded pre and post intervention is displayed in Figure
4. The breadth of methods, or ways, in which Adam engaged in spontaneous communication increased
from action, gesture and some use of symbols, to include speech. The greatest change was in Adam’s
preferred method of communication, action, which increased from 8 coded intervals pre- intervention
to 25 post-intervention. Another key change was in the use of speech, which increased from 0 coded
intervals pre intervention to 5 coded intervals post-intervention. Initial coding shows that Adam used

‘dor’ to indicate ‘more,” and ‘du’ for ‘you’ or turn taking.
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Figure 4: Number of 15 second intervals coded pre and post intervention by method of spontaneous
communication for Adam
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4.1.1.3 Summary of progress

Video data and interview data suggest that the total quantity of spontaneous communication Adam
engaged in increased post- intervention. An increase in requesting objects/ actions was noted in
gualitative data, and quantitative data highlighted an increase in requests for social routine and
commenting. Video and interview data both highlight an increase in speech being used as a method for
communication. It is plausible to infer that Adam’s spontaneous communication improved post-

intervention.

4.1.1.4 Student level factor: baseline communicative ability

Improvement following intervention may relate to individual differences in baseline communicative

ability. Adam was the most skillful communicator at the start of the intervention and staff described him
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as the most cognitively able student participant. As explained previously, the communicative
opportunities implemented are found across behavioural and developmental interventions but are more
closely aligned with a behaviourist approach. Sherer and Schreibman (2005) and Stoelb et al. (2004)
found that interventions based on behaviourist principles are more effective for autistic children who
are communicatively more able, responsive and have developed joint attention skills; whereas
interventions based on relational principles (e.g. Intensive Interaction) are preferred by practitioners for
those children who have not yet developed skills in joint attention or initiation (Charman & Stone,
2008). In Kossyvaki's (2017) study, the degree of improvement in spontaneous communication was not
related to baseline communicative ability across all pupils, but the child who had the most advanced
communication skills, including some language (David), was considered by staff to have made the most
progress. However, comparison is difficult, as staff in the original Adult Interactive Style Intervention
used general principles more often than communicative opportunities. Nonetheless, in the context of
previous research, it seems plausible to hypothesise that one factor impacting Adam’s progress was his

pre-existing communicative ability, particularly a capacity for shared attention.

4.1.2 Billy

Billy is a cheerful young man who enjoys moving around the classroom, making contact with adults,
shaking favourite objects such as his walkie talkie, and watching Lion King You Tube clips. Baseline
information gathered showed that Billy uses action spontaneously in order to gain adult attention and
request social routine, as well as requesting objects and protesting. He has a best fit communication
level of 2 (Mar & Sal, 1999, Appendix F), meaning that Billy’s spontaneous communication is pre-
symbolic, reactive and involves simple and specific behaviours (tapping the shoulders of adults) for a

range of functions.

Staff shared that Billy was generally settled and attending regularly throughout the project. He was in a
small class environment of four students with individual adult support. During the project, he
transitioned to a new classroom with a different combination of four children. His link adult throughout
the project, Ben, was his class teacher in both classrooms. Charlotte was a TA in his class, and Anna
rarely saw Billy. Ben reported positively on his transition and behaviour: “Do you know what, he’s done
incredibly well throughout the year. We had a little bit of difficulties last week with managing his
behaviour but that’s to do with other factors that we have no control over, the parents have no control
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over (referring to puberty). Other than last week, and it was really two days last week, his behaviour is

much, much more settled. He’s much more aware of the routine.”

4.1.2.1 Interview with staff

The following comments were made by staff regarding the spontaneous communication of Billy post-

intervention. The comments suggest some positive change, making particular reference to increased use

of symbols (method).

“Yes, | don’t think there’s been any significant change.... The quantity, | don’t think he’s doing it
more frequently. What | think he’s doing, as we mentioned before, is | think with familiar
members of staff, | think he’s using the pictures, tapping them, and showing that he wants

something but without being quite specific about what it is that he wants.” (Ben)

“We’ve got him to the point where he's now started to go to the symbols around the classroom
and point, and then if we're not responding, then he might come back to us and grab our hands.
But at least his initial processing now is to go to the symbol first for, be it, toilet or computer.”

(Ben)

“Now, we don’t have to just automatically take him to the toilet. He will go to the door, tap the

toilet, and then we know he needs the toilet.” (Charlotte)

4.1.2.2 Video observation

The total percentage of spontaneous communication coded pre and post intervention is displayed in
Figure 5. Pre-intervention, Billy displayed spontaneous communication in 70% of the 15 second intervals
coded. Post- intervention Billy displayed spontaneous communication in 45% of the 15 second intervals

coded.
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Figure 5: Percentage of 15 second intervals coded for spontaneous communication pre and post
intervention for Billy
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The function of the spontaneous communication coded pre and post intervention is displayed in Figure
6. The breadth of functions, or purposes, for which Billy engaged in spontaneous communication
remained similar. The greatest change was in directing attention towards himself or seeking attention,
which decreased from 15 coded intervals pre-intervention to 3 post-intervention. Initial coding shows
that Billy often engaged in tapping adults’ shoulders and extended eye contact to seek connection,
particularly during structured and adult led activities. The other notable decrease was in requesting
social routine, from 8 coded intervals pre-intervention to 4 coded intervals post-intervention, which is a
function that also falls under the umbrella of dyadic social interaction. The greatest increase was in
requesting an object or action, from 3 coded intervals pre-intervention to 9 post-intervention. Initial
coding shows that requests pre-intervention were for video clips on You Tube, and requests post-

intervention included requests for video clips on You Tube, more snack, and toilet.
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Figure 6: Number of 15 second intervals coded pre and post intervention by function of spontaneous
communication for Billy
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The method of the spontaneous communication coded pre and post intervention is displayed in Figure
7. The breadth of methods, or ways, in which Billy engaged in spontaneous communication increased
from action to include some gesture and an instance of speech, saying ‘Yeah’ in acknowledgement.
Pointing at picture symbols, without specificity over which symbol was being pointed at, was coded as

gesture.
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Figure 7: Number of 15 second intervals coded pre and post intervention by method of spontaneous
communication for Billy
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4.1.2.3 Summary of progress

Video data and interview data suggest that the total quantity of spontaneous communication Billy
engaged in did not increase post- intervention, with quantitative analysis indicating it decreased from a
total of 70% of intervals coded to 50%. Video and interview data also suggest a change in specific
functions, with notably decreased dyadic social interaction (seeking attention and social routine) as well
as decreased protesting. Video and interview data suggests increased requesting with some progress
towards using symbolic methods to do this. Whereas Adam’s spontaneous communication clearly
improved post- intervention, Billy's data paints a more complex picture. It is plausible to infer that Billy’s

spontaneous communication showed some improvement post- intervention.

Billy’s spontaneous communication for requesting using symbols improved post- intervention. He was
beginning to use symbols to request toilet, snack and computer. However, being in the early stages of
using symbolic representations, the extent of this improvement may not have been captured in the

video data. The importance of regular modelling is essential when teaching students to use AAC (Biggs
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et al., 2018) and the definition of spontaneous communication adopted in this project based on Carter
and Hotchkis’ Four Level Antecedent Hierarchy (2002) was ‘communication that occurs in the absence of
prompts that directly elicit a specific communicative act by the learner and specify the content and/ or
form of the act’. Therefore, as Billy was operating at the lowest end of the continuum of spontaneity for
this particular skill, staff often found themselves modelling and specifying the content of this
communicative act for Billy. Therefore, it is plausible to infer that in requiring the highest level of
prompting to learn a new skill, before progressing further along the continuum of spontaneity, video
data did not capture the full extent of Billy’s progress in using symbolic methods for spontaneous

communication, which came through more clearly in qualitative data.

4.1.2.4 Student level factor: baseline communicative profile

Changes following intervention may be related to individual differences in baseline communicative
profile. The total quantity of spontaneous communication Billy engaged in stayed the same according to
gualitative data or reduced according to quantitative data. Of particular interest, was a decrease in
dyadic social interaction (seeking attention/ requesting social routine) and protesting. This decline in
spontaneous communication can be better understood in the context of Billy’s communicative profile.
Billy often sought connection with adults by tapping their shoulders, sometimes very hard and often to
reject adult directed learning activities. Therefore, a focus for staff was to expand Billy’s methods of
communication beyond tapping, and to work on other functions such as requesting. Although all
spontaneous communication should be valued, and importantly there is no ‘cut off’ for ‘correct’ levels of
spontaneous communication, Chiang and Carter (2008) make the point that some autistic individuals
may be too spontaneous in their communication in a given context to be conventionally acceptable or to
functionally meet the needs of the student. Kossyvaki (2017) also reported least progress following
intervention for the child who showed the highest level of spontaneous communication pre-
intervention. Therefore, in the context of previous research, it seems plausible to hypothesise that one
factor impacting Billy’s progress was his pre-existing communicative profile, particularly the high level of

spontaneous dyadic communication he displayed.

4.1.3 Charlie
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Charlie is an enthusiastic young man who enjoys sensory learning. He concentrates intently on activities
that he loves, such as messy play with sand, water or paint. Researcher notes indicate that Charlie
displays sensory seeking needs, he explores objects with his mouth, and he also experiences significant
hypersensitivity to sound. Charlie often covers his ears but does not like to wear ear defenders. Baseline
information gathered showed that Charlie communicates spontaneously using action, some gesture and
occasional single words. His words can aptly capture his message, e.g. swearing to refuse. Charlie
communicates to request objects, protest, or request social routine, such as having his feet rubbed. He
has a best fit communication level of 3 (Mar & Sal, 1999, Appendix F), meaning that Charlie’s
spontaneous communication is mostly pre-symbolic with occasional conventional symbols (words),
involves single behaviours or acts, and he is aware that his communicative behaviours impact others

actions.

Staff shared that Charlie experienced a high level of distress which coincided with but was not caused by
the project. He was placed on a part-time timetable and an alternative school placement was being
considered. He experienced sensory needs that were highly motivating and overwhelming for him. Staff
shared that he benefitted most from time alone outside and he appeared increasingly dysregulated by
sounds. Ben was his class teacher. His link adult throughout the project, Charlotte, was his TA and she
worked very closely with him. Anna did not have much contact with Charlie. Charlotte shared that “he’s
now on a two-hour timetable and is even really struggling with that, it is very rare that we will have any
engagement... He’s just struggling with the space and surroundings... He likes the air on his body, he likes
a sensory touch on his body from different materials. He just wants to be on his own, free.” Charlotte
also shared that because Charlie was no longer permitted to transition around school, for safety
reasons, this was significantly impacting his wellbeing, “now our sensory circuit happens in our classroom
as well as our morning routine happens in our classroom, and it’s just too much for him to deal with

because he can’t leave our classroom.”

4.1.3.1 Interview with staff

The following comments were made by staff regarding the spontaneous communication of Charlie post-
intervention. The comments suggest negative change, making particular reference to increased
distressed behaviour (method) as opposed to a broader range of action, gesture and some speech used
previously, as well as fewer requests for social routine (function).
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“There’s more negative communication because he’s becoming a lot more distressed. Whether
that could be due to the materials, to the day, to how he’s feeling. It's more negative than positive

that we’ve had off him recently.” (Charlotte)

“We haven’t had much of that (requests to have feet rubbed) recently at all. Not much of any
tactile or any sensory feel sensology with him, because he’s not... Because of the two hours that
he’s in... He's started to go do his morning routine here and then go to forest school, because he

likes the outdoor.” (Charlotte)

“No, | don't think anything’s changed at all from there (functions) other than obviously the less

social routine.” (Charlotte)

4.1.3.2 Video observation

Video footage of Charlie was taken pre-intervention but not post- intervention, as he did not meet the
Leuven Scale criteria (Laevers, 2005, Appendix D) for wellbeing or engagement at the time. The Leuven
Scale criteria is a five-point scale based on observation. When there are high levels of wellbeing and
engagement, learning and communication are likely to be optimal. The students were required to be at
level 3 or above to be filmed. This cut off point was chosen to ensure both ethical practice and

representative data pre and post intervention, catching students at their best.

4.1.3.3 Summary of progress

Without video data, findings are not triangulated, but staff indicated a narrowing of methods to
distressed behaviour and a narrowing of functions to protest or communicating upset. Although
distressed behaviour or behaviour that challenges is understood as a form of spontaneous
communication that has a clear function (Chiang, 2008b), based on the data available, it is plausible to

infer that Charlie’s spontaneous communication did not improve post intervention.

4.1.3.4 Student level factor: sensory differences

Itis important, particularly in the field of special education, to report negative findings (Bryan et al.,

2017). In line with a critical realist ‘what works’ agenda, we want to investigate what works, for whom,
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in which circumstances (Pawson & Tilley, 1997) and part of this is understanding when and why

something does not work.

Changes that coincided with the intervention may be related to significant unmet sensory processing
needs. Bogdashina (2022) highlights the importance of sensory processing differences in language
acquisition and Dunn et al. (2002) discuss the importance of ensuring that a child’s sensory profile is
understood prior to starting any intervention. Haskins (2022) investigated the impact of perceptual load
in naturalistic environments and found that reductions in social attention are magnified by increased
perceptual load, highlighting the connection between social communication and sensory processing in
autism. Additionally, the association between hyperresponsiveness, increased anxiety and behaviour
that challenges is established in the literature (Williams et al., 2021). Prince- Hughes (2004), an autistic

adult, illustrates this by writing:

So much stimulation streams in, rushing into one’s body without ever being processed: the
filters that other people have simply aren’t there. Swimming through the din of the fractured
and the unexpected, one feels as if one were drowning in an ocean without predictability,

without markers, without a shore. (p.25).

This gives some indication of the sensory experience and anxiety Charlie may have been feeling daily in a
busy classroom environment. Therefore, it seems plausible to hypothesise that one factor impacting

Charlie’s outcome was his high level of unmet sensory need.

4.1.4 Section summary

This section sought to address whether the spontaneous communication of each student improved post
intervention (RQ1) and to hypothesise within child factors that may have impacted progress (RQ3). In
summary, we can infer that Adam’s spontaneous communication improved notably, Billy’s spontaneous
communication improved for requesting, with some progress towards using symbolic methods to do
this, and Charlie’s spontaneous communication did not improve, according to staff. Autistic young
people with SLD are a heterogenous ‘group’ (Georgiades et al., 2013; Male, 2015) with varying
communication skills, personalities, strengths, interests and challenges. Within- child factors identified
in the data that may have impacted progress include individual differences in:
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e baseline communicative skills, particularly a capacity for shared attention;
e baseline communicative profile, recognising that for some children, outcomes must be more
targeted than simply increasing all spontaneous communication;

e as well as the overwhelming impact of unmet sensory processing differences.

4.2 Implementation of strategies and staff level factors

This section addresses RQ2 - What are staff views regarding implementation of the agreed strategies? It
also addresses staff level factors identified in answer to RQ3 - Which factors impacted the success of the
intervention? In other words, this section presents data related to the implementation of strategies as

well as staff level factors hypothesised to impact implementation.

Staff chose six communicative opportunities to implement as often as possible throughout the school
day, alongside existing school practice based on Intensive Interaction (Nind & Hewett, 2001) principles.

The communicative opportunities implemented in this Adult Interactive Style Intervention were:

Give a choice of activity, equipment, or food
Stop part way through an enjoyable activity
Give small portions of materials/ snacks
Make items visible yet inaccessible

Give materials the child will need help with

o v W N R

Contradict expectations

Findings from the check in questionnaire are presented first, giving an indication of how regularly staff
(Anna, Ben, Charlotte) felt they implemented each communicative opportunity with their target
student. Next, check in data is recapped alongside deductively analysed interview data and contextual
information from my research diary to present staff views regarding implementation by communicative
opportunity. Thirdly, critical realist thematic analysis (Fryer, 2022) identified three further staff level

factors impacting the implementation of strategies and success of the intervention.
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4.2.1 Implementation by adult/ student dyad

Anna used opportunity one regularly with Adam, (giving a choice of activity, equipment or food). She
also used opportunities two - five daily but did not use opportunity six (contradicting expectations) at
all. Ben used opportunity one and three regularly with Billy, (giving a choice of activity, equipment or
food and giving small portions of materials and snacks). He reported using opportunities two and five
daily but did not use opportunities four or six (making items visible yet inaccessible and contradicting
expectations) at all. Charlotte was unable to use the communicative opportunities daily due to Charlie

being on a part-time timetable.

Table 10: Self- report check-in data on usage of communicative opportunities

Communicative Opportunity Not at all 1-3 daily +3 daily
Give a choice of activity, equipment, or food Anna
Ben
Give small portions of materials/ snacks
Anna Ben
Stop part way through an enjoyable activity Anna
Ben
Give materials the child will need help with Anna
Ben
Make items visible yet inaccessible Ben Anna
Contradict expectations Anna
Ben

4.2.2 Implementation by communicative opportunity

Anna and Ben reported the most regularly implemented strategy to be ‘give a choice of activity,
equipment or food’, followed by ‘give small portions of materials/ snacks’. This was followed by ‘stop
part way through an enjoyable activity’ and ‘give materials the child will need help with’. ‘Make items
visible yet inaccessible’ was used less often and Anna and Ben both reported that ‘contradict
expectations’ was not implemented at all. This is expanded upon below, drawing on my research diary
and staff interview data, with communicative opportunities discussed in order, from the most frequently

implemented to least frequently implemented.
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4.2.2.1 Give a choice of activity, equipment, or food

Research shared during training sessions showed that adults should offer students a choice of activity,
equipment or food without presuming their preferences (Bondy & Frost, 2011; Potter & Whitaker, 2001;
Prizant et al., 2006). Video clips used to illustrate this point included Charlie responding verbally to being
offered a choice between a blue and green crayon; Adam choosing between ‘laptop’ and ‘outside’ using
picture cards; and Adam choosing ‘water play’ or ‘swings’ using gesture. Additional examples discussed

during the project can be found in Appendix H.

The self- report questionnaire showed that Anna and Ben implemented this strategy more than three
times daily. Although Charlotte was unable to implement strategies daily with Charlie, she commented:
“So the choice is fantastic. | think that should be used on everything, every day, every minute of your
classroom. With learning, with choice time, anything that you’re doing should be given a choice of
different things. So, | think that should always be the way”. Anna shared that offering choices was easy
to implement within Adam ’s daily routine. Kossyvaki (2017) also found that offering choices was used
frequently post- intervention and that this was considered one of the easiest principles to understand

and implement.

This finding is supported by previous theory and research. Choice making is highly valued from a
theoretical perspective, particularly since the recognition that independence should be defined through
personal empowerment, rather than solely through the acquisition of self- help skills (Brown & Cohen,
1996). Self- determination is valued as an end in itself, and a fundamental right, but choice making also
improves engagement and spontaneous communication (Potter & Whittaker, 2001). The act of making a
choice requires communication with a level of spontaneity, and children with autism make substantially
more spontaneous requests when they have access to preferred materials compared to non-preferred
materials (Dyer, 1989). It is plausible to infer that staff feel choice making has value in itself, offering

students empowerment and self-determination, as well as enhancing spontaneous communication.
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4.2.2.2 Give small portions of materials/ snacks

Research shared during training sessions showed that giving a student a small portion of materials or
snacks ‘bit by bit’ enables the student to practice their requesting skills (Bondy & Frost, 2011; Potter &
Whitaker, 2001). Video clips used to illustrate this point included Charlie requesting more water using
speech when given half a cup during sand play. Additional examples discussed during the project can be

found in Appendix H.

The self- report questionnaire showed that Anna implemented this strategy one to three times daily and
Ben implemented it more than three times daily, both finding it helpful. Anna commented “Say he’s in
the foam or something that he likes, when he wants more, he will ‘mu’ or he will point to it....”, and
stating that “Give small portions of food, that’s definitely worked for him.” Ben shared that “We’ve been
doing that now. And throughout the mornings, we will offer him one piece at a time. And then should he
want more, we’ll show Makaton for more and then what he might do is point towards the cupboard or
point towards his bag. So, the places where he knows the food will be located. He has responded to this
one.” However, Charlotte shared that this opportunity was tricky to implement with Charlie because “he
needs to have regularity” so when given some play dough, “his expectation is to have the whole pot
because it’s a pot and because it’s closed.” The findings in the current study correspond with Kossyvaki’s
(2017) qualitative data which showed that all three adult participants reported giving small portions of
materials/ snacks very effective with some children, but they also thought that it was problematic with
others. In the same way that Charlie expected to have the whole pot of play dough, children in
Kossyvaki's (2017) study wanted to have their whole biscuit and would not eat it if given a small piece. It
is plausible to infer that staff consider this a highly motivating strategy. However, the difficulty autistic
students have with flexible thinking can be a barrier, making it a helpful communicative opportunity to

use with some students (e.g., Adam) but not with others (e.g., Charlie).

4.2.2.3 Stop part way through an enjoyable activity

Research shared during training sessions showed that stopping part way through an interaction or a
student’s favourite activity is an effective way to elicit their request to continue (Bondy & Frost, 2011;
Potter & Whitaker, 2001), particularly when stopping the activity at its ‘peak’ (Kossyvaki, 2017). Video
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clips used to illustrate this point included Adam using action to request ‘more’ when the spinner he
enjoyed lying on was paused by an adult; and Charlie requesting ‘more’ through action when a sensory
feather activity (stroking his arm) was briefly paused. Additional ideas discussed during the project

included ‘burst- pause’ activities and further examples can be found in Appendix H.

The self- report questionnaire showed that Anna and Ben implemented this strategy one to three times
daily. Anna reported being able to implement it “with things like sensory materials, | can do that with
him,” whereas Ben and Charlotte found it harder to implement with their students. Ben reported
concern about potentially causing upset because “stopping him half way through having a motivating
item... may create a reaction from him that is not one that we want to necessarily experience.” Similarly,
a participant in Kossyvaki’s (2017, p.114) study shared that this opportunity might “wind up” the child.
Another concern raised about this strategy was in relation to students with low levels of engagement.
Charlotte found it hard to implement “because of how little engagement he does have with enjoyable
activities... It’s hard to then try and stop it. There’s so much that he gets out of something when he is
engaging and likewise, learning with him or looking at him or just being with him doing that is a massive
thing.” Similarly, a participant in Kossyvaki’'s (2017) study expressed concern that when stopping part-
way through an engaging activity, the child “just walks off’ (p.114). Itis plausible to infer that staff feel
engagement, connection and shared enjoyment is an essential foundation for interaction and
communication with students who have low levels of engagement (Laevers, 2005) and that increasing

the level of challenge is possible for students with higher levels of engagement, such as Adam.

4.2.2.4 Give materials the child will need help with

Research shared during training sessions showed that giving a student materials or access to activities
that they need help with can elicit requests for assistance (Bondy & Frost, 2011; Potter & Whitaker,
2001). Video clips used to illustrate this point included Adam gesturing for help to complete a shape
sorter activity during individual work. Ideas discussed during training included giving a snack with the

wrapper or peal on. Additional examples discussed during the project can be found in Appendix H.

The self- report questionnaire showed that Anna and Ben implemented this strategy one to three times
daily. Interview data suggests that this communicative opportunity was potentially helpful for all
students but additional opportunities beyond those that occurred naturally were not engineered. Anna
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shared that “We do this a little bit... He will ask with help to put his shoes on and stuff...” and although
Charlotte could not implement the strategy daily, she reported occasional success with it, sharing that
“The slime, it’s tricky for him to do and he really likes slime... So, he has been giving it to us to open... so |
think he regulates himself and then asks for help or hands it to you, or he’ll sign ‘please’ which is ‘help’,
really.” Ben shared that he thought this opportunity had potential: “Five, yes. I think the more I’ve got to
know Billy, possibly five, certainly in terms of helping him and supporting him moving forwards, would be
a strategy that we would look at doing more of as he gets a little bit older and as he gets a little bit more
settled and aware of our expectations.” Qualitative data in Kossyvaki’s (2017) study suggests that this
communicative opportunity was viewed less positively by staff supporting young children. It is plausible
to infer that staff feel this strategy has potential for secondary aged students but its implementation,

outside naturally occurring opportunities, requires some additional planning and preparation.

4.2.2.5 Make items visible yet inaccessible

Research shared during training sessions showed that making items visible but out of reach so the
student needs to ask for them (Bondy & Frost, 2011; Potter & Whitaker, 2001) can provide the
opportunity for requesting. This communicative opportunity was not captured in any of the clips

collected pre- intervention. Examples discussed during the project can be found in Appendix H.

Questionnaire data suggests that Anna implemented this strategy one to three times daily but Ben did
not implement it at all. Anna found the strategy “quite good in its own way”, describing how Adam
requested inaccessible items such as his laptop, toast that has been covered, and sweets. However, both
Ben and Charlotte expressed concern that this strategy would trigger upset. Kossyvaki (2017) also found
that this strategy was not broadly used by staff participants as they reported concern that the children
would “get extremely angry or lose interest” (p.114). It is plausible to infer that staff consider this
strategy more feasible with students who are experiencing high emotional wellbeing (e.g. Adam).
Additionally, staff feel that there is a balance to be struck in terms of optimal arousal and interest. The
item needs to be one that is interesting enough but not of such high interest that it results in emotional

overwhelm.
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4.2.2.6 Contradict expectations

Research shared during training sessions showed that when adults contradict the student’s
expectations, perhaps by doing something unexpected and out of routine, it is likely that the student will
request or comment (Potter and Whittaker, 2001; Griffin and Sandler, 2010). Chiang and Carter (2008)
argue that strictly following students’ daily routines may weaken spontaneous expressions, and Rama et
al. (2014) suggest that unusual teacher behaviour, such as not acting when expected to, compromises
the prevailing structure, and may support pupils to communicate spontaneously. This communicative
opportunity was not captured in any of the clips collected pre- intervention. Ideas discussed in training
included putting a child’s socks on their hands when helping them to get their shoes and socks on.

Additional examples discussed during the project can be found in Appendix H.

The self- report questionnaire showed that Anna and Ben did not implement this strategy at all, or did
not consider themselves to be implementing it. Both participants shared that they did not think it would
work. Anna shared “This, contradict expectations, | just don’t think would work with Adam. | just don’t
think he’d understand that what | was doing, wasn’t right. Do you know what | mean? | don’t think he’d
realise. He’d just look at me and then look away probably.” Ben agreed with this view, sharing “/ don’t
think he would fully be able to understand and process what’s happening, so I’m not sure that would be
effective.” Similarly, a participant in Kossyvaki’'s (2017) study shared that she had implemented this
strategy with more able children previously but did not think it would work with pre- verbal children and

might provide them with an unhelpful work model.

It is plausible to infer that staff lacked ideas for how to implement this strategy and did not recognise
their own good practice in this regard. Although, it was not caught during pre- intervention filming, an
effective opportunity for Adam (noted in my research diary) involved blowing up and then popping a
balloon, with built-in anticipation including several occasions when the balloon did not pop as planned.

This provided opportunities for Adam to comment.

4.2.2.7 Summary of staff views

RQ2 sought to find out staff views regarding implementation of the agreed strategies, including how

often staff believe they implemented them and what staff thought and felt about each strategy.
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Although staff report that the frequency, ease and impact of implementation varied by student, there
was also some agreement in their preference for using particular communicative opportunities. For
example, all three staff valued ‘offering choices’ and both Anna and Ben did not attempt ‘contradict
expectations.” The data also showed some alignment with staff views expressed in Kossyvaki’s (2017)

study.

4.,2.3 Staff level factors

What staff thought and felt about the individual strategies was of interest in itself, but likely also
impacted how often communicative opportunities were provided, forming one staff level factor
impacting the intervention. Staff level factors can include professional characteristics, psychological
characteristics, and attitudes towards the intervention (Domitrovich, 2008). Staff level factors have been
shown to significantly affect the implementation of school-based interventions for children with autism
in the US (Locke et al., 2016). Critical realist thematic analysis (Fryer, 2022) identified three other staff
level factors impacting the intervention: staff self-efficacy, staff skills and confidence in finding the right

level of challenge, and managing competing pedagogical priorities.

Figure 8: Staff level factors that impacted the intervention
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4.2.3.1 Self- efficacy

The frequency of implementation across adult/ student dyads and across communicative opportunities
may be related to staff self -efficacy. Bandura (1977) introduced the term self- efficacy and defined it as
the belief that one can perform effectively in a given situation. In a teaching context, this refers to a staff

member’s beliefs about their ability to promote student learning to achieve an outcome. Data showed
77



that certain strategies were dismissed quickly by all staff as unlikely to work, such as contradicting
expectations (4.2.2.6), so they were not tried. Strategies that could be captured and shown to be
effective seemed to improve self-efficacy and implementation. For example, Charlotte shared that
“when you showed the videos and what we didn’t realise we were doing was actually effective, | think

that’s what helped me.”

There is little previous research specifically in this area although studies make the link between staff
self-efficacy and inclusionary practices (Wray et al., 2022), staff self- efficacy and the use or
abandonment of AAC systems for students (Parks, 2021) as well as the impact of perceived
communicative competence on the abandonment of AAC systems (Radici et al., 2020). The research
available suggests that mastery experience, the experience of success or failure in a specific situation, is
a powerful source of self-efficacy (Yada et al., 2019). Higgins and Gulliford (2014, p.123) note the
importance of “efficacy expectancy,” or the confidence that by exerting one’s influence, a desired
outcome will be reached. Given the nature of social communication difficulties in autism, many
communicative opportunities offered by staff are likely to end in failure, reducing staff confidence that
by exerting their influence, the desired outcome will be reached. Therefore, the degree to which

strategies were implemented may be related to the efficacy expectancy of staff.

4.2.3.2 Confidence in finding the right level of challenge

The frequency of implementation across adult/ student dyads and across communicative opportunities
may be related to staff confidence in being able to find the right level of challenge. Data showed that all
staff participants in this study expressed some concern about the impact a strategy may have on the
emotional regulation or engagement of a student. For example, Ben and Charlotte expressed concern
that making items visible yet inaccessible would impact emotional regulation, Ben expressed concern
that stopping part way through an activity “may create a reaction” and Charlotte was concerned this
would impact engagement. My research diary indicates that careful task analysis was required to strike
the right balance for some students, e.g. briefly stopping part way during a sensory activity may elicit an
action or gesture communicating ‘more’, but stopping part way through a child’s favourite You Tube clip
may elicit distressed behaviour communicating protest. When using a communicative opportunity,

finding the right level of challenge was easier with some students than others. For some students, there
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was a very fine line between the learning zone and the frustration zone depicted on Mariani’s (1997)

model.

Figure 9: High challenge/ high support model (Mariani, 1997)
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This finding has also been reported in the literature on Naturalistic Behavioural Developmental
Interventions in the US, where both developmental and behaviourist strategies are employed. A
preference for using the developmental strategies has been reported by clinicians (Lee, 2023), educators
(Maye et al., 2020) and families (Cycyk & Huerta, 2020) as behavioural strategies can contribute to child
frustration. Lee (2023) makes the point that this does not mean behavioural strategies are not effective,
but that developmental strategies are easier to implement. Kossyvaki (2017) argues that an overarching
rule practitioners should bear in mind is that the strategies need to be applied in a creative way. The
challenge with implementing communicative opportunities is adapting them to suit the target child.
Staff need to move beyond fluency and generalisation to adaptation (Haring & Eaton, 1978) in order to
skilfully provide communicative opportunities within the context of everyday school life, for children
who have complex and unique needs. Finding the right level of challenge is undoubtedly very difficult,
and much more so with some students than others. However, Temple Grandin (2009, p.101), an autistic
individual, writes that in her experience, although “too much intrusion would cause tantrums... without

intervention there was no progress.”
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4.2.3.3 Competing pedagogical priorities

Two participants in the study prioritised receptive language development and compliance when asked
specifically about the expressive language development of the students post-intervention. Charlotte
shared that Charlie “is now responding to me asking him to do things like pick something up or, come on,
sit back down on your chair. Normally you would have to go and guide him...”. Ben particularly valued
routine and shared that “Billy ’s started to grasp the concept that he’s not in control and it doesn’t just
belong to him all the time. So yes, | think we are making really good progress and most of the basics that
we could possibly want in terms of routine are slowly falling into place.” Additionally, Ben shared that
“he is beginning to manage himself more effectively without that constant demand of me, me, me, this is
what | need now, that we had several months ago.” 1t is plausible to infer that receptive language
development and following instructions and routine held greater importance for staff than expressive

language development, resulting in competing pedagogical priorities during this intervention.

The focus staff had on receptive language and following routine may be related to broader factors that
influence school policy, such how schools are evaluated nationally using the Education Inspection
Framework (Ofsted, 2022b). Inspectors make key judgements in four areas, one of which is behaviour
and attitudes, evaluating whether a school has high expectations for learners’ behaviour and whether
this is reflected in the students’ conduct (Ofsted, 2022b). Behaviour management, including establishing
clear rules and routines is also a key feature of the Teacher’s Standards (DfE, 2021). The positive
behaviour policy of the school in which this research took place sought to meet these requirements
whilst meeting the needs of their students, consequently placing significant focus on the importance of
routine. Routine is very important for students with autism, but this is not quite the same thing as

‘following’ routine or instructions.

Furthermore, although spontaneous expressive communication has been identified as the most
important goal in educating autistic students (National Research Council, 2001; Prizant & Wetherby,
2005), this goal is not reflected in guidance, potentially impacting staff values and pedagogical priorities.
Although the engagement model (DfE, 2020) draws attention to principles (responsiveness, curiosity,
discovery, anticipation, persistence, initiation, investigation) that could effectively be applied to
communication, it specifically stipulates in ‘Recommendation 3’ that the purpose of the model is for
statutory assessment of students’ learning and cognition, rather than being applicable to all four areas
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of need outlined in the SEND Code of Practice (DfE & DoH, 2015). To this end, the definition of initiation
provided is “the different ways and extent to which a pupil investigates an activity or stimulus in order
to bring about a desired outcome” (Rochford, 2016, p.18), which is not consistent with the concept of
initiation for spontaneous expressive communication. The justification for this is that because statutory
assessment for mainstream pupils is based on cognition and learning, statutory assessment for pupils
with severe or profound and multiple learning difficulties should also be focused on the area of
cognition and learning (Rochford, 2016). This illustrates a concern raised in the literature review (2.1.2),
that extending national policies, processes and expectations to students with SLD and PMLD without
adapting these or providing a specialist focus, is a values- driven approach (Kauffman et al., 2021) that

does not adequately meet the students’ needs.

Competing pedagogical priorities may also be related to staff coping with or managing behaviours that
challenge. Anna made fewer references to competing pedagogical priorities and focused her comments
on expressive language development, suggesting that staff feel more able to focus on this when
students exhibit higher compliance, such as Adam. Finding ways to prioritise and enable spontaneous
expressive language development for all students is an important right in itself, but research also
suggests this will have a positive impact on behaviours that challenge. The literature strongly suggests
an inverse association between expressive language ability and externalising behaviour in autistic

students (Chan et al., 2022) - as one increases the other decreases.

Regardless of why adult participants valued receptive language development and following instructions
over expressive language, this likely impacted the intervention. Research suggests that the theoretical
orientation or values of educators can impact intervention delivery (Dingfelder & Mandell, 2011) as the
implementation quality of an intervention to foster a specific skill is related to the perceived value that
skill holds for those responsible for implementation (Domitrovich et al., 2008). Therefore, the degree to
which staff implemented the agreed communicative opportunities may be related to the value they
assigned to expressive language development and facilitating child voice, or what they perceived their

role to be in this regard.
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4.2.4 Section summary

This section sought to report staff views regarding how often strategies were implemented across adult/
student dyads, what staff thought and felt about implementing each strategy (RQ2) as well as
hypothesising staff level factors that may have impacted implementation (RQ3). In summary, providing
choices was used regularly and considered effective by all staff participants. The other communicative
opportunities were felt to be helpful for some children but not for others. Staff level factors identified in
the data that may have impacted implementation of the strategies include:

o staff self-efficacy,

e staff confidence in finding the right level of challenge, particularly for children who become

dysregulated or disengaged easily,

e and competing pedagogical priorities.

4.3 Process and school level factors

This section addresses RQ3 - Which factors impacted the success of the intervention?

Critical realist thematic analysis (Fryer, 2022) of staff interviews to identify factors that impacted the
success of the intervention produced student and staff level factors that have already been discussed.
Analysis also identified process factors and school level factors that may have impacted this Adult
Interactive Style Intervention. Process factors and school level factors identified by staff are addressed in

this section.

4.3.1 Process factors

Domitrovich et al. (2008) make a distinction between the intervention strategies and the support system
for delivering the intervention strategies. Using this distinction, the first element was addressed in the
previous section and the second element will be addressed in this section. The support system is the
means through which the intervention strategies are actioned and usually includes elements related to
training (Domitrovich et al., 2008). Critical realists would consider the support system to consist of
process factors. Process factors within the intervention move beyond what was implemented to how it

was implemented, in line with critical realist evaluation (Pawson & Tilley, 1997). Process factors
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highlighted in this study are facilitating reflection, and taking a child- centred approach, with the use of

video and staff supervision as subthemes.

Figure 10: Process factors that impacted the intervention
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4.3.1.1 Facilitating reflection

Facilitating reflection was identified by all staff as a key process factor that impacted the intervention.
Staff shared multiple comments referring to how the intervention encouraged reflection on practice.
Anna shared “It’s just, | suppose, you’re a little more mindful in the back of your head, oh, this relates to
this, kind of thing.” Charlotte shared “There’s a few things that you’ve taught me that I didn’t know that
I was doing.” Ben discussed the benefits of having time to “just stop and reflect,” adding that it has
made staff “more consciously aware.” Reflection in action forms a significant part of the intervention.
Staff have a go at trialling strategies and are facilitated to reflect on what went well. The value of
reflection on teacher practice has been recognised for some time (Walshe & Driver, 2019), with
foundations in the work of Dewey (1933, p.79) who said that “we do not learn from experience... we
learn from reflecting on experience.” Therefore, the quality of the intervention may be dependent upon

the degree to which staff were facilitated to engage with the reflective process.

Video is considered a useful tool to support reflection (Tripp & Rich, 2012). It can be challenging to

confront and evaluate your own practice (Kérkké et al., 2016) and video can provide a scaffold to
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support this. Importantly, a strengths- based approach (Seligman, 2009) is taken in this intervention.
Clips are edited to illustrate good practice, which is likely to build self-efficacy (Bandura, 1977), as
discussed in the previous section. The importance of video for facilitating reflection was highlighted by
Anna, who shared “It’s been quite insightful to see (the video footage) because | suppose we do a lot of
them anyway (strategies) but we didn’t really notice that we were doing it. It is adjusting our thinking to
facilitating their communication.” Charlotte agreed, sharing “I think we’re doing most of it anyway. |
think we are. But when you explain things in the video, | was like, well yes!” Therefore, the success of the

intervention may be dependent upon facilitating reflection through the use of video.

These findings are in line with previous studies focusing on adult interactive style in schools and
educational psychology work in special schools. For example, McAteer and Wilkinson (2009) found that
using video feedback in a one-to-one context with staff enabled them to engage in self-reflection and
develop their interactive style. McAteer and Wilkinson (2009, p.1) focused on highlighting the adults’
strengths, with the intention that adults “leave the room feeling better about themselves”. Kossyvaki
(2017) focuses her analysis on intervention principles rather than intervention process. Although she did
not collect data on staff views regarding the intervention process, the subsequent reflections in her
book highlight the value of video reflection. EPs in Winter and Bunn’s (2019) survey reported the use of
VIG and VERP, coaching and reflective groups in the training they offer. VERP was fundamental in
Hampton et al.’s (2019) study as it improved professional confidence and led to subtle changes in
practice. Crombie et al. (2014) also found a strengths- based, reflective approach to be the key to

professional development, making unnoticed and unconscious good practice explicit.

However, it should be noted that reflection is not considered of particular value in studies specifically
focusing on training staff to implement communicative opportunities. These studies (Andzik & Cannella-
Malone, 2019; Wermer et al., 2017) strongly advocate for a more directive approach. They used
behavioural skills training (BST) incorporating modelling, rehearsal, performance feedback, and written
directions for implementation. Student outcomes were positive, as were staff views regarding BST. The
researchers’ decision to use BST centred on two systematic reviews of the literature identifying
evidence-based approaches to educator training (Brock et al., 2017a; Brock et al., 2017b). However, the
criteria for inclusion were narrow, specifying an experimental approach, which may have excluded many

studies using reflection as a key mechanism for behavioural change. Nonetheless, my research diary
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indicates that staff may have benefitted from further modelling. Perhaps these approaches do not need

to be mutually exclusive.

4.3.1.2 Taking a child-centred approach

All staff participants in this study felt that their students had highly individual needs that required a
bespoke approach in terms of support. For example, Charlotte shared that with Charlie, you need to
“find out what kind of day it is, what kind of mood he’s in, how he’s slept at night, his hay fever and
allergies, whether his eyes are red.” Ben added, “I think we’re making decisions on a daily basis to
support a particular child.” Staff allude to the need for a child-centred approach, where the unique
personalities, strengths, stressors, and motivators of a child are placed at the centre of decision making
and action. The student’s strengths, difficulties and unique learning profile should determine the
intervention strategies used to improve spontaneous communication in individuals with autism (Duffy &

Healy, 2011).

The importance of individual differences in terms of communicative ability, communicative profile and
sensory profile were highlighted in the first section (4.1) outlining student outcomes and within student
factors impacting outcomes. The importance of staff confidence in the bespoke application of strategies
to achieve high challenge/ high support for individual students was highlighted in the second section
(4.2) presenting data related to the implementation of strategies and staff level factors hypothesised to
impact implementation. Critical realist thematic analysis (Fryer, 2022) also showed that the degree to
which a child-centred approach was facilitated as part of the support system for the intervention

mattered to staff, and likely impacted the success of the intervention.

As noted in my research diary, the importance of taking a child-centred approach became clear quite
quickly during this intervention study, so the focus shifted from a group approach to working with adult-
student dyads. As Ben commented, “/ think doing it as a group, it’s quite difficult because some staff
won’t know the children as well.” A supervision session (Hawkins & Shohet, 2012) was held individually
for each member of staff. Charlotte, who was finding it hard to implement anything new with Charlie
drew on the supportive function of supervision, whereas Anna and Ben discussed targets and strategies
for their students. Ben shared, “I think the most productive part of the project was probably the
individual interviews (supervision sessions) because you’re talking specifically to a member of staff that
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then works with a particular child. | think you’re probably going to get more rich communication
between yourself and whichever member of staff, that is specifically about that child.” Furthermore, it is
noted in my research diary that individual supervision sessions allowed me to develop a greater
understanding of the staff as individuals too, and discuss intervention strategies that they felt
comfortable implementing. Staff are not a homogenous group either (Parsons et al., 2009) and it is
important to understand the ecologically determined ‘initial conditions’ of each member of staff in order
to provide effective professional development (Keay et al, 2019). For example, some adults feel much

more comfortable being ‘silly’ and contradicting expectations, than others.

Although adult-student dyads formed units within the broader case study, the training sessions were
conducted as a group. Video footage illustrated the way a communicative opportunity might be applied
with different students whenever possible and individual students were discussed within the group
context, but a child-centred approach was not adopted throughout this intervention. In other studies
where staff are trained to use communicative opportunities (Andzik & Cannella-Malone, 2019; Wermer
et al., 2017), training took place within adult-student dyads, facilitating a child-centred approach that
starts by identifying child- centred motivators. The impact of the intervention may be dependent upon

the degree to which a child- centred approach was adopted.

4.3.2 School level factors

The organisational context of schools has a significant impact on the delivery of interventions because
students, staff and management are embedded in this shared environment (Ringeisen et al., 2003).
School level factors have been shown to significantly affect the implementation quality of school-based
interventions for children with autism in the US (Locke et al., 2016). Domitrovich et al. (2008) define
school level factors as factors that relate to the schools organisational functioning, such as the structure,
the resources, staff perceptions of their workplace, and characteristics of the school and classroom that
have been found to be pertinent. School level factors highlighted in this study are classroom

environment and routines, and organisational pressures.

86



Figure 11: School level factors that impacted the intervention

SCHOOL LEVEL FACTORS

Classroom
environment and
routines

Organisational
pressures

4.3.2.1 Classroom environment and routines

Two participants in the study (Anna and Charlotte), both higher level teaching assistants, felt that
classroom norms and expectations facilitated or hindered the implementation of certain communicative
opportunities. Anna found that following Adam’s transition to a new class, most opportunities were
easier to engineer within the context of his new class routine, sharing “/ suppose as an example, he
doesn’t have his lunchbox out all the time now that he’s in Cedar class, so if he wants more food then he
has to request it, and he will request it, whether it’s gestures or ‘mu’, that’s a sign for please.”
Additionally, Charlotte felt that some communicative opportunities should be implemented from the
beginning, across a classroom environment, to be feasible: “/ think... starting with new Year 7s and
having that on your plan (make items visible yet inaccessible) ... | believe it could work but again, it has to

be from the beginning, in a new environment.”

Research indicates that interventions yield most successful outcomes when integrated into daily
practice and classroom culture (Goldberg et al., 2018). Therefore, the impact of the intervention may be
dependent upon taking a whole class approach to enabling certain communicative opportunities, whilst

recognising the complex individual strengths and needs of each student.
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4.3.2.2 Organisational pressures

All three staff indicated that their job could be stressful. Several members of staff were unwell for an
extended period of time, leading to increased staffing pressures and a juggling of roles and
responsibilities. Ben shared that “I just think that through no fault of anybody, it’s just been a very
difficult time over the last six or seven weeks... And that mainly comes to down to staffing unfortunately
and absences, which has slowed down, if you like, the fluid nature that | think would be needed to fully
put into practice what we’ve been discussing.” However, Anna commented that “it’s not been any extra
pressure” because the strategies are integrated into daily practice, suggesting that the naturalistic and
non-prescriptive nature of the intervention makes it manageable within the context of significant

organisational pressures.

Research suggests that staff working with autistic students can find themselves feeling deskilled, over-
responsible, isolated, and overwhelmed (Pittman, 2007). School staff burnout, particularly for staff
working with students who have special educational needs and disabilities, is reported in the literature
(Brittle, 2020). This will have been exacerbated by the pandemic, during which special schools remained
open throughout national lockdowns, safeguarding the educational rights of students but negatively
impacting the wellbeing of staff (Crane et al., 2021; Skipp et al., 2021). Therefore, the success of the

intervention may be dependent upon organisational pressures, possibly related to staff burnout.

4.3.3 Section summary

This section sought to report process factors and school level factors hypothesised to impact the success

of the intervention.

Process factors identified in the data that may have impacted the intervention include:
e facilitating reflection, and

e taking a child-centred approach.

School level factors identified in the data that may have impacted the intervention include:
e classroom environment and routines, and
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e organisational pressures.

The classroom environment and classroom routine may have supported or prevented staff from
engineering opportunities for communication, raising the importance of a coordinated and planned
approach. Organisational pressures, potentially due to staff burn out, created a challenging context in
which to affect change but the naturalistic nature of the intervention enabled a flexible approach that

worked within the constraints of school and staff capacity.

Reflection, supported by strengths-based video analysis, may have positively impacted the intervention
by building self- efficacy in staff. However, including further instructional strategies, such as modelling,
could be helpful alongside this. Taking a child-centred approach, actioned through individual supervision
sessions with staff, was suggested to positively impact the intervention by providing the opportunity to
co-create communicative opportunities led by specific child motivators and adult acceptability.
However, working with adult/ student dyads more closely throughout the intervention may have been
helpful. When compared to Kossyvaki's (2017) work and ‘the concept’ (3.7.1) being replicated in this
study, the importance of reflection as a process factor is not unexpected, but the importance of taking a
child- centred approach has implications for future action research cycles and may be more relevant for

secondary aged students.

It is also interesting to consider what was not highlighted in the data but formed a key part of ‘the
concept’ being replicated (3.7.1), namely, collaboration. Collaboration between staff and researcher was
a key element of the intervention, and a key aspect of the research methodology. Kossyvaki (2017)
highlights the empowering nature of collaboration in an Adult Interactive Style Intervention, Pellicano
(2018) highlights the importance of collaboration with school staff in autism research more generally,
and collaboration is aligned with educational psychology values and practice (BPS, 2019). However, it did
not form a theme in analysis as only one member of staff (Ben) made reference to this. This may be
related to staff burn out and organisational pressures, or perhaps a more directive approach would be

preferrable for some staff.
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4.4. How is the spontaneous communication of three young people with autism and SLD impacted by

an Adult Interactive Style Intervention?

This aim of this study was to find out how the spontaneous communication of three young people with
autism and SLD is impacted by an Adult Interactive Style Intervention. The students formed nested cases
within the broader case study of the intervention. Conclusions related to the broader case are presented
first and then illustrated by student.

4.4.1 The Intervention System

Data pertaining to RQ3 highlighted tentative causal hypotheses, or factors, that impacted student

outcomes within this Adult Interactive Style Intervention.

Table 11: Summary of factors impacting this Adult Interactive Style Intervention

Student factors Individual differences, specifically in terms of:
e baseline communicative ability

e baseline communicative profile

e sensory differences

Staff factors o self-efficacy
o staff confidence in finding the right level of challenge
e competing pedagogical priorities

Process factors o facilitating reflection
e taking a child-centred approach

School level factors e classroom environment and routines
e organisational pressures

Critical realist intervention research often concludes with context-mechanism-outcome (CMO)
configurations, developed for realist evaluation (Pawson & Tilley, 1997). However, these have been
critiqued by De Souza (2022) as a practice focused on fairly closed systems. To aptly capture how the
relational interactions between programs and social systems within which they are embedded impact

outcomes, De Souza (2022) makes a conceptual connection between critical realism and systems
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thinking, showing that systems approaches to evaluation can allow for a plurality of causal explanations,
capture the impact of broader cultural factors, and allow for explanations from the standpoint of social
actors. Therefore, systems thinking (Bronfenbrenner, 1994), and its application in intervention
evaluation literature (Domitrovitch et al., 2008), informed the model below. School, process and staff
level factors, within the broader cultural context, are hypothesised to influence the provision of
communicative opportunities and student outcomes. Individual differences between students are also
hypothesised to impact the provision of communicative opportunities and student outcomes. The
factors depicted are not exhaustive and many other factors that were not evident in the data will also be
relevant. Furthermore, data suggests that some factors had greater influence in certain adult/ student
dyads. To understand how the spontaneous communication of each student is impacted by this Adult
Interactive Style Intervention, we can move through the model, starting from the centre, to summarise

the experience of each pair.
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Figure 12: Model of the intervention system
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4.4.1.1 Adam and Anna

Adam was the most able communicator at the start of the intervention, with the best shared attention
skills. He was calm, not experiencing heightened anxiety at the time and seemed settled in school.
Triangulated data showed progress in Adam’s spontaneous communication post intervention. The
guantity of spontaneous communication he engaged in increased, the functions he communicated for
broadened, and he began to use more speech. Anna found the communicative opportunities helpful,
commenting “I think they do work” and reporting positively on the implementation of five out of the six
strategies. Anna did not report concern that strategies would trigger upset, suggesting she felt able to
find the right level of challenge for Adam. Anna found video reflection helpful, sharing that it drew her
attention to the strategies she was already using, building her self- efficacy, and it adjusted her thinking
to facilitate Adam’s communication. Anna reported that the classroom environment and routines
supported her to provide communicative opportunities. Anna was able to focus on Adam’s expressive
communication, she did not indicate feeling influenced by competing pedagogical priorities and did not

work in the classroom that was most heavily impacted by organisational pressures.

4.4.1.2 Billy and Ben

Billy was a cheerful boy throughout the intervention who enjoyed interaction with adults. He engaged in
a lot of spontaneous communication through action (tapping shoulders and making eye contact). The
function was usually dyadic in nature — requesting social routine or drawing attention to himself/
seeking connection. The function could also be to refuse adult directed activities. Led by Billy’s
communicative profile and staff priorities, communicative opportunities were used to expand Billy’s
functions and methods to requesting using symbols. Triangulated data showed increased requesting
with small steps of progress towards using symbolic methods. Ben reported finding some of the
communicative opportunities helpful, particularly offering choices and giving small portions of
materials/ snacks, which were related to his desired outcomes for Billy. Ben found taking a child-centred
approach to be very important and highlighted the individual supervision sessions as helpful. These were
used to think about how each communicative opportunity could enable greater spontaneous
requesting, as well as how each communicative opportunity could be used to scaffold and teach the use
of key picture cards. Ben had a strong focus on receptive language and following routine. Ben was the
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only teacher of the three adult participants, and data suggests he was influenced to a greater degree by
competing pedagogical priorities, developed in the context of broader factors listed around the outside

of the model. Ben also had the greatest responsibility for juggling various organisational pressures.

4.4.1.3 Charlie and Charlotte

Charlie showed the potential to make his needs and wants known. Charlie experienced significant
sensory needs and the classroom environment was not conducive to learning for him at the time. His
wellbeing and engagement were very low. Charlotte’s first priority was ensuring Charlie’s safety and
wellbeing. She was unable to regularly use any of the communicative opportunities during the
intervention period. Although she valued providing choices, this caused Charlie to become very
dysregulated too. Nonetheless, Charlotte reported reflection to be helpful as it improved or reinforced

her sense of self- efficacy.

4.4.2 Section summary

In summary, critical realist thematic analysis identified a number of student, staff, process and school
level factors that determined how this Adult Interactive Style Intervention impacted the spontaneous
communication of three young people with autism and SLD. The prominence and combination of

interacting factors is hypothesised to impact the implementation of communicative opportunities and

outcomes for each nested case, or individual student, within the broader intervention study.
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CHAPTER 5: CONCLUSION

Although this project is only one “authenticated anecdote” (Simons, 2009, p.4), the findings offer an

indication that an Adult Interactive Style Intervention is potentially an effective piece of work for EPs to

deliver in a secondary special school setting. Implications for EP practice are discussed in this chapter,

following limitations of the research findings and future research directions.

5.1 Limitations of the findings

Critique of action research case study methodology was acknowledged in section 3.2.4. Further to this,

and within the context of what action research case study methodology can and cannot offer to

collective knowledge, additional limitations of the findings are outlined below.

The procedure in this study sought to apply the original ‘concept’ being replicated, a key part of
which was collaboration and school-led decision making. Due to school preferences, this study
only focused on communicative opportunities rather than fully exploring the communicative
principles in the original AlSI study (Kossyvaki, 2017). Staff felt that Intensive Interaction formed
the core of their practice already and many of the general communicative principles stemmed
from this approach. Therefore, during the intervention stage, staff chose to only focus on the
application of communicative opportunities. This could be argued to limit the scope of the

intervention as it was originally conceived.

In line with action research principles, the study aimed to achieve a democratic partnership
(Hall, 2001) between researcher and school staff as equal contributors (Parsons et al., 2013).
Top down or ‘evidence - based practice’ gathered from the literature (Kossyvaki, 2017) and
bottom up or ‘practice - based evidence’ gathered from school staff was to form the foundation
of agreed actions. However, the collaborative and emancipatory orientation of action research
(Cohen et al., 2018) was not fully realised as staff ‘buy in’ varied. The Autism Lead who was due
to participate, and with whom | had established a strong collaborative working relationship,
became unwell just before pre- intervention filming began. Ben took over her class, in which
Billy and Charlie were students at the start of the intervention. All staff involved took a
professional approach to the project but the interest in focusing on the students’ spontaneous
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communication and the impetus to participate came from school managers, who were not
themselves involved. Therefore, staff values in relation to enabling communication varied, as did

their motivation to contribute to discussion and to implement the strategies.

Alongside the instability caused by staffing challenges and students transitioning to new classes,
as described in section 4.3.2.3, two heat waves and the tail end of the pandemic created
difficulties that impacted the delivery of the intervention beyond organisational factors that
might typically be present in a school setting. In particular, time restrictions limited the scope of

training and supervision sessions.

This study suggests the students’ spontaneous communication pre and post intervention, the
reliability and validity of which improved when triangulated with qualitative data from staff
interviews. However, achieving representative data according to SCERTS guidance (Prizant et al.,
2006) whilst respecting participant time and classroom commitments (BERA, 2018) was not
possible in the current study, impacting the reliability of the observation data. Furthermore,
even if SCERTS observation criteria (Prizant et al., 2006) had been met, the impact of numerous
potentially causal environmental factors in the current study cannot be discounted, e.g. change
of classroom or environment. Additionally, although codes were mutually exclusive,
comprehensive, complete and relevant (Denscombe, 2017), partial interval sampling required
decisions to be made whereby occasionally only the dominant communicative act was coded,
thereby not reflecting all communicative acts. Furthermore, assigning codes to reflect the
communication of autistic students with SLD requires interpretation. Liaison with the Autism
Lead, who knew the students well, and the inter-rater reliability check improved the validity of
findings. However, interpreting complex communicative behaviours is challenging, impacting

the confidence that can be had in the observation data.

Only self-report data was collected on staff implementation of the agreed communicative
opportunities. Being a naturalistic intervention and integrated into daily practice made it
challenging to assess the extent to which adults were able to change their interactive style.
Coding the number of times staff used each communicative opportunity in video data was
considered but dismissed because it may have felt threatening for staff. Additionally, with a
focus on bridging the research to practice gap, reactivity (Lee et al., 2017), which refers to those
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being observed changing their behaviour when filmed, seemed a likely threat to the ecological

validity of the findings and their relevance for EP practice. However, the fundamental goal of the

intervention is to promote behaviour change in adults, which is hypothesised to impact student

outcomes. Therefore, this impacts the confidence that can be had in the findings.

A critical realist approach to intervention evaluation requires engagement with causal

hypotheses. This is important in order to investigate how an intervention works and to be able

to make improvements to it. However, the subjective epistemology of critical realism should be

reiterated. The factors identified were evident in the data, as | interpreted it. Although care was

taken to ensure validity and transparency, my interpretation is subjectively mediated, culturally

situated and imperfect (Smith, 2006).

5.2 Implications for future research

Data gathered during this action research cycle highlighted adaptations to be considered in future

cycles, as detailed in Table 12.

Table 12: Points to consider for future action research cycles

Learning point from data gathered

Adaptation to consider in future research cycles

The individual differences of students impact
outcomes, with sensory needs and wellbeing
presenting a significant barrier to progress.

The researcher could be more involved in
choosing student participants and ensuring that
wellbeing and sensory needs are being addressed
prior to participation.

Classroom environment and routines support the
implementation of communicative opportunities.

If the intervention is undertaken as a group, the
researcher should work with students and staff in
one class only.

It is difficult for staff to find the right level of
challenge when implementing communicative
opportunities.

The practical implementation of strategies should
form a key focus of the intervention. Behavioural
Skills Training approaches could be explored
further.

Facilitating reflection through video was key to
learning and building staff self - efficacy.

Researcher facilitated VERP sessions to follow on
from the initial intervention may embed practice.
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Learning point from data gathered

Adaptation to consider in future research cycles

Competing pedagogical priorities play a role in
the value staff assign to enabling expressive
communication.

Training sessions could include time for staff to
explore their understanding of spontaneous
communication- what does it mean for
education, the curriculum and the students’
lives? Staff could be more involved in the
‘assessment’ or initial coding of students’
spontaneous communication to give them
greater insight and understanding of the
individual.

Taking a student centred or dyad centred
approach was important. Students have unique
abilities, interests, and motivators, as do staff.

The researcher could take a dyad-centred
approach throughout the intervention.

Organisational pressures, particularly in a special
school context, can be significant.

Staff time (and potential cost) is a key factor, and
essential to consider should researchers hope to
develop an intervention that is feasible and
therefore likely to have real world impact.

5.3 Implications for educational psychology practice

The literature and findings discussed in this thesis have implications for the profession of educational

psychology, specifically in relation to this intervention, and more generally in terms of EP practice in

special school settings.

5.3.1 Arevised idea

Table 12 summarises learning points from this project and adaptations to consider in future action

research cycles. These are relevant for formal empirical research but also hold relevance for the daily

practice of EPs. Educational psychologists are “scientist- practitioners,” suggesting a dual role between

research and its application in the real world (Sedgwick, 2019, p.1). The ‘revised idea’ (Thomas, 2017)

presented in Table 13 is based on learning points from Table 12 as well as my own reflections regarding

what might be feasible within the context of educational psychology practice. Table 13 presents one

‘revised idea’ for EPs to consider.
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The approach is designed to be consultative, cost- effective and flexible. It could be undertaken with a

SENCO or teacher, who could then upskill new staff. It may be particularly helpful in upskilling staff

recruited to new resource bases in the Local Authority | work in.

EPs may first wish to develop their understanding of spontaneous communication and the AlSI

strategies by trialing them during casework. The observation schedule (Appendix I) and guidance on

methods and functions (Appendix J), could be used to assess a student’s communicative strengths

during observation. Equally, the AlSI strategies (Appendix A) could be used in observation to highlight

staff practice or mediation that works well, or to inform EP recommendations.

Table 13: One 'revised idea' - guidance for EPs

Step Guidance Appendices
Step 1 e It might be helpful to share that spontaneous communication has
Gain buy been identified as the most important goal in educating autistic
in from students (National Research Council, 2001; Prizant & Wetherby,
the school 2005) and that the principles of an Adult Interactive Style
Intervention have been highlighted as fundamental pedagogy for
students with SLD/PMLD by experienced special school
headteachers/ advisors (Imray & Hinchcliffe, 2014).
Step 2 e |dentify an adult/ student dyad that might benefit from an Adult
Identify Interactive Style Intervention or a group of adult/ student dyads
staff/ that all work within the same classroom.
students
Step 3 e Film during an activity the student enjoys for 10 minutes or so. Appendix D
Film Capture good moments/ short clips if this works better.
natural The Leuven Scale could be used to identify an activity the student
interaction enjoys. (see Appendix D)
Step 4 e Ask facilitative questions about the student’s strengths & Appendix |
Analyse motivators: Appendix J
film e.g., “When is she at her most communicative? What motivates Appendix A
together, her to communicate?” Appendix H
with the e Ask facilitative questions about the students’ spontaneous
member communication:
of staff e.g., “What does that communicative behaviour mean? What is
the function/ purpose of that communicative act? Does she use
other methods to convey that message? Does she use that
method to convey other messages?”
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Step Guidance Appendices
e Code some of the student’s spontaneous communication together
to inform your discussion. (see Appendix | & Appendix J)
e Refer to AlSI strategies together to highlight all good practice
noticed.
e.g., “These are strategies from the research and | can see you’re
already using A, B and C... When you did X, | noticed that Y.” (see
Appendix A & Appendix H)
Step 5 e This can be based on what the student is doing well already and
Decide on you want to see more of, or what the student does not yet show
a target in their spontaneous communication profile.
for the e This can be a ‘Specific Measurable Attainable Realistic Time-
student bound’ (SMART) target or a ‘Student-led, Creative, Relevant,
together Unspecified and Fun for Youngsters’ (SCRUFFY, Lacey, 2010)
target.
e.g., SMART = By half term, Billy will request ‘snack’ using a
symbol on three consecutive days.
e.g., SCRUFFY = Adam will express enjoyment and comment
during sensology activities.
Step 6 e Refer back to AlSI strategies to consider which may be helpful to Appendix A
Decide on focus on and specific ways in which to use them, based on student | Appendix H
helpful motivators and what has been observed to work well in the film
strategies footage.
for the e.g., “Which ones do you think look helpful? How would that look
student in practice? How would that support progress towards the target
together we have set?” (see Appendix A & Appendix H)
Step 7 e Review progress with member of staff
Check in e Repeat filming if deemed helpful
and e Consider using VERP to review practice, either individually or as a
review

group.
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5.3.2 EP practice in special schools

There are three broader implications of this study for educational psychology practice.

1. Let’s do more collaborative research in special schools.

Recommendation 8 in the Rochford Review (DfE, 2016) specifically encourages special schools to engage
in research to develop the knowledge base around what works for children with severe or profound and
multiple learning difficulties. The autism research community also highlights the importance of
undertaking projects collaboratively with schools (Parsons et al., 2013) as there is very little evidence to
underpin practice (Imray & Colley, 2017). My experience during this project suggests that research
based on a democratic partnership (Hall, 2001) worked well. Ben suggested that “perhaps at this time
every year we sit down and say, look, over the next twelve months these are the two things that we
would like to work on... myself and other colleagues would welcome that”. Furthermore, my experience
during this project suggests that TEPs are ideally placed to build on the work of academic researchers to

help develop, disseminate and deliver interventions to school communities.

However, action research can be challenging. Parsons and Kasari (2013) state that conducting autism
research in a school setting is not for the faint of heart. It is important to respond to the needs of the
school (Kasari & Smith, 2013), simple solutions are not possible (Bergmark, 2020), and findings exist
within a myriad of complex conditions. Charlotte shared “we’ve all said that you respect that sometimes
when you come in, it can’t be as expected...”. Navigating the unexpected and complex conditions that
existed during this project required me to draw on the consultative, collaborative and real-world
research skills developed during my training, with the support of my experienced supervisor. This
equipped me to respond flexibly to the needs of the school and to facilitate and empower school staff.
In line with previous research (Carpenter et al., 2023; Crombie et al., 2014; Hampton et al., 2019) and

my experience, EPs are well placed to support schools in this capacity.

2. Let’s continue the focus on pedagogy and curriculum.

Imray and Colley (2017) assert that the dominance of the inclusion narrative has meant that there has

been no serious attempt to look at the educational difficulties faced by learners with PMLD and SLD. Full
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inclusion is neither a given nor unarguable truth (Imray & Colley, 2017) and social policies can be well-
intentioned but ineffective in achieving what is intended (Kauffman et al., 2020). The National
Curriculum is not an appropriate curriculum for students with complex and enduring needs (Gale &
Gibbs, 2009), and there is a generation of children who have been denied appropriate pedagogy
(Carpenter et al. 2016). The engagement model (DfE, 2020) has been received as a step in the right
direction but there is still an insufficient focus on teaching and learning (Hinchcliffe, 2022). Charlotte
shared that “it’s so hard to communicate with nonverbal students and to try and give them a curriculum
that they need. It’s such a hard thing to do. And | don't think that there’s enough help or suggestions or
anything like that to help staff to do that type of thing. | don't know.” My experience during this project
echoes Charlotte’s view. Pedagogy prevalent in our mainstream schools is being applied without due
consideration of the students’ unique needs, such as considerable overuse of highly stimulating clips on
the interactive white board. Psychological knowledge of information processing and the theories
relating to strengths and needs of autistic students is a good foundation from which to work with special
schools to address this. In line with descriptions of our role (Farrell et al., 2006; Lyonette et al., 2019) EPs
should be well placed to support pedagogical and curricular development, and many EPs already have

(Carpenter et al., 2023; Crombie et al., 2014; Hampton et al., 2019; Rees et al., 2017).

3. Let’s address the training needs of the profession.

During this project, despite significant additional reading, | felt a lack of confidence in my knowledge in
relation to autism and SLD. This experience is reported by other EPs in relation to SLD and PMLD (Rees,
2017; Winter & Bunn, 2019). The social constructionist approach prevalent in EP thinking (Gale & Gibbs,
2009) may have influenced the development of professional training (BPS, 2019) such that knowledge
about complex individual needs is not prioritised. Winter and Bunn (2019, p.70) suggest that we reflect
on the inherent assumptions that come with the EP title: “educational psychology is about children and
young people in educational settings, and tackles challenges related to learning difficulties, social and
emotional problems, disability or complex developmental disorders.” Therefore, echoing Winter and
Bunn (2019), | believe that initial training should include knowledge and skill relevant to this area of

practice.
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5.4 Concluding comments

This study suggests that an Adult Interactive Style Intervention (Kossyvaki, 2017) can support the
spontaneous communication of secondary aged autistic students with SLD. The study takes a further
step forward in bridging the research to practice gap by investigating the delivery of this intervention
through an educational psychology lens. It contributes to the evidence base within the profession of
educational psychology, and it contributes to the intervention literature for an underrepresented group
of students. Additionally, this study raises broader questions regarding policy and best practice in the

education of students with SLD and PMLD, and the role EPs might play in shaping this.

103



REFERENCES

Advisory Committee on the Supply and Education of Teachers. (1984) Teacher Training and Special
Educational Needs. ACSET.

Alborz, A., Pearson, D., Farrell, P. T., & Howes, A. J. (2009). The Impact of Adult Support Staff on
Pupils and Mainstream Schools. EPPI Centre.
http://eppi.ioe.ac.uk/cms/Default.aspx?tabid=2438&language=en-US

American Psychiatric Association. (2013). Diagnostic and statistical manual of mental disorders (5th
ed.). https://doi.org/10.1176/appi.books.9780890425596

Andzik, N. R., & Cannella-Malone, H. I. (2019). Practitioner implementation of communication
intervention with students with complex communication needs. American Journal on
Intellectual and Developmental Disabilities, 124(5), 395-410. https://doi.org/10.1352/1944-
7558-124.5.395

Andzik, N. R., Chung, Y. C., & Kranak, M. P. (2016). Communication opportunities for elementary
school students who use augmentative and alternative communication. Augmentative and
Alternative Communication, 32(4), 272-281.
https://doi.org/10.1080/07434618.2016.1241299

Archer, M. S. (2013). The ontological status of subjectivity: The missing link between structure and
agency. In Contributions to social ontology (pp. 31-45). Routledge.

Archer, M., Decoteau, C., Gorski, P., Little, D., & Porpora, D. (2016) What Is Critical Realism?
American Sociology Association. http://www.asatheory.org/current-newsletter-online/what-
is-critical-realism

Atfield, G., Baldauf, B., & Owen, D. (2023). Educational psychology services: workforce insights and
school perspectives on impact. Department for Education.
https://www.gov.uk/government/publications/educational-psychology-services-workforce-
insights-and-impact

Bandura, A. (1997). Self-efficacy: Towards a unified theory of behavioural change. Psychological
Review, 84, 191-215.

Barnes, C. S., Dunning, J. L., & Rehfeldt, R. A. (2011). An evaluation of strategies for training staff to
implement the picture exchange communication system. Research in Autism Spectrum
Disorders, 5, 1574-1583. https://doi.org/10.1016/j.rasd.2011.03.003.

Baron-Cohen, S., & Gillberg, C. (1995). Mind blindness: an essay on autism and theory of mind.
Developmental Medicine and Child Neurology, 37(12), 1124-1124.

Bates, E. (1976) Language and Context: The Acquisition of Pragmatics. Academic Press.

104



Bergmark, U. (2020). The role of action research in teachers’ efforts to develop research-based
education in Sweden: intentions, outcomes, and prerequisite conditions. Educational Action
Research, 1-18. https://doi.org/10.1080/09650792.2020.1847155

Bhaskar, R. (2008) A realist theory of science. Routledge.

Bhaskar, R., & Danermark, B. (2006). Metatheory, interdisciplinarity and disability research: a critical
realist perspective. Scandinavian Journal of Disability Research, 8(4), 278-297.
https://doi.org/10.1080/15017410600914329

Biggs, E. E., & Hacker, R. E. (2021). Ecological systems for students who use AAC: Stakeholders’ views
on factors impacting intervention and outcomes. Research and practice for persons with
severe disabilities, 46(4), 259-277. https://doi.org/10.1177/15407969211052309

Biggs, E. E., Carter, E. W., & Gilson, C. B. (2018). Systematic review of interventions involving aided
AAC modeling for children with complex communication needs. American Journal on
Intellectual and Developmental Disabilities, 123(5), 443-473. https://doi.org/10.1352/1944-
7558-123.5.443

Birkeneder, S. L., & Sparapani, N. (2022). Measurements of Spontaneous Communication Initiations
in Children with Autism in Preschool through Third Grade Classrooms. Journal of Autism and
Developmental Disorders, 1-12. https://doi.org/10.1007/s10803-022-05738-1

Bgettcher, L., & Dammeyer, J. (2016). International perspectives on early childhood education and
development: Vol. 13. Development and learning of young children with disabilities: A
Vygotskian perspective. Springer International Publishing. https://doi.org/10.1007/978-3-
319-39114-4

Bogdashina, O. (2022). Communication issues in autism and Asperger syndrome: Do we speak the
same language? Jessica Kingsley Publishers.

Bondy, A., & Frost, L. (2011). A picture's worth: PECS and other visual communication strategies in
autism. Woodbine House.

Bottema-Beutel, K., Kapp, S. K., Lester, J. N., Sasson, N. J.,, & Hand, B. N. (2021). Avoiding ableist
language: Suggestions for autism researchers. Autism in Adulthood, 3(1), 18-29.
https://doi.org/10.1089/aut.2020.0014

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative research in
psychology, 3(2), 77-101. https://doi.org/10.1191/1478088706qp0630a

Braun, V., & Clarke, V. (2019). Reflecting on reflexive thematic analysis. Qualitative research in sport,
exercise and health, 11(4), 589-597. https://doi.org/10.1080/2159676X.2019.1628806

British Educational Research Association. (2018) Ethical guidelines for educational research. 4th ed.
British Educational Research Association. https://www.bera.ac.uk/publication/ethical-
guidelines-for-educational-research-2018

105



British Psychological Society (2021) BPS Code of Human Research Ethics. British Psychological Society.
https://cms.bps.org.uk/sites/default/files/2022-
06/BPS%20Code%200f%20Human%20Research%20Ethics%20%281%29.pdf

British Psychological Society. (2019). Standards for the accreditation of Doctoral programmes in
educational psychology. British Psychological Society.
https://www.bps.org.uk/sites/www.bps.org.uk/files/Accreditation/Educational%20Accredita
tion%20Handbook%202019.pdf

Brittle, B. (2020). Coping strategies and burnout in staff working with students with special
educational needs and disabilities. Teaching and Teacher Education, 87, 102937.
https://doi.org/10.1016/j.tate.2019.102937

Brock, M. E., & Carter, E. W. (2017b). A meta-analysis of educator training to improve
implementation of interventions for students with disabilities. Remedial and Special
Education, 38(3), 131-144. https://doi.org/10.1177/0741932516653477

Brock, M. E., Cannella-Malone, H. I., Seaman, R. L., Andzik, N. R., Schaefer, J. M., Page, E. J., & Dueker,
S. A. (2017a). Findings across practitioner training studies in special education: A
comprehensive review and meta-analysis. Exceptional Children, 84(1), 7-26.
https://doi.org/10.1177/0014402917698008

Brock, M. E., Dynia, J. M., Dueker, S. A., & Barczak, M. A. (2020). Teacher-reported priorities and
practices for students with autism: Characterizing the research-to-practice gap. Focus on
Autism and Other Developmental Disabilities, 35(2), 67-78.
https://doi.org/10.1177/1088357619881217

Bronfenbrenner, U. (1994). Nature-Nurture reconceptualized in developmental perspective: A
bioecological model. Psychological Review, 101(4), 568-86.

Brown, F., & Cohen, S. (1996). Self-determination and young children. Journal of the Association for
Persons with Severe Handicaps, 21(1), 22-30. https://doi.org/10.1177/154079699602100105

Brunner, D. L. and Seung, H. (2009) Evaluation of the Efficacy of Communication Based Treatments
for Autism Spectrum Disorders A Literature Review. Communication Disorders Quarterly, 31
(1): 15— 41. https://doi.org/10.1177/1525740108324097

Caldwell, P. (2008) Using intensive interaction and sensory integration: A handbook for those who
support people with severe autistic spectrum disorder. Jessica Kingsley Publishers.

Carpenter, B., Carpenter, J., Egerton, J., & Cockbill, B. (2016). The Engagement for Learning
Framework: connecting with learning and evidencing progress for children with autism
spectrum conditions. Advances in Autism, 2(1), 12-23. https://doi.org/10.1108/AIA-10-2015-
0021

Carpenter, N., Lee, F., & Male, D. (2023). A role for educational psychologists: using Planning
Alternative Tomorrows with Hope (PATH) and participatory action research (PAR) to develop
a Relationships and Sex Education (RSE) support group with staff in a special school.
Educational Psychology in Practice, 1-19. https://doi.org/10.1080/02667363.2022.2164559

106




Carter, M., & Grunsell, J. (2001). The behavior chain interruption strategy: A review of research and
discussion of future directions. Journal of the Association for persons with Severe Handicaps,
26(1), 37-49. https://doi.org/10.2511/rpsd.26.1.37

Carter, M., & Hotchkis, G. D. (2002). A conceptual analysis of communicative spontaneity. Journal of
Intellectual and Developmental Disability, 27(3), 168-190.
https://doi.org/10.1080/1366825021000008602

Chan, C. Y. Z, Williams, K., May, T., Wan, W. H., & Brignell, A. (2023). Is language ability associated
with behaviors of concern in autism? A systematic review. Autism Research, 16(2), 250-270.
https://doi.org/10.1002/aur.2855

Charman, T., & Stone, W. (Eds.). (2008). Social and communication development in autism spectrum
disorders: Early identification, diagnosis, and intervention. Guilford Press.

Chiang, H. M. (2008a). Communicative spontaneity of children with autism: A preliminary analysis.
Autism, 12(1), 9-21. https://doi.org/10.1177/1362361307085264

Chiang, H. M. (2008b). Expressive communication of children with autism: The use of challenging
behaviour. Journal of Intellectual Disability Research, 52(11), 966-972.
https://doi.org/10.1111/j.1365-2788.2008.01042.x

Chiang, H. M. (2009). Differences between spontaneous and elicited expressive communication in
children with autism. Research in Autism Spectrum Disorders, 3(1), 214-222.
https://doi.org/10.1016/j.rasd.2008.06.002

Chiang, H. M., & Carter, M. (2008). Spontaneity of communication in individuals with autism. Journal
of Autism and Developmental Disorders, 38(4), 693-705. https://doi.org/10.1007/s10803-
007-0436-7

Chiang, H. M., & Lin, Y. H. (2008). Expressive communication of children with autism. Journal of
Autism and Developmental Disorders, 38(3), 538-545. https://doi.org/10.1007/s10803-007-
0423-z

Chomsky, N. (1957) Syntactic Structures. Mouton.

Chung, Y. C., Carter, E. W., & Sisco, L. G. (2012). Social interactions of students with disabilities who
use augmentative and alternative communication in inclusive classrooms. American journal
on intellectual and developmental disabilities, 117(5), 349-367.
https://doi.org/10.1352/1944-7558-117.5.349

Clifford, S., Hudry, K., Brown, L., Pasco, G., Charman, T., & PACT Consortium. (2010). The modified -
classroom observation schedule to measure intentional communication (M-COSMIC):
evaluation of reliability and validity. Research in Autism Spectrum Disorders, 4(3), 509-525.
https://doi.org/10.1016/j.rasd.2009.11.008

Cohen, L., Manion, L., & Morrison, K. (Eds.). (2018). Research Methods in Education (8th ed.).
Routledge.

107



Conservative Party. (2010). Invitation to Join the Government of Britain: The Conservative Manifesto
2010. Conservative Party. https://general-election-2010.co.uk/2010-general-election-
manifestos/Conservative-Party-Manifesto-2010.pdf

Coogle, C. G., Walker, V. L., Ottley, J., Allan, D., & Irwin, D. (2022). Paraprofessionals’ perceived skills
and needs in supporting students with autism spectrum disorder. Focus on Autism and Other
Developmental Disabilities, 37(4), 227-238. https://doi.org/10.1177/10883576211073699

Courchesne, E., Townsend, J., Akshoomoff, N. A., Saitoh, O., Yeung-Courchesne, R., Lincoln, A. J,,
James, H. E., Haas, R. H., Schreibman, L., & Lau, L. (1994). Impairment in shifting attention in
autistic and cerebellar patients. Behavioral Neuroscience, 108(5), 848—865.
https://doi.org/10.1037/0735-7044.108.5.848

Coyne, M. D., Cook, B. G., & Therrien, W. J. (2016). Recommendations for replication research in
special education: A framework of systematic, conceptual replications. Remedial and Special
Education, 37(4), 244-253. https://doi.org/10.1177/074193251664846

Crane, L., Adu, F., Arocas, F., Carli, R., Eccles, S., Harris, S., & Wright, A. (2021). Vulnerable and
forgotten: The impact of the COVID-19 pandemic on autism special schools in England.
Frontiers in Education. https://doi.org/10.3389/feduc.2021.629203

Crank, J. E., Sandbank, M., Dunham, K., Crowley, S., Bottema-Beutel, K., Feldman, J., & Woynaroski, T.
G. (2021). Understanding the effects of naturalistic developmental behavioral interventions:
a project AIM meta-analysis. Autism Research, 14(4), 817-834.
https://doi.org/10.1002/aur.2471

Creswell, J. (2015) ‘Revisiting mixed methods and advancing scientific practices’, in Hesse-Biber, S. &
Burke Johnson, R. (eds.) The Oxford Handbook of Multimethod and Mixed Methods Research
Inquiry. Oxford University Press.

Creswell, J. W., & Clark, V. L. P. (2017). Designing and conducting mixed methods research. Sage
publications.

Crombie, R., Sullivan, L., Walker, K., & Warnock, R. (2014). Unconscious and unnoticed professional
practice within an outstanding school for children and young people with complex learning
difficulties and disabilities. Support for Learning, 29(1), 7-23. https://doi.org/10.1111/1467-
9604.12042

Cycyk, L. M., & Huerta, L. (2020). Exploring the Cultural Validity of Parent-Implemented Naturalistic
Language Intervention Procedures for Families from Spanish-Speaking Latinx Homes.
American Journal of Speech-Language Pathology, 29(3), 1241-1259.
https://doi.org/10.1044/2020 AJSLP-19-00038

Danermark, B. (2002). Interdisciplinary research and critical realism the example of disability
research. Alethia, 5(1), 56-64. https://doi.org/10.1558/aleth.v5i1.56

Day, C. & Townsend, A. (2007). Ethical issues for consultants in complex collaborative action research
settings: Tensions and dilemmas. In A. Campbell & S. Groundwater-Smith (Eds.) An ethical

108



approach to practitioner research: Dealing with issues and dilemmas in action research.
Routledge.

Dell’Anna, S., Pellegrini, M., & lanes, D. (2021). Experiences and learning outcomes of students
without special educational needs in inclusive settings: a systematic review. International
Journal of Inclusive Education, 25(8), 944-959.
https://doi.org/10.1080/13603116.2019.1592248

den Houting, J., Higgins, J., Isaacs, K., Mahony, J., & Pellicano, E. (2021). ‘I’'m not just a guinea pig’:
Academic and community perceptions of participatory autism research. Autism, 25(1), 148-
163. https://doi.org/10.1177/1362361320951696

Denscombe, M. (2017) The good research guide for small-scale social research projects. Open
University Press.

Denzin, N. K. (2017). The research act: A theoretical introduction to sociological methods. Routledge.

Department for Education (DfE). (2016). The Rochford Review: final report. Department for
Education.
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment

data/file/561411/Rochford Review Report v5 PFDA.pdf

Department for Education (DfE). (2017). Performance - P Scale - attainment targets for pupils with
special educational needs. Department for Education.
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment

data/file/903590/Performance - P Scale -
attainment targets for pupils with special educational needs June 2017.pdf

Department for Education (DfE). (2018a) Pre-key stage 1 standards: pupils working below the
national curriculum assessment standard. Department for Education.
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment

data/file/903457/2021 Pre-key stage 1 -
pupils working below the national curriculum assessment standard PDFA.pdf

Department for Education (DfE). (2018b) Pre-key stage 2 standards: pupils working below the
national curriculum assessment standard. Department for Education.
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment

data/file/903553/2021 Pre-key stage 2 -
pupils working below the national curriculum assessment standard PDFA.pdf

Department for Education (DfE). (2020b). The Engagement Model. Department for Education.
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment

data/file/903458/Engagement Model Guidance 2020.pdf

Department for Education (DfE). (2022) SEND Review: right support, right place, right time.
Department for Education.
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment

data/file/1063620/SEND review right support right place right time accessible.pdf

109



Department for Education and Employment (DfEE). (1997) Excellence for all children, meeting special
educational needs. Department for Education and Employment.
http://www.educationengland.org.uk/documents/pdfs/1997-green-paper.pdf

Department for Education. (2021). Teachers’ standards. Department for Education.
https://www.gov.uk/government/publications/teachers-standards

Department for Education and Department of Health (DfE & DoH). (2015). Special educational needs
and disability code of practice: 0 to 25 years.
https://www.gov.uk/government/publications/send-code-of-practice-0-to-25

Dewey, J. (1933). How we think. Heath.

Dillenburger K (2011) The emperor’s new clothes: eclecticism in autism treatment. Research in
Autism Spectrum Disorders 5: 111-1128. https://doi.org/10.1016/j.rasd.2010.12.008

Dingfelder, H. E., & Mandell, D. S. (2011). Bridging the research-to-practice gap in autism
intervention: An application of diffusion of innovation theory. Journal of autism and
developmental disorders, 41(5), 597-609. https://doi.org/10.1007/s10803-010-1081-0

Domitrovich, C. E., Bradshaw, C. P., Poduska, J. M., Hoagwood, K., Buckley, J. A, Olin, S., & lalongo, N.
S. (2008). Maximizing the implementation quality of evidence-based preventive interventions
in schools: A conceptual framework. Advances in school mental health promotion, 1(3), 6-28.
https://doi.org/10.1080/1754730X.2008.9715730

Duchan, J. F. (1984). Clinical interactions with autistic children: The role of theory. Topics in Language
Disorders, 4(4), 62-71.

Duffy, C., & Healy, O. (2011). Spontaneous communication in autism spectrum disorder: A review of
topographies and interventions. Research in autism spectrum disorders, 5(3), 977-983.
https://doi.org/10.1016/j.rasd.2010.12.005

Dunn, W., Saiter, J. and Rinner, L. (2002) Asperger syndrome and sensory processing: A conceptual
model and guidance for intervention planning. Focus on Autism and Other Developmental
Disabilities , 17 (3): 172— 185. https://doi.org/10.1177/10883576020170030701

Dyer, K. (1989). The effects of preference on spontaneous verbal requests in individuals with autism.
Journal of the Association for Persons with Severe Handicaps, 14(3), 184-189.
https://doi.org/10.1177/154079698901400303

El Hussein, M. T., Jakubec, S. L., & Osuiji, J. (2015). The FACTS: A mnemonic for the rapid assessment
of rigor in qualitative research studies. Journal of Nursing Education, 55(1), 60-60.
https://doi.org/10.3928/01484834-20151214-15

Farrell, P. T., Woods, K. A., Lewis, S., Squires, S., Rooney, S., & O'Connor, M. (2006). Review of the
function and contribution of educational psychologists in the light of the ‘every child matters:
change for children’ agenda: Research report 792. Department for Employment and Skills
(DfES). https://dera.ioe.ac.uk/12356/1/epwg%20research%20report.pdf

110



Farrell, P., Alborz, A., Howes, A., & Pearson, D. (2010). The impact of teaching assistants on improving
pupils’ academic achievement in mainstream schools: A review of the literature. Educational
review, 62(4), 435-448. https://doi.org/10.1080/00131911.2010.486476

Fisher, M. & Pleasants, S. (2012). ‘Roles, Responsibilities, and Concerns of Paraeducators: Findings
from a Statewide Survey. Remedial and Special Education, 33(5), pp. 287-297.
https://doi.org/10.1177/07419325103977

Flyvbjerg, B. (2006) Five misunderstandings about case study research. Qualitative Inquiry, 12 (2),
219 — 45. https://doi.org/10.1177/1077800405284363

Frith, U. (2003) Autism: Explaining the enigma. 2nd ed. Blackwell.

Firth, G., Glyde, M., & Denby, G. (2021). A qualitative study of the practice-related decision-making of
Intensive Interaction Practitioners. British Journal of Learning Disabilities, 49(2), 117-128.
https://doi.org/10.1111/bld.12355

Fryer, T. (2022). A critical realist approach to thematic analysis: producing causal explanations.
Journal of Critical Realism, 1-20. https://doi.org/10.1080/14767430.2022.2076776

Gale, I., & Gibbs, S. (2009). Children with severe, complex and enduring needs. Educational and Child
Psychology, 26(4), 5-8.

Gersch, 1. S. (2004). In an age of uncertainty. Psychologist, 17(3), 142- 145.

Giangreco, M. F. (2010). Utilization of teacher assistants in inclusive schools: Is it the kind of help that
helping is all about?. European journal of special needs education, 25(4), 341-345.
https://doi.org/10.1080/08856257.2010.513537

Gibbs, S. & Lauchlan, F. (2015). Guest editorial: Practising psychology in challenging times.
Educational & Child Psychology, 32(4), 6.

Gilbert, K. (2008). Milieu communication training for late talkers. Perspectives on Language Learning
and Education, 15, 112-118.

Gillham, B. (1978). Reconstructing educational psychology. Croom Helm.

Gilman, R., & Gabriel, S. (2004). Perceptions of school psychological services by education
professions: Results from a Multi-State Survey Pilot Study. School Psychology Review, 33(2),
271-286. https://doi.org/10.1080/02796015.2004.12086248

Gilman, R., & Medway, F, J. (2007). Teachers’ perceptions of school psychology: A comparison of
regular and special education teacher rating. School Psychology Quarterly, 22(2), 145-161.
https://doi.org/10.1037/1045-3830.22.2.145

Goldberg, J. M., Sklad, M., Elfrink, T. R., Schreurs, K. M., Bohlmeijer, E. T., & Clarke, A. M. (2019).
Effectiveness of interventions adopting a whole school approach to enhancing social and
emotional development: a meta-analysis. European Journal of psychology of Education,
34(4), 755-782. https://doi.org/10.1007/s10212-018-0406-9

111



Grandin, T. (2009). Thinking in pictures. Bloomsbury Publishing.

Grove, N., Porter, J., Bunning, K., Morgan, M., & Downs, C. (2000). See What | Mean: Guidelines for
Interpreting Communication. BILD.

Hall, B.L. (2001) “I wish this were a poem of practices of participatory research”. In P. Reason & H.
Bradbury, H. (Eds) Handbook of action research: Participative inquiry & practice. Sage.

Hallett, G. and Hallett, F. (2015). Editorial: Evidence-based practice. British Journal of Special
Education, 42 (1): 2—121.

Hampton, L., Ramoutar, L., Muntzer, R., & Battostini, O. (2019). Investigating the Use of Video
Enhanced Reflective Practice (VERP) Alongside the Engagement Profile and Scale in a School
for Children with Complex Needs. Educational & Child Psychology, 36(1), 89-100.

Hanko, G. (2016). Increasing competence through collaborative problem-solving: Using insight into
social and emotional factors in children’s learning. Routledge.

Harding, E. (2009). Obtaining the views of children with profound and multiple learning difficulties.
Educational and Child Psychology, 26(4), 117.

Haring, N. G., & Eaton, M. D. (1978). Systematic instructional procedures: An instructional hierarchy.
The fourth R: Research in the classroom, 23-40.

Haskins, A. J., Mentch, J., Botch, T. L., Garcia, B. D., Burrows, A. L., & Robertson, C. E. (2022). Reduced
social attention in autism is magnified by perceptual load in naturalistic environments.
Autism Research. https://doi.org/10.1002/aur.2829

Hauck, M., Fein, D., Waterhouse, L., & Feinstein, C. (1995). Social initiations by autistic children to
adults and other children. Journal of autism and developmental disorders, 25(6), 579-595.
https://doi.org/10.1007/BF02178189

Hawkins, P. & Shohet, R. (2012) Supervision in the helping professions. Open University Press.

Heath, C., Hindmarsh, J. and Luff, P. (2010) Video in Qualitative Research: Analysing Social Interaction
in Everyday Life. London: SAGE

Hemmeter ML, & Kaiser AP (1994). Enhanced Milieu Teaching: Effects of parent-implemented
language intervention. Journal of Early Intervention, 18(3), 269—289.
https://doi.org/10.1177/105381519401800303

Hewett, D. (2011) Intensive Interaction: Theoretical Perspectives. Sage Publications.

Higgins, H., & Gulliford, A. (2014). Understanding teaching assistant self-efficacy in role and in
training: Its susceptibility to influence. Educational Psychology in Practice, 30(2), 120-138.
https://doi.org/10.1080/02667363.2014.896250

Hill, E. (2004) Executive dysfunction in autism. Trends in Cognitive Sciences, 8 (1): 26— 32.
https://doi.org/10.1016/].tics.2003.11.003

112



Hill, V. C., Croydon, A., Greathead, S., Kenny, L., Yates, R., & Pellicano, E. (2016). Research methods
for children with multiple needs: Developing techniques to facilitate all children and young
people to have 'a voice'. Educational and Child Psychology, 33(3), 26-43.

Hinchcliffe, V. (2022). The Rochford review, pre-key stage standards and the engagement model—
what does it all mean to schools for children with SLD and PMLD?. Support for
Learning, 37(1), 62-79. https://doi.org/10.1111/1467-9604.12395

House of Commons Education and Skills Committee (2006). Special educational needs: Third report.
The Stationery Office.
https://publications.parliament.uk/pa/cm200506/cmselect/cmeduski/478/47802.htm

Hutchinson, N., & Bodicoat, A. (2015). The effectiveness of intensive interaction, a systematic
literature review. Journal of Applied Research in Intellectual Disabilities, 28(6), 437-454.
https://doi.org/10.1111/jar.12138

Hwang, B., & Hughes, C. (2000). Increasing Early Social-Communicative Skills of Preverbal Preschool
Children with Autism through Social Interactive Training. Journal of the Association for
Persons with Severe Handicaps, 25(1), 18-28. https://doi.org/10.2511/rpsd.25.1.18

Imray, P., & Colley, A. (2017). Inclusion is dead: Long live inclusion. Taylor & Francis.

Imray, P. & Hinchcliffe, V. (2014) Curricula for teaching children and young people with severe or
profound and multiple learning difficulties. Routledge.

Ingersoll, B. (2010) Teaching social communication: A comparison of naturalistic behavioral and
development, social pragmatic approach for children with autism spectrum disorders.
Journal of Positive Behavior Interventions , 12 (1): 33— 43.
https://doi.org/10.1177/1098300709334797

Ingersoll, B. and Dvortcsak, A. (2006) Including parent training in early childhood special education
curriculum for children with autism spectrum disorders. Journal of Positive Behavior
Intervention, 8 (2): 79— 87. https://doi.org/10.1177/02711214060260030501

Ingersoll, B. R. (2010). Teaching social communication: A comparison of naturalistic behavioral and
developmental, social pragmatic approaches for children with autism spectrum disorders.
Journal of Positive Behavior Interventions, 12, 33-43.
https://doi.org/10.1177/1098300709334797

Ingersoll, B., Dvortcsak, A., Whalen, C., & Sikora, D. (2005). The effects of a developmental, social—
Pragmatic language intervention on rate of expressive language production in young children
with autistic spectrum disorders. Focus on Autism and Other Developmental Disabilities,
20(4), 213-222. https://doi.org/10.1177/10883576050200040301

Jagosh, J. (2020). Retroductive theorizing in Pawson and Tilley's applied scientific realism. Journal of
Critical Realism, 19(2), 121-130. https://doi.org/10.1080/14767430.2020.1723301

113



Julian, G., & Ware, J. (1998). Specialist teachers for pupils with learning difficulties? A survey of
headteachers in schools and units. British Journal of Special Education, 25(1), 28-32.
https://doi.org/10.1111/1467-8527.t01-1-00050

Kasari, C., & Smith, T. (2013). Interventions in schools for children with autism spectrum disorder:
Methods and recommendations. Autism, 17(3), 254-267.
https://doi.org/10.1177/1362361312470496

Kasari, C., & Smith, T. (2013). Interventions in schools for children with autism spectrum disorder:
Methods and recommendations. Autism, 17(3), 254-267.
https://doi.org/10.1177/1362361312470496

Kauffman, J. M., Ahrbeck, B., Anastasiou, D., Badar, J., Felder, M., & Hallenbeck, B. A. (2021). Special
education policy prospects: Lessons from social policies past. Exceptionality, 29(1), 16-28.
https://doi.org/10.1080/09362835.2020.1727326

Keay, J. K., Carse, N., & Jess, M. (2019). Understanding teachers as complex professional learners.
Professional development in education, 45(1), 125-137.
https://doi.org/10.1080/19415257.2018.1449004

Kelly, B., Woolfson, L. & Boyle, J. (2008) Frameworks for practice in educational psychology: A
textbook for trainees and practitioners. Jessica Kingsley Publishers.

Kelly, D & Gray, C. (2000). Educational psychology services (England): Current role, good practice and
future directions. the research report. Department for Education and Employment (DfEE).
https://dera.ioe.ac.uk/12356/1/epwg%20research%20report. pdf

Killmeyer, S., Kaczmarek, L., Kostewicz, D., & Yelich, A. (2019). Contingent imitation and young
children at-risk for autism spectrum disorder. Journal of Early Intervention, 41(2), 141-158.
https://doi.org/10.1177/1053815118819230

Koegel LK, Koegel RL, Harrower JK, & Carter CM (1999). Pivotal response intervention: Overview of
approach. Journal of the Association for Persons with Severe Handicaps, 24(3), 174—185.
https://doi.org/10.2511/rpsd.24.3.174

Koegel, L. K., Bryan, K. M., Su, P. L., Vaidya, M., & Camarata, S. (2020). Definitions of nonverbal and
minimally verbal in research for autism: A systematic review of the literature. Journal of
autism and developmental disorders, 50, 2957-2972. https://doi.org/10.1007/s10803-020-
04402-w

Koegel, Lynn Kern, et al. "Definitions of nonverbal and minimally verbal in research for autism: A
systematic review of the literature." Journal of autism and developmental disorders 50
(2020): 2957-2972. https://doi.org/10.1007/s10803-020-04402-w

Kojovic, N., Ben Hadid, L., Franchini, M., & Schaer, M. (2019). Sensory processing issues and their
association with social difficulties in children with autism spectrum disorders. Journal of
clinical medicine, 8(10), 1508. https://doi.org/10.3390/jcm8101508

114



Korkkd, M., Kyr6-Ammals, 0., & Turunen, T. (2016). Professional development through reflection in
teacher education. Teaching and teacher education, 55, 198-206.
https://doi.org/10.1016/j.tate.2016.01.014

Kossyvaki, L. (2013). Adult interactive style and autism: reviewing the literature to inform school
practice. Good Autism Practice (GAP), 14(2), 23-32.

Kossyvaki, L. (2017). Adult interactive style intervention and participatory research designs in autism:
Bridging the gap between academic research and practice. Routledge.

Kossyvaki, L., Jones, G., & Guldberg, K. (2012). The effect of adult interactive style on the
spontaneous communication of young children with autism at school. British Journal of
Special Education, 39(4), 173-184. https://doi.org/10.1111/1467-8578.12001

Kossyvaki, L., Jones, G., & Guldberg, K. (2016). Training teaching staff to facilitate spontaneous
communication in children with autism: Adult Interactive Style Intervention (AlSI). Journal of
Research in Special Educational Needs, 16(3), 156-168. https://doi.org/10.1111/1471-
3802.12068

Lacey, P. (2010). Smart and scruffy targets. The SLD Experience, 57(1), 16-21.

Laevers, F. (2005). Well-being and involvement in care settings. A process-oriented self-evaluation
instrument. Kind & Gezin and Research Centre for Experiential Education.
https://www.kindengezin.be/img/sics-ziko-manual. pdf

Lawson, W. (2011) The passionate mind: How people with autism learn. Jessica Kingsley Publishers.

Lee, D., Arthur, I. T., & Morrone, A. S. (2017). Using video surveillance footage to support validity of
self-reported classroom data. International Journal of Research & Method in Education,
40(2), 154-180. https://doi.org/10.1080/1743727X.2015.1075496

Lee, J., Sone, B., Rooney, T., & Roberts, M. Y. (2023). The Role of Naturalistic Developmental
Behavioral Interventions in Early Intervention for Autistic Toddlers: An Observational Study.
American Journal of Speech-language Pathology, 1-13. https://doi.org/10.1044/2022 AJSLP-
22-00190

Lee, K., & Woods, K. (2017). Exploration of the developing role of the educational psychologist within
the context of “traded” psychological services. Educational Psychology in Practice, 33(2), 111-
125. https://doi.org/10.1080/02667363.2016.1258545

Leeman, Y., van Koeven, E., & Schaafsma, F. (2018). Inter-professional collaboration in action
research. Educational Action Research, 26(1), 9-24.
https://doi.org/10.1080/09650792.2017.1301827

Lenneberg, E.H. (1967) Biological Foundation of Language. John Wiley.

Lindsay, G. (2007). Educational psychology and the effectiveness of inclusive
education/mainstreaming. British journal of educational psychology, 77(1), 1-24.
https://doi.org/10.1348/000709906X156881

115



Llaneza, D. C., Deluke, S. V., Batista, M., Crawley, J. N., Christodulu, K. V., & Frye, C. A. (2010).
Communication, interventions, and scientific advances in autism: a commentary. Physiology
& behavior, 100(3), 268-276. https://doi.org/10.1016/j.physbeh.2010.01.003

Locke, J., Beidas, R. S., Marcus, S., Stahmer, A., Aarons, G. A., Lyon, A. R,, ... & Mandell, D. S. (2016). A
mixed methods study of individual and organizational factors that affect implementation of
interventions for children with autism in public schools. Implementation Science, 11(1), 1-9.
https://doi.org/10.1186/s13012-016-0501-8

Lord, C., Elsabbagh, M., Baird, G., & Veenstra-Vanderweele, J. (2018). Autism spectrum disorder. The
lancet, 392(10146), 508-520. https://doi.org/10.1016/5S0140-6736(18)31129-2

Luttenberg, J., Meijer, P., & Oolbekkink-Marchand, H. (2017). Understanding the complexity of
teacher reflection in action research. Educational Action Research, 25(1), 88-102.
https://doi.org/10.1080/09650792.2015.1136230

Lyonette, C., Atfield, G., Baldauf, B., & Owen, D. (2019). Research on the educational psychologist
workforce: Research report. Department for Education.
https://dera.ioe.ac.uk/33082/1/Research on the Educational Psychologist Workforce Ma
rch 2019.pdf

Male, D.B., & Rayner, M. (2007). Who goes to SLD schools? Aspects of policy and provision for pupils
with profound and multiple learning difficulties who attend special schools in England.
Support for Learning, 22(3), 145-152. https://doi.org/10.1111/].1467-9604.2007.00462.x

Mar, H. H., & Sall, N. (1999). Profiles of the expressive communication skills of children and
adolescents with severe cognitive disabilities. Education and Training in Mental Retardation
and Developmental Disabilities, 77-89. https://www.jstor.org/stable/23879243

Mariani, L. (1997). Teacher support and teacher challenge in promoting learner autonomy.
Perspectives, 23(2). http://www.learningpaths.org/papers/papersupport.htm

Martin, T., & Alborz, A. (2014). Supporting the education of pupils with profound intellectual and
multiple disabilities: The views of teaching assistants regarding their own learning and
development needs. British Journal of Special Education, 41(3), 309-327.
https://doi.org/10.1111/1467-8578.12070

Maye, M., Sanchez, V. E., Stone-MacDonald, A., & Carter, A. S. (2020). Early interventionists’
appraisals of intervention strategies for toddlers with autism spectrum disorder and their
peers in inclusive childcare classrooms. Journal of autism and developmental disorders, 50,
4199-4208. https://doi.org/10.1007/s10803-020-04456-w

McAteer, M., & Wilkinson, M. (2009). Adult style: What helps to facilitate interaction and
communication with children on the autism spectrum?. Good autism practice (GAP), 10(2),
57-63.

McCoy, A., & McNaughton, D. (2019). Training education professionals to use the picture exchange
communication system: a review of the literature. Behavior analysis in practice, 12, 667-676.
https://doi.org/10.1007/s40617-018-00296-4

116




McNiff, J. & Whitehead, J. (2006). All you need to know about action research. Sage.

Meadan, H., Halle, J., Ostrosky, M. M., & DeStefano, L. (2008). Communicative behavior in the natural
environment: Case studies of two young children with autism and limited expressive
language. Focus on autism and other developmental disabilities, 23(1), 37-48.
https://doi.org/10.1177/1088357607311444

Mesibov, G., Howley, M., & Naftel, S. (2015). Accessing the curriculum for learners with autism
spectrum disorders: Using the TEACCH programme to help inclusion. Routledge.

Messer, D. J. (1994). The development of communication: From social interaction to language. Wiley.
Miller, A. (1996) Pupil and Teacher Culture. Cassell.
Miller, A., & Miller, E. E. (1973). Cognitive-developmental training with elevated boards and sign

language. Journal of Autism and Childhood Schizophrenia,3(1), 65-85.
https://doi.org/10.1007/BF01537555

Moljord, G. (2021). Aiming for (what) capabilities? An inquiry into school policy for pupils with
intellectual disabilities. Scandinavian journal of educational research, 65(6), 1141-1155.
https://doi.org/10.1080/00313831.2020.1833243

Monk, R., Whitehouse, A. J., & Waddington, H. (2022). The use of language in autism research.
Trends in Neurosciences. https://doi.org/10.1016/].tins.2022.08.00

Mowrer, O.H. (1960) Learning Theory and the Symbolic Processes. John Wiley.

Mukumbang, F. C. (2021). Retroductive theorizing: A contribution of critical realism to mixed
methods research. Journal of Mixed Methods Research.
https://doi.org/10.1177/15586898211049847

National Institute of Child Health and Human Development. (2017). Early intervention for autism.
https://www.nichd.nih.gov/health/topics/autism/conditioninfo/treatments/early-
intervention#f7.

National Research Council, Division of Behavioral and Social Sciences and Education, Committee on
Educational Interventions for Children with Autism (NRC) (2001) Educating children with
autism. National Academies Press.

National Research Council. (2001). Educating children with autism. National Academies Press.

Natt, S. (2015) Views of adult interactive style: A study exploring the views of children with autism
using semi-structured interviews. Birmingham: MEd Thesis, University of Birmingham.

Nind, M. and Hewett, D. (1994) Access to communication. David Fulton Publishers.

Nind, M. and Hewett, D. (2001) A practical guide to intensive interaction. Bild Publications.

117



O’Reilly, M., Sigafoos, J., Lancioni, G., Edrisinha, C., & Andrews, A. (2005). An examination of the
effects of a classroom activity schedule on levels of self-injury and engagement for a child
with severe autism. Journal of Autism and Developmental disorders, 35(3), 305-311.
https://doi.org/10.1007/s10803-005-3294-1

Ofsted (2022a) The Annual Report of His Majesty’s Chief Inspector of Education, Children’s Services
and Skills 2021/ 2022. Ofsted. https://www.gov.uk/government/publications/ofsted-annual-
report-202122-education-childrens-services-and-skills/the-annual-report-of-his-majestys-
chief-inspector-of-education-childrens-services-and-skills-202122

Ofsted. (2022b). Education Inspection Framework. Ofsted.
https://www.gov.uk/government/publications/education-inspection-framework/education-
inspection-framework

Ogletree, B. T., Pierce, K., Harn, W. E., & Fischer, M. A. (2002). Assessment of communication and
language in classical autism: Issues and practices. Assessment for Effective Intervention, 27(1-
2), 61-71. https://doi.org/10.1177/073724770202700109

Olsen, W., & Morgan, J. (2005). A critical epistemology of analytical statistics: addressing the sceptical
realist. Journal for the Theory of Social Behaviour, 35(3), 255-284.
https://doi.org/10.1111/j.1468-5914.2005.00279.x

Osgood, C. E. (1962). Studies on the generality of affective meaning systems. American Psychologist,
17(1), 10-28. https://doi.org/10.1037/h0045146

P. Reason & H. Bradbury, H. (Eds) Handbook of action research: Participative inquiry & practice. Sage.

Parks, T. T. (2021). Teachers’ Self-efficacy and Augmentative and Alternative Communication
Technology Use. Doctoral Dissertation. https://digitalcommons.liberty.edu/doctoral/3239/

Parsons, M. B., Reid, D. H., & Lattimore, L. P. (2009). Increasing independence of adults with autism
in community activities: A brief, embedded teaching strategy. Behavior analysis in practice, 2,
40-48. https://doi.org/10.1007/BF03391747

Parsons, S., & Kasari, C. (2013). Schools at the centre of educational research in autism: Possibilities,
practices and promises. Autism, 17(3), 251-253. https://doi.org/10.1177/136236131348362

Parsons, S., Charman, T., Faulkner, R., Ragan, J., Wallace, S., & Wittemeyer, K. (2013). Commentary—
bridging the research and practice gap in autism: The importance of creating research
partnerships with schools. Autism, 17(3), 268-280.
https://doi.org/10.1177/1362361312472068

Parsons, S., Guldberg, K., MaclLeod, A., Jones, G., Prunty, A., & Balfe, T. (2011). International review of
the evidence on best practice in educational provision for children on the autism spectrum.
European journal of special needs education, 26(1), 47-63.
https://doi.org/10.1080/08856257.2011.543532

Pasco, G., Gordon, R. K., Howlin, P., & Charman, T. (2008). The classroom observation schedule to
measure intentional communication (COSMIC): An observational measure of the intentional

118



communication of children with autism in an unstructured classroom setting. Journal of
Autism and Developmental Disorders, 38(10), 1807-1818. https://doi.org/10.1007/s10803-
008-0569-3

Pawson, R., & Tilley, N. (1997) Realistic Evaluation. Sage.

Pellicano, E., Dinsmore, A., & Charman, T. (2014). What should autism research focus upon?
Community views and priorities from the United Kingdom. Autism, 18(7), 756-770.
https://doi.org/10.1371/journal.pone.0109946

Pellicano, L., Mandy, W., Bolte, S., Stahmer, A., Lounds Taylor, J., & Mandell, D. S. (2018). A new era
for autism research, and for our journal. Autism, 22(2), 82-83.
https://doi.org/10.1177/1362361317748556

Pelphrey, K. A., Morris, J. P., & McCarthy, G. (2005). Neural basis of eye gaze processing deficits in
autism. Brain, 128(5), 1038-1048. https://doi.org/10.1093/brain/awh404

Pfadenhauer, L. M. (2022). Conceptualizing context and intervention as a system in implementation
science: learning from complexity theory; comment on “Stakeholder Perspectives of
Attributes and Features of Context Relevant to Knowledge Translation in Health Settings: A
Multi-country Analysis”. International Journal of Health Policy and Management, 11(8), 1570-
1573. https://doi.org/10.34172/1JHPM.2021.147

Phelps, R., & Hase, S. (2002). Complexity and action research: Exploring the theoretical and
methodological connections. Educational action research, 10(3), 507-524.
https://doi.org/10.1080/09650790200200198

Phillippi, J., & Lauderdale, J. (2018). A guide to field notes for qualitative research: Context and
conversation. Qualitative health research, 28(3), 381-388.
https://doi.org/10.1177/1049732317697102

Piaget, J. (1926) The Language and Thought of the Child. Routledge.

Pittman, M. (2007). Helping pupils with autistic spectrum disorders to learn. Paul Chapman
Publishing.

Platteel, T., Hulshof, H., Ponte, P., van Driel, J., & Verloop, N. (2010). Forming a collaborative action
research partnership. Educational action research, 18(4), 429-451.
https://doi.org/10.1080/09650792.2010.524766

Polit, D., & Beck, C. (2020). Essentials of nursing research: Appraising evidence for nursing practice.
Lippincott Williams & Wilkins.

Potter, C., & Whittaker, C. (2001). Enabling communication in children with autism. Jessica Kingsley
Publishers.

Prince-Hughes, D. (2004) Songs of the Gorilla Nation: My Journey Through Autism. Three Rivers Press.

119



Prizant, B. M., & Wetherby, A. M. (2005). Critical Issues in Enhancing Communication Abilities for
Persons with Autism Spectrum Disorders. In F. R. Volkmar, R. Paul, A. Klin, & D. Cohen (Eds.),
Handbook of autism and pervasive developmental disorders: Assessment, interventions, and
policy (pp. 925-945). John Wiley & Sons, Inc.. https://doi.org/10.1002/9780470939352.ch10

Prizant, B. M., Wetherby, A. M., Rubin, E., Laurent, A. C., & Rydell, P. J. (2006). The SCERTS model: A
comprehensive educational approach for children with autism spectrum disorders, Vol. 1.
Paul H Brookes Publishing.

Radici, E., Heboyan, V., Mantovani, F., & De Leo, G. (2020). Attitudes and perceived communicative
competence: The impact of different AAC means of communication among Italian teenagers.
International Journal of Disability, Development, and Education, 1-11.
https://doi.org/10.1080.1034912X.2020.1740185

Rae, T., Cowell, N., & Field, L. (2017). Supporting teachers’ well-being in the context of schools for
children with social, emotional and behavioural difficulties. Emotional and Behavioural
Difficulties, 22(3), 200-218. https://doi.org/10.1080/13632752.2017.1331969

Rdam4, 1., Kontu, E., & Pirttimaa, R. (2014). Communicative spontaneity in autism: exploring
supportive prompts in an educational context. European journal of special needs education,
29(2), 184-199. https://doi.org/10.1080/08856257.2014.891720

Reason, P., & Bradbury, H. (2008). Handbook of action research: Participative inquiry and practice.
Sage.

Rees, K. (2017). Models of disability and the categorisation of children with severe and profound
learning difficulties: Informing educational approaches based on an understanding of
individual needs. Educational & Child Psychology, 34(4), 30-39.

Rees, K., Tully, S., & Ferguson, K. (2017). “This is theirs”: The implementation of the South
Lanarkshire Framework for supporting pupils with severe and profound needs. Educational
Review, 49(1), 67-88.

Reichow, B., Volkmar, F. R., & Cicchetti, D. V. (2008). Development of the evaluative method for
evaluating and determining evidence-based practices in autism. Journal of autism and
developmental disorders, 38(7), 1311-1319. https://doi.org/10.1007/s10803-007-0517-7

Reindal, S. M. (2008). A social relational model of disability: a theoretical framework for special needs
education?. European Journal of Special Needs Education, 23(2), 135-146.
https://doi.org/10.1080/08856250801947812

Reindal, S. M. (2016). Discussing inclusive education: An inquiry into different interpretations and a
search for ethical aspects of inclusion using the capabilities approach. European Journal of
Special Needs Education, 31(1), 1-12. https://doi.org/10.1080/08856257.2015.1087123

Richman, S. (2001). Raising a child with autism: A guide to applied behavior analysis for parents.
Jessica Kingsley Publishers.

120



Ringeisen, H., Henderson, K., & Hoagwood, K. (2003). Context matters: Schools and the “research to
practice gap” in children's mental health. School Psychology Review, 32(2), 153-168.
https://doi.org/10.1080/02796015.2003.12086188

Roos, E. M., McDuffie, A. S., Weismer, S. E., & Gernsbacher, M. A. (2008). A comparison of contexts
for assessing joint attention in toddlers on the autism spectrum. Autism, 12(3), 275-291.
https://doi.org/10.1177/1362361307089521

Rosales, R., Stone, K., & Rehfeldt, R. A. (2009). The effects of behavioral skills training on
implementation of the picture exchange communication system. Journal of Applied Behavior
Analysis, 42, 541-549. https://doi.org/10.1901/jaba.2009.42-541.

Rouf, K. (2015). Universal psychology under threat? A reflection on how systems changes are
impacting on communities, services and applied psychology. Educational & Child Psychology,
32(1), 93-111

Saunders, M. N., Lewis, P., Thornhill, A., & Bristow, A. (2015). Understanding research philosophies
and approaches: Research methods for business students. Pearson.

Sayer, A. (1992) Method in Social Science: A Realist Approach. Routledge.
Sayer, A. (2000) Realism and Social Science. Sage.

Schreibman L, Dawson G, Stahmer AC, Landa R, Rogers SJ, McGee GG, Halladay A (2015). Naturalistic
developmental behavioral interventions: Empirically validated treatments for autism
spectrum disorder. Journal of Autism and Developmental Disorders, 45(8).
https://doi.org/10.1007/s10803-015-2407-8

Schwartz-Shea, P., & Yanow, D. (2013). Interpretive research design: Concepts and processes.
Routledge.

Sedgwick, A. (2019). Educational Psychologists as Scientist Practitioners: A Critical Synthesis of
Existing Professional Frameworks by a Consciously Incompetent Trainee. Educational
Psychology Research and Practice. 5 (2), p. 1-19. https://doi.org/10.15123/uel.8873q

Seligman, M. E., Ernst, R. M., Gillham, J., Reivich, K., & Linkins, M. (2009). Positive education: Positive
psychology and classroom interventions. Oxford review of education, 35(3), 293-311.
https://doi.org/10.1080/03054980902934563

Shakespeare, T. (2014). Disability rights and wrongs revisited. Routledge.

Sharples, J., Webster, R. & Blatchford, P. (2015) Making Best Use of Teaching Assistants.
https://discovery.ucl.ac.uk/id/eprint/10068445/1/Sharples TA Guidance Report MakingBe
stUseOfTeachingAssistants-Printable.pdf

Sherer, M. R., & Schreibman, L. (2005). Individual behavioral profiles and predictors of treatment
effectiveness for children with autism. Journal of consulting and clinical psychology, 73(3),
525. https://doi.org/10.1037/0022-006X.73.3.525

121



Simmons, B., & Bayliss, P. (2007). The role of special schools for children with profound and multiple
learning difficulties: is segregation always best?. British Journal of Special Education, 34(1),
19-24. https://doi.org/10.1111/j.1467-8578.2007.00449.x

Simons, H. (2009) Case study research in practice. Sage.
Skinner, B.F. (1957) Science and Human Behavior. Macmillan.

Skipp, A., Hopwood, V., Tyers, C., Webster, R., & Rutt, S. (2021). The Reported Effects of the Pandemic
on Pupils in Special Schools and Colleges and What They Need Now. National Foundation for
Educational Research.
https://fas.nfer.ac.uk/media/4592/ask research specialschools colleges.pdf

Smith, M. L. (2006). Overcoming theory-practice inconsistencies: Critical realism and information
systems research. Information and organization, 16(3), 191-211.
https://doi.org/10.1016/j.infoandorg.2005.10.003

Stoelb, M., Yarnal, R., Miles, J., Takahashi, T. N., Farmer, J. E., & McCathren, R. B. (2004). Predicting
responsiveness to treatment of children with autism: A retrospective study of the importance
of physical dysmorphology. Focus on Autism and Other Developmental Disabilities, 19(2), 66-
77. https://doi.org/10.1177/10883576040190020101

Stone, W. L., & Caro-Martinez, L. M. (1990). Naturalistic observations of spontaneous communication
in autistic children. Journal of Autism and Developmental Disorders, 20(4), 437-453.
https://doi.org/10.1007/BF02216051

Stone, W. L., & Caro-Martinez, L. M. (1990). Naturalistic observations of spontaneous communication
in autistic children. Journal of Autism and Developmental Disorders, 20(4), 437-453.
https://doi.org/10.1007/BF02216051

Strogilos, V., Lacey, P., Xanthacou., & Kaila, M. (2011). Collaboration and integration of services in
Greek special schools: two different models of delivering school services. International
Journal of Inclusive Education, 15(8), 797 — 818.
https://doi.org/10.1080/13603110903431550

Tardif, C., Latzko, L., Arciszewski, T., & Gepner, B. (2017). Reducing information’s speed improves
verbal cognition and behavior in autism: A 2-cases report. Pediatrics,139(6), e20154207.
https://doi.org/10.1542/peds.2015-4207

Thomas, G. (2017). How to do your research project: A guide for students. Sage.
Thomas, G. (2021). How to do your case study. Sage.

Thye, M. D., Bednarz, H. M., Herringshaw, A. J., Sartin, E. B., & Kana, R. K. (2018). The impact of
atypical sensory processing on social impairments in autism spectrum disorder.
Developmental cognitive neuroscience, 29, 151-167.
https://doi.org/10.1016/j.dcn.2017.04.010

122



Tripp, T. R., & Rich, P. J. (2012). The influence of video analysis on the process of teacher change.
Teaching and teacher education, 28(5), 728-739. https://doi.org/10.1016/j.tate.2012.01.011

United Nations Educational, Scientific and Cultural Organization (UNESCO). (1994). Final Report:
World Conference on Special Needs Education: Access and Quality. UNESCO.
https://www.european-agency.org/sites/default/files/salamanca-statement-and-

framework.pdf

United Nations. (2006). Convention on the Rights of Persons with Disabilities. Treaty Series, 2515, 3.
https://www.un.org/development/desa/disabilities/convention-on-the-rights-of-persons-
with-disabilities/convention-on-the-rights-of-persons-with-disabilities-2.html

UPIAS. (1976). Fundamental Principles of Disability. UPIAS.

Vivanti, G. (2020). Ask the editor: What is the most appropriate way to talk about individuals with a
diagnosis of autism? Journal of Autism and Developmental Disorders, 50(2), 691—693.
https://doi.org/10.1007/s10803-019-04280-x.

Warnock, M. (1978). Special Educational Needs. Report of the Committee of Enquiry into the
Education of Handicapped Children and Young People. Her Majesty's Stationery Office.
http://www.educationengland.org.uk/documents/warnock/warnock1978.html

Watkins, M. W., & Pacheco, M. (2000). Interobserver agreement in behavioral research: Importance
and calculation. Journal of Behavioral Education, 10(4), 205-212.
https://doi.org/10.1023/A:1012295615144

Webster, R., Blatchford, P., Bassett, P., Brown, P., Martin, C., & Russell, A. (2011). The wider
pedagogical role of teaching assistants. School Leadership and Management, 31(1), 3-20.
https://doi.org/10.1080/13632434.2010.540562

Wermer, L., Brock, M. E., & Seaman, R. L. (2017). Efficacy of a teacher training a paraprofessional to
promote communication for a student with autism and complex communication needs.
Focus on Autism and Other Developmental Disabilities, 33(4), 217-226.
http://dx.doi.org/10.1177/1088357617736052

Wetherby, A. M. (1986). Ontogeny of communicative functions in autism. Journal of autism and
developmental disorders, 16(3), 295-316. https://doi.org/10.1007/BF01531661

Wetherby, A. M., & Prizant, B. M. (1989). The expression of communicative intent: Assessment
guidelines. In Seminars in Speech and Language (Vol. 10, No. 01, pp. 77-91).

Wetherby, A. M., Yonclas, D. G., & Bryan, A. A. (1989). Communicative profiles of preschool children
with handicaps: Implications for early identification. Journal of Speech and Hearing Disorders,
54(2), 148-158. https://doi.org/10.1044/jshd.5402.148

Williams, D. (1994) Somebody somewhere. Transworld.

Williams, D. (2009). Nobody nowhere: The remarkable autobiography of an autistic girl. Jessica
Kingsley Publishers.

123



Williams, K. L., Campi, E., & Baranek, G. T. (2021). Associations among sensory hyperresponsiveness,
restricted and repetitive behaviors, and anxiety in autism: An integrated systematic review.
Research in autism spectrum disorders, 83, 101763.
https://doi.org/10.1016/j.rasd.2021.101763

Willig, C. (2013) Introducing qualitative research in psychology. McGraw- Hill Education.

Wiltshire, G., & Ronkainen, N. (2021). A realist approach to thematic analysis: making sense of
gualitative data through experiential, inferential and dispositional themes. Journal of Critical
Realism, 20(2), 159-180.
https://www.tandfonline.com/doi/abs/10.1080/14767430.2021.1894909

Winter, S., & Bunn, H. (2019). Work to be done? A survey of educational psychologists’ contribution
to special schools for profound and multiple learning difficulties. British Journal of Special
Education, 46(1), 53-75. https://doi.org/10.1111/1467-8578.12252

Wood, D., Wood, H., Griffiths, A. and Howarth, I. (1986) Teaching and Talking with Deaf Children.
Wiley.

World Health Organization. (2007). International Classification of Functioning, Disability, and Health:
Children & Youth Version: ICF-CY. World Health Organization.

Wray, E., Sharma, U., & Subban, P. (2022). Factors influencing teacher self-efficacy for inclusive
education: A systematic literature review. Teaching and Teacher Education, 117, 103800.
https://doi.org/10.1016/].tate.2022.103800

Yada, A., Tolvanen, A., Malinen, O. P., Imai-Matsumura, K., Shimada, H., Koike, R., & Savolainen, H.
(2019). Teachers' self-efficacy and the sources of efficacy: A cross-cultural investigation in
Japan and Finland. Teaching and Teacher Education, 81, 13-24.
https://doi.org/10.1016/j.tate.2019.01.014

Yin, R. (2009) Case study research: designs and methods. Sage.

Yoder, P.J., Kaiser, A.P., Goldstein, H., Alpert, C., Mousetis, L. and Kaczmareck, L. (1995) An
exploratory comparison of milieu teaching and responsive interaction in classroom
applications. Journal of Early Intervention , 19 (3): 218— 242.
https://doi.org/10.1177/105381519501900306

Zachariadis, M., Scott, S., & Barrett, M. (2013). Methodological implications of critical realism for
mixed-methods research. MIS quarterly, 855-879.
https://doi.org/10.25300/M15Q/2013/37.3.09

Zwaigenbaum, L., Bauman, M. L., Stone, W. L., Yirmiya, N., Estes, A., Hansen, R. L., ... & Wetherby, A.
(2015). Early identification of autism spectrum disorder: Recommendations for practice and
research. Pediatrics, 136(Supplement_1), S10-S40. https://doi.org/10.1542/peds.2014-3667C

124



APPENDICES

Appendix A: General principles and communicative opportunities implemented in the original Adult Interactive Style Intervention (AlSI) study

General principles

Principles relate to the adults' body language, speech and timing

1. Gaining the child's attention

The adult called or sang the child's name before addressing them; they may alternatively have said something
like ‘Hello xxx (child's name)’, ‘Where is xxx (child's name)? or ‘xxx's (child's name) turn’ (modified from Prizant

etal., 2006). The adult reduced distractions before trying to get the child’s attention.

2. Establishing appropriate proximity or

touch

The adult approached the child in distance less than 1 metre and might have touched them too (modified from

Nind and Hewett, 2001).

3. Showing availability

The adult extended their hands towards the child having wide and questioning eyes (modified from Prizant

etal., 2006).

4. Waiting for initiations

The adult set up the stage for interaction and waited for at least five seconds for the child to initiate (modified

from Prizant et al., 2006).

5. Responding to all the child's

communicative attempts

The adult gave the object the child asked for, took away the object they protested for, allowed them to start
and terminate activities when they communicated these. In cases that the child could not finish their activity yet
or have the object they wanted, the adult acknowledged the communicative attempt and indicated steps for

completion of the present task (modified from Prizant et al., 2006).

6. Assigning meaning to random actions

or sounds

The adult reacted as if the child's behaviour was communicative, even when it was not (modified from Christie

etal., 2009).

7. Imitating the child

The adult imitated the child's verbal (e.g., vocalisations, words) or non-verbal (e.g., actions) behaviour (modified

from Prizant et al., 2006).

125




8. Following the child's lead/focus of

attention

The adult joined in what the child was doing or commented on it (modified from Prizant et al., 2006).

9. Using exaggerated pitch, facial

The staff used animated pitch and exaggerated facial expressions, gestures or body language (modified from

expressions, gestures and body languageKaufman, 1994; Greenspan and Wieder, 1998).

10. Expanding on the child's

communicative attempts

The adults' utterance was the length of child's utterance plus one (modified from Rogers and Dawson, 2010).

11. Using minimal speech

The adult used up to four relevant concrete words and mapped them exactly onto aspects of the situation in

hand (modified from Potter and Whittaker, 2001).

12. Providing time to process

information

The adult gave the child verbal or non-verbal information and provided them with at least five seconds to

process the given information (modified from Nind and Powell, 2000).

13. Using non-verbal cues

The adult used symbols or pictures, objects of reference, gestures, body language, physical prompts or Makaton

signs to support the child's understanding (modified from Prizant et al., 2006).

Communicative opportunities

Situations adults set up in which the child is likely to initiate communication

1. Offering choices

The adult gave a choice of activity or food without any verbal prompt; the adult might have held out two objects
for the child to choose or provided the child with a photo choice board (modified from Potter and

Whittaker, 2001; Prizant et al., 2006).

2. Stopping part-way

The adult stopped part-way through a child's favourite activity, when it was in its peak (modified from Potter
and Whittaker, 2001).

3. Giving small portions of food or drink

The adult gave the child small portions of food or drink so that the child could ask for more (Potter and

Whittaker, 2001).

4. Making items inaccessible

The adult put items in sight but out of reach so that the child needed to ask for them (Potter and
Whittaker, 2001).
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5. Giving the child materials they will The adult gave the child materials they could not make them work without the adult's help (e.g., wind-up toys,
need help with toys in containers) (Potter and Whittaker, 2001).
6. Contradicting the child's expectations The adult did something out of routine or unexpected (Potter and Whittaker, 2001).

7. Giving the child non-preferred items The adult gave the child items they were not interested in to elicit protest or comment (Potter and

Whittaker, 2001).
8. ‘Forgetting’ something vital The adult set up a situation where they did not do something of vital importance; this could be to give the child

paper without crayons in colouring time or putting on child only one shoe (Christie et al., 2009).
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Appendix B: Information and consent form for parents

RESEARCH STUDY ON COMMUNICATION

Dear Parent/ Carer,

My name is Natasha Davies and | am a trainee educational psychologist. | am running a research
project as part of my training and am writing to you because | am seeking consent for your child to
take part.

Before you decide whether you would like your child to take part, please read this leaflet so that you
understand why the research is being conducted and what it will involve. If you would like further

information, please get in touch.

Purpose of the study

This study is about how adults can facilitate students to communicate (verbal and non- verbal) more
often and for different purposes. | will be working together with school staff to agree a set of
principles that they will then implement and evaluate.

What will my child’s involvement look like?

Your child’s interaction and communication with others will be videoed at the startand at the end of
the project so that it can be analysed in detail. School staff will fill in a questionnaire about your
child’s communication at the start and end of the project. School staff will also have an interview
with me about the progress your child has hopefully made. Your child’s school day will not look any
different and no additional demands will be placed on your child.

What are the possible benefits of taking part?

| hope to see an increase in the quantity, and a possible change in the purpose, of your child’s
communication with others (verbal or non-verbal). This should have a positive impact on the long
term goal of supporting your child to communicate their needs and gain greater control over their
environment. If the study works well, it could also inform support for other children. | also hope that
the staff will find the experience useful and that it will add to their professional development.

What are the possible risks of taking part?

There is minimal risk to the children. It is possible that a child may find being videoed, or the
presence of a new person upsetting. To avoid this, | will be visiting school regularly to get to know
the children and class | will be working in. | will ask the children for permission to video their learning
before doing so. If your child’s behaviour suggests that they are unhappy or that my presence is
upsetting, | will stop videoing immediately. | will liaise closely with adults who know the children well
to ensure my presence has no negative impact on the children’s wellbeing.

If | change my mind, can | withdraw my child from the study?
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Yes. If atany point during the study you wish to withdraw your child, you can tell the researcher or
school. You do not have to give a reason. If, after the study, you want to withdraw your child’s data,
you have one month from the end of the study to inform the researcher of this. Any data already
collected would be destroyed.

Will my child’s information be kept confidential in this study?

Yes. General Data Protection Regulation (GDPR) along with the Data Protection Act 2018 (DPA) will
apply to the handling, processing and destroying of all data. All data collected will be kept strictly
confidential and stored securely. The data will be destroyed 10 years after the research is
completed.

What will happen with the results of the study?

You will receive a short report about your child’s involvement and any progress they have made.

The results of the study will be written up as part of my thesis for the Doctorate in Applied
Educational and Child Psychology. The study may also be written as a journal article and submitted
for publication to a relevant professional journal. The work may be presented at conferences. Your
child’s name (and the name of the school and all other research participants) will remain anonymous
at all times but details such as your child’s age, general communicative ability and diagnosis of
autism will be included in any write ups.

Who is organising the research?

The research is organised by the University of Birmingham and Coventry Educational Psychology
Service.

Who has reviewed the study?

This research project has been approved by the Humanities and Social Science Ethical Review
Committee at the University of Birmingham.

What do | do next?

If you are happy for your child to participate in this study, please complete the consent form attached.
If you have any questions please do not hesitate to contact me.

Contact details for further information

Natasha Davies (Trainee Educational Psychologist, Coventry City Council)
Dr Anita Soni (Research Supervisor, University of Birmingham)
Thank you very much for taking the time to read this information leaflet and for considering your

child’s participation in the study.
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STUDENT CONSENT FORM
Dear Parent/ Carer

Please find the consent form for your child’s participation in the communication study. | would be
grateful if you could complete it and return it to school as soon as possible.

| have read and understood the project information leaflet.

Yes / No
| have been given the opportunity to ask questions about the project.
g pp y q proj Yes / No
| agree for my child to take part in the project as described in the information
leaflet. Yes / No
| agree to the researcher accessing my child’s school progress data, their
Education Health and Care Plan, and discussing their communicative ability
. Yes / No
with speech and language colleagues.
| agree that my child’s communication will be videoed at the start and end of
the project. Yes / No
| understand that my child’s participation is voluntary. | understand that | can
withdraw my child from the study at any time. If, after the study, | want to
withdraw my child’s data, including video data, | have one month to inform Yes / No

the researcher. | know that | do not have to give any reasons for withdrawing
data.

| agree that the results of the study will be written in a report for the
researcher’s university thesis and may later be published in an academic
journal. | understand that my child’s name or the name of the school they go
to will not be included in these reports. | understand that some basic details Yes / No
about my child will be included in these reports e.g. age, sex, communicative
ability, special educational needs, diagnoses.

| agree for the data my child provides to be stored securely by the researcher

for 10 years and then be destroyed. Yes / No

Child’s Name

Parent/ Carer Name

Signature

Date
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Appendix C: Information and consent form for staff

RESEARCH STUDY ON COMMUNICATION
Dear Staff Member,

This information leaflet has been given to you because we are seeking your consent to take partin a
research project about communication. The project is being run by a Trainee Educational
Psychologist, Natasha Davies, as part of her doctoral thesis at the University of Birmingham. Before
you decide whether you would like to take part, please read this leaflet so that you understand why
the research is being conducted and what it will involve. If you would like further information, please
do not hesitate to contact us.

Purpose of the study

The purpose of the study is to investigate the impact of an Adult Interactive Style Intervention (AlSI)
on the spontaneous communication of children with autism. The project will involve the
collaborative development of a set of general principles and communicative opportunities for staff
to use in the classroom to support young people to initiate communication more frequently.

What will happen if | choose to take part?

If you choose to take part in this research you will be asked to sign a consent form. Once you and the
student participants have given their consent, the research study will begin. The study will take place
over a school term. Your involvement will include:

Pre-Intervention
Video will be used by the researcher to capture the students’ communication.
Staff will be asked to complete a questionnaire about students’ communication.

Development of the Adult Interactive Style Intervention

Three 1-hour training sessions to share research- based and practice-based knowledge to develop a
set of general principles and communicative opportunities to encourage spontaneous
communication from students. These strategies will form the basis of the Adult Interactive Style
Intervention.

Intervention Implementation
Staff will be asked to incorporate the agreed strategies into their daily practice.
Staff will be asked to fill in a brief weekly checklist about the strategies being used.

Post- Intervention

Video will be used to capture the students’ communication, as pre-intervention.

Staff will be asked to complete a questionnaire, as pre-intervention.

Staff will be interviewed individually to find out their views about the students’ progress and their
involvement in the intervention.
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Feedback and Evaluation
A focus group will be held for all staff involved
- Researcher to feedback results and outcomes
- Staff to evaluate and reflect on the project and their involvement

What are the possible benefits of taking part?

We hope to see an improvement in the quantity and purpose of students’ communication. Finding
out whether the intervention works well in a secondary context could also help other young people
with autism in secondary special schools. We also hope that staff find the experience empowering
and helpful in terms of developing their professional skills and knowledge. The action research
methodology allows staff to become as involved as they would like to be and this could be beneficial
in terms of future professional opportunities.

What are the possible risks of taking part?

There is minimal risk to staff or the students. However, below is an outline of conceivable risks and
how they will be managed.

e You may find being videoed uncomfortable initially. However, the focus will be on the
studentand no data is collected on your practice throughout the project except that which
you report yourself. The video cannot be used for performance evaluation purposes and is
only accessible to the researcher. The researcher may choose to share short clips of existing
good practice in the training sessions but should you prefer not to have footage of your
practice shared, you can indicate this on the consent form.

e You may be concerned about additional workload. This should be negligible as the
intervention is naturalistic and does not lead to additional demands or changes to the school
day. The researcher will work with senior leaders to arrange for training to take place in
designated CPD slots. The questionnaire and checklist are brief but the post- intervention
interview and focus group may take up to an hour.

If | change my mind, can | withdraw from the study?

Yes. If atany point during the study you wish to withdraw, you can inform the researcher or school
senior leaders. You do not have to give a reason and there would be no consequences to you or your
professional reputation. If, after the study, you want to withdraw your data, you have one month
from the end of the study to inform the researcher of this via e-mail. Any data already collected
would be destroyed.

Will participant information be kept confidential in this study?

Yes. General Data Protection Regulation (GDPR) along with the Data Protection Act 2018 (DPA) will
apply to the handling, processing, and destroying of all data. All data collected will be kept strictly
confidential and stored securely. The data will be destroyed 10 years after the research is
completed.

What will happen with the results of the study?
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A summary of key findings will be shared with you during the feedback and evaluation focus group.
In addition, the results of the study will be written up as part of the researcher’s thesis for the
Doctorate in Applied Educational and Child Psychology. The study may also be written as a journal
article and submitted for publication to a relevant professional journal. The work may be presented
at conferences. Your name (and the name of the school and all other research participants) will
remain anonymous at all times but details such as your job role may be included.

Who is organising the research?

The research is organised by the University of Birmingham and Coventry Educational Psychology
Service.

Who has reviewed the study?

This research project has been approved by the Humanities and Social Science Ethical Review
Committee at the University of Birmingham.

What do | do next?

If you are willing to participate in this study please complete the consent form and the researcher
will liaise with your school regarding dates to begin the study.

Contact details for further information

Natasha Davies (Trainee Educational Psychologist, Coventry City Council)

Dr Anita Soni (Research Supervisor, University of Birmingham)

Thank you very much for taking the time to read this information leaflet and for considering your
participation in the study.
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STAFF CONSENT FORM
Dear Staff Member,

Please find the consent form for your participation in the study to investigate the impact of an Adult
Interactive Style Intervention on the spontaneous communication of students. | would be grateful if
you could complete it and return it to me at your earliest convenience.

| have read and understood the project information leaflet.

Yes / No
| have been given the opportunity to ask questions about the project.
8 pp y q proj Yes / No
| agree to take part in the project as described in the information leaflet.
g P prol Yes / No
I h i ill in thei i f .
agree that my voice will be recorded in the interview and focus group Yes / No
| understand that when the students’ communication is videoed, | am also
going be in the frame. The video footage will only be accessible by the Yes / No
researcher and no data will be collected on my practice using video.
If existing good practice is captured during initial videoing, the researcher may
choose to share some of this during the training sessions. | agree to a clip of
my existing good practice being shared with others during the training Yes / No

sessions.

| understand that my participation is voluntary. | understand that | can

withdraw from the study at any time. If, after the study, | want to withdraw
my data, | have one month to inform the researcher. | know that | do not have Yes / No
to give any reasons for withdrawing data.

| agree that the results of the study will be written in a report for the
researcher’s university thesis and may later be published in an academic
journal. | understand that my name or the name of the school | work in will

not be included in these reports. | understand that some basic details about Yes / No
me will be included in these reports e.g. role held.

| agree for the data | provide to be stored securely by the researcher for 10

years and then be destroyed. Yes / No

Name

Signature

Date

134



Appendix D: The Leuven Scales for well-being and involvement

Level

Well-being

Signals

Extremely low

The child clearly shows signs of discomfort such as crying or
screaming. They may look dejected, sad, frightened or angry.
The child does not respond to the environment, avoids
contact and is withdrawn. The child may behave aggressively,
hurting him/ herself or others.

Low

The posture, facial expression and actions indicate that the
child does not feel at ease. However, the signals are less
explicit than under level 1 or the sense of discomfort is not
expressed the whole time.

Moderate

The child has a neutral posture. Facial expression and
posture show little or no emotion. There are no signs
indicating sadness or pleasure, comfort or discomfort.

High

The child shows obvious signs of satisfaction (as listed under
level 5). However, these signals are not constantly present
with the same intensity.

Extremely high

The child looks happy and cheerful, smiles, cries out with
pleasure. They may be lively and full of energy. Actions can
be spontaneous and expressive. The child may talk to
him/herself, play with sounds, hum, sing. The child appears
relaxed and does not show any signs of stress or tension.
He/she is open and accessible to the environment. The child
expressed self-confidence and self-assurance.

Level

Involvement

Signals

Extremely low

Activity is simple, repetitive and passive. The child seems
absent and displays no energy. They may stare into space or
look around to see what others are doing.

Low

Frequently interrupted activity. The child will be engaged in
the activity for some of the time they are observed, but there
will be moments of non-activity when they will stare into
space, or be distracted by what is going on around.

Moderate

Mainly continuous activity. The child is busy with the activity
but at a fairly routine level and there are few signs of real
involvement. They make some progress with what they are
doing but don’t show much energy and concentration and
can be easily distracted.

High

Continuous activity with intense moments. They child’s
activity has intense moments and at all times they seem
involved. They are not easily distracted.

Extremely high

The child shows continuous and intense activity revealing the
greatest involvement. They are concentrated, creative,
energetic and persistent throughout nearly all the observed
period.
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Appendix E: Questionnaire regarding quantity, function and method of spontaneous

communication in students

STUDENT

STAFF
DATE

Instructions: First read the information boxes. Take time to have any questions clarified, then please
complete the questions.

What is communication?

Communication is an act where there is a message/ something to communicate about,
a sender, a receiver, a method of communication, and communicative intent. The
method could be verbal or non-verbal. It could include speech, symbols, vocalisation,
gesture, pointing, actions, eye contact, or gaze switching.

What is spontaneous communication?

Spontaneity exists on a continuum. Each communicative act has a degree of
spontaneity. Contextual and environmental stimuli such as prompts, instructions and
verbal cues can range from having a minimal to a most intrusive impact on the speaker.
To support spontaneous communication, adults need to provide the right level of
prompting or scaffolding. Modelling and using direct prompts is an important part of
this but for the purposes of this study, we are defining spontaneous communication as
communication that occurs in the absence of prompts that directly elicit a specific
communicative act by the learner and specify the content and/ or form of the act
(Carter & Hotchkis, 2002).

Developed using the Questionnaire for Determining Spontaneous Communication in Children — QDSCC
(Kossyvaki et al., 2012); and The Modified Classroom Observation Schedule to Measure Intentional
Communication - M-COSMIC (Clifford et al., 2010).
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Please complete the table below for the student being discussed:

Function Quantity Method(s) Used
To request an object e.g. snack, toy OR request an action e.g. help,
more
To protest or refuse an undesired object or adult request
To request social routine e.g. hugging or games/ activities that are
interpersonal in nature
To refer to an event, object or action in order to comment or share
attention with a partner
Quantity Method(s) Used
Not at all Speech (S)
Not often Picture/ symbol/ Makaton/ sign (P)
Often Gesture/ Pointing (G)
Very often Action (A)
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Appendix F: Communication Profiles (Mar & Sal, 1999)

Skill
Level

Description

Student
‘best fit’

1

Key attributes: nonsymbolic, reactive, nonintentional, nonspecific. Individual
orients to and responds to the source of stimulation with simple reactive or reflexive
behaviors. These behaviors are generally nondifferentiated and must be interpreted
by care provider as expressing certain internal states or needs. Responses and
behaviors are specific to immediate situations or needs. Examples: (1) fusses and
then quiets when given a drink; (2) startles and shifts body when approached by
teacher or momentarily orients to person entering room.

Key attributes: nonsymbolic, reactive, preintentional, simple specific behaviors.
Individual produces nonsymbolic behaviors, such as a single action or vocalization, in
response to stimuli. Behaviors may be intentional, but are not differentiated (e.g.,
moves hand in specific gesture to indicate want, yet also uses same gesture at other
times). Behaviors may be consistent from day to day and across similar situations,
and their meanings can often be interpreted by the familiar care provider in the
context of the situation. Individual may not communicate in deliberate turn-taking
fashion but, rather, may gratify his or her needs at an "object level", i.e., by acting
directly upon objects or persons that are physically present. Examples: (1) alternates
glance between two objects and then fixates on cup to indicate choice; (2) smiles
when seeing a familiar person.

Billy

Key attributes: presymbolic, single behaviors, preintentional, simple specific
responses. Individual communicates mostly through direct behaviors and actions,
such as simple gestures. The behavior, itself, is often the message and as such, it
may not be a true symbolic representation. However, there may be fragmented use
of a few conventional symbols, such as words or sign approximations for labeling
people and objects. Communication is directed toward other persons, and the
individual is aware that his or her behaviors directly impact others' actions. He or
she may initiate a simple interaction and participate in simple turn-taking.
Communicative behaviors are closely associated with immediate activities or needs.
Behaviors are typically generalized across similar situations, are used with
consistency, and are readily deciphered by familiar persons. Examples: (1) extends
empty cup toward teacher to indicate desire for more juice; (2) waves "hello" in
response to another person initiating the interaction.

Charlie

Key attributes: presymbolic to symbolic, single behaviors/symbols, basic intent,
emerging reciprocity. Individual uses a mix of behaviors and conventional symbols.
Some of the utterances or signals are true symbolic representations. Symbols and
behaviors are expressed mostly in single form (e.g., one-word utterance or pointing
to one picture), but the ability to use some simple combinations may be emerging.
Symbols are used for labelling needs, objects, events and persons. The individual is
able to express needs, wants, and comments directly to others. Understanding of
reciprocity is emerging such that interaction can be either initiated or continued
with an appropriate response. Examples: (1) points to juice container and signs
"more"; (2) waves "hello" to initiate interaction with another person.

Adam
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Appendix G: Adult Interactive Style Intervention training slides

(Photos and video clips removed for anonymity)

Enabling Spontaneous
Communication

Outline

1. What is the research project?

2. What is spontaneous communication?

3. What can we do to enable spontaneous communication?
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1. What is the research
project

The Plan

3 Training
sessions to Implement
Pre |:> share and E> strategles |:> Post |:> Feedback
agree
strategies
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The Approach

[ Collaborative Action Research ]

2. What is spontaneous
communication?
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What is communication?

“An act where there is a message/ something to

communicate about, a sender, a receiver, a medium of|
transmission, and communicative intent.”

What is spontaneous communication?

Imitation

Model AAC and child
imitates.

Adult says “say water”
and child imitates
“water”.

Give cue
Adult present choice of
two drinks, child
requests a drink.

Adult presents
communication board,
child requests a drink.

Adult asks the child
“Charlie, drink?” with
expectant look and
child requests a drink.

Highlight stimulus

Adult pours drink with
exaggerated action near
child and child requests
a drink.

Adult moves drink near
child, or within sight
but out of reach, and
child requests a drink.

Natural cue

Child prompted by
natural context or
internal cue of thirst
and requests a drink.

LESS SPONTANEOUS MORE SPONTANEOUS

—
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Spontaneous communication in the context of -

| THEORY OF MIND DIFFICULTIES |

EXECUTIVE FUNCTIONING

| [ SENSORY PROCESSING DIFFERENCES |

O

Regulation of
* Attention

* Movement
+ Emotions

Motivation

vl

-

L ¢
o 2

O¥chery

||

-

U

4

Gustatory

Acddoy,

Individual hyper

and hypo

sensitivities

3. What can we do to
enable spontaneous
communication?
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The Process

Establish a
set of
strategies to
focus on

Recognise
good practice
already in

Is this a
priority for us
to develop
further?

What is the

?
strategy? place

(video clips ok?) ‘
How will

these look in
practice?

Opportunity 1: Offering choices

Present children with choices as often as possible (prizantet al, 2006)

Recommendations from research
» Offer two choices, using clear visual cues, and vary the order in

which they are presented.
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Opportunity 2: Stopping part way

Stopping part way through a child’s
favourite activity is an effective way

to elicit a request to continue (Potter ﬁ

and Whittaker, 2001)

Recommendations from research

* Sing the child’s favourite songs and drop the endingsonders, 2003)

Opportunity 3: Giving small portions

Provide equipment bit by bit so the child has the opportunity to ask for

more. (Potter and Whittaker, 2001)

Recommendations from research

* This can also be done with food e.g. pieces of chocolate.
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Opportunity 4: Making items inaccessible

Put items in sight but out of reach so For example- Keep a favourite

the child needs to ask for them. (potter ny/ itj”t“’ga high S"te';” that
. Itneeds 1o be requested.
and Whittaker, 2001)

Recommendations from research
 Use items of high interest or the child is unlikely to be motivated to

ask. Try this on a day when the child is otherwise settled to avoid
frustration or too much change.

Opportunity 5: Giving materials the child
will need help with

Give materials the child cannot make For example - Give

. chocolate bar with wrapper
work themselves and for which they need on, give Tupperware with
to request an adult’s help. (Potter and lid on tightly

Whittaker, 2001)

Recommendations from research
* Vary the ways in which you do this.

* Choose items that motivate but do not distress the child.
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Opportunity 6: Contradict expectations

When adults contradict the child’s expectations, For example- When helping a
perhaps by doing something unexpected and child put their socks and

. e K i K shoes on, put their socks on
out of routine, it is possible that the child will their hands instead of their
request or comment (Potter and Whittaker, 2001; Griffin feet.

and Sandler, 2010)

Recommendations from research

* If the child does not notice, model the comment yourself.

Principle 1: Gaining the child’s attention
Gain attention prior to attempting communication. ﬁ

Recommendations from research

* Cut down distractions, including noisechristie, 2009)

* Pick the appropriate momentware, 2003)

* Develop a range of strategies for catching and holding attentionsing song
voice, blow on cheek, round & round garden.(ware, 2003)
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Principle 2: Establishing appropriate proximity
or touch

Physical contact is an essential part of communication with children
who are pre-verbal (Nind & Hewett, 1994)

Recommendations from research

* Get down to the child’s level (prizantet al, 2006)

* Position yourself below the child’s level to increase security  (Nind & Hewett,
2001)

* Various measurements/ exact distances specified in the research (!)

Principle 3: Showing availability

Showing availability is a subtle behaviour that may need to be more
prominent or exaggerated when a child has learning difficulties.
Noticing when to show availability is key.

Recommendations from research

* Open your hands toward the child with questioning eyes, tilt head slightly

backwards and to the sidgPprizant et al, 2006; Nind & Hewett, 1994 )

* Move into a helping position (e.g. near child/ near desired object) and sho
availability in anticipation of a request
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Principle 4: Waiting for initiations

Waiting is an integral element of a responsive ﬁ
environment (Ware, 2003).

Recommendations from research

* Give time and wait for initiations. Behave as though you are expecting a

response for longer than feels comfortable. Because children with autism
often don’t respond, adults stop waiting/ expecting it. (Ware, 2003).

* Children need additional processing time.

Principle 5: Responding to the child’s
communicative attempts
“No matter how much internal forces may prompt, if the

effort to communicate goes unnoticed, the power and ﬁ
desire to communicate will lessen” (Dale, 1990)

Recommendations from research

* Adult to give the object asked for, take away the object protested against, allow the
child to start and terminate activities

* When this is not possible, acknowledge the communicative attempt and indicate
steps for completion of the present taskprizant et al, 2006) e.g. now and next

* Adults will often ‘get it wrong’ due to the high degree of interpretation/ guess work required,
but it is still important that an attempt at communication gets a result  (Grove et al, 2000)

149




Principle 6: Imitating the child

By imitating the child, adults create a turn taking
pattern and children become more aware of ﬁ
themselves when they have their behaviour reflected.

Recommendations from research

* Adults turn to be the same length as the child’tsonders, 2003)

* Imitation should not be wooden but a ‘flowing dance’ containing elements of
surprise and fun. Vary pitch/ pace. Try whispering, or going slow/ fast.

* Try vocalising through a cardboard tube or echo mike, a drum or another
sound maker to copy the child’s sounds.

Principle 7: Following the child’s lead or focus
of attention

Following what the child does, or
commenting on it, is essential when
trying to foster their spontaneous
communication (Prizantet al., 2006

Recommendations from research

* Provide a commentary using simple languageNind & Hewett, 1994)

* Commenting rather than questioning

* Sing or chant the commentary to a known nursery rhyme e.g. This is the way we...
(Christie et al. 2009)
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Principle 8: Using minimal speech

Use few relevant concrete words and map them

exactly onto aspects of the situation at hand
(Potter & Whittaker, 2001)

Recommendations from research

* Repeat the phrase if necessary but do not change the order of the words as
children will process the information as a chunk or wholrith, 2003)

* Use the +1 principle (Prizantet al, 2006)

Principle 9: Using non-verbal cues

Use gestures, prompts, body language, objects of reference, photos,
symbols and signs to support language (prizantet al, 2006).
90% of communication is non -verbal (Borg, 2008)

Recommendations from research

* MODEL MODEL MODEL (to support receptive AND expressive language)

* Signs to be delivered alongside speech which helps adults to slow down
their speech and emphasise key words (Christie et al., 2009)
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Appendix H: Examples of communicative opportunities implemented by staff

BOLD: Examples evident pre- intervention and
COMMUNICATIVE EXAMPLES highlighted in film footage during training sessions
OPPORTUNITY ITALICS: Additional examples discussed during training/
supervision sessions
1. Give a choice of Adult gives student choice of reward so student can request/ refuse
activity, equipment, or Adult gives student choice of two learning activities so student can request/ refuse
food Adult gives student choice of paint colour so student can request/ refuse

Adult gives choice of water or squash so student can request/ refuse
Adult presents student with choice of two high interest activities using communication in print (toilet/ computer/ food
cupboard) so he can request/ refuse

2. Stop part way through | Adult stops part way through sensory feather activity repeatedly with student so he can request more
an enjoyable activity Adult stops part way through foot massage with student so he can request more

Adult stops part way through spinner activity with student so he can request more

Adult stops partway through blowing bubbles/ blowing balloon so student can request more

Adult stops part way through tacpac activity so student can request more

Adult stops partway through a film clip so student can request more

Adult stops partway through tickling game or other burst/ pause activities so student can request more
Adult stops part way through a song so student can request more

3. Give small portions of Adult gives student small cup of water during water play so he can request more
materials/ food Adult gives student small piece of fruit during snack time so he can request more
Adult gives small squeeze of paint so student can request more

4. Make items visible yet | Adult introduces a new toy of interest to student one day and places it on high shelf for student to request the following day

inaccessible Adult places an afternoon snack (treat) in a visible yet inaccessible location

5. Give materials the Adult provides challenge with learning activity (e.g. shape sorter) so student can request help

student will need help Adult gives student Tupperware with lid on tightly so student can request help

with Adult gives student chocolate bar with wrapper on so student can request help

6. Contradict Adult places student’s socks on hands when helping them get dressed or other “silly’ acts so student can comment
expectations Adult discovers that object of interest is not where it usually is so student can comment

Balloon is blown up and released/ water balloon is popped on first and second go but not third so student can comment
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Appendix I: Video observation schedule to measure quantity, function and method of spontaneous

communication in students

Instructions: Spontaneous communication to be coded by method when present using partial interval
time sampling. Function categories to be considered mutually exclusive. Schedule to be completed with
reference to the definitions below.

Time Intervals (seconds) 30 60 90 | 120 | 150 | 180 | 210 | 240 | 270 | 300
& Function of
Communication

Behaviour Regulation

Request object/ action

Refusal/ protest

Social Interaction (dyadic)

Social routine

Showing off/ attention

Acknowledgement

Joint Attention (triadic)

Comment

Request information

Communicative method Code

Speech

Picture/ Symbol/ Makaton/ Sign

Gesture/ Pointing

Action (including clear eye contact)

<|[>»|O|O|»v

Vocalisation

Definition of An act where there is a message/ something to communicate about, a sender, a

communication receiver, a medium of transmission, and communicative intent (Bogdashina,
2022, p19)

Definition of Communication that occurs in the absence of prompts that directly elicit a

spontaneous specific communicative act by the learner and specify the content and/ or form

communication of the act (Carter & Hotchkis, 2002)

Definitions of M-COSMIC (Clifford et al., 2010) definitions to be used (see Appendix J).

communicative

functions

Definition of M-COSMIC (Clifford et al., 2010) definitions to be used (see Appendix J).

communicative

methods

153



Appendix J: Summary of M-COSMIC definitions used for functions & methods

COMMUNICATIVE FUNCTIONS

Behaviour Regulation

Request object/ action

e Communication where an object (e.g. toy/ food) is
requested or when ‘help’ with or ‘more’ of an object is
requested

Refusal/ protest

e Communication used to refuse an undesired object or
request, or a command for another to stop an
undesired action

Social Interaction (dyadic)

Social routine

e This code is used when a child makes a request for a
game or activity that is clearly social or interpersonal in
nature —such as tickling, hugging or other informal
social routines

e Also use this code when the child is attempting to have
the interaction continue

e This code may be used when the request is for a formal
game or activity but not where the child is simply
requesting that the adult facilitates an activity that will
not involve them, such as switching the computer on,
or reaching a toy that is on a high shelf (code this as
request object/ action)

Showing off/ attention

e Communication used to attract another’s attention to
oneself - seeking attention or calling someone for
affection or play

Acknowledgement

e Communication used to indicate notice of another
person’s previous statement or action

e |nvolves the child focusing attention or shifting
attention to the interactant e.g. Yep/ No/ OK/
mmmmm)/ thanks response to questions or utterances

Joint Attention (triadic)

Comment

e Commentis coded when a child refers to an event,
object or action in order to share attention with a
partner
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Request information

Communication used to seek information, explanation
or clarification

COMMUNICATIVE METHODS

Speech

Single words, short phrases and whole sentences
should be coded as a single bout of speech

Speech may include word approximations of speech of
poor intelligibility as long as there is sufficient
contextual information to identify what a child is saying
e.g. ‘ba’ while holding a ball

Picture/ Symbol/ Sign/ Makaton

This code includes the child giving or pointing to a
symbol, picture, photograph, object of reference or
other symbolic representation of an object, food item
or activity

Gesture/ Pointing

This code includes head nodding and shaking, pointing,
descriptive, demonstrative or instrumental gestures
such as or manipulating another’s hand/ body as a tool

Action (including eye contact)

This code covers a range of behaviours, including
reaching, tapping, hitting out, or walking away

Eye contact will be included in this category rather
than having a separate one — this could include
persistently seeing eye contact or might include a three
point shift in gaze to comment

Vocalisation

Sounds that do not appear to have a speech like
quality, but that are being produced for apparently
communicative purposes, should be coded as
vocalisation. This may include crying, moaning, waling
of laughing, if used with apparent communicative
intent
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AutoSave CXD B 9~ @~ < Obervation Scoring = Saved - O Search (Alt+Q) _|
File m Insert Draw Page Layout Formulas Data Review View Help Office Connect Foxit PDF
S;E”t 5 Calibri VAR E=E T Bweplet General - =l @ Bad Good - &8 @ ’:‘itf
" Srompar | BT Y| E - Ac | S5 S[EE Bveeacee - | B % 9 B 41| S e Neial ke Dl Rl et
Clipboard Fl Font ] Alignment Fl Number 1] Styles Cells
AL - £ || TIMEINTERVAL
A B C D E IF G
Structuted/
unstructured &
child/ adult
1 |TIME INTERVAL FUNCTION METHOD MESSAGE ACTIVITY directed CLIP NUMBER
2
3 0.00to 0.15 Request for social routine  Action More rocking outside play UNST & CHILD B1
4 0.15t0 0.30 Request for social routine  Speech Dor' for more outside play UNST & CHILD Bl
5 0.30to 0.45 Request for social routine  Speech Dor' for more outside play UNST & CHILD B1
6 0.45to 1.00 Request Gesture/ Point Spin me outside play UNST & CHILD B1
7 1.00to 1.15 outside play UNST & CHILD Bl
8 1.15to0 1.30 Request for social routine  Action Chase me outside play UNST & CHILD B1
9 1.30to 1.45 Request for social routine  Action Chase me outside play UNST & CHILD B1
10 1.45to 2.00 outside play UNST & CHILD Bl
1
12 0.00to 0.15 Request for social routine  Action Carry me outside play UNST & CHILD B2
13 0.15to 0.30 Request for social routine  Speech Turn taking 'du’ outside play UNST & CHILD B2
14 0.30to 0.45 Request for social routine  Action Spinning outside play UNST & CHILD B2
15 0.45 to 1.00 Request Gesture/ Point Into spinner outside play UNST & CHILD B2
16 1.00to 1.15 Request Speech Help me outside play UNST & CHILD B2
17 [1.15t0 1.30 Request for social routine  Action Let's spin outside play UNST & CHILD B2
18 1.30to 1.45 outside play UNST & CHILD B2
19 1.45to 2.00 outside play UNST & CHILD B2
20 |2.00to 2.15 Request for social routine  Action Let's spin outside play UNST & CHILD B2
21/2.15t0 2.30 Request for social routine  Action Seeking comfort/ hand holding outside play UNST & CHILD B2
22

Appendix K: Example of video coding
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Appendix L: Semi-structured staff interview schedule

Thank you for your participation in this communication study and for talking to me again now. | will be
audio recording this interview using a Dictaphone so that | can capture everything accurately and so that
| can analyse it afterwards. Straight after this interview, | will transfer the recording to an encrypted
memory stick and delete it from the Dictaphone/ phone. Your views will be confidential. | won’t name
you or the school in the research. You can choose to withdraw your data for up to one month after the
end of the study.

To recap the project, we have looked at the student’s spontaneous communication (the purpose,
method, frequency and spontaneity) of their USE of communication. We have focused on one aspect of
how adults interact with students to develop this which is using communicative opportunities as often

as possible to encourage the students to make their wants and needs known to others.

The interview will focus on —

e Whether there has been any change in the student’s spontaneous communication following use
of the communicative opportunities.

e Whether the 6 communicative opportunities we have looked at are useful in a secondary school
setting, thinking in particular about our three target students.

e How you’ve found the project.

Topic

Question

Prompts

Student progress

(RQ1)

How has your student been getting
on generally?

How has your student been getting
on in terms of their spontaneous
communication?

Out of the three students, who do
you think has made the most
progress in terms of their
spontaneous communication?

Look together at the competed
questionnaire recording staff
perceptions of the student’s
spontaneous communication pre-
intervention (Appendix E).

Looking at your views before we
started, has there been any change
in:

- how regularly the student is
communicating
spontaneously?

- the methods he is using?

- the functions/ reasons for
which he is communicating?

Can you provide any examples?
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Communicative
opportunities
(RQ2)

What do you think about the
strategies we implemented in this
project?

Look together at the competed check
in questionnaire filled in during the
supervision session (Appendix M).

Looking at each communicative
opportunity in turn:

- how regularly did you
implement this one?

- why? Tell me more..

Can you provide any examples?

Project
experience
(RQ3)

If you told a colleague about this
project, how would you describe it?

Do you feel it has had an impact on
your practice? In what way?

Which element of the project did you
find most helpful?

Do you feel there have been
challenges?
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Appendix M: Check in questionnaire

STAFF

DATE

Please indicate how many times daily you use each strategy with your target student.

COMMUNICATIVE OPPORTUNITY

NOT AT ALL

1TO 3 TIMES

MORE THAN 3
TIMES

1. Give a choice of activity, equipment, or food

2. Stop part way through an enjoyable activity

3. Give small portions of materials/ food

4. Make items visible yet inaccessible

5. Give materials the child will need help with

6. Contradict expectations

Examples
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Appendix N: Example of transcript coding

Charlotte

Charlatte

Matazha

Charlotte

Matasha

Charlotte

Matasha

Charlotte

MNatasha

Charlotte

minute of your classroom. With learning, with cheoice time, anything that you're doing
should be given a choice of different things. 5o, | think that should always be the way.

And, | think some people it would work for, We're just such a wide varied school and in

navigator we have so many different navigator students. They're individually so F:Ill"Ferent. )

5, it would have to work for.. And you would have to be persistent with it and have it in
your plan all the time, not just try and bring it in out of nowhere when the child’s already
in a bit of crisis. |

Yes, of course.

|I think.. new wyear sevens and starting with new year sevens and having these
communicative opportunities on your plan and tryling to work with these to see whether
it would work and to see whether it can boost their communication, | believe it could
work. But agaln, It has to be... from the beginning In a new environment.

Yes. You can't suddenly start making things that have been accessible inaccessible sort of
thing.

Yes. Oh, definitely. |

Of course. No that's great. Thank you. So, the next section then is about student progress.
Do you think there has been any change in Charlie's communication, either positive or

negative, during the course of this?

[There's more negative communication, because it's becoming a lot more distressed.
Whether that could be.. it could go from the materials to the day, to how he's feeling.
It's more negative than positive that we've had off him recently.

Has there been any change in the function of his communication? The purpose? | think
we talked a bit previously about how he likes to have his feet rubbed and reguests this
social routine?

[We haven't had much of that recently at all. Mot much of any tactile or any sensory feel
sensology with him, because he's not... Because of the twa hours that he's in we've tried
to.. He's started to go do his morning routine here and then go to forest school, because

Davies, Matasha
RO2 Dedective analysis by communicative
oppartunity - Give a choice of activity,
equipment or food

Dravies, Matasha
RO3 Date led analysis
Code. Wark for sorme nok alhers
Theme: Individual differences

Davies, Natasha
RO3 Dala led analysiz
Code: Cansistent approack
Thame: Classroom environment and roulings

Davies, Matasha
RO Darta bed analysis
Code: On plan from start
Theme: Classroom environment and routines

Davies, Matasha
RO Deductive analysis by guantity, functiag and
methed of spontaneous comrmunication — Charle
Increased distressed behaviour {method)

Davies, Natasha
RO1 Deductve analysis by quantity, function and
method of spontaneows communication — Charise
decreased social routine [function|



Appendix O: Example of critical realist thematic analysis

This appendix gives an example of the development of one staff level theme (competing pedagogical
priorities, 4.2.3.3) identified in answer to RQ3 (Which factors impacted the success of the intervention?)

Analysis

Transcript data (empirical domain)

Data led
descriptive code
(real domain)

Theme (actual
domain)

communication?

Interview question: How has Adam/ Billy/ Charlie been getting on in terms of their spontaneous

He’s now responding to asking him to do things like pick
thing up or, come on, sit back down on your chair.
Normally you would have to go and guide him...
(Charlotte)

Staff prioritise
receptive
communication in
answer to question

He is beginning to manage himself more effectively
without that constant demand of me, me, me, this is what
| need now, that we had several months ago. (Ben)

Spontaneous
communication not
always valued

He’s started to grasp that concept that he’s not in control
and it doesn’t just belong to him all the time. So yes, |
think we are making really good progress and most of the
basics that we could possibly want are slowly falling into
place. (Ben)

Importance of
behaviour
management to
staff

Yes, he’s certainly understanding more. When the
member of staff is communicating with him though
Makaton or through symbol, he’s understanding more of
what that member of staff is then going to give him. (Ben)

Staff prioritise
receptive
communication in
answer to question

Because we are very much repetitive with him, it's a very
basic, quite a narrow vocabulary, that we’ll use with him,
either through sign or through visual stimuli. He is
beginning to show... And you can see it in terms of his
regulation, he will accept a lot of things. Whether it’s, as |
say, someone else’s turn or whether it’s Billy choosing
later or Billy choosing next. (Ben)

Importance of
behaviour
management and
emotional
regulation to staff

Staff
experience and
manage
competing
pedagogical
priorities and
this may be
related to the
degree to
which
communicative
opportunities
were offered.

Interview question: What do you think about the strategies we implemented in this project?

It's hard to then try and ‘stop part way’ because he
doesn’t engage very much in something that he likes. So, |
was looking, and | did try, and | can’t do it because | enjoy

Importance of
student
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seeing him enjoying the activity... So, it's a massive risk engagement to

that one. | just thought, I’'m not going to try that one. staff

(Charlotte)

Five, yes. | think the more I've got to know L, possibly five, | Importance of
certainly in terms of helping him and supporting him following routine
moving forwards, would be a strategy that we would and expectations

certainly look at. As he gets a little bit older and as he gets | to staff
a little bit more settled and aware of our expectations.
(Ben)

Quality Assurance

observable phenomena of interest (explanatory power)?

Question Answer
Do my codes accurately describe the data they have coded (descriptive Yes
validity)?

When | use theoretical terms to unite codes, do they continue to accurately Yes
reflect the experiences in the data (interpretive validity?)

In the context of previous research and theory, does this theme explain the Yes
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