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Abstract

This research explores some of the factors whightmmpact on promoting the inclusion
of pupils on the autism spectrum in secondary sishdte experience of inclusion for
these pupils is often described as problematic tlaatthe general ‘top down’ information
led approaches offered to schools to support thelusion of this group of pupils seems to
be problematic, failing to acknowledge the indiatity of their pupils, staff, and the

uniqueness of their contexts.

This study utilises a practitioner action resedraimework in order to explore the
experiences and theories about inclusion of staffupils on the autism spectrum within a
secondary school. This research aimed to ‘groelusion within this context and reflect

on the key process elements which supported ampgelseto occur.

The main findings of the study suggested thatpoissible to ‘grow’ inclusive practice and
that a number of process elements were necesstrig tgorowth. The significant process
elements which emerged were; co-constructing praetind experience local to the
community, explicit activity with reference to theocess of change and development, and

professional expertise relating to autism, the @ssmf change and evaluation.

Based on the findings of the study a model forreifaractice is proposed and discussed
which combines learning from research in the ao&agutism and inclusion, school
effectiveness, solution oriented and motivatiorsighology, and theory based approaches
to evaluation. The model developed suggests thattder to grow inclusive practice,
including for those on the autism spectrum, we rneaedove away from a simplistic
standards/competency based approach. Instead swhaggested is that inclusion in
practice should: have regard to and be construmtetdose within a community, requires a
process which has regard to both the goals andratmins of individual members of staff
and of the broader organisational and social cangex that this requires professional

expertise and facilitation.



Discussion as to the implications of the findin§shis study in terms of the role of an
educational psychologist in this process and ttheevaf practitioner action research in

generating evidence on which to base future pradsialso undertaken.
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Chapter 1. Introduction and Rationale

Within this chapter is presented a context an@mnale for the research study. This chapter
will explores issues which emerged within the cahtd my professional practice and
which led me to reflect on my conceptual framewankl the political and social climate in
which | was operating, and the impact of this cenhta the educational experiences of the
young people on the autism spectrum with whom Idiegtt contact. The research began
with its roots very much in my practice and congéato inform and be informed by this.
What started as a journey about the needs of popitee autism spectrum became a story

about a school community, and the processes thdeead to change.

1.1 The Context

Working as both a generic educational psychold&®) and having a specialist
educational psychologist role within the Local Aarity (LA) | was becoming increasingly
aware of the significant challenges posed for ygoegple on the autism spectrum as they
transitioned into secondary schools. For some y@augple, their families and primary
school staff these challenges were more percehestrieal. However, for many more the
challenges posed were real and significant leattirdistress, anxiety and behavioural
difficulties. For a small number the severity oésle issues had led to exclusions, for others
it has led to an anxiety related inability to atteaxthool and for some even to self harm.
The anecdotal evidence experienced within my owifiegsional practice was sadly
consistent with other information generated andriegl by both the All Party
Parliamentary Group on Autism (Loynes, 2001) tla¢idhal Autistic Society (Barnard et
al.,) the ESRC funded research by Humphrey (2G08),more recently the National
Autistic Society’s report ‘You need to know’ ouilirg issues relating to the mental health
needs of young people with an ASD (Madders, 2010).

In some schools, particularly larger schools ambsdary schools which were more
complex organisations, there remained a feelingdlspite access to some whole school
training for school staff difficulties were conting. In one school, a fairly typical
mainstream secondary school which | knew well theaie a small group of young people

on the spectrum all showing signs of anxiety, aatnce to attend school, and signs of
1



emerging mental health concerns requiring spetietisd and adolescent mental health
service (CAMHS) involvement. This was despite thet that many of whom might be
described as the key players in typical suppottesys; that is the families, school support
staff, Senco and the Educational Psychologist, werpdicitly committed to exploring
strategies and interventions that would supportrtbleision of these pupils. The pupils,
however, were increasingly reluctant to commith®irt presence in school. | was
confronted by a question from the parent of twthef pupils who asked: “I know that you

are doing everything you can, but how come my largsstill not in school?”

What became increasingly clear to me was that tvasea need to do something different.
The school system needed to be supported to moag fiam a simple and linear model
which identified an issue, put an intervention iage, and hoped for a solution. This
realisation came at a time when | had been inanghsdrawn into a consideration of
solution oriented techniques (Seligman and Csikszialyi, 2000), positive, goal oriented
psychological approaches (Austin and Vancouver4p(®elf Determination Theory (Ryan
and Deci, 2000), and some work undertaken aroumolosémprovement, which although
related to a literacy focus, clearly had more gahapplication towards organisational
change (Hopkins, 2001).

The head teacher of the school in question wasesiuisiastic about taking a different
perspective, an enthusiasm not entirely unrelatedhigh level parental complaint, and
was keen to explore how to ‘include’ these studeRt®m this arose the opportunity to
work more broadly across the whole school. Havioigtg know the young people quite
well over the course of several years it seemedrakio talk to them about what they felt
inclusionfor themmight look like. Together all parties embarkedsoproject which
included listening to the stories of these youngpbe, very much as it happens (although
not an a priori consideration), in the spirit oé tGonvention of the Rights of the Child
(UNESCO, 1994), and which led to a short term Ippiaaently effective project enabling a
flexible and creative look at what the school daghmnbe like for them as individuals, how

it could be improved, and this led to their reimégmn and re-engagement with school life.
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Much more could be said about this piece of was&lit however, at this point what is
relevant is that it created an impetus for myselerms of a systematic reflection as to
what had been going on in this school, what weedrtiportant ‘bits’ of both the process
and action, and what might this say about furtimailar pieces of work. The need to be
clear about this thinking was sharpened by the LAa#hority political context and the fact
that there was a growing political pressure on fiyselmost generate a ‘list’ of what
schools needed to do to be ‘inclusive’ for appdyesitnilar groups of students. For me this
sharpened the need to be as clear as possibletakeauature of my psychology, the
‘evidence’ generated from this opportunistic pie€gvork and what could be drawn and

generalised from this and my role as an EducatiBagthologist (EP) in this process.

Reflecting on all of these issues it was becommegdasingly clear to me that although |
had some views about what had gone on | needeel tauch more critical and systematic

in both my own thinking and in reflecting on myiaat, and how this impacted on staff
reflection and action in schools, and in termsxgdlering the complex process of
supporting the inclusion of pupils on the autisracpm in mainstream secondary schools.
Thinking, reflection and action that would suppszhool communities in the process of
movement from the ill defined clichés and rhetafiout ‘inclusion’ and ‘rights’ towards a

more practical reality.

1.2The Research
From these initial reflections on my practice enaerg more systematic research plan
utilising an action research cycle, which is thbjsat of this report. A number of questions

emerged to form the basis of my enquiry.

1.2.1 The Research Questions
1. Firstly to consider can you promote and ‘grow’ g&singly inclusive practice for
pupils on the autism spectrum within an individsethool?
2. Secondly, to consider how a school, and its staifiight be supported to do this and

what processes might be helpful to this?



3. Thirdly, to consider what was my role as an edocaii psychologist in this

process?

1.2.2 Brief outline of the Study

The study began with a request from a Deputy Hesatfier of a medium sized Local
Authority maintained secondary school in the NartfEngland to provide a training
session to the whole school to help them managewp®f students with autism who were
expected to start that autumn. Given my reservataout the impact of a one off training
event we agreed that a larger scale school developprogramme would be undertaken.
Following discussion with the Senior Managementrii@d the school agreement was
reached to undertake a piece of development woek thve course of a year. This piece of

work forms the basis of this research project.

1.3The structure of the following chapters

In writing up this report the chapters have beaganised as a reflection of my journey. In
the first instance | have shared the impetus fointgrest in the area and motivations to

undertake more systematic research in an applietdxo

Chapter 2 explores more broadly the areas whielt Irhpacted on my field of study and
helped to clarify the approach | went on to takethis chapter literature and research from
the fields of education and psychology are explaigdn their relevance in terms of
inclusion, autism, organisational change and matwaheory, and the role of EP as
facilitator in this process. It will be argued tladitof these areas must be actively

considered in order to explore the research questio

Chapter 3 explores the nature of what there itknown and highlights what might be an
appropriate conceptual and methodological approactsearching the questions at hand.
Clearly in all research studies consideration rbestnade of ethical issues. In this project
with human participants, and including children whight be described as having

particular vulnerabilities, relevant ethical issueél also be discussed.
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What follows is a more detailed account of the geopnd its rationale (chapter 4) followed
by a consideration of the data, its analysis, ait@l findings (chapters 5). An exploration
of the findings points to some emerging theorieterms of this particular school and my
role in the process, leading to the proposal afbagss model.

Chapter 6 discusses the findings and their imptioatin more detail, relating them to the
broader issues and ideas raised in earlier seatioihe document, and explores the role of
myself as EP, and how the learning and outcomes finis project may have broader

currency within a changing political and econontimate.

The final chapter of the report goes beyond theaeh questions as they relate specifically
to the inclusion of pupils on the autism spectrurd eeflects on my role as an EP in the
process including more personal reflections orréisearch journey and possible
implications for EP practice more broadly.



Chapter 2: Literature Review

When a school invites you to ‘train’ the staff telnthem manage a new group of pupils
with autism a number of questions are raised thpact on your response, and that can
only be answered by stepping back and considehiadptoader context from which the
request arose. A context which needs to considet dild their request say about their
constructions of; autism and inclusion, how to depgractice as a school, and what they
thought that an EP might be able to offer? And winatild my response say about my
constructions of the same issues? Part of my psaafeeflection, which would go on to
inform my future actions and reflections, had tartstvith an exploration of what was

hidden in this request.

The literature reviewed in this chapter attemptsitpick’ this request, to explore its
different elements, and support my critical refl@ct The review attempts to critically
engage with what others in the fields of applied eesearch psychology, education,
sociology, and organisational change have explanedthen relate it to my own thinking,
practice, and enterprise within this school. Irs ti@view | will attempt to distil out what
appear to be key theories helpful to the questfdrow to support a school to include a
group of pupils on the autism spectrum.

More specifically this chapter explores questiaiating to; inclusion, educational needs
and planning relating to the autism spectrum, sapmpschool communities to reflect on
and develop inclusive practice, and the contribuabmyself as an educational
psychologist to this. Whilst each of these aregmtentially vast, a number of relevant
themes emerge and which provide the focus foritbature review. These are;

» Developing an understanding and appreciation ofdfra ‘inclusion’ and it's
development over time, what it might mean for indials in different contexts, and
how this requires understanding it as an evolvimdysocially and politically

constructed phenomenon



» Considering what is felt to be known about theus@n of pupils on the autism
spectrum in secondary schools; is there an issugifgroup, what do we think
that we can know about the issue, and also howtmighbegin to think about what
works and what doesn’t work?

* What issues should be considered when thinkingtadagaporting a school as a
complex organisation to take on new ideas and ipegtt

* What might be the role of myself as an EP in thecpss?

Given such vast areas to explore within the comgtraf the thesis a search strategy was
employed which focussed on the key words of autisolysion, special educational needs,
organisational change, school effectiveness, and/atimn. Database searches related
primarily (although not exclusively) to peer revisswesearch papers from the United
Kingdom, the United States of America, Australia &tew Zealand; countries with some
similarities in terms of their educational systeansl civil rights legislation. | employed no
limitations in terms of dates of research, the aebtriction being in terms of relevance to
the topic in hand. | also considered research &ildgophical explorations relating to
ontology and epistemology within applied researchdcial contexts. In reporting | have
largely focussed on the key references and resstudies which occur frequently and

which are regularly cited as being influential toadler studies.

2.1 What does ‘inclusion’ mean?

The title of this thesis references the word ‘isahn’, a term frequently used by
professionals in education. It is also sometimesl sy parents, and occasionally by pupils.
But what does it mean? We talk about it easilyuassg a shared understanding but is
there a shared view? It is slipped into a pletlwdnpahrases used in schools and other
organisations such as; ‘a right to be includadglusive practice’, ‘evidence of inclusion’,
‘inclusion policies’, and the National Strategigest a lot of time and resources promoting
the Inclusion Development Programme’ (my emphasis) focussinditberent types of
frequently occurring special educational needs (B®09), linking inclusion to SEN
rather than broader issues. But is the term usddiaderstood in the same way in each of
these phrases and by these different groups andduodls? If we are to consider the

inclusion of pupils on the autism spectrum withéetendary schools | would argue that we
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need to explore what the term means to us indiViglaad collectively within our various
communities and histories. In order to do this wedto follow the suggestion of Slee who
advocates that to understand the term we needdidstconstruct it (Slee, 2001). Without
exploring our understandings then discussions albather it is important, whether is it
happening or working for any pupils, including team the autism spectrum, are

redundant.

2.1.1Inclusion as an issue of rights

In deconstructing the term ‘inclusion’ it is impant to begin with an understanding of its
social and political origins, an historical journefiich offers important insight into its
status as an unchallengeable issue of rights amd@&pation, a journey which begins over
a century ago: Early in the twentieth century Dara/iwork on evolution and natural
selection was taken by some and enmeshed wittpnetations of Nietzsce’s philosophies
(see for example ‘Nietzscehe: Will to Power’, Editey Kaufmann 1967) to give

credibility to new ways of thinking and what midig described as ‘social Darwinism’.
These new ways of thinking supported by a new se&tahinologies; psychology and
psychometrics, led in turn for some to eugenicstargolitics of segregation (see Thomas
and Loxley, 2007 for a fuller description). Divisiand segregation were apparent in many
sectors of society, for example relating to gendiass and race, and often unquestioned
being seen as the ‘natural order’ of things. Howgetle observable impact of these
philosophies when taken to an extreme positionpesisaps most sharply highlighted in
the aftermath of the Second World War when theHatror of the Holocaust emerged. A

direct and stark example of where the policiesiaitbn and segregation can lead.

The vast social, economic and political impact aff just the holocaust, but also the turmoil
of both World Wars in general, provided an inteiorad! platform for change. It is perhaps
from this point and in the spirit of rebuilding arestoration that it became increasingly
socially, and in some cases politically, acceptableact against segregation. The efforts
of earlier groups fighting for equality for examplee Women’s Suffrage Movement were
built on and there was an increasing number ofliigisible and more ‘mainstream’

8



political demands for an end to discrimination antiove towards greater equality for a
number of groups. In the middle part of the twehteentury some things started to
change, for example; the Civil Rights movementia United States of America during the
1960’s and other movements pressing for equalgifgitta range of other groups during the
1970’s (for example greater gender equality). lnltmited States and Europe these social
and political reactions against segregation anétdg/inclusion gave impetus, eventually

enshrined in legislation, towards greater equalitg fairness.

Education systems and underpinning philosophiesadait in a vacuum. They occupy a
space within the cultural and social context $e ot surprising that the educational arena
reflected these changes too and similar parallgaband political pressures began to be in
evidence. For example, in the United Kingdom a ersal right to secondary education for
all was a crucial and important step forward. la 1#970’s girls and boys in state schools
began to be offered the same curriculum opporesdnd attempts began to develop a
truly comprehensive education system. More speti§iavith regard to disability and
education, discussion and debate was also begitmiegnerge, not as some might think in
the 1970’s at the time of the Warnock Report butimearlier, reflecting the political and
social climate with debates around the ‘rights’abfildren with disabilities apparent
towards the end of the Second World War. In theddhKingdom in House of Commons
debates relating to the 1944 Education Act Chutkr, Parliamentary Secretary at the time,
acknowledged the importance of providing a rangedofcational provisions, including
special schools, but also noted a desire to sesaag children as possible in the ‘normal

stream of school life’ (outlined in Lindsay, 2003).

These were ideas driven not by an ‘evidence basettpmes driven, conceptual
framework but by a much broader and very powenfuigipled and philosophical
movement. The idea of inclusive education was pateptualised as a set of practice or
outcome statements, which is perhaps why it iscdiff to get agreement about what they
should look like, but rather it was about ethicd ghilosophy which were the significant

and influential drivers supporting subsequent maépnal legislation. And it is within this
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powerful context that current views and tensiomgrding inclusion within educational

practice need to be considered.

In the United Kingdom it was the ideas expressetiegdandmark Warnock Report (DES,
1978) which represented a significant shift, reffegthe philosophies and beliefs of many
educational professionals and academics of the timsuggesting that special schools did
not serve the needs of pupils well, and in somesasgued that their influence was
harmful. However, this report very much reflected avas constructed by the political and
social beliefs and dogma of the day, and not rebearidence however that might be
understood (Thomas and Loxley, 2007). It wastport that attempted to move away
from a system of deficit labelling, for exampleegarising some children as ‘educationally
sub normal’. Unfortunately, the reality is thatdkecategories were replaced by another
term ‘special educational needs’, replacing onegdtscriminating labels with another
and so falling into the trap described by Foccél891) where the language used becomes

associated with defining and maintaining difference

In 1994 the Salamanca Statement (UNESCO, 1994)igemational recognition to the
rights of all children to access education, todmognised as unique learners, and to have
access to ‘regular schools’. It is this agreemdmtivhas become translated into our
current ‘agenda for inclusion’ and enshrined iafh of legislation (for example, DfES,
2001) and national and local guidance (DfES, 20Adain the emphasis was on ‘rights’

and not necessarily practice.

Despite such powerful roots and high level phildsopm reality there is much to be
debated in the Salamanca Statement including wiatifar’ actually means, and what the
evidence base is for assuming that ‘inclusion’ fnégular’ schools is going to achieve
effective outcomes and for whom. These debatesheixplored to some degree below,
but what it is important to recognise in this destomction of the term ‘inclusion’ at this
point is the powerful political and social contéxm which the argument for the ‘right’ to
be included came from. A driver so significant thalid not appear to require any ‘top
down’ specificity about what this actually meansantit is translated (in either a negotiated
10



or imposed manner) into practice and experiencentbividual pupils and school

communities.

In the next section | will discuss the limitaticsas®und expecting an ‘answer’ as to exactly
what inclusion looks like, and explore the tensjatiemmas and opportunities inherent in
attempting to understand the concept and how Isoalally constructed approaches might

be most productive.

2.1.2The ‘practice’ of inclusion and models of disatyili

Although the powerful political acceptance and gahsign up’ to the concept of

inclusion as a right has moved us away from awéen some children were deemed to be
‘ineducable’ (see Kirman, 1958), this does not miban there is a shared view and
understanding as to what we really mean and thédatpns for what happens on a daily
basis. As Thomas and Loxley suggest, the use dethe‘inclusion’ may in fact have

become something of a cliché.

In their research study Croll and Moses interviewddcation officers, and head teachers
from mainstream and special schools from 11 Loclaldation Authorities in order to
explore their constructions about inclusion (Cesll Moses, 2000), Whilst all respondents
claimed to be broadly supportive of the concepholusion most stopped short of feeling
that full inclusion was possible or in some casesirdble with some groups of pupils,
notably those with autism or behavioural difficeftiwho were deemed to have ‘very
special’ support needs. They found that all ma@ash school Headteachers who
responded felt that there was a continuing rolisfeecial schools and over half felt that
more children should attend them, rather than redloe number of places available. In
fact, despite the myth that ‘special schools apeinly’ there has in fact been very little
change in the percentage of pupils attending shedmol provision between 1974 and
2006 (Runswick-Cole, 2008), and DfE data betwedil2ihd 2011 shows a similar

picture. What does this say about what the congiejptclusion’ means to this group?
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The research of Croll and Moses supports the iogiaais an issue of rights education
professionals hold ‘inclusion’ as something of ered cow, but in practice these
influential education professionals move very gasildiscussions about the importance of
segregation, special placement and support neéése Tvould seem to be a gap between
the policy rhetoric and practice reality and expeces. Can a school be truly inclusive if its
managers maintain a belief that there are somegygrahio are ‘un-includable’? One has to
ask whether the inclusion debate has been adegustgérstood and developed, invited
and negotiated appropriately. And can the samaioeabout what the understandings of
the right to be included might mean for parents thiedyoung people themselves?

There have been some attempts to develop thildeggnd inclusion as a statement of
rights and to support and explore it in terms afgess and practice, for example, the self
audit and development tool ‘The Index for InclusiBooth and Ainscow, 2002). Whilst
their tool was developed in the context of a strmatpsion model and had some clear
apriori ideas about the elements an inclusive dcstomuld consider, it helpfully stopped
short of top down prescription and suggested thatthrough engagement with the local
community (that is staff, pupils, parents) thatuseon will grow for a school. The work of
Booth and Ainscow was one of the first attempteetmgnise that inclusion in practice is
known through emerging the multiple constructiohthose in the community. They also
advanced the idea, which will be used in this sttigigt inclusion is about more than
presence; it is also about participation, accemamd achievement. However, the use of
the Index appears to have had limited impact due,tperhaps indicating that simply
providing information is not sufficient to createdasustain inclusive practice when there

are other competing demands on time and energghimogs.

So whilst society as a whole through legislatiord #om evidence from the views of
educators suggests that there is sign up in ptentipthe idea of inclusion there are a
number of significant challenges which impact @ntitinslation into practice. | have
already suggested that there may have been inguiffisegotiation and exploration of the
concept with key stakeholders over time. Howevarould also suggest that there are other

challenges including:
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» That there are other competing and significanttisaliagendas

» That for many the school inclusion agenda and timeept of special educational
needs and disability have become almost synonynamuaisthis can unwittingly lead

to exclusionary thinking and practice
» Concerns and lack of clarity around the evidenselfar the efficacy of ‘inclusion’

The Human Rights movement and its interpretatichiwian educational context is clearly
powerful and positive and has had a major impacdheriives of many children, young
people and adults. However, the Conservative etucpblicies of the 1980’s including

the Education Reform Act 1988 and which have resthiargely untouched by New
Labour and the current Conservative — Liberal Demaix coalition, continue to have a
considerable impact within the country’s view otiedtion and school practice and may be
seen perhaps to be at odds with the principlegaactice of inclusion. For example, the
high stakes reporting of attainment (Rose, 2001d, arental choice and school’s
admissions policies (Thomas and Loxley, 2007). e of Academies and Free Schools
could make children with additional needs lessaative to some schools and provide
opportunities for an increasing number of segrebateselective schools, and certainly
there is considerable anecdotal practitioner evidea this effect, as well as concerns as to
the impact of the Government Green Paper ‘Suppattfespiration (DfE, 2011) on the
more vulnerable members of our school communitédslst the lofty aspirations of the
Every Child Matters Agenda (DfES, 2003a) may beaative and supportive of some of
the rights issues relating to inclusion how thiglexces in practice remains to be seen in
the wake of Ofsted’s seemingly relentless pursumaeased academic performance
(Ofsted, 2011). As Allan suggests following herstahtial reviews of inclusive education
practice in Scotland and Australia one of the nsagtificant challenges to inclusion may
well be such:

“misalignments within the system which work agascial justice, equality and
inclusion” (p176, Allan, 2003.)
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So whilst there are compelling contemporary, higeeel social and political drivers
supporting the concept of fairness, access, eguaid inclusion in society regardless of
race, gender, sexuality, and disability there rencansiderable challenges to how
‘inclusion’ is understood and achieved within ediareal contexts. Not just as a
consequence of a more complex and conflicted palignvironment, but equally
challenging is the association it has come to hatiethe concept of special educational

needs and disability.

Disability as a concept has travelled a similarjay to the politics of segregation and
inclusion. Shakespeare et al. (2002), and Lind2a9J) are amongst those who discuss the
evolution of the concept of disability from a melimodel which deals in deficit and

‘within child/person’ problems which need to beagnised, managed or remediated, to a
more social model of disability. A model which segts that there is a collective
responsibility to live and work together and anfficlilties experienced by individuals or
groups are seen as a function of the environmerch 8 model of disability is argued for

by many who champion the inclusive rights of thagth disability, including ‘insider
accounts’ from disabled writers (see Oliver, 1996here may be, of course, a middle
ground which considers that for some children/yopegple there are inherent within child
developmental issues which require consideratiohthat understanding and responding to
these issues has a moral and legal imperativénéocammunities of which they are a part.
Weddell discussed this in 1997, and whilst hisraatgonist model has some face validity it
still has the potential to categorise as diffe(enteven oppress) some groups of children

who are seen as ‘special’, different, or diagnasabl

In arguing for a social model of disability Olivand Shakespeare clearly and helpfully put
the spotlight on the potentially oppressive andwestonary aspects of the medical model.
However, as Shakespeare and Watson have morelyeganted a 'strong’ social model
does exactly what the gender arguments did thetrsy ago, it fails to recognise that people
are in fact different from each other. In movingWard they suggest that we should adopt

an ‘embodied’ model of disability which suggestattive are all impaired to some degree,
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that society is better at responding to the impants of some, and in this framework,
adaptations (or accommodations) for others is thezesignificantly and importantly an
issue of degree, not category. This is a potegtiadlpful approach for schools particularly
when we think about the research of Croll and M¢2680) which noted that most
respondents had some ideas of categories of pupiisadditional needs who might not be

able to be included, which were different from th@gho could be,

However, despite these philosophical discussioithjmthe United Kingdom the issue of
inclusion in schools still remains closely aligneith special educational needs and
disability; an association with inherent tensiohsituation that is likely to be increasingly
apparent with the proposed introduction of the Etioa, Health and Care plans replacing
statements of special educational needs (DfE, 284d )a focus on within child assessment
of need. As educational professionals and schob&wequired to describe our policies
and practice around inclusion and equality we sppadke as though we ascribe to a social
model of disability. However, in reality most schestill occupy a space where special
educational needs and inclusion are used almasthngeably and much practice
guidance and legislation holds a medical, defi@tei of disability: The Warnock report
suggested a figure of about 20% of children/youagpte with some degree of special
educational needs (DES, 1978) and in order to stgphools to manage these
children/young people a raft of helpful publicasdmave been produced including;
‘Meeting SEN: A programme for action’(DfEE, 199@yd ‘Inclusive Schooling; Children
with SEN’ (DfEE, 2001), ‘Removing Barriers to Ackimment’ (DfES, 2004), and ‘The
Inclusion Development Programme’(DCSF, 2009) witbsee units focussed on particular
categories of need or disability. There is confugar as Allen would suggest
‘misalignment’) between the principles of equahtyd emancipation, and practice which
often seeks to remediate for specific groups. @hguage used in these documents may
not be helpful in terms of celebrating diversitgdanay again unintentionally serve to

define and maintain difference (Foucoult, 1991).
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The labelling of a group of children/young peoplewever large or small, as having
special educational needs (SEN) that require sonted{ targeted intervention colludes
with a medical defecit model and also has the piatieof reducing inclusion to a simple
linear problem solve, remediate and ‘fix’ (or ‘naw the gap’). The fact that often detailed
‘expert’ assessments of the child are requestgquhbgnts or school staff who then request
‘special support’ can further confound the potdrtainclusion being a locally
constructed community response and responsibility.

School staff often report that they feel ill equeppto deal with the needs of a particular
group or individual, children and young people lba@ &autism spectrum being a case in
point. For example, Rose used case scenarios topgpraomment from teachers in
interview and highlighting their views and conceaf®ut including pupils with special
educational needs. Teachers reported that theyl fedfuipped and needed additional
support, training, and more time for planning. Aliigh in asking school staff what they
felt about a ‘special’ group of children with exaesphighlighting quite complex medical
conditions in some cases this response may notliesre unexpected (Rose, 2001). Rose
did not, however, agree that the factors descridyetthe teachers would make the
difference Rose, and Thomas and Loxley have arthegdhe many professionals involved
in special education with their ‘specialist * kn@gbe base and specialist assessments has
unintentionally served to increase the anxietyegutar education professionals about their
ability to be inclusive. And coming to this sameclusion Osborne et al., (2001) noted
that teachers who feel confident about their skdtgl to be more inclusive. Exploration of
this theme in Allan’s broad based research woldd alipport the view that experts being
called on to provide specialist assessments, sdoptaction, and definitive solutions have
not in fact led to increased participation andusole practice, an idea explored further
within this study (Allan, 2003).

So what then has research and reflection in tree @ranclusion suggested might be helpful

in supporting practice?

SEN is historically about the child (not the schdwving the need whereas inclusion

understood within a more emancipatory framework tmaynore accurately understood as
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accommodations being made by the organisationmonmamity. | would suggest that there
are ways to share ‘expertise’, as opposed to s@rg as ‘the expert’, and at the same time
recognise the knowledge, skills and expertise lo¢oplayers such as parents, the student
themselves, and school based staff. A number efrekers in the area, for example Schon
(1987), Allan (2003) and Avramidis (2005) suggéstt the challenge for some
professionals in moving beyond beirige expert’ remains great, but is required if we
agree with Booth and Aiscow (2002) that the conogclusion can only move beyond
aspiration and occur in practice if the meaning i@sponse is constructed at a local level. |
would suggest that this would require a shift framisiting professional being someone
seen as being ‘powerful’ and having the absoluketiems to problems and commanding
appropriate professional respect and salary, togogifacilitator who shares power and
mutual respect with other players within complegrarios where there is uncertainty of

both problem and solution.

I would also suggest that such a shift would ineltlte argument that we need to empower
and enable all teachers to understand the issuefeahit is their business. Slee (2001) and
Allan both suggest that supporting regular eduogpimfessionals in regular schools to
consider the issues both in terms of rights andl misre pragmatically in terms of practice
does have an impact on pedagogy. For Slee whdsetiehs on pedagogy over time led
him to reflect that inclusion occurs as a functdrthose in the community and that it is as
much about culture and ethos as anything elserdeea that to offer ‘specialist training in
SEN areas’ is counter productive, an idea sharsdnte extent by Rose (2001). So what
might be helpful? Allan describes the essentialies required to move the debate
forward; she suggests that teachers need to becplyi aware, listen to pupils and their
parents about what inclusion feels like for themg also reflect on what it means for them
personally and professionally (Allan, 2003). All&iee, and Thomas and Loxley all
acknowledge that there is no one simple solutianthere is a need for debate and critical
reflection, encouraging staff to really think abeutat inclusion means for them and to
move away from overarching grand theories. Rosesjthiem in arguing for local reflection
and encouraging education professionals to thinkahout pupil deficits but more about

the classroom environment and community accommaagtiA subtle but important
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dimension with the locus of activity being at tkeédl of the organisation rather than the

focus of ‘rights’ being applied to a particular gm

So the need to think beyond the word ‘inclusiond &ave critical debate about what it
means and how it can be achieved at a local |l@eghs appropriate. However, in order to
have meaningful discussions about whether inclusidrappening, and whether it is
effective it has been argued that regular scharfiegsionals as well as academics and
visiting professionals to schools must reflect drawit is they are considering. Is ‘it’ about
rights or about what is happening educationally®ikay (2003) suggests that we should be
considering both the issue of the rights of thédchind their effective education. Or as

Croll and Moses (2000), discuss where is the balgomnt between the human rights

agenda, and the rights of an individual to an apgate and effective education.

Symes and Humphrey undertook extensive researtls@mools across a number of Local
Authorities in the United Kingdom exploring with yog people on the autism spectrum
and staff in their schools their ideas about incdmsnd what it felt like for them. They
have adopted Booth and Ainscow’s conceptualisaifdimclusion’ relating it to

‘presence, participation, acceptance and achieverfgmes and Humphrey, 2011). In
engaging in critical debate and reflection withsadlkeholders | will suggest that these
dimensions offer a ‘good enough’ working definitithat can hold the ideas of a ‘right’ to
be present, but also enables some qualitative s8gmu in terms of what is happening and
how it feels for those involved, or perhaps accomates their theories about what

constitutes an appropriate or effective education.

| have spent some time exploring the issues otsighd why it is neither possible nor
desirable to have a scripted, top down definitibmolusion. However, considering the
points made about the rights of children to beudebdland also to receive an appropriate
education are there any issues, patterns or tteatlemerge and which can inform
practice?
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2.1.3Inclusive school practice and the currency of ontes

Dyson and Gallanaughs’ research suggests thatdhem@nflicting views of inclusion
policy and practice in schools, a state of affthet is not surprising given the many
dimensions and tensions outlined above (GallannangiDyson, 2003). However, this is
not necessarily a problem if there is a clear aatl understood rationale at a local level.
Gallannaugh and Dyson do not, however, paint tltatige. They suggest that the current
politically driven ‘standards agenda’ is anti irglke and has perhaps led to confusion and
uncertainty. However, despite this apparent canfithat do we know or think about
outcomes, or what might be deemed to be an ‘aptepeducation’ — and is there perhaps
a clear and shared view here? Allan talks abauatitountability culture where
demonstrations of inclusive practice relate to dbstg the numbers of children present in
mainstream schools, or a reduction in the numbstatéments of special educational needs
(Allan, 2003), but this does not tell us about vileetchildren and young people are
participating and receiving a better educatiorfabt even the Salamanca Statement
appears a little conflicted in this regard. Whiksjuiring that all children have the same
rights of access to education that takes accoutiteodvide diversity of their characteristics
and needs within regular schools, it also statastths ‘provides aeffectiveeducation to
themajority of children’. But what about the others? Again wasitrask the question,

“what does this mean in practice?” How can we exgit and what might we know?

There has been considerable debate for much ¢tdsheentury, which continues, as to the
relative merits of inclusive or segregated educatiertainly the Warnock Report (1978)
and a number of sociologists and educationalistisarsecond half of the twentieth century
described their observations and failures of spsciaools to provide appropriate education
for a variety of different groups, have approptatpualified staff, and suggest that they
did little to add value in terms of producing betteademic outcomes for pupils in
secondary schools (see Rutter, 1967, Coard 19d1Tamlinson, 1982,). However, much
of the research evidence may have been anecdatahay have been driven more by
contemporary social and political beliefs. In facemains for some, for example
Gallagher, that questions about ‘outcomes’ ardéevamnt, the rights issues alone is worthy
of merit, and nothing short of ‘full inclusion’ witlo (Gallagher, 2001). However, if we
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accept the position that inclusion should be abights and effectiveness (about presence
and participation, acceptance and achievement) themust ask the question — what is the
evidence for good outcomes as a consequence asionl both in general, and also for

children on the autism spectrum in particular?

Lindsay (2003) suggests that current research seéje
“fails to provide clear evidence for the benefitsnzlusion” (page 6).

He expands on this further in his meta review arad300 papers in peer reviewed journals
which again failed to show evidence for increadéectveness as a consequence of
inclusive education in general (Lindsay, 2007). Rgears later, and specifically
considering these issues as they relate to pupite@autism spectrum Osborne et al.,
(2011) suggests that:

“The promotion and implementation of inclusive edtion has preceded substantial

amounts of research into its success” (p 1254)

If we accept that inclusion has its roots in humghts and that inclusive education is
about the rights ddll children to access education we perhaps needsd=r research
which has a broader remit than just focussing gnipwith special educational needs. The
large scale research projects undertaken by theelsily of Manchester (See Kalambouks
et al., 2007, and Farrell et al., 2007) do just.tRiarrell et al. considered very large scale
data sets on pupil achievement (over 500,000 pupoissidering the progress of all pupils
in schools and whether the proportion of pupilssahool action plus’ or with statements
of special educational needs had an impact onaament. They found that schools with
higher proportions of students with SEN achieved@l or in some cases better, than
schools with lower levels of SEN. Whilst this stuaiyly focuses on academic achievement,
possibly participation, but does not reflect onialbacceptance, it does offer support to the
idea that an inclusive school can promote goodexeimnent foall of its pupils. A point
reinforced in the literature review of Kalambouksk The more interesting question

perhaps is ‘how’ they achieved this, an issuewhihbe picked up in a later section
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But in determining whether an effective educatias heen received, | would suggest that
there are other factors to consider, and in faotlasge scale studies undertaken by Norah
Frederickson and colleagues (Frederickson et@042and Frederickson et al., 2007) both
suggest that the concept of ‘good outcomes’ istcocied differently by different
stakeholders. Whilst both of these studies setmnteasure outcomes of inclusion with
something of an established idea of what they ntighboking for, their research did cover
a broader set of dimensions relating to attainmegdasures, and also social and emotional
measures. They concluded in both instances tHatelit groups; teachers, pupils and
parents had somewhat different priorities wheraihe to what constituted a ‘good
outcome’ Frederickson et al. suggests that whatymit choose to consider and then
measure as a ‘good outcome’ is very much deperadewho you ask (Frederickson et al.,
2007). | think some caution needs to be exercisadrims of their detail of exactly what
social acceptance might look like or feel likewdrether parents mean the same thing when
they talk about academic achievement as teachergevtr, what can be taken from these
quite detailed studies is that one size in termstadt constitutes an ‘effective education’
does not fit all and we need to engage with thieiht stakeholders to understand what it

means for them.

Ofsted suggests that measurements about ‘effdatiMesion’ should include information
about educational attainment, gains in self estesoh,evidence of improved relationships
between pupils with SEN and their peers, but at@irshort of saying how this might be
achieved (OFSTED, 2002). The more recent Ofsteddveork (Ofsted, 2011) has a much
stronger requirement to report on the attainmepugils with SEN, but this might not be
the priority of pupils and parents according todergckson et al. Their research suggested
that the priorities of pupils might be more relate&motional well being or social
inclusion. This is borne out by Whitaker’s qualitatresearch and systematic thematic
analysis with parents of children on the autipecsrum whose priorities for education
related to social skills, staff understanding, #ralr child’s happiness (Whitaker, 2007).
Humphrey and Lewis’ detailed work with 20 pupilsttye autism spectrum also supported
the social aspects of school life as being a gyidor them (Humphrey and Lewis, 2008a),

again taking a more exploratory, local approacartquiry about experiences of inclusion.
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It would seem therefore that whilst it is hard te pudge exactly the detail of an effective
education we do have to acknowledge the sociapafitical context in which we live.
Research around outcomes also suggests that tleaslons we should be looking at relate
not just to the attainment outcomes of childrethV8EN or on the autism spectrum , but a
truly inclusive school should be considering theialoand affective dimensions as
experienced by all members of the community. Omgyagérnawe are drawn to the conclusion
that there are many different constructions abaeltision and what constitutes an
‘effective’ education and we need to be wary ofhgraver arching theories and we may

well be better served to consider reflections alootitomes at a more local level of enquiry

2.1.4Summary

The aim of this section has been to deconstruddiee of inclusion in order to gain a better
understanding of the concept. What has been achis\avareness, through its
deconstruction, that ‘inclusion’ is a complex, midiered phenomena whose detail is
socially constructed by members of the communitylmch it is occurring. It is neither
simple nor linear and it has a complicated and phavsocial and political history which
needs to be understood within its current socidlfolitical context. Evidence of inclusion,
what might constitute inclusive practice and coesation of outcomes needs to have
regard to these, and also to its construction withé wider cultural context. It also needs
to have regard to the social and political contextihe individuals (staff, pupils, and
families) and their local organisations and comrtiesi In short to understand inclusion
requires engagement, discussion and debate wiilsauul teaching staff in order to
develop shared understanding and construction. &gd to move beyond both a medical
model and a strong social model of disability im@e embodied approach where practice
accommodations can be viewed as a matter of degpéeategory. From this approach it
might be more possible to develop practice thatgeises the rights and needsatf
members of the community and from which consideratif whether the educational
practice and outcomes are ‘effective’ can be malese issues appear to be generally
evident to the inclusion of all pupils within a scthcommunity, but also have relevance to
staff, parents, as well as pupils whose impairmargdess well accommodated including
those perhaps on the autism spectrum.
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In the next section there will be a discussioroasaw these issues and understandings
about inclusion relate more specifically to thdustn of children and young people
described as been on the autism spectrum.

2.2 Autism and inclusion

The focus of this research project is the inclusibpupils described as being on the autism
spectrum into mainstream secondary schools. Ghvaniriclusion is generally not a
straightforward idea either in terms of theory cagtice this section explores whether there
are any specific, additional issues about the sicluof this group of pupils? In this

section we need to consider:

» The impact of the diagnostic label of autism speutror ‘autism spectrum

disordef on inclusion

» Research undertaken at both a national and loeall & enquiry will also be
considered in an attempt to make sense of theenahd scale of the issues and

problems for this group of children and young pedplterms of their inclusion

» Is there anything that can be known about progesstice and accommodations

which might support their inclusion?

2.2.1The label of ‘autism spectrum’

In previous sections | have discussed the posghkons between the concept of inclusion
and linking this too closely with a ‘medical modef disability and descriptions of deficits,
suggesting instead that an embodied model of disatviay offer a helpful alternative
framework. This model explicitly acknowledges indival differences and can lead to
consideration of a range of adjustments and accatatioms within a community. For

some children and young people including thoseheratitism spectrum there are neuro-

developmental differences that require considemato accommodations to be made.
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However, how we as a society choose to descriltebet these differences can have a

significant impact both at an individual and commiytevel.

A range of opinions and tensions around labelsdasdriptions are very evident within the
autism spectrum community relating to trying tadfithe balance between the rights of
individuals to be fully included in society and@sometimes needing something additional
or different. Baron Cohen has advocated the usieeoferm autism spectrucondition

(ASC) rather than autism spectrudisorder (ASD)(Baron-Cohen, 2002) in an attempt to
move away from pathologising what many feel is@pssinglifferencerather than
necessarilylisorder.Pragmatically, however, for some including théuehtial National
Autistic Society the label ASC is seen as problématith them preferring instead the term

ASD, as they feel ASC can minimise need and thdnae access to additional resources.

In this paper | will use the descriptive term ‘aati spectrum * and hopefully avoid
contention and judgement as to whether a persanigbe considered as having needs so
significant as to be ‘disordered’ and enables dismns about differences and
accommodations to be a matter of degree ratherdi@gory . This is consistent with an
embodied model of disability and also through higjting difference rather than disability
this may serve to support inclusion in the senserevdiversity is valued. Such a view may

also avoid an overly negative connotation throughuse of labelling (Focault, 1991).

2.2.2Educating pupils on the autism spectrum

The issue of value judgements and labelling asith@t is frequently reported , however, is
the high degree of concern expressed by schodlastdb the challenges of teaching and
including pupils on the autism spectrum (Humphg2808), and the concern of Local
Authorities as to the growing numbers of pupils@hmools with a diagnosis of autism, and
the increasing number of tribunals of special edanal needs for this group (Loynes,
2001).
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Although in reflecting on their findings one muskaowledge that the National Autistic
Society has a vested interest in raising issuesitern for this group of people to prompt
action, they undertook a substantial survey ofrtheimbers the results of which
highlighted the variation, (and perhaps baland@énfindings) in satisfaction with the
education offered to their children (Barnatdal., 2000). Certainly many of the responses
received were positive with many parents of youradren in the early years and
primary sectors being generally satisfied with itlokild’s education. However, this
number decreased sharply as their children entetedecondary school. Findings
consistent with Lindsey and Dockrells’ recent répooking at the impact of language and
communication difficulties on pupil’s social, emmtal and behavioural presentation (DfE,
2012). In the NAS report parents were most satisfiben the teachers had some specialist
knowledge, and that their child’s uniqgueness watetstood and recognised. What this
research seems to be saying is that parents wataido know something about the
processing differences and accommodations thaecketa the autism spectrum, but also to
understand at a local level what that meant far gteld, and their context. What we don’t
know from this research is when parents were sadisthat did this look like in practice

and what were the conditions that facilitated spicttice?

The need for specialist autism knowledge and tngiis referenced in many documents
produced by the National Autistic Society ( Barn&@d00, Batten, 2005), the All Party
Parliamentary Group on Autism (Loynes, 20G)¢d the Autism Education Trust (AET,
2012). Knowledge and training in terms of genevedr@ness raising and information about
the autism spectrum linking perhaps to parentakldpat teachers have some specialist
knowledge. However, whilst acknowledging that thexay be some crucial, general pieces
of information and accommodations that seem todmelly helpful about the autism
spectrum we must be cautious about making the refetiese young people too special
and, as discussed before, inadvertently de-skitiggllar teachers and reducing required
knowledge of them to a simple handbook and ignattiedy individuality. Indeed there
have been many publications and training oppoigsdvailable to teaching staff, and
which have been available for some time. For exartig Autism Spectrum Disorder
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Good Practice Guidance (DfES, 2002), the North VReggional SEN Partnership file for
Key Stage 3 which is full of excellent tips andastgies (Connelly, 2004), the Inclusion
Development Programme: Autism Spectrum (DCSF, 2088) most recently the training
and competency frameworks developed by the Autidorcition Trust supported by the
Department for Education (AET, 2012). However, ithpact of these publications on

teacher practice or pupil experience to date seéiemied.

The significant research projects of Osborne e{2011) and Humphrey (2008) engaging
with pupils, school staff and their families abthutir experiences are both clear in that
pupil experiences are variable and often problesratiall concerned, and that more work
needs to be done to improve practice in schoolatWéhperhaps lacking is consideration of
the proces=f how any available information about practice ntige made relevant for
diverse students and the diverse schools whichattepd. A problematic issue as Allen
(2003), Slee (2001), and Rose (2001) have suggasthdir discussions about inclusion
more generally, that ‘top down’ scripted resporesas prescriptions from experts about

‘what to do’ do not seem to promote inclusion.

Indeed, the dangers of having an overly scriptegapse to the needs of this group was
highlighted sharply to me during a conference aléeinn 2009. A presentation by a group
of young men and women attending the local ESPAdjean Services for People with
Autism) college and all of whom were officially di@osed as having ‘social
communication difficulties’, and who were coincidalty extremely effective in
communicating their views. They expressed frugirathat just because a professional had
read a book on autism or attended a course dicheah that they and their strengths and
needs were known. For these young people ‘inclusiould not be achieved by discussing
their diagnosis and the provision of general infation, but rather constructing it with

them through getting to know them and developihgtier understanding of them and their
context, a sentiment helpfully echoed in the gonents strategy for adults with autism
‘Fulfilling and rewarding lives’ (DoH, 2010).
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So, we must be cautious about general prescriptubinsh diminish our ability to be aware
of and respond to the uniqueness of each youngmparsd their context. So what might be
helpful? In a report prepared by the National AwtiSociety, Batten takes us right back to
the rights issues and the principles of inclusEating to accommodations being made by
the school community and concludes that we neée thinking about adjusting the school
environment and teaching practice across the wérglenisation but being aware of the
specific needs of pupils with an ASD (Batten, 200%)e government document
‘Removing Barriers to Achievement’ also emphastbesresponsibilities ddll teaching

staff to be equipped with the skills to teach a@fdwith special educational needs, again
highlighting the specific needs of the sub grousBN (DfES, 2004). Jordan, however,
writing specifically about students on the autiggerum, argues that in fact a truly
inclusive organisation where equity is achieved mgled to be sufficiently flexible to teach
all children as individuals, a sentiment which hasst resonance with the original ideals of
the original Salamanca Statement and an embodie@lnbddisability (Jordan, 2008). This
idea is also supported by the research data dfteyd-arrell et al., (2007) who noted that
schools that achieved ‘good’ results for pupildmMBEN (including those on the autism

spectrum) were generally flexible and achieved &joesults for all of their pupils.

2.2.3What might good or effective inclusive practicekdike for pupils on the autism

spectrum?

So, for children and young people on the autisnetspm the same issues with reference to
inclusion being socially constructed by them arelrtbommunities, being related to the
rights of the individual, recognising that like aflus there are some processing differences
that require accommodation, and that accommodasimnsequired across a school
organisation are apparent. But what about the gdafective education for pupils on the
autism spectrum? Are the same issues as are ggregyparent for inclusion relevant? The
simple answer is ‘yes’, and again seeking an answtre question of what constitutes
‘effective inclusive education’ for pupils on thpextrum seems to relate to who you ask

and their perspective:
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Eaves and Ho report research findings from theddintates that seem to suggest there is
some historic evidence that pupils on the autisetspm can do better socially and
behaviourally within mainstream school contextswideer, their direct research did not
support this, in fact their research yielded somdence of improved academic outcomes
but not in terms of peer relationships (Eaves aod1997). Although they undertook
detailed assessment work with 76 children on thismuspectrum one has to wonder as to
the validity of administering standardised testslafity and social and academic
performance to such a diverse group of studentisegsdescribe in their report. However,
even taking these methodological reservationsantmunt what their research does
effectively highlight is there are considerableiatons in academic performance between
different pupils with the same diagnostic label Wwith many of the pupils involved in the

research appearing to present with behaviour managiechallenges.

The picture as to real difficulties with social amehavioural outcomes is also apparent in a
number of United Kingdom Studies. Batten, (2005)artook research on behalf of the
National Autistic Society and found that 21% ofldhen on the spectrum had been
excluded; a statistic five times higher then tipeiers. A picture also supported by the work
of Osborne and Reed (2011)who comment on repodedlsemotional and behavioural
difficulties for this group. Again they worked wipupils, school staff and parents, using
some apriori constructions about inclusion outcqrbasalso using some interview
technigues to emerge qualitative data and congingtAgain what is interesting in their
work is their discussion of previous research ntoat works’ for pupils on the autism
spectrum. They report a number of research studiesvariously report ‘better outcomes’
across social and academic domains for pupilsditigrspecialised placements, or in small
classes, or small schools, or medium sized schai¢st other studies have found entirely
the opposite results (Osborne and Reed, 2011). Wegtargue for is a more ‘finely
grained’ analysis’ so we can generally ‘do betierour schools in terms of a range of
inclusion dimensions including presence, partiégrgtacceptance and achievement.
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As for a focus on pupils’ experiences and perspestHumphrey and Lewis used a range
of generative techniques in their detailed resetr@stablish the views and experiences of
young people on the autism spectrum in mainstresnorglary schools. They too highlight
considerable difficulties in all areas of schot® [Humphrey and Lewis, 2008b). But
interestingly for some of the young people whaytreally wanted from their education
was to ‘be normal’, or to be supported in a waat thoesn’'t make them feel different
(Humphrey and Lewis, 2008a).

The ‘outcomes’ from larger scale research studies the NAS, and APPGA reports, op.
cit.), talking to young people on the spectrum (deenphrey and Lewis) and also insight
from personal accounts (see Sainsbury, 2000) ¢dlkrabout the negative outcomes of
educational experiences in terms of bullying, dasaation, and anxiety for pupils.
Whitaker researched the views specifically of ptevith reference to what they wanted in
terms of their child’s education. He sought thewsief all parents within a local authority
who had a child on the autism spectrum throughteresaire which presumably enabled a
representative sample to be achieved, unlike refo@sed on the responses of members
from a campaigning organisation. What he found thasgood outcomes for these parents
related to progress in social skills, happineslesebehaviour, for staff to understood their
child’s differences, to offer structure and to tedkhem as parents who might have some
insight (Whitaker, 2007). A somewhat different gestive to that taken by central
government with progress and positive outcomesdf@ng described more narrowly in

terms of curriculum achievement.

So | would argue that for pupils on the autism sp@e ‘measuring’ or eliciting the
essential outcomes and effectiveness measureslo$ion is not a simple, single
dimensional phenomena and, as is the case for gtbeps, different stakeholders may

well have very different views.
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So from what has emerged from the large scale r&sesmaller scale studies and personal
accounts how then might it be possible to move &daand support the inclusion of pupils
on the autism spectrum? There is a call for trgi@nd information to skill up the work
force — but this is already available. Humphrey hadis (2008), and Osborne et al.,
(2011) suggest there needs to be more researcthatoclusion of pupils on the autism
spectrum into mainstream secondary schools, spaityfiabout what works, how, and why.
Humphrey has in fact begun to distil a ‘list’ ofykiactors which might be helpful
(Humphrey, 2008) which includes; challenging steyees and raising expectations,
enhancing routine and predictability, promotingmaederstanding, developing social
skills and adapting academic subjects. Similafllgpias’ research from a small scale
action research study using a focus group appredébl3 students on the spectrum
concludes that there are some key issues around, ethpports and interventions that are
helpful in supporting inclusion for pupils with &m (Tobias, 2009).

In their study Osborne et al., (op. cit.) sougfibimation from ten English Local

authorities interviewing 100 secondary age pupitt & diagnosis of asd and statements of
special educational needs, their parents, and ssioieals in order to distil out what the
problems might be and ‘what works’. Their resedrighlighted that the majority of the
pupils concerned experienced some social, emotardhbehavioural issues. They found
that school and class size did not contribute Sgmtly to their successful participation
and inclusion. However, their behavioural and eoral needs were effectively managed
through the use of support assistants, pupils lggéater sense of belonging when their
teachers perceived that they had been trained angl@@mpetent, and there were a
generally higher level of pupils with statement$S&N within the school. Interestingly the

close use of support assistants was felt to bereeb#o developing peer social skills.

However, whilst all of these studies share sorter@sting insights into pupil, teacher and
parental perceptions and what has been shownnwbe or less effective in hindsight,
there is little or no commentary given ahtaw this might be achieved elsewhere.

Providing this kind of helpful, ‘what to do’ inforation may be necessary, but the
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equivocal research evidence from both large andl scale studies, positivist and
gualitative, suggests that this does not appelae tufficient in terms of understanding how

a school might become ‘inclusive’

In beginning to consider *how’ this might be acheehit is perhaps worth considering
Grieve’s work which reflected on teacher beliefd attitudes about including pupils with
‘inappropriate behaviour'. Her conclusions haveonesice when considering the issues
around promoting inclusion for pupils on the autgpectrum, some of whom may present
with behaviours which are challenging (Grieve, 20@he argues that visiting
professionals need to support teachers to workhegéo challenge their belief systems
and then change can occur. Her research also sadigaisations to traditional training
models when dealing with complex socially consedgthenomena such as inclusion. She
notes that:

“Teachers need safe yet demanding contexts withiclwto explore their own attitudes
towards, and beliefs about, diversity. This woukhsd alongside the more traditional CPD
concerned with the development of appropriate tegcapproaches and strategies. Such
CPD could be planned to accommodate the inherenplexity of inclusive education,

rather than relying on a standards, competencydogggroach” (Grieve, 2009, p 178)

So, if inclusion for pupils on the autism spentrhas different meanings for different
stakeholders and what constitutes an ‘effectiveeation’ also depends on who you ask we
might again we want to move away from grand ovéiagtheories (Slee, 2001) and
consequent generalised and imported ‘to do’ lists€hools and perhaps begin to think
differently. In fact, | would suggest that the titaxhal ‘stand and deliver approaches to
imparting knowledge (or satisfying the requesttfaming) seldom has a long term impact
on what actually happens in schools and classr¢segsalso Steiat al., 1999). The key
issues seem to be about developing knowledge, exglpractice and beliefs, and
constructing relevant accommodations with those dcommunity. The way forward does
not then seem to be what to do — but rather wieathe conditions that might prevail in
supporting or encouraging a community to do it!
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2.2.4Summary

In this section we have discussed issues to dothatabel of ‘ASD’ and whether this in
some way may be a barrier to inclusion. We have lailghlighted a catalogue of concerns
relating to the educational experiences of childied young people on the autism
spectrum. But what has also emerged is that tkametinecessarily a single simple view as
to what a ‘good experience’ might be and theresaraetimes conflicting priorities within
schools, government policies and the perceptioqpils, parents and professionals as to
whether achievement or social integration shoulgrizgitised. There is also an increasing
amount of research available giving powerful infatimn about the experiences of pupils
on the autism spectrum in schools, particularlysdary schools, and a distillation of the
kinds of practice and organisational features t¢batelate with strengths and difficulties.
However, sharing this information through trainorgresource packs does not seem to be
enough, there remains a high level of concern fatimquarters as to meeting the needs of
this group of students more generally. What is gimegr however, is that the concept of
inclusion, of feeling like you belong and that tigsnare going well, happens at a local level
and requires a community response. One size, @sengotion taken from a list of good
practice does not seem to “fit all’, or be heard #anslated into the practice, culture and

behaviour of those in schools and classrooms.

| would suggest that the question that needs &xpéored next is how then can a school
community be supported to become inclusive, to nagdgopriate accommodations, and

what processes might be at play?

2.3 Supporting schools as learning organisations

It is likely that if you ask individual teacherspk at school and LA policies, and also at
current legislation it would appear that ‘inclusibas the status of a shared and undisputed
goal. We also have research, information and guelfom a range of reputable sources
generating lists of ideas about what you need ttwa#fectively include students who are

on the autism spectrum in schools. However, whatemaerged from the discussion above
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is that the concept of ‘inclusion’ might not havehleared meaning and what is meant by the
term is likely to differ depending on who you asidan what context. What is also
apparent is that despite apparently good intentimiasadvice there is a great deal of
expressed and actual concerns that this is gepeardifficult group to include and also,

and perhaps more interestingly, it (inclusion) ascometimes and not others?

So what is going on? Is it perhaps that individwaho are on the autism spectrum are
exactly that; ‘individuals’, and the schools whitiey attend are each individual
organisations comprised of individual members affstith a diverse group of pupils in
their own social, political, geographic and econonuntext. Any attempts to support
practice that facilitates the inclusion of pupileaare on the autism spectrum, to make
appropriate accommodations, must acknowledge Sloisconsidering all that has been
discussed about developing inclusive practice hadtitism spectrum it seems important

in moving forward to acknowledge that:
» School policies and policy makers claim to wanbéo(or that they are) inclusive

» A variety of accommodations are required for evagy;m a community, and for

some individuals there needs to be more accomnudamade
» Traditional training approaches do not impact ostaned change in practice
» Avisit professional providing a list of ‘what wak doesn’t seem to work

» Facilitating inclusion needs to engage with, chrgeeand motivate all in the

community

* Alocal level of activity is required that works ¢o-construct theories of inclusion

and appropriate accommodations

In moving forward to think about how inclusive ptiae for pupils on the autism spectrum
can be promoted moving it from a position of rhigt@bout rights to a reality of practice,
and to explore action at a local level of engageraad enquiry | will argue requires:
consideration of what motivates individuals to feempetent and act, how it might be

possible to get the individuals in a community torkvtogether towards a commonly
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expressed goal, and also how the experienceslokinn can be understood through how

the pupils in the organisation might relate tophecess.
Consequently in this section | will explore:

* How individuals might be motivated to do something?

* How then do you motivate individuals and suppokted@oment or change in an
organisation?

* What might be said about engagement with the pipils

* How these ideas might be applied to inclusion &edaiutism spectrum

2.3.1How are individuals motivated to do something?

What motivates or acts as an impetus for chang@ iorganisation such as a school? It
could be a local level need or challenge, for exXartige arrival of a group of students with
a diagnosis of autism, or it could be a more toprdonpetus, for example, a requirement
to improve standards in reading. However, fundaaigatthe success, or not, of any idea
or directive is the motivations and consequenbastof the staff who work in the

organisation.

Motivation to do something, or not, is complicat&tiere may be some things in life for
which we have a very high level of intrinsic motiea, there is no requirement to do it, we
do it truly because we want to. However, it is @iblly fair to say that for many more things
in life there is a degree of ‘having to’ do it. @gito work, managing pupils who are a little
different or challenging including some on the stispectrum may well fit into this
category. Exploring the work of Self Determinatitweorists such as Ryan and Deci
(2006), goal theorists (see Austin and Vancouv@®6), solution focussed positive
psychologists such as Seligman and Csikszentmif@0{0), and psychodynamic
approaches (e.g. Hanko, 2002) all have some appltgavhen considering the concept of
motivation and staff in school organisations whicty be helpful in the discussion about

the autism spectrum and inclusion.
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Ryan and Deci have had considerable influence envtirk of psychologists interested in
motivation and goals and offer some insight in tuatext. They discuss a significant
number of research studies into motivation andgswghthesizing them into a concept they
call self determination theory (SDT). SDT arguest tigoals’, or what one is going to be
motivated to do, is the product of an individualeed for autonomy, feelings of
competence, and relatedness, needs which canr(dhig context should) be supported by
the environmental context (Ryan and Deci, 2000pp8uting individuals to have efficacy
in the workplace can motivate them to do what tiheye to /ought to do rather than just
what they want (Deci and Ryan, 2008). At a schexg! it is interesting to think about this
in terms of facilitating inclusive practice, acknedging that this is very much in keeping
with some of the findings of Osborne and Reed (20&1en they describe how staff

feelings of agency and competence are some ohtheaittors of an autism inclusive school.

The concept of individual and organisational relatss is also explored by Austin and
Vancouver who again review a wide range of resesithies. They discuss that the goals
of individuals may well be different from the spigzgoals of an organisation, but that it is
then important to establish and accommodate solaedaess between different goal sets

in order to achieve action (Austin and Vancouvégd).

So whilst there are interesting theories abountteare of motivation and goals and what
might be helpful to consider | am again left wille tyjuestion of what does this actually
translate into for practice in schools, and forgtedf in schools. It feels as though we are
back to the issue of a top down and interestisgofi ‘what works’ or descriptions of key
issues about motivation, but to move forward im®of understanding the processes at
play it is important to move on to explore what @&@nsaid about ‘how’ one might achieve
this. Again this requires unpicking the detail deal level of enquiry when the

experiences of those involved can be emerged.
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Truscott and Truscott take such a local, groungguicach in their research. They draw on
the work and theories of positive psychologists.eoample Seligman and
Csikszentmihalyi, (2000) and offer some interesthgmes and processes in their detailed
work with a group of teachers over time and thesicfice regarding literacy (Truscott and
Truscott, 2004). If it is important to motivate f§tand foster a feeling of connectedness
with their organisation their explorations usefiglyggest that solution oriented positive
psychology process tools can support and motivatieiduals, noting that it is in building
on staff strengths and qualities that growth angbgment are fostered (Seligman and
Csikszentmihalyi, 2000). In positive psychology eggzhes there is a desire to recognise
the individual perspective and competence whichteslvery much to SDT, whilst also
being able to acknowledge and accommodate the exityhbnd the individual
construction of goals within an organisational eoit Truscott and Truscott describe the
four key elements of positive psychological proesssvhich can be used with individuals
and groups in schools to promote growth and devedm (Truscott and Truscott, 2004).
These are:

a) developing social climates to foster strengths
b) Shifting teacher professional identity from unswstel practices to building
knowledge and confidence

c) Conceptualising teachers as active decision makers

d) Using their social context and construction to asthanges
Specifically, the work of Truscott and Truscott gagts that using positive psychology
consultation methods can have a positive influerceeachers’ motivation to work with
what they describe as ‘more difficult to teach’ psypwhich might describe some pupils

who are on the autism spectrum.

The focus of interest for Truscott et al. actuédgan with a focus on changing literacy
practice but became more an analysis about orgamahchange. They engaged closely
with teachers in what they describe as ‘authemidexts’, creating a climate where
teachers could explore and be challenged throulgiiGo oriented conversations. This
links very much to the ideas already outlined, exped by Grieve (2009) who suggests
that staff need to be supported to challenge thedief systems in order to do things

differently
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More recently the research of Davies et al., (2@0f) that of Simm and Ingram, (2008)
has also explored the use of solution oriented emations to support change in practice.
Both research studies utilise qualitative acticgesgch frameworks and again identified
process themes in terms of the role of facilitgto@laborative conversations where

teachers had the power to reflect on and develasip pnactice.

So in exploring this research about goals, motiwvaéind positive psychology what begins
to emerge is an essential focus on process, ailidai@an, and a consequent shift in power,
relationships and staff feelings of agency, competeand efficacy to generate and sustain
change in their practice. The question that folléresn this when thinking about a concept
like inclusion which requires a whole communitypesse is how then might you develop
a broader climate which fosters individuals to hetivated but within a complex

organisational context?

2.3.2How do you motivate individuals and support orgatibnal change?

Within the realm of inclusion | have suggested thate are limited examples of how
schools have grown inclusive practice. Howevendlage helpful patterns emerging from
more general work on school development. Explorésgarch in this area draws parallels
between the work of goal theorists with that of tiafor example, specifically referencing
the importance of teacher involvement in decisi@kimg working towards shared goals in
order to promote positive change and improvemesthool organisations (Harris, 2008).
Her extensive work in the area of school effectesmalso clearly references the need for a
sense of agency in teachers which can be estattlieh@ugh active engagement and
collaboration with colleagues noting that the psscef thinking about goals can effectively

support the development of pathways to action.

Beginning to look at research which focuses on gskimyprovement generally we can
begin to see the possibility of how to link chaage action at an organisational level with

positive psychology and SDT as it applies to indiinls. It is possible to see parallels in the

37



method and language of organisational change wéhdf SDT and the individual needs
for autonomy or agency, being regarded as compatehinfluential enough to actively
participate, and to relate to others in positivddyeloping your organisation. What then is
the research evidence base to suggest that {hissible, and is there anything that can be
learnt that is useful to facilitating the inclusiohpupils on the autism spectrum in

secondary schools?

Reynolds describes some of the problems with eatieool ‘effectiveness’ programmes
which had a tendency to roll out policies that segno work in good schools with little or
no regard to the context of another individualsdi{Reynolds, 1998). A sentiment shared
by Hopkins who also decries traditional approackieish were ‘top down’. Approaches
which saw the school as a static unit and whidledatio recognise their unique contexts
and dynamic nature as organisations made up ofichdil pupils, members of staff and
forming a unique community with a unique contexogiins, 2001). The design and roll
out of attempts to facilitate the inclusion of dgmn the autism spectrum appear guilty of
the same failings; offering grand lists of what stitaites good practice and then attempting
to roll out good practice for example via the ‘imgilon Development Programme’ (2009),
or the ‘Good Practice Guidance’ (2002), or the mrerent Autism Education Trust
materials with their standards and competency (Z242). Failings that may also be levied
at the smaller scale studies, for example, Humgh{2908), Tobias (2009) or Osborne et
al., (2011) which emerge local perspectives antepet but then again appear to suggest

that these should simply be adopted by other sshool

However, general school effectiveness researchmatidods appear to have matured and
there are many examples of effective practice whimh appear to have grasped the need
to ‘grow’ collaborative approaches albeit withicw@ture of internal accountability and
collaboration, ideas which could be helpful wheimking about autism and inclusion. The
model proposed by Harris and Chapman suggests¢habls who have a high capacity to
develop and grow are supported not by standardiskedions dropped on them, but

through approaches which respect diversity, vditgland complexity (Harris and
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Chapman, 2004). A perspective in fact recognisethbyrevious Government, but not in
an educational context, but in the work undertdiethe National Strategy for
Neighbourhood Renewal which explicitly referenclee hecessity of an approach that was
not based on an imposed framework but rather aetlisuccess through the participation
and co-operation of local communities (Amion Cotestis, 2010). This feels very much in
keeping with some of the early thinking relatingrtolusion (for example, Booth and
Ainscow, 2002).

An interesting development to this line of thinkithgt encapsulates the concepts outlined
within motivational theory, positive psychology,damore contemporary views of school
development is described by a number of researeamerpractitioners exploring schools as
learning organisations. There are a number of taagd smaller scale studies which
helpfully begin to explore therocessof school change, and not just what a ‘satisfgttor
end product should look like: For example, Sitamsl Mulford discuss the concept of
schools as ‘learning organisations’ (Silins and fidiid, 2004). Their analysis of data from
over two thousand teachers in 96 schools as pdneochustralian LOLSO Project
(Leadership for Organisational Learning and Studtcomes) supports the notion of
school staff working together as part of an orgatios with shared goals. They note that
schools who are effective learning organisationp@mer staff, enable them to feel
effective, and to work collaboratively with thewlleagues. From their research they
suggest that one of the greatest predictors ostugharticipation in school is what teachers
do in the classroom. This large scale exploratesgarch recognises the core needs in

terms of individual motivational theory but therpéipd within a whole school context.

But how do you actuallgo this? Exploring this question again seems to @eebre local
level of enquiry. We need to explore the detasdiools becoming learning organisations
and moving away from more traditional models oinirag/development where typically an
officer of the LA will lead an event that may letad policy change, but will not necessarily
have any impact on practice. Reeves and Borehaanibe$ow within one Local

Authority in Scotland schools have been supporddadrn as organisations (Reeves and
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Boreham, 2006). Their research suggests that leamicomplex organisations is socially
constructed and crucially related to that socialtext and active participation from those
within that context. Their work draws on that ofgestrom and Activity Theory
(Engestrom, 2000), where something new is addech\pheple interact which then leads
to changes in practice. In their research theyrdesthe use of practitioner research and
action enquiry systems set up within a school waghowards a shared vision. | would
suggest that there is also something interesting d&lgout the balance of power in the
relationships between them as facilitators witheziipe, and the teachers as also having
expertise and influence which supports change. Theglude that change in school
organisations is complex, but possible, and ihésdo constructing of practice through the
interactions and relations which is important. dAaonstruction of practice linking very
much to the ideas of Moore (2005) who argues ferrtthe of narrative discourse within
Educational Psychology practice with a facilitatorain tool being the language and
guestions used.

The work of May offers a further example of a sdrmrganisation locally growing and
developing effective practice. In his study he exgtl the processes which support
sustained effective literacy practice in schoolthiis area there might be considered to be a
‘body’ of knowledge about what to do. However, wiais crucial in May’s research was
not simply about imparting knowledge but ratheo@us on how to achieve and sustain
change and development over time (May, 2007). drtlmee phase model he describes how
improvements need to be recognised and felt toveeyene’s business suggesting that
sharing information about individual students arugs of students is helpful. Having
established a shared goal there is then the pligsdfimoving to phase two which is about
staff developing attitudes leading to changing fica¢c and then phase three is the school
having an agreed plan for sustainability. This maglenteresting as again it builds very
much on the participants shared constructions ofect, strengths and needs of their
individual school and those within, with as muchpéisis being placed on process as

‘content’ or product.
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All of these contemporary models acknowledge thaplexity of change in large
organisations, and avoid reaching for simplistiedr solutions or prescriptions. Whilst
simple solutions with input and outputs that appiedre measurable are appealing they do
not offer sustained system wide and system deegl@j@wents (see Hopkins, 2001), nor do
they adequately reflect that schools are complgamisations. Senge (1993) and later
Flood (1999) argue strongly that complex organisetiincluding schools can be best
understood through systematic reflection. In tdegcriptions of complexity theory they
suggest that individuals in complex social contesis come to terms with things that are
local to them in time and space. This is contrastiga more strategic thinking which

might attempt to consider things globally, rathlkee the ‘grand overarching theories’
discussed and dismissed by Slee (2001). Havingde¢gaomplexity theory does not mean
that it is not possible to have a global sharewbmigvithin an organisation but does have
something to say about the importance of local gegeent and dialogue as part of that
process. Research and development in complex @agéms is seen as a continual process
of reflective learning and essential to systemgaoisational change is the need to view
policy formulation and implementation as a linked @ontinual process across all levels of

the system (Fulcher, 1989), or as Hopkins would'sgstem wide and system deep’.

Having considered motivation and the pursuit ofigfeaand development at the level of the
individual in an organisation, and also at an orgmional level a common theme appears
to be about having a goal or vision which leada sense of shared enterprise. A second
crucial theme is to have a facilitative process émpowers, encourages challenge,
reflection and a co-construction of practice thtougeraction. | have discussed the
importance of a local level of enquiry and activiity the school staff but to date have said
very little about working with the experiences loé fpupils in a school community and

whether they have any role to play in the procégga@wing inclusion?

2.3.3What about engagement with the pupils?

There has recently been an increase in researgdiestexploring the merits and different
ways of engaging with pupils in order to accommedhe ideas expressed within the
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United Nations work on the rights of the child, alslo in terms of school development

practice:

If we accept the idea that each school is a comguhelxunique organisation made up of the
people within, that is; teachers, support staff pnglls at the very least in considering
change within the school there is an argumentinglao ‘rights’ and equity that suggests
an imperative for understanding the constructidredlanembers of that community,
including the pupils (Busher, 2005). Fullan, howeexpressed concern that although there
is significant, socially expressed interest in padowy equality of opportunity this does not
often enough translate to engagement with pupudigf, 2001). It may be that the
imperative set down in Article 12 of the United NMat Convention on the Rights of
Children to acknowledge and act on the views ofcthilel has the same status as other
ideas expressed within the Salamanca Statementidhargue with but seemingly more
difficult to act on (Rose and Shevlin, 2004).

However, in addition to discussing the issue dfitsghere is also an argument that in
considering developing practice there is a poweafglment for engaging with pupils. For
example, Jeffrey and Woods (1997) highlighted tigtin school organisations pupils are
not simply passive recipients of knowledge, rathey work alongside others in the

community to co construct meaning;

If we accept that inclusion is a socially constegcphenomenon which can only be
understood through the experiences of those icdh@nunity then engagement with the
pupils has to be an essential feature of any sftorexplore and develop practice. And in
fact some of those engaged in research into gesehnabl effectiveness, not specifically
SEN, have noted that there is a positive relatignsatween schools who routinely engage
with their students and their performance as |legrorganisations (see Gray et al., 1995,
and May, 2007).
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But has this research on either rights issuessahaol effectiveness issues impacted
significantly on practice as it relates to the ssxof developing inclusive practice for
pupils including for those on the autism spectritefhaps, but only in a limited sense: In
the grounded, albeit small scale, action resedtatyslescribed by Barrett the power of
using the accounts of pupils on the autism spectougain the attention, generate shared
goals and a shift in attitude and action is conpgll His description of these accounts
being ‘like dynamite going off in my head’ highlighhow powerful the use of ‘insider
narratives’ can be in terms of providing impefios change. Barrett also discusses the
limitations of traditional approaches to trainingyiding a list of strategies or a ‘menu’
treating those individuals with a shared diagnasi®eing a homogeneous group. Instead
his small scale research offers a powerful insigiat the role of ‘insider accounts’ in
developing a narrative discourse that leads td f#afings of empathy, understanding and

can prompt change in practice within individual@ahcontexts (Barrett, 2006).

This point is further enhanced by the work of Humgghin his ESRC funded research into
the perspective of pupils on the autism spectrurarevkthe perspective and views of pupils
have been sought specifically in order to ideritify opportunities and challenges faced by
the inclusion of this heterogeneous group of pupilsecondary schools (Humphrey,
2008). What is not clear, however, is how thidientused to support change. Again, as
with the work of Barrett, the stories direct fromgis does not fail to create an impression.

Of course, the question then remains asolw this might be used to effect change?

2.3.4Summary

So in considering how to support schools to dgvel@ctice as learning organisations |
have questioned the value of traditional modelsadhing which view schools as static
organisations where knowledge about ‘good pract&ceghparted with the hope that a
change in policy will lead to change in practicattis positive, shared and sustained across

an organisation.
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| have also explored a range of research studieswvhave recognised that individuals
need to feel empowered, autonomous, effectivecandected in order to be motivated,
and have recognised the importance of positiveitieol oriented psychological approaches
in this process. It has also been establishedhkat individual needs can be
accommodated within contemporary approaches tolajewng effective schools.
Approaches which acknowledge complexity and recegthat it is important to ally
individual and organisational goals and that theeg not be a single simple answer that
can be generalized to form a ‘product’ with valjdithen shared between organisations,

and that clearly ‘one size’ does not fit all.

An exploration of the research literature has #slame to conclude that organisational
change that is ‘system wide and system deep’ reg@in impetus for change, and in the
case of inclusion there has been an argument rmatiéhe perspectives of pupils should

contribute to this.

The next question to be explored is whether in esgpmg schools to ‘grow’ their own
inclusive practice for pupils on the autism spactsome external facilitation is required,

and if so what does the literature say about treeadbEPS in this?

2.4 Facilitation and the role of an Educational Psghologist

In previous sections | have explored a range giel@and small scale studies reflecting on
the process of organisational change, all of whiate employed some external facilitation
(see for example; Davies, 2008, Simm and Ingrar@828nd Silin and Milford, 2004). The
literature explored suggests that in order to aghengagement and organisational change
facilitation through consultation conversations ethenables a co-construction of ideas
through reflection and challenge in a supportiveate is helpful (see Allen, 2004, and
Grieve, 2009).
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In reviewing literature on inclusion and disabilithave argued that an embodied model of
disability (Shakespeare et al., 2002) has the pat&ntial in terms of acknowledging
individual variation and difference, and offers armsocially just framework within which

to consider and make appropriate accommodatiogrms of degree not category.

In this final section of the literature review lli@xplore the issue of what an educational
psychologist might be able to offer as facilitatsing applied psychology techniques, and
drawing on their expertise in the areas of childellgpment, autism spectrum, and teaching
and learning. The potential risks and threatsrnimseof expectations associated with the
professional role and the need to be aware of gatggower imbalances and the threat this
poses to facilitating changes in practice at anviddal and organisational level will also

be discussed (see Truscott et al., 2004, and Re¢wats 2006).1 will also explore what
opportunities and benefits there might be as atigrag psychologist to engage in action

research, critical thinking and reflection as mdrthis practice.

2.4.1An Educational Psychologist as facilitator of cgpan

Earlier discussions have led to the conclusionghpporting the inclusion of pupils on the
autism spectrum requires the recognition and acledyement of complexity, and
understanding of the process of change in orgaomstissues that are embedded in the
content and tools of applied psychology. Howeuas tequires a shift from being seen and
presenting oneself professionally as an EP whthéséxpert’ with ‘the solution’ to a
problem, to being a professional with ‘expertiséiorcan support individuals and

organisations to positively change and develop.

This move to consider not just the content or $@spto what needs to be done, but also the
process of change is not recent in educationaliudygy and certainly has featured
significantly within the work of many psychologistsrecent years both formally and
informally at an individual case work level. Thenw@f Hanko beginning in the 1990’s
extended the discussion about facilitating positivange (including changing beliefs and

practice) with groups of school staff to good efffsee Hanko, 2002). Her work on
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psychodynamic approaches put the psychologistweigh in a central facilitating role, a
role which continues to be explored and which corés to generate positive outcomes in
terms of challenging beliefs leading to changinacfice within schools (see for example,
Brown and Henderson, 2012). In reflecting on hgeesch practice Moore also talks about
the role of language with educational psychologigisking collaboratively with individual
colleagues in schools to generate change and afitezrconstructions (Moore op. cit.).
Working at its best these conversations can apgféatless and there is a subtle
integration of information about child developmesrganisational change and process
(Pellegrini, 2009). However, Pellegrini argues tiere are dangers in current EP
interpretations of how to use positive psychologg evarns against limiting its application
to individual casework again highlighting its masspotential for work with complex
systems, an idea which may have value when comsgleow to promote change in

inclusion practice in school organisations.

Reflecting back to the discussions of Schon whaictaned the role of the ‘expert’ in
school as opposed to the idea of a facilitator vaxpertise’ (Schon, 1987), and Thomas
and Loxley (2007) in terms of the dangers assatiaith using the terms ‘inclusion’ and
‘special educational needs’ almost interchangeatitygt might be said abut the role of the
Educational Psychologist (EP) in schools. Most #Bsld see they have a role to play in
the facilitation of inclusion, but what do otheeesas their role? Undertaking ‘expert’
assessments? Facilitating process? Giving advio#&0rating with pupils, parents and
staff to generate understandings and explore sol®i The research undertaken by Davies
et al., (2008) based on some of the whole schatision models generated originally by
Ainscow used solution focussed action research adstfacilitated by EPs in schools with
school staff to promote inclusive practice at aggehwhole school level. They describe
some positive change in inclusive practice occagrhat interestingly they note that some
of this occurred as a consequence of the confingrging from challenging perceived roles

and the EP working alongside school staff rathantbeing the ‘experts’.
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So how can a school request for training from apéet’ in autism (in this case myself as
specialist EP) be reconciled with the ideas of @ostruction of theories, changing practice,
and shifting power relationships? I think that urstiending my role in terms of having
some expertise that will support the school commtyubut then working with its local
knowledge and expertise in terms of generatingraocodations within an embodied

model of disability might be most helpful.

What expertise in addition to that relating to m®£ and change might be helpful in terms
of working within an embodied model of disabilitif8sentially children and young people
on the autism spectrum do have some neuro-develtphdfferences that need a variety
of accommodations made when thinking and planriieg educational experiences. An
Educational Psychologist has a long history ofuaié training and experience relating
from undergraduate to post graduate qualificatiand, considerable teaching or child
related professional experience which is relevaninderstanding the autism spectrum. A
set of knowledge and experiences that, when usédfarens some of the essential
elements of the EP ‘toolkit’ and may well be helpfuterms of supporting members of a
school community to explore what accommodationshtriog relevant to them. (see Farrell
et al., 2006). However, as discussed it is impotianecognise individuality within this
group of students, and individuality in terms aditrcontexts and subsequent social
constructions of ‘inclusion’, and local perspecsivan all of these dimensions within the
school organisations. | would suggest that fadititainclusion cannot be achieved through
a simple linear ‘input-output’ ‘recipe book’ or scription’ approach simply giving ‘tips’
about what to do, neither in terms of generatimghale school response nor in terms of the
needs of individual students. A process that ilabokative, creative, dynamic and

responsive to the local issues is required.

2.4.2EP as researcher and what constitutes ‘evidence’

At the outset | described my desire to be criticedfflective of my practice and to explore
my theories about my action. | have also explohednecessity of teachers being enabled to
challenge their beliefs and explore their practidgtcally in the process of change:
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essentially describing a practitioner action resieapproach to practice. However, in
reality the role of the EP as researcher in LA’Bassibly under used and what research
there is is often in the guise of a traditionalipaist approach to research. (Fox, 2003).
However, in a more theory oriented approach tmaatesearch Ashton’s research outlines
how an EP can play a crucial role in collaboratehool capacity development both as
facilitator and evaluator (Ashton, 2007). Withinstlapproach to research all stakeholders
are enabled to share their constructions and #&dricluding the EP with their knowledge
of child development and learning, towards actiod avaluation. Given this | would
suggest that working within the context of a poéitienvironment with an increasing and
appropriate demand for ‘evidence based practic&darcational psychologist is well
placed to support developing understandings abmagegs and systems in complex social
contexts which appropriately provides evidence &lbatrent and future practice.

Potentially helping to move away from the undedeazenario outlined by Burdon that;

“Important decisions are been made about our erunzdtsystem by politicians and their
representatives on the basis of political dogmeuorent fashion rather than careful
consideration of available evidence.” P.13 (Burdi#97)

Gersch takes the discussion a step further anch®egidescribe how EP’s effectively apply
positive psychology to discover the factors whittbva individuals and communities to
thrive, enabling thinking about the professiondé rand opportunity for educational
psychologists as researchers (Gersch, 2009). AdoBudescribed political and policy
decisions are often based on political dogma arecdaifashion, and often claim to be based
on evidence: claims that are seldom put underisgrufor example; asking what was the
nature and extent of the research? What were ttherpimning conceptual and
epistemological frameworks? What can be said ait®generalisability? Moore (2005)
argues cogently that traditional positivist apptegcto research which are based on
technical rationality are not appropriate for coexpsocially constructed contexts. He
argues that as a profession we need to take a pdstmperspective which offers an
ontological appreciation of the complexity of thend. He suggests that EPs need to have
a more clearly understood and articulated consiideraf what constitutes the ‘evidence’
in evidence based practice, a point reiteratechbymork of Fox (2011)
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Clearly, or perhaps ‘ideally’, we need evidencendrich to base current and future practice
and also in order to monitor our efficacy. Howevke nature of this evidence is often
likely to be about emerging patterns and ‘knowiata local level of enquiry. Fox notes
that the challenge for EP’s is to be clear aboistahd not to be tempted to do what he
describes as the ‘EP Flip’; that is claim to haws®eaial constructionist perspective but then
offer evidence that is presented in a ‘pseudo pasitstyle (Fox, 2003). Burdon’s
suggestion is very similar. He argues for EP’s utadkéng research in the ‘real world’ and
generating ‘evidence’ which is about developingensthndings which can then inform
what happens next, understandings which Miller Bodid would suggest apply not just to
outcome but also to process (Miller and Todd, 2@0®) as such would seem useful to this
context.

2.4.3Summary

In this section we have discussed that educatsaihologists can have a facilitation role
within a school in terms of both the learning aedelopmental needs of individual pupils,
but also in terms of the whole school context arghoisation to create change. We have
also recognised that EPs in schools have an ertelpgportunity to systematically reflect
on what is happening, including what they are daind identify emerging patterns that
can inform what happens next. In other words EBpatentially well placed to undertake

valuable action research on which to build furthectice.

2.5 Chapter Summary

This literature review has aimed to unpick the niregsibehind an invitation to undertake
training to help a school include pupils with antidt begarwith consideration of the
concept of ‘inclusion’. What has been highlightedhat it is not a simple concept. It has a
significant social and political dimension whiclidrms its almost unchallengeable status
as a ‘right’. However, this does not necessartilyasily with other political agendas
relating to outcomes and achievement. And if vagistakeholders within the educational

arena are consulted about the practice, outcoreegfibs or experience of inclusion;
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including politicians, managers, school staff, pgipnd parents, a wide variety of responses
are likely to be given. This leaves a difficult gtien in terms of how then do you know it
is occurring and equally how can you promote it@ &hswer it would seem has to be

found at a local level of enquiry.

Next, the issue of inclusion and education of mupit the autism spectrum was discussed.
The literature has led me to conclude that thelehgés for this group, and presented by
this group, are significant however you choosegfin@ their inclusion. However, again
there is considerable individual variation in terofighe pupils within this population, and
also in terms of their educational experiences. &pupils seem to do ok, both socially and
academically, whilst many others sadly do much é&sess a wide range of indicators.
What is challenging is that despite a number ofaiesh studies eliciting the key factors
that correlate with positive experiences for pupitsthe autism spectrum and the active
promotion of this good practice to anyone who Vislen this does not seem to be

sufficient to reduce concerns and instances ofifsignt difficulty.

Discussion around the language of SEN, modelssaiility, and the mechanisms of
additional funding and assessment suggests theg thay have led inadvertently to a
feeling that this group of pupils need somethingra special’, beyond the expertise of
many classroom teachers. Yet what has been argukdtione of the best indicators of
successful inclusion is when staff feel confiddma their competencies, and able to be
flexible and make appropriate accommodations fiastatients which they teach.
Consideration of how to generate feelings of ageoosnpetency and to motivate
individuals within organisations has led me to ssgjghat we need to actively consider
issues of process, not just content. That ‘inclus®a right that cannot be challenged in a
civilised society may have got in the way of op&tdssions and negotiations with
involved parties as to when, how and why this migdigpen. The resulting ‘top down’
approach to supporting inclusive practice appeahate failed to keep up with current
knowledge about organisational change and schéedtafeness requiring a more ‘locally

grown’ approach which recognises schools as dynamdccomplex systems where
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meanings and practice are co-constructed and paweinfluence are distributed through

the system.

It has also been argued that with regard to thisrawpectrum, teaching and learning, and
organisational change EPs are well placed to fatgligood practice. Furthermore, in so
doing EPs should use the opportunities affordegtiem as part of their everyday practice
to systematically reflect and research what worl&identify emerging patterns that can be

useful to their own professional practice and peshraore widely.

So having unpicked and explored the theories asuksthat might underpin my practice in
response to a school request to train them todiechupils on the autism spectrum, the next
chapter begins to look specifically at how this\ing might relate to what | do as a
practicing EP; taking up this request and systeralyi exploring what might be required

in the process of developing and growing inclugixectice for pupils on the autism
spectrum in secondary schools. The next chaptéexplore the aims of my subsequent
research, specific research questions and my caraded methodological principles

which underpin them.
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Chapter 3: Research Design and Conceptual Framework

In this chapter | will consider the nature of tlesearch to be undertaken and how | hope to
address the ethical issues which require considerakhis will be a journey that will

explore the importance of having a conceptual fraark which allows for an ontological
appreciation of the complexity of the world andyaB with an appropriate epistemological
framework. | will also explore what might be coreied ‘key features’ of such a

framework which might enable me to undertake rigsrand trustworthy research and

explore what this might mean in terms of generagvigence for future practice.

3.1 Research aims and questions

The aim of this research has, for me, always beemngled in my practice and the regularly
apparent and very real issue of how to promotenitiesion of pupils on the autism
spectrum within secondary schools. However, in dstracting what this means for me,
and the pupils, staff and families that | work wists discussed in the previous chapters, |
am faced with a number of questions, all of whidritrconsideration and will form the

basis of my enquiry. These are:

» Firstly to consider: can you promote and ‘grow’rie&singly inclusive practice
within an individual school for pupils on the aatispectrum?

» Secondly, to consider how a school, and its stafight be supported to become
more inclusive, and consideration of the procesdesh might be helpful to this?

» Thirdly, to consider what was my role as an edocatl psychologist in terms of the

process and practice of supporting inclusion?

3.2 The nature of what | might know; the rationalefor choosing a qualitative research
paradigm

What then is the nature of the ‘stuff’ to be knowrifave argued that the concept of
inclusion is a complex and multi dimensional pheeom It can only be understood within
the context of a particular social and historiadture, and is in turn understood and given
meaning by individuals in this cultural contextrfraheir own particular perspective and
positions of power and influence, for example asue@nt, professional or pupil. All of

these multiple constructions give meaning to thacept, an understanding that takes us
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away from a technical rational singular view of therld and into a realm which is much
more complex. In understanding the views peopld Bbbut inclusion there is not a single
underlying truth, or single rational explanatioattitan be uncovered about ‘how’ to
include (all) pupils on the autism spectrum in)(aflcondary schools that will then have
predictive validity in a new context. The peopléhe community at the heart of this
project are not objects to be observed but ratteeparticipants in the process of

constructing their theories. (Scott and Usher, 1996

Therefore, as Moore (2005) suggests | need to densai conceptual framework that can
deal with such complexity. From the earlier decariditons and discussions about the
nature of ‘inclusion’ | would argue that there @ ‘reality’, but it is subtle and varies
according to the perspective of who you ask argliak can only be understood through
the experiences of those within the community (&reapd Spencer, 2003). What this
means for my research questions is that the nafushat there is to be known must

therefore requires engagement and explorationtvdbe directly involved in that culture.

In accepting that any understandings are achidwedigh the interpretations, realities or
‘theories’ of the actors involved is essentiallyta&e a socially constructed view of
knowledge in which any meanings can only be undedsby taking account of the
perspectives of the participants. This concurs Witlore (op cit) who describes the
limitations of attempts to generate a technicabratl understanding of a complex social
world and argues for explicit recognition of théerof discourse and language to generate
understanding and meaning. However, within thisceptual framework there is debate
and discussion as the nature of what can be knthere does not appear to be one single

unifying theory.

In my explorations and reflections about my psyogmal perspective and having
identified myself as a subtle realist | would sugjgbat what there is to be known is
contingent on the multiple realities of those wittihe community. Given that the concept
of inclusion relates to inclusion into a culturecommunity, some clarity about this

perspective was offered to me in considering Eimgess approach and Activity Theory
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(Engestrom, 2000). In illustrating different conttegd positions he discusses Karl Weick’s
story of the umpires to describe different viewsuttknowledge; describing a continuum
between positivist realist approaches i.e. a failllib called when the umpire sees it, to a
more socially constructed view that is illustratégen an umpire describes a ‘foul’ ball
when he/she says it is. However, if one considatsthe nature of what there is to know is
contingent on the socially constructed meaningallaéf the participants and observers in
the activity of a community then Engestrom argines &n additional umpire is in fact
needed. What is being explained as it relatesdiosion is that the nature of what is to be
known is not dependant on the constructions ohglaiperson (or umpire), rather it is
related to the multiple and collected constructiohactivity by those in the culture and
community (or ‘Activity System’), a view point cosgent with that articulated by Snape
and Spencer (2003).

However, as a practising EP acknowledging thah#tare of what we are trying to
understand is not a single static truth can leambtsternation in terms of what can then be
claimed as ‘evidence’ on which to base future pcacor perhaps more accurately tensions
in terms of what others might expect of evidenaeegated by an EP (Billington, 2005).
This tension for EP practice, described by Fox lmrathe calls the ‘EP flip’, is when
practising psychologists claim to have a sociatigstructionist perspective in their
everyday practice but then attempt evaluation ofedly constructed phenomena with
imitations of positivist scientific methods thavgi‘an’ answer (Fox, 2003). As suggested
by Fox,as part of this research study | hope to give arded honest account of research
practice which has a robust methodology but doésatianto this trap. As described by
Attride -Stirling (2001) in her key work on reselarmethods, a qualitative paradigm is
suited to research which aims to generate undelisigsmand inform future action, and is

able to deal with complexity and socially consteacphenomena.

“The value of qualitative research lies in its lexatory and explanatory power” p 403
(Attride-Stirling, 2001)

The aim of my research is about generating pattenmderstandings and explanations that

are formative, not summative, in nature and whiay then inform future action and
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understanding in the first instance at a locallle¢enquiry. ‘Evidence’ which is not
intended to ‘prove’ or validate educational praetiout which can generate ‘evidence’ and
knowledge with its roots in experience (Corcorad) ). As Ritchie and Lewis describe if
one only considers evidence as relating to posttifacts’ then many opportunities for
learning and development are potentially missedv(,e2003). In fact even the DfES

concluded that they could find;

“no single objective definition of what constitutgsod quality research” p2, (DfEE, 1998)

In adopting a qualitative research paradigm, akd@eledging that a key aspect of my
research is to explore my practice within a sclooohmunity what would constitute an
appropriate methodology? Given that the studyesl&d a consideration of the multiple
constructions of a range of participants in theuwelit is important to acknowledge the
complexity of the situation and that a linear inpuitput framework will not be
appropriate. Or, in other words, setting up an @rmpental design which holds as many
factors as possible constant, manipulates an imdkgme (input) variable and then monitors
the effect on the measured dependant (output)blaria a replicable methodological
‘experiment’ is neither possible nor appropriatee(®Robson, 2002). Instead an approach
which embraces complexity and acknowledges thd fwatarre of the enquiry will be
required. Thomas and Loxley begin to set the soetieeir considerations of how we might

think about research relating to inclusion:

“To examine why people don't fit, and to help orgations to enable them to fit, we have
to understand them as people and to understarmkti@e in the organisations which
accept or reject them” Thomas and Loxley, (200B)p4

They suggest that an appropriate method of engqegls to have an approach which
accommodates people, groups, and organisationy.arigjae against grand theories

arguing instead for local enquiry.

3.3 Exploring practitioner action research
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In this section | will discuss the relevance ofngsa practitioner action research approach
to my local level of enquiry and define what thisans for me. | will also explore issues
around what constitutes ‘data’ in this contextunithg approaches to data collection and
analysis and the need to employ systematic rigoorder to enhance the credibility of the
research. However, before doing that | will shawerhduring the course of exploring
appropriate methodological frameworks, | became&vdriato work relating to theory based
evaluations and the possibilities that such fram&svoffer particularly in acknowledging
the local theories of those in the community and kius has helped to shape my

understandings of ‘research’ and ‘data’ in thisjgct

3.3.1 Exploring theory based evaluation approaches
An exploration of theory based approaches to etialuappears to align with the
underpinning psychology of my enquiry as well asfoming the legitimacy of the local
nature of the activity. Although there are variaiptheory based approaches to evaluation
build on the premise that change in social contisx¢ecially mediated and requires an
acknowledgement of local agency and appreciatiaoofext. In discussing the value of
theory of change approaches to methodology Statpéulg describes what she calls ‘the
black box’ approach to evaluation (Stame, 2004)e Suggests that in theory based
evaluation one is not considering the input anghotuas you would in traditional positivist
approaches to research, but it is phecesseshat lead to change that are actively being
explored. Stame argues that in elaborating thengissons, links between events, and
engaging in narrative with all concerned partias gossible for a researcher to help people
understand their ‘theories’ and why something warksot. For the researcher to say not
just that something happened, but also to explicithsider what was going on that
supported it to happen. What feels really helpbuinty enquiry is to think about this
approach in terms of inclusion. Not just about waeetinclusion’ happened or not, but
more about the response of the actors in the contyniarthe activities and what that did to

their theories and associated practice.

Weiss (1997), a key figure in theory based evabumadipproaches, drew on the work of
Dewey (1933) who is often considered as the ortginaf locally based research which

actively seeks to consider the experiences of #négpants in a study. He describes how
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the ‘black box’ is full of theories (individual agmptions and understandings) that are
brought to light in the process of exploration witlembers of a community. Relating this
back to earlier discussions about creating chamgehools it is possible to see a
relationship with the work of Grieve (2009) who deises the need to explore and
challenge the beliefs and assumptions of teachatsHanko’s work (2003) on the
possibility of group narrative approaches in teohshanging practice. However, it is
perhaps the theory based evaluation model outliyeawson and Tilley (1997) that might
be most interesting to my enquiry relating to isatun and autism. They describe how
outcomes or change cannot be seen as relatingysimfsie content of a programme. They
suggest that realistic evaluation considers trexjptdy between the content and the
mechanism (process), and both are necessary. Beeyt ghat it is the response of people
in their context, not the programme, which makesetbing change. An interesting point
when one considers the limited success of simplynigeaccess to training programmes
about the autism spectrum to change practice ioasl{For example, The Inclusion

Development Programme which was made availablé szlaools).

Stame argues that theory based evaluation appreaelve been particularly useful in the
evaluation of more complex community based inNegiand certainly this is the argument
outlined by Dyson and Todd in their recent evabrabf Full Service Extended Schools
Initiative. The type of research being discussee eabout describing, building a theory,
shaping interventions and understandings. It isabout setting up an experimental design
to validate or prove a point (Carnine and Gers2€00). However, it is research and not
mere description. As Bassey notes it is not ahmitgoing something that you have done
before or following a ‘hunch’. It is about definyeplanning to do something and
subjecting it to systematic and critical challeifBassey, 1992). This felt useful as an
approach to my research and, as Dyson and Todaesuggrposeful activity implies a
‘theory of action’. (Dyson and Todd, 2010). Howe\eis at this point that the limitations
of time and scope in my study emerge. Given thetivelly small scale nature of my study
the ‘Theory of Change’ model they describe is ppshsuited to larger scale, longer term
evaluations. However, the general ideas of theasgt evaluation where the aim of

activity might be rather loosely defined, and whire evaluation focuses on the process of
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change as experienced by members of the commumdtyheir changing theories, does

offer a helpful framework.

The next question for me as a researcher is whettade might allow me to explore the
theories of those in a community, and the procéshange (or ‘what is in the black

box?")?

3.3.2 An action research approach

In terms of getting into ‘the black box’ and reflieg on the process through the theories
and actions of the players involved, one of théygaotagonists of ‘local enquiry’ already
mentioned is Dewey. His approaches aimed to be epetory in that he felt that scientific
enquiry related to all aspects of human life, drat tualist notions distinguishing higher
level theory from practice and experience wereinednt. A view consistent with my
approach in that my research is grounded very nmuahy practice and the practice and
experiences of those in schools. His idea of ‘l@ajuiry’ might be viewed to sit very well
to the concept of ‘action research’ an approackclvhiso emerged in the first half of the
last century (Lewin, 1946). Lewin outlined the apgwh whereby careful reflection on
action could provide insight into further actiorhi3 spiralling of action, reflection, and
further action, essentially a ‘plan, do and reviewproach, appears well suited to the
concept of developing a school as a learning osgdion, and informing future action

within that, and possibly other, organisations (Kasand McTaggert, 1988).

With my research aims in mind the concept of actesearch appealed as | wanted to
systematically reflect on my action/practice irch@l, based on my earlier action and
reflection, in order to inform my future actionalso wanted to involve the school staff in
their own spiral of action and reflection, whichwid then inform their future action. This
technique was used effectively by Simm and Ingnatheir research which aimed to
support school staff to develop their practice (8iet al., 2008). It also aligns very well
with goal theory (see Austin et al., 1996), motimaal and positive psychology (see Ryan
et al., 2008), school effectiveness research (se®és et al., 2006, and Silins et al., 2004),

and theory based approaches (see Stame, 20043sbscearlier. But what is action
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research, and what constitutes good practice?dete® be clear about what | was doing
and understand how to plan for rigour and trustinngss in my research, and in particular
what might be the risks to be aware of in termmgfrole as both practitioner and

researcher.

McNiff and Whitehead suggest that;
“action research is systematic enquiry undertakemprove a social situation and then
made public” p.11 (McNiff and Whitehead, 2009).

They indicate that action research relates to ifyj@mg an issue that you want to explore,
taking action, describing what you did, explainthg reason, and its significance for future
action, and that the action is social action. Hosvewthers have a very different view:
Hammersley debates the idea that in order for rekda take place then there needs to be
a clear distinction between the ‘action’ and tres&arch’ (Hammersley, 2004) and there is
an unavoidable tension in considering them as edjos@nsions. In contrast is the
argument that a practitioner can also simultangdussla researcher and in many instances
the two are one and the same. Taylor, for exanspiggests that both have the same
methodological and conceptual framework in termgrafertaking action to gain
knowledge and using existing knowledge to informicacand so on and so forth. It is in
the systematic analysis of a situation in the sibnathat it becomes research (Taylor,
1994). A view also shared by Blaumfield et al.,q&Pand which they have explored with a
number of successful teacher practitioner actiseaech projects. So, from my conceptual
standpoint that change is seen as a product oftéglay and action between participants
in the process, and given that as facilitator vamy much a participant in the process and
the co-construction of change, my practitioneractiesearch will follow the models

described by explored by Taylor, Blaumfield et ahd Mc Niff et al.

However, as a practitioner who is involved in batlion and research are there questions
to answer about the reliability and validity, tHgexctivity and independence of the
research? Being consistent with the understandindsrpinning a qualitative conceptual

framework offers a helpful route in answering thgaestions:
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Snape and Spencer feel that in social researshrievitable that the researcher is not
independent of the research problem. Others whi@ shaimilar ontological perspective,
such as Moore, and Dyson and Todd would arguerilialvement is not just unavoidable
but in fact is both necessary and desirable. M@085) describes how change is created
when a researcher (in this case the EP) and dal@ague work together to develop
shared reality and work towards shared goals. lderidees this as ‘second order practice’
and links it to the work of solution focussed agmioes advocated by Miller and de Shazer
(Miller and de Shazer, 2000). Dyson and Todd (2@t0ye that the researcher and actors
work together towards outcomes which are negotjaed again from Theory of change
working practices Ashton describes how the evaluatalso legitimately the facilitator of
change (Ashton, 2007). And finally, Reeves and Bane (2006) describe how practitioner
research is about co-constructing activity and sedmg together. The action and

evaluation are necessarily and intrinsically linked

It is Ball, however, who several decades ago perigages the clearest steer in terms of
objectivity his view suggests that questions abaljectivity’ are simply not relevant. As
the aim of the research is not to create a regkcsiindy, we are dealing with complex
systems and cannot pretend to exactly ‘know thegthihat made the difference and can
make the same difference elsewhere. In qualitaéisearch which is focussing on socially
constructed phenomena we are not being honestéfrgvelaiming pseudo scientific
objectivity (Ball, 1990). He suggests that whatéeded is an acknowledgement that the
data gathered is a product of the interface betwegearcher and researched, and as also
noted by Henwood and Pidgeon, it is about beingradéout the researcher impact on the
context (Henwood and Pidgeon, 1995). This needricexplicit acknowledgement of the
impact of the researcher and a clear conceptualeinark which is systematically reflected
on elevates action and description and bringgattine realm of systematic enquiry and
research (Flood, 1999). In this methodological amrk the concept of reliability may
instead be conceptualised as ‘trustworthiness’ (E@and Ritchie, 2003), and validity
replaced by ‘understanding’ (Maxwell, 92).

Having considered the possibilities offered byeotty based approach to evaluation, and

aligned a research method of practitioner actigeaech with my conceptual framework it
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is also necessary to explore some of the issuasnglto what might constitute data in an
attempt to understand and undertake trustworthsares which might then generate

understanding.

3.3.3Data

The data which occurs in locally based researdtiestisuch as this can be either generated
or naturally occurring but needs to be flexibleegh to capture the experiences and
perspectives of those involved (Ritchie, 2003). Mo@005) describes the discourse which
occurs between researcher and actor as being kirugieviding rich data sources with

additional data sources including diaries and atedtnotes from meetings etc.

The nature of the data to be collected is not rezgéyg neat and tidy in its presentation and
one cannot seek information in overly prescribedamtrolled ways more typical of
traditional positivist research. There are, howgddferent approaches to data gathering.
For example, grounded approaches (Glaser, 1992)eaibed as lacking a priori
assumptions about peoples’ thoughts, beliefs, atidres and use inductive techniques to
draw out themes. However, given that there exiahge of views, albeit varied and related
to the constructions of those involved, about whelusion might be this is not necessarily
going to be an approach used exclusively in thidystin fact, as Braun and Clarke (1996)
suggest, many studies which claim to be groundegaabably not as the researchers must
recognise that they are active in the process alfyars and will inevitably come to analysis
with assumptions and theories. The claims of s@searchers that in the absence of
apriori assumptions themes simply ‘emerge’ is alsticised as this fails to acknowledge

that data analysis is an active and interpretatreeess, and not just description.

In this study | will be adopting what might be delsed as a more realist approach (see
Braun et al., 2006, and Robson, 2002) and seekudatg techniques including semi
structured interviews with pupils and school sta&f§ed on some pre existing ideas which |
would like to explore, and having my research goastin mind. However, | will also use
other data sources such as my own reflections frymesearch diary and the naturally

occurring comments of school staff as part of ttegget which will require a more
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inductive approach to analysis. Hopefully, thisl\wehd to the generation of potentially
large amounts of data; often in the form of wordisa that might be described as ‘rich’ or
‘thick’ and which will require systematic collectiand analysis. Having multiple sources
of data will also enhance understanding and trushwess as having several sources of
information which confirm something (Ball 1990, $eaet al 2003), is more likely to

generate insight and offer ‘triangulation’.

A thematic approach to data analysis has been plassthis offers a flexible approach to
the systematic organisation and analysis of data ft range of sources but which does not
require close adherence to a specific theoretreaatéwork (Braun and Clarke, 2006). The
nature of the research undertaken within this stsidiynamic and as such a flexible but
systematic tool for analysis is required. Theral$® an expectation that although specific
guestions and ideas are being explored there Isdllze some data which emerges
naturally during the course of the study again i analysis which is theoretically

flexible and transparent such as systematic theraaalysis.

Within this project it is my aim to gather datarfr@s many sources as possible in order to
explore the theories in the ‘black box’. This wiitlude initial feedback from all teaching
staff, initial and final interviews with a group ptipils, interviews with the staff action
researchers, my research diary notes during thjegbr@and notes from a range of staff
comments and discussions along the way. Braun &ar#é3(2006), Miles and Huberman
(1994) and Henwood and Pidgeon (1995) all emph#iseseeed for thematic data analysis
to be systematic and transparent in order forristworthiness of the research to be
enhanced. Miles and Huberman are helpful in they ttescribe the process of thematic
analysis as‘3dlmost simultaneoQglows of activity’. That is data reduction, diggland
conclusion drawing. However, given the detail désat in Braun and Clarke’s process and
the explicit reference to their method with regarghsychology research theirs is perhaps
the most helpful method of thematic analysis tolappthis research in an effort to be
systematic and transparent. They emphasize thetodexiclear about what is being done,
why, and how, and suggest that a researcher ne@dstinually ask questions of their
practice in order to maintain conceptual claritg @onsistency. | have already described

that the data from this study will include somehgagd in response to specific apriori
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assumptions, and some data will require a moreciingeiapproach to analysis. In analysis |
will hope to compare and contrast the themes wheelop with the issues raised as part
of the literature review, described by Braun etala semantic level of analysis, in the
hope of generating some understandings which lzgo®icability beyond just that
particular school. More detail in terms of the da¢éng collected and why follows in the
next chapter. In terms of the *how’ of analysis #teps outlined by Braun and Clarke will
be followed and will include:

. Immersing myself in the data

. Generating initial codes

. Starting to organise data into initial themes, gdmes
. Refining themes

. Defining themes

. Reporting

Having outlined the research questions, considéredature of what can be known, and
identified an appropriate methodology what then lwamoped from this study in terms of
generalisation? At the planning stage it is hardg@ompletely clear about the exact nature
of the conclusions drawn from the data. Howeveratvdan be said is that a clear and
specified ‘recipe’ as to exactly what any secondatyool can be supported to do by their
educational psychologist in order to facilitatelurston will not be the outcome. At best a
‘fluid collection of principles and hypotheses’ illle generated (see Lewis and Ritchie,
2003) which might offer some understandings usefainother context, although as
Lincoln and Gubba suggest the success of thisdepend on the degree of congruence
between the new and old contexts (Lincoln and GiB&5). On a more local level it is
hoped there may be learning and generalisatiothéopeople and/or the organisations

directly involved.

3.4 Ethical considerations

In any research, but particularly that involvingpke, clearly ethical issues must be
considered. This project, as with all other aspetthe professional practice of an EP, is
guided by a Code of Ethics and Conduct (BritishcBsiogical Society, 2009) which have
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been considered in the course of this projectdtiiteon some particular issues relating to

working with children and young people have alserbexplored and discussed below.

Ensuring that all participants gave informed cohselates particularly to the principle of
respect, and requires that all involved have arapfgortunity to understand the nature,
purpose and activity of the research project (BRfadrd of informed consent). As an
action research project all of the adult particigamere fully involved in the planning and
choices about their activity throughout. They weoé ‘subjects’ in the research and as such
some of the power issues to be mindful in suchecdsatare not relevant (Taylor, 2004).
Information sharing included ensuring that the 8eManagement of the school had clear
information relating to planned activities at theset, which was followed up with signed
written consent. Staff involved in the project goomere also fully verbally appraised about
the project, their role, information that mightdeited, and how it would be used. They
were aware that they could opt out at any pointiarfdct a number of the staff group

participants were not available for all of the s@ss.

With regard to the pupils and their families thegrevgiven information at the outset about
the project. Parental consent was sought throdgtiea from school with an outline of the
project, including the fact that any informatiortlggred would be anonymised, and an
invitation to contact myself or a named membeihefdchool staff if any further
information was required. Pupil assent for paratipn was sought at the time. However,
despite the fact that written and verbal assurarasegiven that the pupils could withdraw
there are ethical issues to consider in terms @ftughactually possible in terms of
withdrawal. In reality within a school context ifpaipil is asked if they want to do
something they generally concur, which is not tme as either consent or assent (see
Lewis, 2001). Sending the letters home and givimg tfor the pupil and family to talk
about whether they genuinely wanted to take pastavaattempt to address this issue.

When working with the individual pupils | was mindiof their potential communication
style and offered, through showing separate papesions, pictorial and text based
interview options. Questioning techniques wereejgéneral and open ended following the

recommendations of Lewis in order to minimise pt&anxiety about there being a
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‘right’ answer and having regard to the power inabaks in adult —child interviews. At the
end of the sessions | checked out my understaraitige responses made by the pupils
with them allowing me to use some rephrasing whesgnting the information in a
collated form to the school staff in an attemptespect my commitment to anonymity of
response The pupils and families were provided withief outline of the main findings of
the project at the end, again with an invitatiomaotact me for further information or

discussion if required.

As the project was essentially collaboration betwstaff, and myself as participant and
researcher, it was underpinned by the principlespect and value (Taylor, 1994). The
school staff were aware that they were co-reseescrel collaborators, rather than objects
to be studied, although they were aware that | dibel using their comments and my
reflections of activity as a source of data. Coesation was also given to debriefing and
planning for sustainability beyond the timescal¢hef project, in keeping with the BPS
principle of responsibility. Whilst the pupils weparticipants in the community of the
school it is not accurate to claim that they wertve participants in the research, nor were
they subjects of research. Reflecting on the regugnt to act responsibly making written
information available and the provision of contaébrmation for myself and a key
member of the school staff was | feel helpful Hoerveflecting on what | might have
done differently | think that making myself availalbo both the families of the pupils, and
the pupils themselves in a group at several pomtgighout the project would have

supported a more accountable approach.

In terms of the principles of competence and intgdifeel that they were maintained
throughout as information provided was, at all srbased on current best practice, and
endeavoured to be clear and honest. The concludrams1 from the research have been
carefully reported to those involved in the procasd in the writing of the report and
considering the impact of the research considerdtas been given to research guidance in

terms of ‘not going beyond’ what it is legitimatedlaim.
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3.5 Chapter summary

In this chapter | outlined the nature of my reskagestions, the conceptual framework
about what might be known, and how this might bevkm A qualitative practitioner action
research model has been identified in terms oE&ponsiveness to emerging patterns and
themes which can inform future action. Approachesva from theory of change
evaluation approaches which acknowledge complexitithe role of the constructions of a

number of participants in the process have alsa beknowledged.
The next chapter relates this conceptual thinkiingctly to ‘what’ | did and ‘why’ in an

attempt to address my research questions in acagteystematic and conceptually robust

manner.
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Chapter 4: Research Method

In this chapter | will detail how the research pitjwas planned and reflect on some of the
changes that happened along the way and theirgatns. Initial description will be
followed by a table reflecting the specific timaiand highlighting the relationship

between action and research elements of the project

4.1 Initial context and set up

I had been involved with many individual studentstioe autism spectrum in secondary
schools over many years, usually in terms of slgamy expertise as an EP with pupils,
their families and school staff (usually a Sencojgentify issues and support interventions.
Over time, and following reflection on my activityy practice was increasingly influenced
by approaches from positive solution oriented amtivational psychology (see for
example, Ryan and Deci, 2000, and Seligman ands@sitmihalyi, 2000, and Green et al.,
2006) but with activity still applied at the leva individual pupils and staff. With further
reflection | began to think that whilst this activdid help to change experiences it did not
address the issue of ‘inclusion’. | began to ex@loore systemic, preventative approaches
at the level of the school community. With a smaillt increasing, number of requests to
share my expertise and ‘help’ schools to includgilpon the autism spectrum | realised
that | needed to be clear about what my responete requests said about my underlying
conceptual framework, what was the evidence onhvhiwilt my practice, and also what
did these requests say about the beliefs and assunspf a school and its members, and

the broader context in which | work?

My thinking led me to three questions, which foime basis of this research study:

. Firstly to consider: can you promote and ‘grow’re&singly inclusive practice for
pupils on the autism spectrum within an individsethool?

. Secondly, to consider how a school, and its staifjht be supported to become
more inclusive and consideration of the procesgeshamight be helpful to this?

. Thirdly, to reflect on what was my role as an etional psychologist in terms of

the process and practice of supporting inclusion?
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At this time | was approached by the Assistant Heag@onsible for continuing
professional development (cpd) of a secondary dahdbe North of England to provide
some ‘training’ to the whole school as part of tteinual in-service programme relating to
the autism spectrum. This was prompted by the dahqgeecting a group of 5 students in
Y7 with a diagnosis of asd, a prospect which wasicey some concern amongst the staff
as a whole. In a school with an intake of approtelyal 15 pupils per year group this was
a relatively high number and many staff felt thegyt had no experience of ASD, although
this view was later revised. In discussion with i8etaff in school, and based on what
might loosely be described as practice evidencergéed by myself in other contexts, we
decided that a broader view of school developmeghnioe appropriate and discussion
was undertaken, initially with senior staff as tbat/would meet both their needs as a

school, and my needs as a researcher (See Apperdiconsent agreement)

Following our initial meeting just before the scheommer break (July) an activity outline
for the forthcoming academic year was agreed. Withils was a negotiated process it was
largely driven by my theories influenced by resbdrom positive psychology, models of
disability, organisational change/school effecte®s and theory based approaches to
evaluation:

. September: Initial whole school training providedrbe as an impetus for further
work and to support all members of the school comitydo have a feeling of a shared
goal (see literature on schools as learning orgénoiss, for example, Harris 2008, Silins
and Mulford 2004)

. September: A general invite to be made to anyeasted school staff to participate
in a smaller working group over the year to focngdeveloping practice through exploring
assumptions, beliefs and undertaking action rebgaee previous literature on motivating
individuals in groups to develop practice, for exdenGrieve, 2009, Hanko 2002, Reeves
and Boreham, 2006).

. October: Acknowledging that the experience of ismu is understood through the
experiences of members of a community it was agieetd would interview a group of
students on the autism spectrum to ascertain ¥ieaiwrs and experiences of school life and

use this to support and inform the work of thefsjabup in making appropriate
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accommodations. (see previous literature on ugingil accounts, models of disability, and
inclusion, for example, Barrett 2006, Shakespe@f®22and Humphreys 2008)

. October to April: 4 workshop sessions with thefstadrking group to run over the
first 2 terms of the school year, facilitated bysaelf (see previous literature on motivating
individuals in groups to develop practice, and ptianer action research, for example
Grieve, 2009, Hanko 2002, Reeves and Boreham, 200@laumfield et al., 2008)).

. June: Further interviews with the pupils in the sugn term of the same academic
year (see previous literature on practitioner actesearch for example McNiff and
Whitehead, 2009)

. June: Interviews with 5 members of staff from tharking group at the end of the

year (see previous literature on action reseanceXample McNiff and Whitehead, 2009).

I had developed with senior managers from the dcoaitial outline plan; a process that
would hopefully lead to change and that was toXptoeed both by myself as part of my
action research cycle, and by members of the s¢baoi as their systematic reflection on
their action. At this point in time not all of teéements of the action were absolutely clear
as they were subject to further negotiation ancabn over time with other players in the
process and further detail would emerge over timteas a consequence of reflection on

previous action.

The model below attempts to illustrate the sepdvatenterconnected activity and
reflection of both myself as EP and school stafirking together to co-construct a version

of ‘inclusion’ for that school community:
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School staff
activity and
reflection

EP Activity
and
reflection

Development of
inclusive practice

Figure 1: Outline of double spiral of action and rdlection

4.2 Details of ‘Action’ undertaken, why, and by whon
a) Initial ‘set up’ meeting

At the time | did not consider that this initial eteng was part of the research project and
which could offer data. However, on reflection waith that initial approach and then
subsequent flexibility in terms of activity ther@wd have been no context in which to
undertake action. Additionally that the senior ngera of the school were motivated to use
one of their school training sessions to look at b include pupils on the autism

spectrum gave a clear message to the rest ofdfidlst this was something important.
This event did signal the start of the project, antivity and offered a data source for later

analysis

b) Initial whole school training provided as an igtyss for further work.
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In the first instance the *action’ was undertakgmiyself. In line with thinking about
schools as learning organisations (Silins and MdIf@004) it was important to build on
the initial leadership message of support providithgtaff the opportunity to consider the
issue of inclusion, the experiences and possil@dsef pupil on the spectrum, and what it
might mean for them. In his work on power relatiups and change in school Busher
(2005) also emphasizes the need to include therwmlamunity in the process, as does
Harris in her work on school effectiveness andittgortance of distributed leadership
(Harris, 2000). Consequently | provided a half dayraining to all teaching and support
staff at the beginning of the school year. The it this training input was to develop a
broad and general understanding of the natureecétitism spectrum and offer an initial
impetus to school staff for further work. Materidisveloped by myself were used in
addition to ‘insider accounts’ using video clipsrfr the Inclusion Development
Programme: Autism Spectrum (2009), and more sicanifily the personal accounts of
Rory Hoy in his DVD ‘Autism and Me’ in which he seribes his perspective on life (Hoy,
2007). A further and crucially important secondaimy of this session was to generate a
shared interest in the topic from the organisaéisa whole and beginning to establish the
idea of a shared goal, or a least a feeling ofeshanterprise within the organisation around
how could they, as a whole school staff, betteluhe children who were on the autism

spectrum in their school.

Reflection My experience suggests that it is not always éagygage a non voluntary
whole school staff group (N=61) with their varicassumptions and priorities in training
around a specific group of students. However, tlauations all pointed to a well received

session with apologies for non attendance onlygesiade by only 2 members of staff.

c) A general invite to be made to all school stafparticipate in a smaller working group

over the year to focus on developing practice host

At the end of the whole staff training a furthevitation to participate in a small working
group was made by myself following up the Assistdead’s e-mail request, with support
from the Head teacher that this would count astitegte’ and directed continuing

professional development for those concerned. Beaththe timings of the group and the
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fact that some content would be prepared by mymelthat the group would follow a
course steered by their constructions and the n#fatieir pupils and their school was
made clear at this point in time. That participamése expected to engage in practitioner
research was also noted with this being seen as@ortant dimension of developing
confident and reflective practitioners (Simm angram, 2008). The use of the insider
account dvd was also planned as a powerful toehoouraging staff to notice the impact

of understanding and inclusive practice on indieiduBarratt, 2006).

Reflection.l had hoped to be able to establish the grouptefésted members of staff at
the time, however, not all staff had accessed #aiails and had been unaware that they
would be able to participate in the group. It wgeead that the Assistant Head would

collate the list and set up the first group meeting

d) Interview a group of students to ascertain tigws as to participation in school life

and use this to support and inform the work ofgtadf group.

In the week before the first staff working groupey@al consent and student assent to
participate in the research and undertake a seunutsted interview was sought jointly in
writing by the school and myself from 5 Year 7 psijm school diagnosed as being on the

autism spectrum. Permission was given for 4 oftlngls to participate. (see Appendix A)

Interviews were conducted by myself during the stldlay using a semi structured
interview using open questions developed from &rwew used by Connor (2000) in
some previous research. As this interview had preshy been used and yielded interesting
results no piloting of the questions was felt tankbeessary. The discussions were not
constrained to the interview questions and otmesliof enquiry/discussion points were
followed up by the examiner as they arose. All {suere prepared in advance for the
meeting and told at the outset that they werettsderminate the interview at any point,
and that they did not have to answer any questithrey did not want to. Two versions of
the interview were prepared, one in text formatl ane using pictorial representations. In

all cases the pupils opted to use the text format eference although all of the questions
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were presented verbally and their oral responsmEsded in note form by myself. | opted
for this method as this meant that the pace ofrtteeview was relatively slow as |
completed my notes which prevented me from ruspargcipants to answer the next
guestion. (see Appendix B).

At the end of each interview | checked back with plupils what | had understood by their
responses. Summaries of the responses were wijitand combined into an overall grid
for use with the staff working group. In line withe ethical considerations of the project all

responses at this stage were not attributableyanaiividual student.

The aim of this activity was to offer some initiaformation about how the pupils felt they
were included in the school, and to provide a |teat| of data for the staff working group

to build on and inform their goals and action.

Reflection: My initial feeling was that the pupils were nathactive participants in the
project, nor subjects to be researched, rather thkei was as knowing participants of the
school community. All of the pupils appeared cortdble within the interview sessions
and no further contact or clarification was souigbin either myself or the assistant
headteacher by them or their families.

e) Workshop sessions with staff group

All staff were given the option of participatingtime group with interested staff members
responding by e-mail volunteering to be part ofvloeking group and a date for the first
meeting was set. Due to timetabling restrictioreséhmeetings were usually held
immediately after school in a staff workroom. laity 10 members of staff signed up to

join; the Senco, 2 support staff, teachers of BhglFrench, P.E., maths, head of Key Stage
3, a cover supervisor, and a transition supporkeriOver the duration of the sessions 5
members of staff attended consistently (Senco, leé&ey Stage 3, French and maths

teacher and 1 support worker) with others not ditenall of sessions.
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The activity of the groups employed many of thatsigies used by Hanko (2003) during
each session. For example, staff were encourageel tespectful and use questions with
each other rather than directive statements toihdigiduals come to their own
understandings and actions. Each of the groupmessiere facilitated based on solution
oriented approaches (for example the work of ReamdsBoreham, 2006). Members were
encouraged by myself to explore practice that vemsggwell or consider the possibilities
illuminated by the practice of others through dgsian and case scenarios, rather than to
deconstruct specific problems and be given a satipolution. A further hoped for benefit
of working in a group was suggested by Reeves amdiam whose work demonstrated
impact, not just on individual practice, but alsoamherence and co-ordination of practice
across an organisation.

The first of these sessions formed the basis fal getting and outlined the scope of future
activity and reflection. In each session there aascognisable action research cycle where
previous activity was shared and reflected on,dtissmaterials and discussion provided to
stimulate further action planning, and then allugranembers planning further activity

either in school, or for me, planning the next EBss
Session 1:

During the first session a general structure aodig rules were negotiated including the
use of questions rather than directives. It wasedjthat each member of the group would
have some responsibility for participating in *homuek tasks’ aimed at making
accommodations to facilitate the inclusion of psigdlthough not exclusively) on the
autism spectrum which would then be shared anéwead at the beginning of the next
session. The content i.e. nature and scale, dhgkewould be determined by individuals.
In each session there would also be some input fngself around an agreed topic which
would prompt discussion, sharing of existing pr@gtiand offer a starting point for a
homework task.
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The first session was slightly different as thisditheir local knowledge and pupil views to
begin to raise and explore their theories and agsans. Members of the group were
asked to consider what they thought was going we#rms of the inclusive practice for
pupils with asd in their school and what they éeluld be better. In an attempt to make the
group feel a ‘safe’ context (see Grieve 2009) Was a paired discussion in the first
instance, and then a group discussion. The infoom#&tom the pupil interviews was then
shared providing supplementary information, agaithe context of both strengths and
concerns. From this discussion the group genesatet ideas about what was going well
in their school, and what could be developed furthhis information was then used to
plan the future content and order of the sessiatistive group (see Appendix C). At the
end of this first session and based on the grosgudsion, the initial training, and their
pupil comments each member of the group describething that they would try to do
within the next 4-6 weeks. An activity grid designgsing solution oriented principles was
provided for school staff to use (Appendix D). Thvas the beginning of the first cycle of

action and reflection both for the school staff alsb for myself as the facilitator.

The topic for the second session was agreed asltdtevely safe topic of curriculum
access. Diary notes were made during and immegiater each session by myself

reflecting on group activity, future content andgess, and also my role.

Session 2

In each of the subsequent sessions there was larsstnucture following a basic action

planning cycle of action and reflection:

Review of homework. At this time the staff grouprevencouraged to carefully and
systematically reflect on their own practice. Easdmber of the group had a distinct role
and their own way of managing situations. The dismn aimed to be aware, responsive,
and supportive of this.

Input around curriculum access. This was estaldistseapriority from the session 1

reflections of both staff and pupil views of thesde of their school. During this and each
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subsequent session the input included some gemgaaeness raising and sharing of
experience regarding autism, access to resourd¢egphblished and experiential, and
relevant websites and further sources of infornmaitibended to stimulate future action.
This was followed by discussion about how thisteslao their school and their pupils, and
then to sharing of ideas about what to do. In seemses this might be seen as part of the
methodology in terms of content. However, thereewey prescriptions given; resources
were explored by the group within the group witdiwiduals having the freedom to use,
develop or ignore them. The programmes were nasubgect of enquiry. As described by
Weiss (1997) in theory based approaches to evafudtivas not particularly the

programme that was of interest but the respongdhbaactivities generated in the actors.

iii.  Discussion and planning of new tasks/atige, initially in pairs and then to the
whole group. This included my commitment to shdesas/resources in response to issues
that arose in terms of the focus of input for te&trsession

Session 3 (see above)

Review of homework
Stimulus input around social and emotional develepinto promote activity
Discussion and planning of new tasks/activities

Session 4 (see above)

Review of homework

Stimulus input around whole school issues.

Discussion and planning of new tasks/activitiesaf@mation that there would be a
further meeting for each member of staff on anviatlial basis to review their activity, take
feedback about the process as a whole, and plarsteps.

During and after each session notes were kept [selihgnd provided an additional source

of data as part of the research.

Reflection: The timing of the sessions turned out to be a &atoi full attendance. In the
school development work undertaken by work underidky Simm and Ingram (2008)
funding was available to release staff from theslaom. Despite the commitment from the

senior managers that the time for the groups cooloht as directed time slippage occurred
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to due a range of unexpected events. Overall, Shaesvof staff attended all of the sessions

with an average of 7 staff in each of the meetings.

It was also interesting that although a range sbueces were shared in the groups and
many handouts were distributed and taken theiilddtaontent did not feature greatly in

the activities reported on.

e) Further interviews with the pupils were undeetakn the summer term of the same
academic year.

On this occasion the group met together as a fgrug to share their reflections on their
participation in school life. This was an unexpdat@ent, decided on by the school as they
felt that the pupils had generally begun to rele¢d to each other and they felt that they
would work well together as a focus group, providinput to the school as to how things
were going for them, and what they as a schooldcdal. Again, open questions from the
semi structured interviews were used and respaesesded, other comments and points

made were followed up in the group discussion acdnded.

In addition all of the pupils were given a blankge of paper with a 1-10 scale on it and
asked to rate their satisfaction with school lifeey were first asked to rate their feelings
about their comfortable participation* in schodélpart way through the autumn term and
then in response to the same question now. They also asked to offer any thoughts as to
why there might be a change in their responses whs not an attempt to generate
spurious quantitative data in a positivist concapttamework, but rather it offered an
opportunity to explore with the group whether tineyg noticed any differences and what

those differences might say about their constraabioinclusion.

(* ‘participation’ included simplified terminologysed during discussion to cover the
terms: presence, participation, acceptance, ané\arhent. Working definition of

inclusion drawn from Booth and Ainscow, 2002).
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Reflection: | wonder about the impact of the final pupil iMew been undertaken as a
focus group activity. Whilst this was never my imtien as | had hoped to replicate the
conditions of the first interview, perhaps an ititem related more to a drift towards neat
and tidy positivist research approaches when aeengats to control the variables.
However, that the school took it on themselves &ikerthe pupils available as a group,
rather than individually in fact offered some aduhitl data, information and insight. That
the data was grounded very much in local experiandemethod and had evolved as part
of the project did not, with hindsight, challengher my method or rigour (Henwood and
Pidgeon, 1995).

f) Semi structured exit interviews using open questiware undertaken in the
summer term with the 5 consistent members of ftaifi the working group. See Appendix
E. (This formed session 5 for the staff). Thisrappgh was used to explore some of the
apriori assumptions about inclusion and changehtae¢ been discussed earlier, but also
offering a framework that was sufficiently flexibier respondents to be able to introduce
new ideas and experiences (see Robson, 2002). dkhtyamal points or comments made

were followed up.

In the interview each member of staff was askeetiect on the project and what was
going well, which processes had been helpful t®, #und also to set themselves targets for
further activity. Whilst this differed in structufeom earlier sessions it was hoped that this
would allow individual members of staff to refleat their own action and learning and set
themselves goals for future action as they movealydvom the security of the group to
more independent activity and reflection and ofi@me sustainability to the project. Again
| opted to take notes during the sessions in @mgtt to minimise rushing through
guestions. Previous personal experience led mevtauf this approach as it gave some
‘quiet time’ which encouraged participants to elate on their thinking yielding additional
data.
Reflection: With hindsight the timing of the exit interviewswards the end of term
appeared to give the impression that the projest‘@azer’. It might have been helpful to
have followed up with a further session with theugr at the beginning of the new
academic year in terms of planning properly fotaingsbility.
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g) Verbal feedback was given to the school's Spémacational Needs Co-ordinator
(Senco). A summary of research findings were shartdall involved in the sessions and
also to the senior management team of the schaooslared with the families of the pupils

involved. An invitation for further discussion withyself was made to all parties.

Reflection: Again no further enquiries were made of myselfher assistant headteacher.

4.3 Details of data collected

Over the course of the research project a rangatafwas gathered which | hoped, through
systematic thematic analysis, would allow me tol@the theories (assumptions,
understandings and experiences) about inclusidimosk in the school community and
research project, any changes that might occureim theories, and exploration about the

process of change. Data collected included:

. Notes from initial planning meeting and my reflecis on this.
. Initial training: planning and reflection notes
. At the end of the initial training evaluations wegiahered from all staff asking for

their comments, how they might act on what they ieatd, and any future training needs
. Responses to the individual pupil interviews weeorded on the semi structured
interview sheets. Additional points made by theilsupere noted on these sheets as they
arose.

. Individual group session notes and my reflectiomg@ntent and process for each
session

. Notes of teacher comments and discussions durengrtbup sessions

. Responses to the pupil questions in the group vee@ded on the semi structured

interview sheet, with additional points made by plils noted as they arose.

. Individual pupil ranking sheets were collected antlated.

. Responses to the final school staff interviews wecerded in writing by myself
. Research diary between initial planning meeting @datd analysis.

. On going reflections relating to the process andohy within that as the data

reduction and display was undertaken.
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4.4 Timeline highlighting relationship between actin and research stages

Activity and Action aims Data gathered| Reflections on action and
date data
Planning To establish needs and| Diary notes Positive meeting, training
meeting July plan initial training and to be signalled as the star
15th school development of a process of school
activity. development. Clear
management support.
Whole school Overview of AS given, | Staff Clear positive evaluations
training use of ‘insider accounts| evaluation from all staff provided a
September 3rd | with the aim to elicit forms positive context for
awareness, Diary notes working group. Many staff
understanding and expressing a desire to wa
provide a context for to do things differently.
future action in school. Need to offer some
content but build on the
school staff existing skills.
The use of Rory Hoy dvd
made a significant impact
— noted that sharing
experiences and accounts
likely to be a useful future
tool.
Interview with To gain pupil views Written Very rich data clearly
students about strengths and recording of | highlighting social
October 7th issues within the school| pupil concerns in unstructured
and use this to motivate responses. times and relating to
activity at a local level | Diary notes behaviour policies.
within this school Relative strengths noted i
community. terms of curriculum. |

-
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needed to collate this fairl
and facilitate staff activity
according to their agenda

not mine.

Workshop 1
October 21st

To establish ground

rules and group ethos,

and reinforce the ideas

underpinning action
research.

To share the views of
their pupils about

experiences in school

and plan future sessions

Notes taken
during and

after session
Power point

presentation

U7

A positive meeting with al
staff who seemed very
engaged with the process
Despite the pupil
comments staff were
united in a desire to look &
curriculum issues in next
session. | made personal

note to monitor this over

the sessions. | agreed that |

would bring some
resources to contribute to
the next session and they
would do something
additional/different for
discussion and reflection.
Some apologies given for
the next session reflecting
issues with after school

timing

Workshop 2

December 2nd

| brought some exampledNotes taken

of visual and structured

materials, and subject

specific ideas in hand

during and
after session

Power point

outs for the group to takepresentation

away. Most staff shared
what they had attempte

and others in the group

j=n

Staff were supportive and
interested in others
‘homework’ tasks, some
good discussion with som
members taking more of g
lead, | recognised the nee
to monitor participation

and split into paired work

it
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were interested and
supportive. A number of
the group were very
good at sharing their
classroom practice and
some of the things they
did, or used to do, in
their classrooms.

As a group we noted tha
some of the issues of
concern that arose for
them were around socig
and emotional needs ar
communication and this
was agreed as the focus

for the next session

U7

d

if necessary.

| was aware that some of
the issues raised by the
pupils related to social
communication difference
and would require
modifications to
communication style from
the staff. The next sessior
would need to include
resources and discussion
which prompted and
supported staff to come tg

this understanding.

Workshop 3
February 3rd

Review of homework
tasks and all had
contributions to make.
Resources shared
included those about
developing supportive
environments and those
which developed
individual pupil skills.
Discussion led to the
idea of broader
application for these
resources and provided
an opportunity to think
about broadening the

discussion to some of

Notes taken
during and

after session
Power point

presentation

Staff were supportive and
interested in others
‘homework’ tasks, some
who did not initially feel
they had done anything di
contribute. Some of the
contributions were quite
idiosyncratic. All of the
staff now contributing and
an awareness that they
were working together to
the same end. Interesting
that staff were able to not¢
that some of the ideas

would be useful for a

broader group of students|.

1%
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the issues that occurred
for these and other
students across the
school. Agreed that in
the next session whole
school issues would be

the focus.

An increased confidence
was apparent within the
group that they were doin
some good things and
could do more. | noted the
need to continue
facilitating the group to
confidently identify the
issues for their pupils and
schools, and generate
solutions that would work
for them. A lot of
resources had been share
and in the next session |
wanted them to begin to
apply their knowledge to
the whole school context.
This required a non
directive approach - |
decided to generate
scenarios described as
‘stories from other
schools’ as a tool to do
this.

Workshop 4
April 21st

Lively discussion about
what they had been
doing including some
ideas that were also
spilling out beyond their|

own classrooms.

Introduction of scenarios

that related to whole

Notes taken
during and

after session
Power point

presentation

Lots of contributions from
all staff. The scenarios
were very helpful in
raising issues and all staff
appeared confident in
problem solving for the
other schools and then

drawing parallels with
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school issues at both a
practical and
policy/management
level. An invitation was
made to problem solve
these issues for other
schools this led to
thinking and discussion
about issues in their
school. Agreed that |
would find out about
what further activity
they had engaged in
during the final

interviews.

some of the solutions they
had already put in place, ¢
needed to put in place.
Positive group dynamic
very apparent and | was
keen that they had a furth
opportunity to review
what they had been doing
We discussed plans for
final interviews but agreed
they could not be
completed until the end

June given school exams,

(1)
==

Final interview
with pupils
June 23rd

Intention for individual
interviews with pupils
changed by the school
and there was a group
discussion instead. Sen
structured interview with
written notes taken in
order to allow time for
additional comments to
be made. Pupil scaling

question also given.

Written record
of pupil
responses.
Dairy notes

i

Information about change
as experienced by these
pupils in this school to be
used in the final summary
to school staff and
managers and would
hopefully continue to

motivate staff activity.

Final interview
with staff
June 30th

Semi structured
interview with response
recorded manually to
avoid any potential
rushing through

questions, and giving

Written record
5 0f staff
responses.

Diary notes

Information about what
had been helpful to be usg
by myself in future work,
and to be fed back to
school staff and managers

to support on-going and

D
o

U7
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staff time to give an
answer and then
elaborate on their

thinking.

future school development.
| wondered whether the
timing of this session
towards the end of the
school year gave the
project something of a
‘finished’ feel. The staff
contributions to what else
they would be doing were
more limited.

Feedback
session July 16th

1to Senco and written

summary provided

Detailed verbal feedbac

=
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Chapter 5: Data, Analysis and Main Findings

The data collected over the course of the projagtecfrom a range of sources over time as
discussed above and the method of systematic tieeamatlysis outlined by Braun and
Clarke (2006) was followed. Initially this meantrnersing myself in the data which
included reading, re-reading, transcribing and oigjag as appropriate. As this process
matured a number of initial codes, identificatidrsignificant elements in the data, were
noted. As | had some research questions which édhép address | organised my analysis
around them. Each set of data was explored inioel&d each of the questions. A small
number of codes ran across all of the questiorsattaough the majority were relevant to
distinct questions (See Appendix E for a full b$tcodes). | opted to undertake this process
manually as | felt that this allowed me to frequengvisit the original data and the process
felt physically more fluid as the extracts, coded amerging themes could be easily
moved and reorganised as my thinking developedovBes an example of coding as
applied to responses to the question asked of éemamthe final interview; “Thinking

about the project, can you discuss the featurdésatéige important to you in supporting

your practice development”:

Thinking about the project, can you discuss ....| Inial codes

The information given was useful, it was good to General increased awareness

be able to re-read it and think about it

It gave insight ...the DVD of Rory was really gop&ngaging with pupils
for that

| think talking to any of the kids is important Eaging with pupils

Well we don’t normally get the opportunity to Being supported by the group

chat, plan and discuss with them

I think talking to colleagues is an opportunity.llweBeing supported by the group
its like gold dust really

What was particularly valuable was feeling that | Shared context — within the school
you are not alone

I think the oneggoals)we set ourselves are more  Setting own goals
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likely to be achieved

| think probably its been good to think about howShared context — with other schools
other schools, and us as well, tackle the things,
problems in mainstream schools which can be

quite hard for us

You were absolutely vital because if you hadn’'t| Supported by facilitation
been there to lead it really there wont have been
anything

I think that going away and having to do Giving something a go

something was actually really helpful

It was good that different issues came from Challenging own practic@nd)
different people who had different roles and Shared context —within the school

perspectives in school

It made you sort of think out of your own box Clalying own practice

A specialist gives exact information and | think | Supported by facilitation

you need that expertise

It was more of a discussion really rather than | Being supported by the group
having to report on homework which was good ;

because | was a bit nervous at first

I liked the fact that we had some say in what we Not being toldand) setting own

were doing goals

Having coded the data from all of the data setsglm to organise these into initial themes.
Having checked the data again themes were refsmde themes were collapsed into
broader ones (for example ‘stories of other schows subsumed under ‘working as part

of a group’) and for some there was insufficiergmarting data.
In the sections below | will describe the resuksig the themes which arose in response to

the research questions, and some initial theoreesuggested. Some examples of data will

be given in order to illustrate more broadly expessideas. A more detailed and critical
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discussion of the emerging theories and how thieye¢o the broader context occurs in
Chapter 6.

5.1 Themes around ‘Can you promote and ‘grow’ incrasingly inclusive practice

within an individual school?’

In generating data from the students, staff anchfnay own reflections about their
comments a number of themes arose from analysiseafata. The focus of the themes in
this analysis relates to what being in the scheelsflike for the pupils, or was noticed by
others in the school such as the teachers in tefipiesence, participation, acceptance, and
achievement. There was also an exploration of Whaimight feel like over time, and were
there any changes over time illustrated by the gimgrtheories of the key participants?
Although the research study particularly consideesexperience of the pupils on the
autism spectrum, observations or comments reléimghers in the community were

acknowledged.

| found the analysis relating to this section adlti problematic. | had some assumptions
about the issues that might be facing the pupiltherautism spectrum (for example social
issues), the concerns that the school staff mighe lffor example, ‘behaviour’) and the
activities that staff might engage in to resolventh However, these were related to my
theories, based on my experiences, and from readthdst there was some congruence;
some of the issues, responses, and subsequemnbissiwere in fact highly diverse and
very much grounded in the local context of thatoethHaving looked at the data
repeatedly, the codes that eventually felt helpferte in fact those described by Booth and
Ainscow (2002) that is; presence, participatiortegptance and achievement. Additional
coding relating to the pronouns that pupils an#f stged over the course of the project

were also illuminating and emerged across all efrédsearch questions.
The themes here also required several revisionalbotately what presented as being

helpful as tools to understand the activity illasitng the experience of inclusion and which
were also able to capture its local nature reltgethe curriculum and lessons, the social
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environment, the community of the whole school,dwebur of staff and pupils, the

physical environment, and the sensory environment.

5.1.1The curriculum and lessons

Initially the pupils had lots to say about the autum, and they had comments both about
the ‘lessons’ on the timetable, how they were taugid what was helpful to their learning.
At the beginning of the project all of the studemtye able to describe some of the lessons
which they enjoyed, felt they were good at, andéwhich they did not enjoy and which
they felt they were not good at. The pupil discoissiabout the subjects they liked

followed a similar pattern to that apparent when talk to most groups of secondary age
pupils and were fairly consistent over the duratbthe project, for example:

“Well I like Science, Biology and just science d&ftd and Art” (Pupil 1, interview 1).

And similarly there were a range of subjects whigre not appealing or interesting, for
example:

“Yeah | think maths and RE need to be a bit moter@sting because they are quite boring
actually” (Pupil 2, interview 1)

That experiences of school life and the ‘enthusggrhpupils are highly local was
illustrated by the comments of 1 pupil who had samberesting ideas which he felt should
be listened to in terms of making the curriculurttéreand which he felt would help his
learning and accommodate his particular enthusfasioego:

Pupil: “No well I'm fine, ..... | think ..... schodhere should be more Lego”

Interviewer: “What do you mean?”

Pupil: “Well more Lego ... like as a lesson ... soradfego lesson”

Interviewer: “I don’t know if that’s possible, | itk the school has to do certain lessons, by
law”

Pupil: “Just .... But you could do Lego maths, youldalo Lego science, you could do
Lego technology, you could do Lego English, youccda Lego ICT”

Interviewer: “Right, so you are arguing for moredeein the curriculum?”

Pupil: “Yeah”

Having being given this information the staff iretbchool found their own way of flexibly

responding to his needs. Over the course of thegrthe school did not add Lego to the
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curriculum, but they did introduce a Lego clubwatdhtime in a separate room which not
only accommodated Pupil 3’s interest but serveesolve some of the wider lunchtime
social issues which were raised by a number oflpupthe initial interviews and which
will be described below. Just one example of hosvsithool made a local response to a

local need.

At the outset the teachers in the whole schoatitngistruggled to generate specific ideas
about what they would do in their classrooms, othan they would do something. The
teachers in the group were also keen to think ath@ucurriculum and what they could do
in their classroom, or when they were supportiniggsons. In fact this was prioritised by
them as forming the content of an early group sessithough it had not been raised as a
particular area of concern by the pupils. Perhaasgosomething they were familiar with
and for which they felt they had a greater senssgeficy. A point illustrated by the request
of one teacher at the first session:

“I would like to have some ideas about work, yoowrgetting it finished, about how to get

themto finish something” (BS: teacher in group session

All of the students were able to make comments hothe beginning and end of the
project in terms as to what they found helpful lealeenging in terms of the way a teacher
managed the lesson and the subject, comments wieighfed into the staff working
groups. For example:

“Having things written down sometimes is good Ikethe board or something like that is

helpful” (pupil 2, interviewl)

Sharing this information did lead to increased enk of change in their practice in many
classes. By the end of the project all of the stathe group sessions and interviews, and
the pupils were reporting some very specific atigithat they felt were making a
difference. For example:

“I've been using the whiteboard and putting nundzesteps on it ... actually lots of the
kids like it.” (comment made in group session)

And some of the strategies noticed and referengetebpupil group included:

“I like it when Ms H writes things down at the li@gng, | know what to do”
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“..Yeh”

“Mr. B uses some pictures sometimes, that's good”

Some of the responses were again highly individadliand over time there was an
emergence of responsiveness in classroom actiaitidsa flexible approach to meeting
individual needs with pupils beginning to be ddsed by their names:

“I put a paperclip in the planner to remirfel to look at a particular page so homework is
handed in on time” (teacher response in final intew to being asked about things that
had made a difference).

Interestingly some of the accommodations desciidyeithe pupils were being made by

staff who were not part of the target group.

It appears that by the end of the project thastalff in the group, and some others
apparently, were able to generate and implemené simple but apparently effective ideas
in class that both they and the pupils who weredslad noticed. This is contrasted with
staff comments made at the outset following theahiraining that they would like to do
something but were unable to make any specificsstgmns (For example: “I will be more

careful when teaching children on the autism spect).

5.1.2The social environment

As part of my diary reflections | noted with somgiosity in the first group meetings that

it was the curriculum and how to deliver ‘lessotdt the staff initially wanted to work on
rather than what struck me as issues of more coneeluding what | had felt to be

perhaps some loneliness, social isolation and an&kpressed to some degree by all of the
pupils.

“Curriculum issues raised (I) wonder about the pegs of including the staff. Seems they
are interested in their world, not really picking some of the
friendship/corridor/'wandering around the schoatsues from the pupils feedback” (notes
from research diary)

The challenge posed by the social times of thedalmy was a repeated theme in all of the

pupils’ initial responses which were shared wité staff group. Finding the social
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environment busy, uncomfortable and descriptionstrofggling to find friends or people to
be with was apparent in all four student initisdpenses. Comments from Pupill, interview
1 illustrate the possible isolation of the students

Pupil: “I will go to Mrs F.’s office because she siasually got lots of things to sort out
...... so | help &

Adult: “Do you have any patrticular friends in scHdbd

Pupil; “Well err | don’t know really”

Despite the initial interest in the curriculum dlessons’, when discussing what they
thought they were doing well (session 3) the siedtip significantly noted and talked
about the social supports (and not the curricultima) they were providing, for example
feelings diaries in individual sessions with somglents, and as a consequence they felt
that the pupils appeared calmer and more settleel staff had also allowed access for
‘vulnerable’ students, including the group on tlism spectrum, to a quiet garden area
near senior management offices which offered higgasls of supervision for students who
wanted a quiet, safe space to spend time in. Whatapparent from staff activity and my
reflections about this was that staff were alscob@ng more aware of the needs of a wider
group of students, not just those in the targetigravho were passive and somewhat
withdrawn and who may also require additional ‘anowdations’ as suggested by
Shakespeare et al., (2002). It was also the caséhth senior management awareness of
need and implementation of accommodations was mapgpéom staff who were not part
of the working group, with practice changes beindased by senior managers also

beyond those in the group.

Initially the pupils felt that there were times whgou got help and times when you didn’t
but all were in agreement that if there were pnoisi¢hen the person to go and see was the
school Transition worker and they all felt that h@wm was a safe place to go , and that
you were listened to (Pupil 3).

Pupil: “Yeah | talked to Mrs F”

Adult: “Right, why have you talked to her?”

Pupil: “Because people were calling me names”

Adult: “And that solved it?”
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Pupil: “Yes it did”

By the time of the second pupil interview there \w@asuch wider group of people who the
pupils felt they could go to if they had a probland their network of support had
developed beyond one single person. The staff nameieled both support staff and more
senior teaching staff, and again included namesabat outside the staff working group.
Whether this can be attributed to this project,rtpple effect of practice, or simply
maturating relationships is not clear, but charag dccurred and was being felt by the
pupils and noticed by other staff. The pupils wals® all positive about having some
friends and feeling less threatened by other stisdarschool, a point also picked up by
several staff in the group sessions and final weer. When asked about having any
problems in school the pupil responses included:

Pupil: “Not really, it's better”

And one member of staff in the final interviews exbthat:

“ I felt kind of pleased that things had moved on &rngkems to be more settled and has
some friends and there seems to be quite a litdegnow who are getting along so it was

really nice to hear them talking together.(TeacBgfinal interview)

By the end of the project all staff were expligidgpositive about the value of listening to

the pupils to gain insight, something which thepeared not to have engaged in before:

“I think that feedback from the pupils — you knalking about things like feelings,
emotions, problems and things like that — we shasél(it) a little bit more” (teacher 1)

At the outset the staff group did not explore tbeia dimensions of inclusion

(participation and acceptance) despite the negatiwaments from their students and the
sense of empathy for pupils on the autism spectwhinh came from the initial training

and the use of the Rory Hoy DVD. However, by the ehthe project there was a change
in the experiences of the pupils and the viewssaribequent views and actions expressed

by the staff group. What had also emerged is thiaesof the accommodations and actions

93



were increasingly apparent more widely across thed, a point which will be discussed

in more detail in the next chapter.

5.1.3Behavioural Issues

At the beginning of the project the comments magdbdih staff and pupils regarding each
others’ behaviour tended to be negative despitxaficit invitation to discuss both
strengths and difficulties.

For example, in one of the initial training evaloas a member of staff noted that they
wanted to have more training and learn more abatigra because:

“There are more behaviour challenges for us in nsei@am school”

The pupils had comment to make both about the hetagf other pupils, and also some
members of staff. All of the students had comma&ntaake at the outset with regard to the
corridors being busy and that they were pushedmartwy the older students. They also felt
that this behaviour was particularly an issue athtime and that they weren't being
helped. For example as noted by Pupil 4 at thelniiterview:

Pupil: “Well big kids sometimes push us”

Adult: “Oh”

Pupil: “Yeah ...... they push us down the corridor ustpus to get us out of the way”
Adult: “Right, how do you feel about that?”

Pupil: “Don’t know, ... get used to it”

Adult: “What do the teacher’s say?”

Pupil: “Nothing”
Adult: “What do the teacher’s do?”
Pupil: “Nothing”

In addition, 2 pupils had comments to make aboeitéhaviour of the staff in class. For
example views about the unfairness of universaipyliad sanctions:

Pupil: “ get really... really ... frustrated ... because (are) behind the other class
because we have kids messing about and the tekebps waiting for us, and waiting for

us .....so we don'’t get anything done. We missebtreak one day”
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There was some evidence at the outset that therbden an attempt, albeit not terribly
effective, to provide an accommodation to meettembm®ural need, although in the
absence of proper discussion with the pupil it matsbeing used: A ‘time out’ card for one
student had been introduced before the projecthdBapil linterview 1):

Pupil: “I have a time out card”

Adult: “And do you think that’s useful?”

Pupil: “Partially useful”

Adult: “So have you used it?”

Pupil: “No | haven't used it”

Adult: “Do you think you might use it?”

Pupil: “Yes | think | might use it but | haven'tegit yet, ....I'm not really sure how to”

By the end of the project there were no negativernents about behaviour from either
staff or pupils in the group. The pupils in thegpdogether shared some things they had
noticed about general arrangements made which fleiible and helpful: For example:
“Sometimes | am allowed to swap seats if the nigise It's too noisy” (pupil in final
group discussion)

And as for the staff they were also noticing sorh#he things that they were doing that
were making a positive difference:

“I think that things ..... arrangements, at lunchtimeand ..just being noticed a bit more
has helped” (teacher 4)

In my notes from group session 4 | had also notacgdeater reflection, acceptance and
understanding of the needs of particular pupilstaatl‘behaviour’ was not only about
acting out behaviours.

“Behaviour homework — all staff beginning to idéntnore positively with the pupils.
Beginning to recognise some of the anxious typawetrs present in KR and RW”

As the group had developed individual staff witthie group were challenging their beliefs
and generalised assumptions about autism and leehalchallenges and recognising that
they could make relatively small accommodations Wauld make a difference. The pupils
were being seen as individual students and notgusistic’, rather like the hopes
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expressed by the students from the ESPA collegeitied in chapter 2.

5.1.4Physical aspects of the building

Concerns about the physical aspects of the buildavwg been covered to some degree by
the discussions around behaviour and social isghes all of the pupils noted the
difficulties with corridors and finding a safe pladHowever, the concerns were not
conceptualised as being building related probleynsither the pupils or the teachers at the
outset, rather they were described as social an\betrral problems. However, in reflecting
on what was going well both pupils and school dtaff begun to see solutions from

accommodations made in the physical environment.

At the end of the project the pupils as a groupgbe use of the pronoun ‘we’) reflected

on the need to help the new intake with locatirg“good” and “safe” places:

“The corridors are still busy and | thimke need to give some advice to the Year 6 children
about where to go at corridor time and where theegplaces and what you can do at
lunch and break times. It is getting better slotly surely” (Pupil response in final group

discussion)

The pupils also began to list a range of placesstti®gy could now go to (new
developments) where they enjoyed break time inolyithe garden’, ‘computer club’, and
‘lego club’. The school staff were also beginniagiote that they had achieved some
success at lunchtimes and staff were now ‘more évedithe needs of this group which
had led to the development of a number of fairly keey, but nonetheless effective,

interventions or changes..

Changes to the physical environment or how it eased or organised requires whole
school agreement, unless perftaglates to a single classroom/ office. One of
the comments of a member of staff in the finalmwitaw discussed her views on how
working as a larger group can make things happerariindividual she suggested that she

was aware of some of the issues and concernshahthey had been apparent before the
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cohort of pupils on the autism spectrum arrived stthool, but it was only being part of
the group that generated enough momentum to maketeong happen:

“It was good to kind of get it out there in the gmpbecause some of the things, you know
like corridors and playtimes, stuff like that .. slimportant to listen to their views, like....

all of us you know” (teacher 3)

5.1.5Sensory environment

The challenges of the sensory environment wergliyireferenced by all of the pupils and
related to noise, uniform, and school lunches.gxample, all pupils made comment on the
hectic and at times noisy environment of the comnsdand social areas, prompting them in
part at least, to seek quieter areas:

“sometimes its too noisy” (Pupil 4, interviewl)

“It's too noisy in music and in drama it’s too ngiand ..... it's a bit hectic really”( Pupil

1, interview 1)

Another student (Pupil 2) was also very vocal altbaetconstraints and physical irritation
about the school uniform:

Pupil: “ don’t like the school tie, and | don’tke having to have my button fastened
because the collar is too tight, that’s really agimy ...... but you have got to have it and

when you come out of assembly they watch to seeeygot it fastened up”

At the end of the project no further comments weeele by the pupils about any sensory
features of concern in school life. Issues aboufoums and corridors had disappeared and
staff had introduced a quiet table (group sessjamhdch offered some flexibilities at lunch
in terms of seating arrangements, which also hatkdwenefits for social acceptance,
which were being noted by the students:

“(at lunchtimes we) can just sit at the table amdtof ...wait....sort of play.”

“Yeh ... we don’t have to ...really ... well we don’téaw go out, they don'’t tell us
to....go” (Pupil responses in group discussion)

Again there was no data which unearthed why sontieeoissues around other sensory
irritations had diminished, for example uniform, ean speculate that perhaps as other

stressors had reduced then their resilience to witheother niggles was greater, or it may
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simply relate to the pupils getting used to théarm or with age it had got softer or shoes
more flexible. However, what is apparent is thatsknsory issues were no longer a

concern that required comment, the situation algathimproved.

5.1.6Whole school ethos issues

At the outset of the project from discussions atithitial set up meeting, and from the
evaluations of the initial training there were sotnenments made by the school staff about
the need to have a whole school approach to papitee autism spectrum suggestive of a
desire to have an inclusive community perhaps? Kewe¢he comments were typically
over arching and quite general comments but thegudggest a will that a collective school
response would be helpful, for example:

“Itis good to have an overview of asd, we neelldanore flexible to the individual needs

of students”

Despite this, at the beginning of the working graumg up to session 3 individual staff in
the group were reluctant to prioritise activitytthelated to wider school issues. The locus
of activity was all individual; about their own skroom or support tasks. For example in
discussions at week one staff were commenting emptéssure to get pupils to complete
work tasks and how hard it was for them as teachers

“Yeh, I've got to gethem (all pupils) through loads of work this term”

In my reflections on the process in session 3 efstlaff working group | recognised that |

was pressing for recognition of the need to addndsde school challenges.

“Whole school issues had not cropped up so (I)adtrced stories from other schools and
‘wondered’ about next time. | decided to mentide #s a possible future action and this

was agreed”.

With the introduction of case scenarios (‘storiesf other schools’) that had a whole
school element | hoped to link some of the concatastified by the students for active
consideration by the staff. However, at the endesfsion 4 ideas were being generated by
the staff about things which needed to be addrdsgdidemselves with the support of the
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senior management of the school, as illustratetdisnexchange between members of the
group for example:

“we need to do something about the dining hallisis klon’t have to go out”

“we could use the garden area”

“ it would be good if we could get a covered arealtoyou know when we are doing up the
yard, | will take it to SMT”

Comments made in the discussion and also in tlaifiterviews suggested that the locus
of activity had shifted from safe, familiar and imdual practice to a more collective
responsibility and a different terminology of ‘weith staff expressing views about what
they as a group and perhaps a whole school hadtdanake things different:

“I think what we’re doing at lunchtime has really helped”

“Yeh, it's been good now the lunchtime staff untéerd. We need to keep an eye on that”

(comment from teachers session 4)

The pupils within the project were not actively ahwed as researchers in any formal sense.
They were, however, an important part of the sclesoaimunity and their observations and
comments were sought in order to provide data atheirt experiences of inclusion;
(presence, participation, acceptance and achievigtoetniangulate with data gathered

from the school staff and my own reflections. Theeiperiences were also an important part
of the method of action in terms of providing arpatus. In their role as providers of
information their comments at the initial and finaterviews offered rich sources of data
suited to a qualitative framework. At the end & firocess they were also all asked to use a
10 point rating scale to give an overview of thesiperience in the autumn term compared
with the end of the summer term. All students tiedit the situation was better with a mean
change of 4 being noted overall. This method wasmended as way of providing

spurious positive data or ‘hard evidence’ of charigéid, however, offer an opportunity to
provide a global, personal perspective on sch&mkind any shift in their experiences, to
compare it with their qualitative data, and datdngeed form other sources

5.1.7Summary
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The data generated through this evaluation doegestighat inclusive practice, as
evidenced by presence, participation, and acceptimc¢his group of pupils in this school
has been grown. In line with theory based evaluati&tame, 2004) there has been an
attempt to get inside the black box and exploresttyeriences of those involved in the
process and offer some detail of what inclusionmadar some of those in this community.
However, as Pawson and et al., (1997) note ittish@content of any programme of itself
that makes a difference and prompts change,ieiptocesses at play and their effect on
what people then do which are of interest. In f@oén looking at the very context specific
nature of the activity and solutions undertakethia school it is hard to identify a
recognisable programme. But some things were hapgpehere was change in practice
and it was having an impact.

At the beginning of the project the problems wdyeud ‘autism’ or ‘special needs’ (a
within child medical model of disability) but thelations that were arrived at by
individuals and groups of staff over time were about ‘remediation’ or ‘fixing’ the pupil,
but about accommodations made by adults in theat@mal the community of the school
(a social or embodied model of disability). Whas latso emerged is that participation and
acceptance can also be discussed in terms of tloelsstaff and their active participation
in the process, co-constructing action throughtoma@nd reflection, and acceptance of
these and other students and perhaps also of #asts coles and actions working within
the school community.

In analysing the data what is suggested is thaa¢hieity by those in the school was often
highly local in nature. In order to capture thisadem a way that has relevance to those
outside this specific school the data was organigedoroad themes that are likely to have
meaning to other school communities, and withirohthese themes a positive shift
towards inclusion has been noticed. The diagramvb@élustrates the broad themes, and

how activity in each of the areas, for this schoohtributed to emerging inclusive practice.
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Fig. 2 Diagrammatic representation of themes invold in ‘growing’ inclusive practice

5.2 Themes around ‘How a school might be supported become inclusive and

consideration of the processes which were helpfub this?’

Within this project | have suggested that a qulgaconceptual framework is most
appropriate to explore the concept of inclusionpeufed by a methodology which is not
looking to prove a hypothesis. That inclusive pracappeared to grow within this school
is interesting, but perhaps what is more intergsgsran exploration of why this happened?
What was going on? What processes might have beserpinning the change? In this
section | will attempt to explore these processdst was going on and what was noticed
and valued. Data has been analysed from the isgtalip meeting, staff and pupil
comments and reflections over the course of thgegircand reflections about my actions

up to and including the data analysis.
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| had considered some potential process idea® aiutset but in the process of looking at
and coding the data a number of revisions were nfaateexample, ‘programme content’
was finally subsumed under the theme of ‘exteraailifation’, and ‘initial training’ was
subsumed under the theme of ‘goal setting and rewbdin’. | also debated as to whether
‘pupil views’ should be a separate theme or wheittarould in fact be included within the
‘whole school community ethos’ theme, deciding loa former given the strength of data
for this as a stand alone item. In explainingfthdings the final thematic analysis of the
available data in this section which consideredédleynents of process was consequently
organised into the following categories: ‘goal isgttand motivation’, ‘working as a group’,
‘external facilitation’, ‘pupil views’ and ‘wholechool community/ethos’ , giving more

overarching descriptions of process elements rdktzer the detail of the activities.

5.2.1Goal setting and motivation

Before the training session analysis of my own sibighlighted the fact that although the
initial training request related to a single tragievent, it was very easy to negotiate with
the senior managers (SMT) of the school to brodlisrto a whole school staff
development project. A crucial and clear signah®school staff that there was
management sign up to the school goal of how tp@uphis group of students who were
starting that September. A clear message was alen tp school staff in that SMT wanted
to use a valuable limited resource (a whole sctragiing slot) and that all staff were

expected to attend to in order to consider thesissua whole school.

Comments from the individual evaluations made bgtaff indicated that it was felt to be
valuable at the time, with 100% positive evaluadibeing received. So whilst this felt like
a good start, what could be said about impact amrdipractice? In terms of responses to
the question about what they were going to do tiexfollowing was typical in terms of
school staff being motivated to do something:

“be more careful...” (...of the needs of pupils on #utism spectrum. )

However, in terms of impact it was difficult to beear from the feedback provided what
they would actually be doing differently as partledir, or their schools, response as only 2
comments were specific about what they would dd,rfex example:

“(1 will) ..adjust the way | give instructions”
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This is very much consistent with the findings afeéBe (2009) and Steine et al., (1999)
who identified the limitations of single one of&imning.

And, rather like Rose’s (2001) enquiry to schoaffsabout what would help them be more
inclusive there was a common theme from many resggthat more information and
training was going to be needed. As one resporsiedt

“It has opened a lot of questions, opened a lalaidrs, we need more training”

With others indicating that they want:

“more awareness of possible problems and solutions”

However, if these comments were viewed in the cdrdkthis being the start of
something, rather than the end of something, thelifferent and more positive perspective
emerges.The initial training was mentioned in themments of 4 of the teachers in the final
interviews with them suggesting that it had bedpfoebecause others in the school were
responsive to what they, as individuals and a®amgrwere doing:

“I think that we had things like the DVD I thinkritade a really good impression — it was
good to talk with colleagues about that, | thinkiitd of stuck in their head” (teacher

interview 2)

Perhaps what this data is suggesting is that batimanagement support and the initial
training was sufficiently motivating to provide antext in which new activity could grow,

and the idea that , for this school including psiiith autism was a shared goal.

So what about new activity? Were any specific past@bout goals evident from the data?
The setting of specific activity goals was a kegtige of the action research model that all
staff joining the group had signed up for and didiact feature positively and explicitly in
the data generated from the teacher interviewsataimplicitly reinforced in
observations of the comments made by teachergigrthup and my reflections on the
group sessions. In particular two main featuresvegparent; school staff feeling a sense
of value and agency in terms of being able tolsst bwn goals and do something, and an
acknowledgement that their activity sat within adater organisational context. For

example:
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“Within the groups | think the activities were gobdcause they enabled you to really
understand what was being talked about and | tigimkg away and having to do
something was actually really helpful. Well | dotinink it's that easy actually because |
think we all are so different and | think sometintes better to have goals for you rather
than the whole group” (Teacher interview 2)

and

“I mean we all knew that we wanted to work on im way to make the things better and |
guess we are all part of the school but we allid@lr own way and that was interesting as

well that you can do it your own way” (teacher iniew 3)

In my reflections at the beginning of week 3 | netl an increase in the level of
participation and reflection from all of the grodmoticed that there appeared to be
something happening in terms of individual confickeand practice, sense of agency, but
also in terms of gaining confidence sharing the#ais and practice within the group:
“Really good start (to the session). All had donefesting things and were feeling very
positive...was it to do with the activity or an inased confidence in the group? Or a bit of
both?”

Interestingly during the sessions staff were alsgitming to spontaneously align their
activity and practice with the broader whole schgmdls around inclusion, and also other
system wide activity. For example, during the sasselating to social/behavioural issues
some other wider goals of the school were referfinking activity in this project to work
they had been doing relating to restorative judit® approaches. One member of staff
suggested that they might use some of the rolegpayoaches used in RJ to support the
social understanding of pupils on the autism spettiand vice versa. Possibly evidence
that the learning in this situation was becomindpedded and part of a broader set of
responses, with the students diagnosed with auttrbeing seen as such a separate group

and that the activities engaged in had more geaggalicability.

5.2.2Working as a group
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| have already suggested that there were benéfit®iking in a group in that ideas were
shared and it offered the possibility for someraignt between individual and
group/organisational goals. But was anything etsagyon? In exploring this theme data
was largely generated from the staff group commealatsg the way, my reflections and
research diary, and data from the final teacherwws. What is highlighted is that being
part of a community and recognising that otheredagimilar challenges appeared helpful,
as did the opportunity to notice, explore and resii similarities and differences in both

activity and context, and learn from this.

All of those who worked in the group made some wamt as to a feeling of shared
enterprise, and an acknowledgement that this iedwdme challenge but that it felt
helpful, as described by Grieve (2009). For example

“I think it worked really well actually — I think was good because different issues came
from different people who had different roles aedspectives in schools you know LSA'’s,
Teachers, Supervisors. It was all important reatlynade you sort of think out of your own
box if you know what | mean. You know we are atkimg at the end of the day for the

same reasons aren’t we, we all have the same setwigive” (teacher interview 2)

And finally the feeling of value was really emplzesi in this comment:

“Well we don't really normally get the opportunity chat, plan and discuss with them
(other staff) and | think talking with other collgpaes and thinking about what's going on is
an opportunity ... well it's like gold dust reallWhat was particularly valuable is the
awareness and the feeling that you not alone tieet might be pattern to the problems.”

(teacher interview 1)

From a facilitators point of view there was anialienthusiasm apparent in terms of people
expressing a desire work together but it was onigent in my notes at the beginning of
session two that this was translating into actiadigipation and reflection from all
members of the group. This felt a significant pastearlier discussions have highlighted
that practice is best supported to change and aewethen individuals feel comfortable

enough to engage with critical reflection and adadje relating to their own practice.
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Some interesting, and for me unexpected, processssalso developed when looking at
the various responses to ‘stories from other s&odking solution oriented, non directive
approaches and allowing staff to explore issues@omignise what they were already doing
and knew was utilised as a way of avoiding prowvgdinripts or ‘tips for teachers’ that
wouldn’t necessarily align with their theoriesalso provided a safe format for challenge
that had a less personal feel. Consequently a nuofila@ecdotes, scenarios and shared
examples from other schools were developed by rhgedlused as part of the process
(Appendix F). In small groups staff were invitedtink about what might be going on and
what kinds of accommodations they had made or nmgike to address the issue.
Comments were made by a number of the staff wighneto this suggesting that this had
been helpful and they didn’t feel like they weréngetold what to do. For example:
“Discussion about scenarios and examples helpedramgfer from theory in to
practice”(teacher interviewb)

and

“Real life stories and examples (were useful)jndkof makes you think”(teacher comment
in session3)

An unexpected process feature that emerged wakehsanhg about other school
experiences seemed to extend the breadth of thdugroup to include ‘people like me in
other schools’. The staff comments related to feegiomehow validated that other people
struggled with the same issues, whilst for othiewgais about knowing that they had been
able to resolve these issues when others hadm'mEdoth of these kinds of comments
seemed to be about expertise — and who had it.

“So do other schools face the same things, likdlehges and stuff?”

“yeh, that's good to hear really” (Two members bétstaff group discussing scenarios)
and another comment, in session 4;

“I wonder why they did that, you know about theragal think they should have explained

it all a bit better, or practised first or sometlginY ou think that would work”

5.23 The role of an external facilitator
Analysis relating to this dimension has been basedata from the school staff and my
own reflections from the initial set up meetingtoghe data analysis. At this point the

focus is on whether the facilitator was a key pathe process, discussion as to my
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reflections on this will be undertaken in the ngattion (5.3) However, in reality there are
considerable overlaps between theses sections) the first instance they have been kept
separate in an attempt to answer the two sepasganch questions. Analysis of the data
was generally supportive in favour of having alfetor with a number of particular
features noted including; the need to have sombksatkthe process, the benefits of having
an external facilitator, the autism related exgerdf the facilitator, and the style of the
facilitation.

My first role in the process was at the initial sptmeeting. However, my reflections on
this process suggest that ‘facilitation’ may nauadly be an appropriate term to use as the
conversations were quite directive in terms of whaanted to achieve:

“I wanted to move from ‘the expert’ to a positiohh@aving expertise ....I wanted to get the
idea of shared enterprise” (research diary)

and | was quite clear that | did not want to jusliver a one off training session. Whilst the
content was up for negotiation; that | wanted toknedongside a staff group, and engage
with pupils was not, potentially causing some cqaal tensions that | will explore more
fully later. In this instance it is probably fao say that | took the lead perhaps in an

‘expert’ role suggesting a clear model to develogrpce.

However, once the project was underway comments ftaff in the working group
highlighted their views that there should be alft@tor:

“Well that’s absolutely vital because if you hadb#en there to lead it really there won't
have been anything. Yeah it would have been hepfuhlly if you could have come into
lessons and watch what was going on and use thatkdo us about at a later stage. That
would have been really helpful.” (teacher intervigjv

However, there are perhaps a number of alternaiexes as to what this member of staff
might be looking for. Going into lessons to obseiivaws one into a different kind of
support, perhaps more related to a coaching medelGreen et al., 2006) which is a much
more practice grounded individualised approachtmnging practice, and not one that was
within the scope of this project. Alternativelynitay have been a quest for validation for the

member of staff to know that she was doing ok, Wkigain moves away from the
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underlying psychology of this project - that measimre co-constructed and practice is not

judged as ‘right’ or ‘wrong’ by a visiting expert.

However, all of the other staff discussed the ingooee of facilitation with more of an

emphasis on sharing of expertise:

“I know it's our school but it's good to have somecsupporting you in that really”

(teacher interview P

There were also a number of other comments abeutalue of facilitation and that this

should be undertaken by someone with a degregpafaton from the school system:

“I think someone from outside just makes it fekdtie bit different rather than the same
old, same old — same people saying the same thifigacher interview 2)

The idea that having someone else in the mix, alatigcolleagues in the group, adding to
the feeling of challenge was also valued in commiardde in the final teacher interviews:
“It made you sort of think out of your own box @iuyknow what | mean?” (teacher

interview 2)

So in all of this did it need to be someone who $@atie content knowledge about the
autism spectrum more generally? There were a sgnif number of comments from the
initial training evaluations and also during gragssions and final interviews reinforcing
the idea that the facilitator was able to draw nowledge about the autism spectrum, and
experience from other schools in terms of enrichimggdiscussion. However, the value of
any content knowledge needs to be considered attingther data linking to process,
individual feelings of competency and agency wagkivithin an approach which hopes to
seamlessly integrate these aspects of EP pra&akgfini, 2009). Putting the facilitator
knowledge alongside valuing other peoples’ knowéedgd expertise effectively distributes
power and influence and can support motivation@ositive action (Harris, 2008), as

illustrated by this comment:

“It was good having you there. | know you had lotsdeas and information which was
good, and a new person in the mix changes thindisin't feel under pressure though we

all got to say our bit and do things” (teacher inteew 4 )
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The idea of the facilitator's knowledge working ¢iside that of the school staff suggests
that practice was in fact being co-constructecheabaps highlighted in my observation that
despite an interest is looking at resources anddakandouts none of the interventions
shared by the school staff really were recognisatiier than in broad brushstroke terms

with any of those which | had shared!

As the facilitator | had some responsibility regagithe style of the delivery and
organisation of the group sessions and this waseeted by several members of the
working group and the subject of my reflectionse Bomment below being typical and
highlighting how important it was to actively listand monitor the group process, and how

this might have contributed to the co-constructbnnderstandings and practice:

“That was good, | liked it, | liked the fact thaewad some say in what we were doing |
know you had some ideas as well but it was goaddytha well, you kind of went at our

pace.” ( teacher interview 3)

During the sessions | noted that | needed to kesigting the temptation to be directive in
terms of what | thought needed to happen avoidreggription in order to keep true to my

underpinning conceptual framework:

| appreciated that | had a lot of information abautism and other students from other
schools on the autism spectrum , as well as lotdeafs or ‘tips’ for intervention. |

regularly checked my inclination to directly sugpas answer. Instead | often began a
session with an outline of a number of resourcepedding on the topic in hand , and
would then use questions to encourage group digrnssand “wonder” about what might
have been going on and generation of ideas. Quelstimats used included: “ | wonder
what might have been going on for ... ?” or “ | wonddy...?”. The question formats
were intended to encourage the staff group exptoratf an idea. They were also designed
to move the participants away from anecdotal ‘chat’ about what had happened that
week and into more purposeful solutions and actiopgefully supported by maintaining

with the session structure of review previous agtman, and then do some more.
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However, part of being the group facilitator alsmgs with it responsibilities and
comments were made by all of the school staff wdrbi@pated in the group noting that the
timing of the sessions was problematic both in geafbeing after school, and also the gap

between sessions:

"I would have liked it to be in the day time, ndtest school you know because not everyone

could come all of the time” (teacher interview 4)
and

“I think ideally we could have had the sessionselatogether perhaps more condensed,
the time span between the sessions was too longlfeginning to end” (teacher interview
2)

| have to say that my reflections supported thesetp of view; the first issue was out of
my control and was a worry of mine from the outsderms of how after school timing
impacted on equality of access and also in terntiseoalue put on the activity by the
school. However, the timing of the whole projedatiicchave been different and is

something that in the future | would hope to ddatténtly so as not to lose momentum.

5.2.4Pupil Accounts

One of the key ways that the local theories andninga of inclusion can be understood is
through the experiences of the pupils (see Frekaicet al., 2007, and Humphrey, 2008),
and any process which attempts to grow inclusimukhhave these constructions at its
heart.

In this project, from the initial training sessighroughout the work and interviews with
the staff group comments about the pupil viewsecis high level of comment. For this
reason | felt that this needed a separate therar assential element of process in
developing inclusive practice

For example, in the initial training forty threespondents in the evaluation noted that the
dvd of Rory Hoy telling the story of his autism hadde a significant impact on them, with
typical comments being:

“It (the dvd) really made it stick in your head”
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Comments rather like those described by Barratt§2Ohen talking about the use of

‘insider accounts’.

Sharing the comments from the pupils in their stkoth the working group also

provoked a strong response from the staff, alth@ighe outset they did not necessarily
feel able to address the issues that were raisedve to say that for me the pupil accounts
were powerful, possibly influenced by the fact thiahd heard them first hand and they had
resonance with the accounts | had heard from m#rer pupils during my practice, and a
point to pick up in more detail in the next chapteterms of who might be best placed to
elicit pupil views. Data from my research diaryemtvith some surprise, and frustration,
that despite the fact that the pupil interviews fieided some quite stark messages about
the difficulties experienced particularly at lurehd break time, and in the corridors the
staff group did not pick up on this as an areaoti§ in the first instance when planning the
group sessions.

Comments from the final interviews included:

“Well actually | was quite surprised to hear sonfale things that they said; | was quite
surprised to hear their perspective” ( teacher miew 2)

and,

“I don’t think we listen enough, we see so man ladd then you get another class and
another class and another class and ..well.. [khir am being honest you can just see the
ones who are... well...a bit.. you know challenginbalt been interesting to hear what
these have had to say” (teacher interview 4)

Reflecting on both of these comments together masesvay from the rather general
(albeit enthusiastic) comments after the initialrimg to something that feels much more
personal. Similar comments were apparent from atte@mbers of staff and perhaps
suggest that the pupil views were challengingdteti to. Both of these comments have
something of a confessional or apologetic feehtort and may offer some explanation of
why, at first, activity occurred within the possilshore familiar territory for these teachers,
their classroom and the curriculum. As the confaeof the group developed perhaps they

were in a better position to deal with this chajlermore positively?
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But for others who had a different role in schdw@ pupil perspectives were not new, and
they were pleased that some of the pupils’ st@mekissues were being shared in a wider
forum which might then lead to positive action:

“Well | spend a lot of time talking to the kidsIskind of knew some of the issues that
cropped up. But it was good to talk to other pe@tieut them as well because sometimes
when the kids talk to me it’s kind of in confidesod can’t really share it. But this was
good to kind of get it out there because someeofttings you know like corridors and
playtimes and stuff like that it is important tetén to their views and you can’t help but
feel a bit sad sometimég.teacher interview 3)

Several members of the staff group expressed safigation after hearing the pupils

themselves expressing how they thought things hadged for the better

“Yeah it was good it was nice to hear what theysad the fact that they all thought
things were better and you feel things are betterits good to hear the kids say it
themselves” (Staff member 5)

and:

“That was interesting as well. | think some of thiags they had to say, | felt kind of
pleased that things had moved on and J. seemsnwbesettled and has some friends.”
Staff member 2)

Note also at this point that teacher 2 has movem fsurprised about ‘them’ to pleased

about what she had noticed about a particular ngrapi.

5.2.5Whole school community issues

All of the themes discussed above have pointedhiat ¥eel like essential elements of the
process in this school; having a reason to do sungett a school and individual level,
bringing together goals again at an individual esmle school level, individuals working
together in a group and acknowledging their rolé iafluence as part of a wider school
community and community of schools, and acknowlegdghe importance of
understanding the term ’inclusion’ with direct nefiace to those who experience it. The
staff in the group, and some beyond the group, ajepleto be coming to terms with the

‘grand vision’ of inclusion by coming to terms wihat it means to their local time and
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space (Flood, 1999). However, whilst we talk alibatpupils’ accounts a lot of what has
been discussed above in terms of process actustly@ates substantially to staff
experiences and accounts.

Over the course of the project staff moved fronivégtrelated to their own classroom
practice and began to talk about what ‘we’ neeloet@loing and what ‘we’ have done or
need to be doing next; for example the followingharents occurred in discussions in
group session 4:

“I think what we are doing at lunchtime has really helped”

During the group activities and final interviewgtl were also an increasing number of
specific comments about named children, not athef on the autism spectrum, and a
move away from a generic ‘they’ referring to sonselegenous group of pupils on the
autism spectrum. Perhaps staff in school were paginto notice and make
accommodations in a more individualised and flexilshy; a key issues in an inclusive
community according to both Jones (2008), fromtism perspective, and Kalambouks

(2007) from a school achievement perspective.

Over time a number of key issues for staff wereob@ng apparent, that is a feeling of
agency, influence and method of expression fragrsthff similar to that outlined by
Harris in her discussions about the merits of tiigted leadership (2008). The project
seemed to have generated a feeling of inclusi@séorce, participation, acceptance,
achievement) and not only for the pupils but atsalie staff involved with the project. In
developing inclusive practice and a more inclusi@mmunity it seems that processes that

support the inclusion of all players in the comntyis required.

5.2.6Summary

So having explored the data a number of essehgahés seem apparent that relate to
process and what was in the ‘black box’ that helgedf in this local context to change
practice and work towards a shared goal. Whilstaeriding theme relates to developing
a sense of community, an inclusive community thakes accommodations for all of its

members, in this instance this was achieved thra@ogiscious planning and facilitation
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within a clear conceptual framework. This speclficancluded regard to motivation and
goal setting, the value of working within a groapd taking account of the theories of

those within the community. These themes are repted within the diagram below:

Goal setting
and motivation \
External Working as a
facilitation . rou
Processes which Al

support
developing
inclusion

Whole school —_
: Pupil views
community
~

Fig. 3 Diagrammatic representation of themes relatig to processes which supported a

school to become more inclusive

5.3 Themes around ‘what was my role as an EducatiahPsychologist in supporting

the process and practice of inclusion?’

In this section I will highlight the findings natgt in terms of the role of facilitator, but

rather from the perspective of me as an educatmsalhologist acknowledging, of course,

their relatedness to discussions in the previoasase | have already discussed the

findings in terms of the expertise and style oflf@tion, but will begin to consider what

the findings suggest in terms of being an educatipaychologist. The themes outlined
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below are drawn primarily from my own reflectiongeo the process and triangulated from
data drawn from other sources and as such relaies snbstantially to my cycle of ‘action
research’ as an EP, rather than the cycle of acisearch focussing on processes relating
to inclusion in that particular organisation. Tlesults appear to suggest that there are 3
relevant areas of practice: knowledge of the psipayoof typical and atypical child
development and learning, knowledge about the mdggly of motivation and change, and
research and critical reflection.

5.3.1Knowledge of the psychology of typical and atypidald development and learning

Throughout the sessions there was a need for mgsédicilitator to have readily available
knowledge and expertise about school systems amidwum demands, what ‘typically’
developing pupils are expected to do and learn, duatigm can impact on development and
learning, how this might manifest itself in a schoantext, and what strategies,
interventions, modifications, and access arrangésrean be helpfully employed. The
active employment of this knowledge from the iniganning stages through the initial
training session and follow up group sessions paegnt from my own notes, resources
discussed and shared and also from the reflecinpds£omments of the school staff was
used to achieve different outcomes over time. Harewhilst this was valued, for
example:

“Information provided was detailed and presente@imaccessible way”

It actually bore little detailed resemblance to ahyhe actions undertaken by the staff,
probably because it was shared and immersed amotigstexperiences and practice
reflection.

My notes and comments from the teaching staffstthte in sessions 2 and 3 that the staff
group were interested in the resources availafée,they served a useful purpose in terms
of an external resource to discuss and perhapsderaw initial impetus that then enabled
the whole group to contribute. A finding offerecgpport in the comments from final staff
interviews:

“The information given was useful, it was good &dble to re-read it and to think about it

in an ongoing way about what | was doing” (teachrgerview4)
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Having some content knowledge was also importantri® in being able to monitor the
discussions and comments of the staff in the gemgphelp them to reframe some of their
anecdotes or concerns from an asd perspectivey astablished ‘autism friendly’
techniques such as, for example, the ‘Iceberg M¢hgsibov et. al., 2004) a helpful
problem solving tool for generating understanditigd support purposeful future action

about incidents that have occurred. (reflectionates from session 3).

This knowledge was also useful in gently challeggiome of the myths that emerged in
terms of inclusion and autism requiring quick asdesaccurate information. For example,
challenging the assertion made by one of the teadhat:

“I think probably when special schools were closiemieant there were more challenges in
mainstream schools which has been quite hard”

This was not accurate at either a local , regionalational level (DfE data, 2011) and it
was helpful to have this knowledge to hand and tlenquestions to explore alternative

narratives.

5.3.2Knowledge about the psychology of motivation ahdrige

In contemplating the psychology involved in motiagtactivity in previous sections | have
discussed the value of a facilitated process, hacdéed for active monitoring of the
process. For me it was also about monitoring my psythology and staying true to my
conceptual framework, and resisting requests thgiitncast me in a more traditional
‘expert’ mode. This included not responding to teguest of many staff after the initial
training session to do more training in this stifleis did not happen given my scepticism
founded on my own practice experience, and critisiffom educational researchers (eg
Allen, 2003). The initial training was about sedfia context and establishing an
organisational goal from which further local actwuld take place. My framework was
about acknowledging and working with the differdrgories about inclusion that existed
for different members of the community, and co-¢arding practice, not giving scripts
about what they should do which would be unlikealign in any meaningful way with

their theories.
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During the sessions | explicitly used solutioreated conversations and consultation
techniques. Questions were used to support stadictmgnise their own strengths and
develop their own solutions, increasing the liketid that the solutions would fit (Miller et
al., 2000).

Whilst this was a led process in terms of my radaailitator, the challenge of getting the
right balance between leading and facilitation, prescription and direction is apparent in
my reflections. As previously described throughiwet first two sessions | noted with some
impatience the reluctance of the staff group tb dbée to tackle whole school issues that
were having an impact on pupil comfort in schoolrdsisting the temptation to prescribe
content for the next session ‘scenarios’ highliggtstories from other schools were
introduced as a way of promoting discussions treaeuikely to prompt a response to
consider whole school issues. This method did teadtaff group to begin to engage in
consideration of whole school issues and theirirotais, allying themselves with other
schools, rather than changing the nature of poweiirgluence in the relationship with

direction or scripts being dispensed by a visigngert (see Thomas and Loxley, 2007).

5.3.3Research and critical reflection

The school staff in the group were engaged in syatie reflection about their activity,
supported by myself as facilitator. The power & thodel has been outlined by Simm and
Ingram (2008) in their work with school staff usiagtion research techniques to develop
school level change. In this project the critieglection occurred as part of the sessions
and then at the end in terms of sharing the infaonawith the school, firstly in the form of
a discussion with the Special Needs co-coordiratdrSenior Management Team, and
then in the form of a summary information sheetthar pupils and staff involved. The
exploration of whether change had occurred and wiglt have been going on in terms of
process for the school was valued by the staffgrand the senior management of the
school. However, | regret that | did not engagdigtussion with those involved about
what this might say regarding generalising thisieey for the school in terms of other

projects and for the sustainability of this project
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In addition to the action research with the schdohughout | was also engaged with
planning and monitoring my role as practitioner aeskarcher; developing my views about
inclusion, noticing my practice, challenging whatds doing, and collecting data about
this. This process of reflecting, reviewing andadaalysis has been crucial to my cycle of
action research the implications of which for mjufe practice will be explored more fully
in Chapter 6 and 7.

5.3.4Summary

In exploring the role of the EP in the project bathfacilitator and researcher a number of
key themes emerged, supported by the data fronokstadf, and my own reflections.
Which are represented diagrammatically in FigurEssentially my role as an EP was
about systematically applying psychology (contpnbcess and research) to my practice,

and using this to inform future practice — both enamd of those in the school.

Knowledge of

psychology and
learning

My role as
educational
psychologist

Motivational Research and

psychology critical reflection

~_ -

Fig. 4 Diagrammatic representation of themes reflésrg on my role as an educational

psychologist in the process and practice of supparig inclusion
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5.4 Chapter summary and emerging theories

Whilst ‘on paper’ | have disaggregated the findingjating to the research questions
working through the data there are clearly consiolerinterconnections. Neither the
process of change, nor the concept of inclusioriaear nor simple. The initial analysis
and description of findings suggest that it hasg@essible to ‘grow’ inclusion within this
schools for at least this group of pupils. Howewdrilst the activity of those involved in
the process can be slotted into recognisable edacabxes’ (for example ‘the
curriculum’), the responses were not scripted &rtlee shelf’ but were diverse and

relevant to the theories and practice of thoseiwitte community.

The process of change and the growing of includidmot happen spontaneously. It was a
led process based on a number of different elenwéraplied psychology but again within
a conceptual framework which allowed for responsess to a local approach. It was also a
process that was explicitly monitored and refleaieddrew from the previous practice

experiences of those involved and generating ecelen which to base future practice.

Reflecting on the findings of this small scale egsé project a number of interrelated
elements essential to the process of moving frach&tl rhetoric to more grounded reality
in supporting the inclusion of pupils on the autispectrum begin to develop into an

emerging theory and merit further discussion. Ttese

. The co-construction of meaning and practice locghe community
. Explicit regard to goal setting, motivation and amgsational change
. Professional expertise and facilitation

The balance and emphasis of these elements abeodsitation of the project might change
but the initial analysis and discussion of the aesle findings suggest that specific
activities undertaken should attend to each ofalesments. Figure 5 (below)
incorporates these ideas into a potential procegkehthe validity of which will be

explored in the next chapter.

119



The co-construction of

meaning and practice

Goal setting,
motivation and
organisational change

Professional expertise
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Fig. 5 Diagrammatic representation of a proposed mcess model for ‘growing

inclusion’
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Chapter 6: Discussion

In this section | will consider the main findingsdaany patterns and explanations which
emerged from the data analysis and how they relatere detail to the research questions
which were initially posed, how the research questirelate to each other, and their
relationship to the broader contextual issues dais¢he literature reviewVhether the
findings of this research merit integration intpassible ‘process model’ with greater
applicability for growing inclusion for pupils ohé autism spectrum into other secondary

schools will also be explored.

6.1 Exploring the question of whether it is possil@ to ‘grow’ increasingly inclusive

practice for pupils on the autism spectrum within a individual school.

In previous chapters much has been said aboubdtia¢ hature of inclusion and how it can
only really be understood or given meaning by estptpthe constructions of those within
the community. Using Booth and Ainscows’ descriptad inclusion (2002) and
acknowledging that we are looking at the local eigmees of presence, participation,
acceptance and achievement for this school comgwtéff and pupils involved in this
research were reporting positive shift in the firsee areas. If you consider keeping up
with the work of the class and ‘achieving’ socialyd emotionally as achievement (see
Frederickson 2004) there was positive shift inftheth area as well. Although data was
not sought specifically to consider curriculum @st@ment this would be relatively simple
to acquire. However, the lack of seeking this pbdpaelates to my own theories that if you
get other aspects of school life right then theitebhe a consequent impact on academic

achievement.

The findings which came from the data in this pcojeave some features which might be
recognisable to all schools. However, in this prbjleir content was primarily about their
school, their needs and their solutions. Simplirglout the same accommodations in
another school will not make a positive differenoey, | would suggest is it possible, nor

desirable, to reduce the activity in this schoah iest of ‘tips for teachers’. To do this
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would be to fail to acknowledge that the respomsade were related to the identified
needs of that community, arising from the hopeg)sggand competencies of the staff as
individuals and this school as an organisationetts to roll out good advice was not
successful in early school improvement work (segnBlkels, 1998), and neither has the
autism specific good advice available to all sceanler the last ten years including the
‘Good Practice Guidance’ (DfES, 2002), and theusidn Development Programme’
appeared to make a significant impact on the inafusf pupils on the autism spectrum
(2011)

The themes illustrated in the data analysis andrtieyg were used as they covered the

main areas of activity and enabled an illustrabbthe change to be described to the reader
in terminology that was familiar. And, of courskeese may prove to be useful in future
similar projects when exploring some of these avatsthose in a different school as
considerations for workshops for example, or tacttire conversations with pupils, but the
content and activity which occurred did so as aseguence of process. Being consistent
with a theory based approach to evaluation (St@®@4) it is in fact the theories of those
undertaking the activity that is of interest innsrof understanding what happened, and not
the specific content of what they did in any senb&ch merits replication in another

context (for example, setting up a lego club, areligping a covered area in the school

garden).

In considering whether it is possible to grow irsttun in a school | looked at the four key
areas outlined by Booth and Ainscow. And, like mathers who had explored inclusion
and the autism spectrum, initially considered itsrms of the experiences primarily of the
pupils, whether that was by trying to understarartbonstructions and meanings as | did
(and also as did for example, Humphrey, 2008, aslobthe, 2011), or as others have done
by considering the data as it related to them bgests of enquiry (Eaves and Ho, 1997).
However, what became increasingly apparent asrthjeqd progressed was that in growing
a more inclusive community these descriptions rneexpply to all of its members. That

inclusion that was grown here appeared to relatgusofor the pupils but also for the staff
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and that was what felt different. Initially all tife staff in the school were present and
participated, and accepting of the idea of the rnieedtempt to include those pupils on the
autism spectrum. Over time the staff group, an@ss\other members of the staff, were
visibly participating in activity, being acceptiof each others ideas and the pupils
themselves, and also felt a sense of achievernenivare able to recognise what they had
accomplished. With hindsight it would have beewiesting to have extended the concept
of school community to include parents and to algolore and engage with their theories

and understandings of inclusion perhaps leadiragrtmre robust community response.

So within this research is a suggestion that ioWgng’ inclusion the concept appears to be
much more than being just about the experienckeoptpils, it was about the shared
experiences, inclusion and consequent constructibtiee wider community. In Hanko’s
psychodynamic approach to staff support in schelmdsdescribes how, over time, teachers
in groups can ‘surprise’; themselves as to what ta do and how they can support each
other (Hanko, 2002). Reflecting on the data anceagpces from this project this certainly
seems to be the case. During the project it endergey clearly that the school staff had a
feeling of being included and being active partits in the community and its activity,
and that over time they had developed a voice agr@éater sense of agency. It seemed as
though inclusion needed to refer to the rightsdsesnd actions of all members of the
community if it was to be successful. The term ‘ibupice’ is currently very popular, a
legacy perhaps of the United Nations work on thhts of the child, with proper
engagement with young people being at its heaguite clearly has relevance both morally
and culturally to discussions about inclusion. Hegrewhat emerges for me from this
project is that in developing inclusion one hakawe regard to the voice and constructions

of the wider community and all of its participants.

Over the course of the project, from the initialoMhschool training and including the
teacher group sessions, the teachers challengedhimking and acknowledged that they
needed to do some things differently. In this avade perhaps came an element of

cognitive dissonance which enabled change to ticeprather like the challenge and
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dissonance described by Grieve (2009), and alsteBa&y al., (2012). But what was also
interesting is that the challenge and change iotjpgalso seemed to be apparent in the
reports of staff and pupils that new ideas, sugpantd interventions were being introduced
and/or supported by a wider group of staff. Thgmeeared to be a ‘ripple effect’ going on.
It is hard to know why this occurred. It may betttiee initial training generated a receptive
context for staff members who became more receptigeme of the ideas being explored
and modelled by their colleagues, and certainly was specifically referenced by some
members of the working group. There was also anfgelf community increasingly evident
with members of the staff group using ‘I’ less ofte describe what they were doing and
an increasing evidence of the word ‘we’ to deseabtivity in the school, again possibly

suggesting a more community based response.

By the end of the project the pupils had stopp#dantg about staff being unfair in terms of
how they managed a class, or not seeing them agdudls. This may have been as a
consequence of the initial awareness raising sessid perhaps also because there was a
greater understanding within the school of somghefchallenges facing these students, and
a greater willingness to be flexible in a numbesmfll ways. Simple strategies which
were articulated by school staff and noticed bygupils included writing tasks down,
splitting large classes into smaller groups for s@utivities, and being flexible to student
needs in terms of seating arrangements, and adlaajgp have made a difference to the
comfort and experience of both staff and pupilstiiByend of the project the staff were not
discussing the group of students on the autismtgpe@s a separate group, there was
much more flexibility. Some of the strategies walso being accessed by a wider group of
pupils, not on the autism spectrum, whilst otheeseabeing introduced with a specific
student in mind. The work of Farrell (2007) and &abouks (2007) suggest that schools
that do well, whether they have high levels of SBNjot are the ones that are able to
make such flexible accommodations. The pupils neexe being noticed more as a
function of their individuality, as the young peegtom the ESPA college (conference
2009) had hoped, and their ‘behaviour’ was not @lsiut ‘autistic behaviour’ or

‘behaviour problems’.

124



Whilst we do not have data on exactly what wasebettross the classrooms, we do know
that both the pupils and the staff in the projetitthe situation had improved. Perhaps if it
is the proces®f finding a shared solution for that school cahteather than being
categoric about what future plans should look fikea different school, then we do not
really need to know exactly what the arrangememtiewnterestingly, and a theme that
emerged frequently from the data, was that whastheol staff might have felt of as
‘lesson’ or curriculum based intervention or mochtion appeared to be impacting on the
emotional and social responses of the pupils. Azo@® and Reed noted in their recent
study relating to factors that support ‘inclusit®’ noted that the more confident staff are in
terms of their competency the more pupils werentepl to feel a sense of belonging
(Osborne and Reed, 2011). This seems to be botr®ydhe experiences in this school.

So although changes in practice was reported biyspaipd staff and elements of inclusion
were more apparent, can this be claimed to becassequence of the project, or was it just
an inevitable consequence of the passage of tirha®d to acknowledge that passage of
time may account for some of the changes, for exarpppils being more comfortable
talking to a wider group of staff. However, the psiand the staff had some different
theories about this. Clearly the staff felt thatkiog together in a group, and planning and
reviewing activity had made a difference, and tha was an opportunity which would not
normally occur (“It's like gold dust really”), arttie interventions developed as a
consequence of this process were amongst thosgeddty the pupils, offering something
by way of triangulation. But perhaps most imporairt challenging themselves,
recognising that they wanted to do things diffeyeahd acting accordingly their narrative
as individuals and as a school community to sontenéseemed to have changed. As
predicted by Rose (2001), Allen (2003) and Gri2@{) perhaps what had happened was
that they were less reliant on the expert scripts\asiting professional (myself, for

example), and had an increasing feeling of competénmeeting the needs of their pupils.
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However, in a theory based approach to evaluasind,as part of my cycle of action
research, what is perhaps of more interest ishatdhange occurred but what can we

understand of the processes that might have umdergithis?

6.2 Exploring the questions of what were the procsss that might have facilitated

increasingly inclusive practice, and what was my re as EP in thi®

As the project has developed, and as illustrateétamprevious sections, it has been
increasingly difficult to keep the idea of ‘key pess elements’ separate from my role as
facilitator, researcher and practitioner in discussWhat seems to have happened over the
course of the process is that the different elemarg significantly intertwined and, as
Ashton (2007) predicted, the roles of practitioard researcher are enmeshed. An idea that
might horrify positivist researchers but is posgidh inevitable feature of the conceptual
framework underpinning my work. Therefore, in thetion the process elements and my

role as EP will be discussed together.

At the outset of the project | had some views altoeitkind of activities that might have
been helpful to facilitate change. These were dpe# as a consequence of my own
reflections on earlier work, being critical of timepact of ‘top down’ one off training

events, and also from my exploration of researdhénareas of organisational change,
school improvement and solution oriented, and naditvmal psychology. However, did the
practice and processes in this research relatesthinking, and what might be seen as the
essential elements of process, or framework, figrdthool, and for possible future

schools?

6.2.1The process of growing inclusive practice

In chapter 2 | discussed Truscott and Truscottslehwhere they describe the four key

elements of positive psychological processes, wbachbe used with individuals and
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groups in schools to promote growth and developrfiemiscott and Truscott, 2004). These

are:

a) developing social climates to foster strengths

b) Shifting teacher professional identity from uosessful practices to building knowledge
and confidence

¢) Conceptualising teachers as active decision rmake

d) Using their social context and constructionustain changes

Specifically, the work of Truscott and Truscott gagts that using positive psychology
consultation methods can have a positive influerceeachers’ motivation to work with

pupils who they feel might challenge them.

The initial findings of this project seem to suggst some of these elements were evident
as part of the process of change for this schasbuld suggest that the group work and the
style of interaction which included positive, naredtive approaches and an action
research model satisfied the first three requirémemd that using the experiences of the
pupils and staff was important in linking activitya social context. And, for the duration

of the project at least, the working group providgaowerful social context to construct

and sustain change. However, what this model doeadequately reflect is the linking of
individual activity to broader school goals ovend, nor perhaps the degree of challenge
that was experienced by a number of the staff gnogehool and its role in change when
they listened to the experiences of either Rory Hosn his DVD (2007), or the pupils

from their school.

In May’s model for school development he identifies need for a strong feeling of shared
enterprise within the organisation, possibly suggmbby an exploration of the experiences
of the pupil (May,2007). He suggests that this $thbe followed by activity that supports
staff to change some of their attitudes (or perfdgepries’ and assumptions) which will
then lead to a change in their practice. He desstibat whilst there might be a body of
knowledge that can support practice it is attentioprocess that is just as important. This
does have some resonance with what went on imptbjsect: The management support and
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the initial training did provide a context to stilate change and a feeling of shared
enterprise, the group work offered a context tdlehge and explore assumptions and
practice, and sharing pupil experiences also suppgdhe feeling that something needed to
be done.

However, within this project there was a fluid artthnging nature to the motivations, goals
and practice at both an individual and school lewar time which offers a slightly
different conceptual framework from either of th@sodels, and which perhaps gives

meaning to the activities engaged in and procassss project.

Reflecting on the work of goal theorists Austin arahcouver (1996) and motivational
psychology (See Ryan and Deci, 2008) motivatingviddals to engage in activity that is
relevant to an organisation requires a linkage betwthe individual and organisational
goals, and that individuals have a feeling of aatoy, relatedness and competence. In this

project these features were all apparent, but eifterent emphases at different times:

. Following the initial training there was an initi@hole school desire to be more
supportive of pupils on the autism spectrum. Taaihg had the status of a shared goal but

it was unfocussed.

. Initially within the staff working group the goalgere very individualised and

related to the immediate working contexts of indinal members of staff

. As the group progressed there was a feeling tl@tidual activity was becoming

related to the activity of others in the group, &mgtaff in other schools.

. By the end of the project the activity of individsiavas aligning much more with
the whole school goal of being more inclusive It activity and outcomes were much
more tangible. Staff in the group, and some extémtie group, were able to act
individually but being mindful of the collective egda, and appeared to feel more
competent and confident in their agency within.this
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The focus of this project had been to see if it p@ssible to ‘grow’ inclusive practice, and
how this might be achieved. Reflecting on the refeghip between the process activities
undertaken, the impact of these activities on thedries’ of those involved, and how this
in turn impacted on their motivation and practieerss to be at the core of what went on.
This possibly relates most closely to the work aftis and Chapman (2004), and Silins
and Mulford (2004) around schools as ‘learning aiggions’, although not within specific
autism, SEN, or inclusion agendas. They both desdhe need to ‘grow’ effective practice
with staff who feel empowered through participataod co-operation at a local level, and
where diversity and complexity are respected andgeised as essential elements of
organisations. In schools which are describedeasriing organisations’ staff are
empowered, they feel effective, and are able tdkwoHaboratively with their colleagues.
For the staff in this school, specifically thoseghe working group, this seems to have
happened.

The first significant process activity in this peoj seemed to be the initial training: In
common with all of the earlier discussions aboutiwation and change there is a need for
some initial stimulus. In this project this relateghe initial discussions between myself
and senior management in the school about a groogvo pupils, and the initial whole
school training session. That the feedback from ¢bssion was very positive was clearly a
good start. However, | think that there were peshsgme risks in my agreeing to do this in
that | was being portrayed as an ‘expert’ and pgestveas perceived to have power, but
probably little influence on practice, as a conggme of this (Buscher, 2008). The real
dangers of deskilling teaching staff by providimgigted responses has already been
explored (see Allan, 2003). And if one agrees thatmeaning of inclusion can only be
understood from an exploration of the constructioihose in a community then as a
vehicle to grow inclusive practice whole schooirtnag is flawed. However, the real value
of this session seemed to be in offering some stisnand some challenge, particularly
through the very personal and grounded insightsedf by Rory Hoy (2007) that would
lead to a community awareness that they needddrtk about their theories (assumptions
and practice) about individuals on the autism spett The evaluations of this session and

the interest in joining a working group suggest thhad achieved this aim.
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The next significant process activities identifeesla theme from the data analysis
suggested that both working as a group and lisgetairthe experiences of the pupils were a
valued element of the process in this school. Theseities also related significantly to the
motivation and activity of the staff in the group.the early group sessions the school staff
seemed very reluctant to act on the concerns gbupéds, although afterwards they
acknowledged how powerful the pupil comments witrn@as as if at first they were acting
as individuals and did not feel able to take oneéssoutside of their comfort zone.
However, by week 2 the group were beginning to vaxla group. They were feeling like
they had common issues and concerns and that ibkvast to have all of the answers. The
fact that the group members ‘surprised’ themselils what they could achieve over time
has resonance with Hanko’s work. As their confideand group identity established there
began to be some alignment of their activity araugrgoals (“well we are all working to

the same end aren’t we?”) .

As a psychologist monitoring the process there apgueto be strengthening of professional
relationships within the group as a consequendaaifig challenges together, a feeling of
shared enterprise and that their individual actems$ endeavour were playing together
towards a common end. Although not explicitly ‘badgas such, the comments from the
staff implied very much a school or community rasgeto the issues had been established.
Research exploring the factors essential to inatugsee Booth and Ainscow, 2002) and
more specifically to the inclusion of children dretautism spectrum (see the Autism
Education Trust standards document, 2012), and Hueypand Lewis (2008a) emphasise
the need for a whole school response. But vety littterms ohow this might be

achieved. In this research there has been exparafione possible way that this might be
achieved building on a Vygotskan model of sociaflgdiated learning. This project
specifically looking at the inclusion of pupils dre autism spectrum but if slightly

different stimulus materials were used then thigraach may equally apply to other
inclusive practice developments in large organisetiwhere progress is based on the co-

constructions of those in the community (see ReandsBoreham, 2006).
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The strengthening of collegiate professional refahips and shared enterprise (or goals)
could also relate to the staff group responsedcstaries from other schools, where the co-
construction of theories about what was going ah@wssible solutions was occurring
almost within a virtual community of school stdffis interesting to consider at this point
where the expertise was felt to lie. The data ftbengroup sessions suggests that the staff
were not looking to me necessarily for the solutiany role was to raise issues and
facilitate the sharing of experiences, and theyevircoming increasingly confident about
their practice and skills. Something ‘new’ seeme8é¢ added when people interacted,

which led to changes in practice

The use of accounts from pupils also seemed to Aawke in the goals, motivation and
activity of all of the staff, as suggested by bBtrrett (2006) and May (2007). At the
outset | thought that it was an interesting appnaawd that both the Rory Hoy DVD and
pupil interview data would give a very grounded &ndhan perspective. | had perhaps
underestimated their role in terms of goals andvabon. The significant and empathetic
response after the initial training was attribuseghificantly to watching Rory and from the
comments made perhaps challenged staff assumpatiimng how difficult mainstream
schools had it when they had to accommodate patbmtiicky students. From this
challenge perhaps stemmed the general goal of “\W& be responsive to the needs of
these pupils”. The fact that the pupils they wemeeiving probably had more differences
than similarities to Rory Hoy did not really mattes concrete activities were never
expected to follow immediately from this sessioheTmpact of his account was perhaps
more to do with the challenge to their theories asslimptions which appeared to prompt a

broad based desire to change practice or ‘do sangéth

However, the challenge offered by the accountwupflp in their school was different.
Initially the response from the staff group wasltosomething, but related to their own
feelings of competence and their own ‘activity sys$’, not the issues raised about whole
school issues such as corridors and lunchtimescdmenents from the final interviews

illustrate the discomfort felt by the staff wher thupils described difficult times of the
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day, and relief and perhaps pride when they felt tinere had been improvements. Perhaps
it was only when the group felt safe enough thay thvere able to address this challenge in
a positive way (Grieve, 2009). That some cognitlissonance occurred is possible, and as
suggested by Engestrom ‘disturbance in the systamlead to change (Engestrom, 2000).
As the group progressed the activity system broadl@md the goals of the staff in the
group aligned in a much more concrete and practregl with the broad goals of the whole
school. As a facilitator | saw my role as providmgontext and stimulus materials that
would challenge and would enable then to exploeg tonstructions about autism,
inclusion, and the pupils in their school, and oostruct new theories within their context.

A question for me, and one | raised in the previchepter arising from this, is who might
be best placed to elicit the pupil views? | fountbibe a powerful experience and perhaps
the first hand nature of my experiences linkedaime impatience on my part for the staff
group to tackle these issues first. Had the stafinivers undertaken the interviews would
they have got to this point more immediately? hasd to say. However, | think there are
methodological and ethical issues to considerrmseof a single interviewer is more likely
to reduce variance in the way questions are agRedgon, 2002), although in this project
perhaps it was not necessarily important to mairgach standardisation in questioning, as
different experiences were to some degree to beatag from the pupils. Ethically I think
having someone from outside the school probabbmegtl for a greater openness from the
pupils and certainly increased the possibility mbaymity of responses. But as far as the
guestion of whether it would have changed the natitw and goals for the staff; that two
members of staff at least confessed to have kndentahe issues of concern prior to the
project but had not felt able to address them timsilgroup had established a safe context
and momentum for sharing suggests that it wasoimaey of the group, rather than who

elicited the views, that impacted on motivatiodtosomething different.

6.2.2My role as facilitator in the process of change

If motivation and goals, and the processes whigpstt them are seen as a key feature in
the change that occurred, what can be said abewthtribution of myself as an external
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facilitator to this process? Is this an essentahent? At the outset the staff in the school
thought it was necessary to have an ‘expert’ (m8pseialist Senior Educational
Psychologist) give them training, following receratditions in the world of ‘special
educational needs (See Thomas and Loxley, 2008svechoed in the recommendations
of many reports including those produced by the NA®?2), the manifesto and updates of
the All Party Parliamentary Group on Autism (20G8)d the Autism Education Trust
(2012). My ‘expertise’ was referenced and appredid the initial training evaluations
and some staff even wanted more. However, | thiaklby the end of the group sessions
the comments of the staff group and my own reftedisuggested that it was the
facilitation not prescription that had enabled ustEndings of the needs of pupils in the
school and relevant, manageable and appropriateranodations to be co-constructed
which were relevant to that community. The needbhefschool appeared to have shifted
from a medical model where information about ‘autisvas required to a more embodied
approach where accommodations and adjustmentsbh&erg made by staff and across the

school community because they felt motivated arablel to do so.

My activity as external facilitator was referendmdall of the staff group at the final
interview. During the group sessions my role wash@es more implicit than explicit. It
reflects very much the stance of Miller and de $ha2000) who describe the role of the
facilitator in terms of ‘second order practice’ withange occurring through the activity of
someone else but prompted by the activity of tret ierson — in this case myself as
educational psychologist. However, what may perliepseen as a professional challenge
in this, is that when it goes well and the feeliofipower, influence and expertise shift to
those directly engaged with the target activityaih perhaps leave some with the question
of “so what did the EP do for us?” Certainly widesearch from organisational change,
motivation theory and from positive, solution ar@aboriented psychology suggest that the
‘clients’ who are the agents of change gain mostwihe action plan and action have been
generated not by the external facilitator, buthmmselves.
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However, in terms of facilitation and the applioatiof psychology, the sessions didn’t ‘just
happen’. The sessions were planned and had sortentofs discussed earlier as an
educational psychologist | have my knowledge anzearnces of autism, a range of
interventions, teaching and learning, and the culum, which | drew on in the sessions,
along with my own theories and constructions alatltision, the needs of these pupils,
life in secondary schools etc. However, any conttshared was at the request of the staff
and most importantly in the form of illustrationdastimulus, not prescription, and not with
any more status than their ideas. As noted by diieeagroup members:” | know you had
lots of ideas and information which was good....weyat to say our bit and do things”. A
point reinforced when you consider the diverse meatd the accommodations made by the
various members of the school. | would suggestwieen looking at the process of the
change it was not the programme itself which wastefrest but rather what it led people
to do (Weiss, 1997). A point echoed by the workafy (2007) who, although looking at
the teaching of reading which might perhaps beidensd less of a socially constructed
phenomena, considers that it is the process ofisting change not the product or

programme that leads to practice development.

Throughout this process, part of my research wasftect on my own activity, and other
peoples reflections on my activity and to think wiere anything that | was doing that
made a difference. Throughout | have discusseddled to consider process, and be aware
of the essential elements. At the outset | hadneige idea about the outline of the project.

| felt that essential elements were likely to batexl to working with a group, supporting
them to look in their black boxes and explore thiegories about what inclusion meant for
them, their school and their pupils (Stame, 2004)s was very much a facilitated process
and required me to set up specific activities, mershe balance of content and discussion,
utilise positive consultation techniques and adyiveonitor the process and contributions
of those involved (for example as suggested by &agt al., 2008). My role was not static
and this facilitation appeared to be a key eleroéohange (“Well without you it just
wouldn’t have happened” teacher comment). As sugddsy Pelligrini (2009) educational
psychologists can generate change and alternaingractions through the subtle

integration of information about child developmesanisational change and process,
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carefully balancing both professional expertise fauditation. And according to Pelligrini

apparently, at its best this can appear effortless!

However, it also seemed important that the fatddgprocess encouraged staff to critically
engage with their activity and then to review aefiect on this in an explicit action
research approach (“Made you think outside of yamx” teacher comment). Facilitating
this action research approach appeared to enabliercge and exploration that allowed for
positive change, as noted by, for example, All&00@), and which was explicitly used as a
model in the development work of Simm and Ingraf@0@). A phenomena also described
by both Senge (1993) and then Flood (1999) in #isgussions about complexity theory.
What they describe, and what seems apparent Bafetiindividuals in large and complex
organizations (such as schools) are best ablegagenwith large or visionary ideas (such
as inclusion perhaps) at a local level of engagé¢med dialogue. However, as they also

note they often need help to do this.

My role as practitioner researcher also included/i#g and planning around some of the
more practical aspects of the process includingmgsize and composition, and timing. My
hope had been to have a group that comprised a seation of staff including key
members with influence across the school, influerateby virtue of position necessarily
but those with a significant voice. | had also hibpehave a consistent group of 8-10 staff
to generate a range of ideas and perspectives. Wowgiven the difficulties with timing
and the fact that this was not in official directede this did impact on the group
composition and | was aware that not all of thaa# svho wanted to attend were able to,
and not all who attended were able to do so cardigt However, this is the dilemma of
real world, applied research. As a practitioneeaesher one looks for opportunities to
learn and reflect, and often they are not ‘neattathyd. However, despite these issues
positive change did occur within the school, antis@aluable patterns in terms of process
have emerged and provided evidence for future jgeadh terms of the timing between
group sessions with hindsight there needed todteger time frame with perhaps four

weeks between sessions, which would also have etldar more group sessions over the
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course of the year and an opportunity to develsfraiegy for sustainability seen by May

as a crucial element of process, and which wasrigah this project.

In discussing the findings of this project in teraigrocesses which have been helpful it
appears central to this is motivation, and fadiligaa context and structure that enables the
goals and motivations of the organisation as a @tmhave relatedness to the goals,
motivations and feelings of expertise of the indials within the community. This has not
been a simple linear process. The goals and mminsastarted broad and vague. Then they
became somewhat narrow and individualistic in Heefof challenge. But as a group
dynamic emerged that provided a safe context ttoexassumptions and challenges then
through this dissonance (or ‘disturbance in thevéigtsystem’) the activity and

motivations of individuals appear to have aligne@imuch more concrete and tangible
way with those of the organisation. In this prodgspractice in the school, as evidenced
by the reports of the pupils and the staff workjmgup, had also appeared to shift from a
medical model to an embodied model of disabilityevehmore flexible accommodations
were being made across the community in responteetoeeds of particular pupils. It
seems that the answer to what was in the blackdag Pawson and Tilley (1997) suggest

— the people.

6.3 Towards a process model

When | began this project my focus was to try aadrore effective in my practice when
trying to support a school to include pupils on élséism spectrum, and to research the
elements of process that were effective. In masgeets the headline theme was ‘pupils
with autism’ that was what it was about. However) have engaged with the activity of
this project, worked with the data, reflected oratiappened and the themes which
emerged | am conscious that the use of the tertistauhas gradually faded both in the
staff discussions and in my write up of the prajéidbas become more a story of how to
support a school community to be more inclusiveiriilar story is apparent elsewhere, for
example May'’s research began thinking about impigimg changes to literacy practice

but concluded that it was the process of changethegrogramme content, that required
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most attention (May, 2007). As this fading of therd/autism occurred what has perhaps

emerged is an approach (and a process model) thahave broader application.

In the previous chapter theories were emerging fiferdata generated through activity in
a particular school and the activity of myself aoane of those within it which suggested a
number of key elements to the process. As | hapéoead the research questions and initial
findings alongside a broader literature contextahge some congruence between the
activity and findings of this study and other resbdrom a range of different contexts:
Contexts which include school effectiveness, orgational change, motivational
psychology, and perspectives on disability. Andstd@ration within a conceptual and
methodological framework which advocates a locatll®f enquiry and activity, and a
socially mediated approach to learning. As suggeséelier in this project the linking of
positive psychological approaches, SDT, and scéffettiveness (and not necessarily
autism standards) supported individuals in schmoégard themselves as competent
enough to actively participate and relate to otieositively developing their

organization.

Given this | would suggest that there is some uglektending beyond this school and
proposing a simple process model from this resealsbh can offer an outline approach of
‘how’ inclusion might be ‘grown’ elsewhere. As #& the process elements and not the
content which seem to be essential elements thelmuealy offer some understandings for
activity in other similar school contexts if thaesesufficient congruence between them (see
Lincoln and Guba, 1985), and may be relevant teliging inclusive communities
generally, and not just with relevance to pupilgleautism spectrum, although

acknowledging the limitations given the small sezé¢ure of the project.

Some theory based approaches to evaluation, (ae@S2004, and Weiss, 1997), and the
one | have adopted here, suggest that changes ¢tatiee theories of those in the
community, and not the programme content itselfweler, that does not imply that there
is no content. And an embodied approach to digglsitknowledges that there is a need to
recognize that some accommodations are requireddet individuals, and that some

individuals and groups need considerable accomrmdatin the case of accommodations

137



for pupils on the autism spectrum some generalecdmhight offer a helpful starting point
that would populate the ‘professional expertisenatnt of the model, and different

‘contents’ may be used in different contexts.

Indeed there have been some references to autigted &nowledge in this project, some
of it was evident in the initial training and grosgssions, but | have also been critical of
the demands of the National Autistic Society, Thaigm Education Trust, Department for
Education, and smaller scale research studiesagiefumphreys for an increase in training
and a standards approach to encourage school gevetd and increased inclusion. They
all reflect a rather top down approach which felsicknowledge the nature of inclusion as
a socially constructed phenomenon, and the nafurleamge in complex organizations, and
that what is in the black box between input angbouis ‘people’ and their theories (Weiss,
1997)

If we adopt the position that ‘content’ or prograesprovided as part of professional
expertise/facilitation offer a necessary, but ndfisient, element that can motivate further
action then a more helpful stance of ‘awarenessnglirather than ‘training’ may be

adopted.

So in conclusion, the findings of this project, wireferenced with broader research
sources from other fields offers some support i pghocess model. The model suggested
from the findings of this study (and illustratedFig 6 below), whilst having relevance to
pupils on the autism spectrum, may be able toeetaire broadly to developing an

inclusive school community and includes three inédated elements:

. The co-construction of meaning and practice locdhé community
. Explicit regard to goal setting, motivation and amgsational change
. Professional expertise and facilitation
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Developing an inclusive
community

The co-construction of

meaning and practice

Goal setting,
motivation and
organisational change

Professional expertise

and faciliatation

Fig 5 Process model for growing an inclusive commuiy

In moving from the rhetoric of inclusion to reality this particular project the detail of
these elements of practice related to a numbguegic activities including; facilitator and
staff working together in a group, listening to thepils experiences and theories,

employing an action research model.

In other future studies the exact nature, contaning and balance of activities may be
different, these activities seemed to work herenferand this school. But what has also
been important is that there has been an oppoytt;mgenerate evidence from practice that
can be helpfully used to inform future practicertigalarly for myself, but perhaps also for
others (see Fox, 2003). In the next chapter Ingflect on the limitations of this study and

possible implications in terms of the nature ofévelence generated and for whom.
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Chapter 7: Reflection and conclusions

In this final chapter | will move beyond the resdgaquestions posed in this study and
reflect on the process of undertaking this reseanetl my own personal reflections on the
research journey. | will also consider what it me&r me and my thinking and practice as

an EP, and possibly for other EPs within the curpafitical climate.

7.1 Reflections on methodology

This study did not set out to test a hypothesisialimw’ to support inclusive practice
relating to pupils on the autism spectrum in seaoydchools. It set out to explore whether
it was possible to ‘grow’ inclusive practice in arpicular school, what processes might be
helpful to this, and what | as an Educational Psi@gist might contribute to this. It was

not just about testing whether inclusion could benpoted, significantly it was about
exploring what was in the ‘black box’, what were trocesses that promoted it, what was
happening at a local level of enquiry and what thasrole of all of the players in this
process? It was a journey of exploration, and abmérging patterns and trends. It was
also very much about how any knowledge gained cbeldsed to generate evidence which
would then support future practice for both theosdland myself as a practicing EP. As
such, a qualitative action research conceptualdveonk in terms of planning the research,
generating and identifying data was employed, andpgpropriate methodological approach

employed

As a practitioner researcher | was immersed irséténg and attempted to both ‘research’
the action of others, that is the school commurity] also to research and reflect on the
action of myself. This double spiral of enquirytiates posed challenges and | was very
conscious of the need to remain aware and reflectivmy role in both the action and
research. My ‘action’ was about the process oflitation and not directly about what the
school staff chose to do in their roles and ag thetion. My ‘research’ focussed on what |
was doing, and the role that had in what other |gethyen did. At times | was very
conscious of almost being drawn into and becomarty@f the school community and

wondering whether in fact this was a problem. Hosvethat there is a legitimate
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relationship between the research context andetearcher, as acknowledged by Snape
and Spencer (2003), Dyson and Todd (2010), and #®805), is not unexpected nor
necessarily problematic in qualitative researchHpag as one is mindful of this issue and in
reporting this is acknowledged. In fact, as notgd/loore, that relationship and joint
exploration may in fact be essential in the gemenatf a shared reality or formulation that

enables something different to happen.

In terms of an action research model the methogdoym@d within this project relate to
those set out by McNiff and Whitehead but withia ttontext of a double spiral of action.
Within this | was quite clear about my action; 1 eat to do something, | had a plan, and
wanted to monitor the process, the progress andatygdf activity over time, and use this to
impact on future activity both within this projeandd beyond. With hindsight | do not think
that the signalling of this and the regular explaknowledgment and exploration of this
dimension with the staff working group were so cl&ghilst there was a clear and explicit
‘plan, do and review’ approach taken on a sessyoselssion basis with the working group,
and a final review and analysis undertaken with gnoup and senior management their
role as researchers was not always explicitly ackedged other than at the beginning and
end of the project. Perhaps within the context akimg this process feel ‘ordinary’,
something anyone could have a go at, this was tialpterms of empowering staff. Where
the boundary lies between ‘critical reflection” agxplicit ‘research’ does not appear to be
hard and fast; and there are many different vienths. However, that all of the
practitioners in the process were active decisiakers, planning to do something and then
being critical about what happened and why, bedonbarking on further activity is to
engage in action research. As such they can bedesad as researchers - engaged in
practice generating evidence that informs futueefpce (see Fox, 2011, Blaumfield et al.,
2008).

Had the project ran for longer it would have beeseful to have sought data at a greater
number of points along the way to be able to gietjburney of the process of change as
some longer term, larger scale ‘Theory of changejegats have been able to do (for
example Dyson and Todd, 2010). This would have Ipeeticularly useful to explore not
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just whether change had occurred, and the factbishvsupported this growth, but perhaps

offering additional insight into the factors whighght sustain and maintain it over time.

| think that it may also have been useful to hanbvidual interviews with pupils who were
not on the autism spectrum perhaps to explore wehétie themes which emerged were felt
more generally by other pupils across the schodiildMhis would have moved me from
my original lines of enquiry, this may have beeteiasting to explore in terms of whether
a school facilitating the inclusion of pupils orethutism spectrum is generally felt by their
community to be inclusive, as one might have ptediérom the study reported by
Kalambouks et al., (2007).

In terms of validity within this project the findjs have been explored and appear to have
helped to generate understandings for this commanii my practice as part of this. |
think that the understandings generated may hade@haven broader validity for that
community if there had been more people includetiénprocess, that is, more school staff,
pupils and parents. However, despite the smalestature of this project from the work in
this school a process model has been developedyluioh is offered some support from
research projects in other fields of practice idolg organisational change and school
effectiveness. It has a number of elements alllu€lwappear to be necessary, but none of
which are sufficient on their own. On reflectionsitperhaps that there is a lack of
prescribed content within the process which entaiisgotential relevance to other
contexts. However, in this project the focus hamnlka a specific arena, that of autism and
inclusion. The next challenge will be to undertékeher action research and consider the

extent and reliability of any understandings it htigffer in future practice.

Any EP practice, including that relating to comp#®cially constructed contexts, needs to
have an explicit theoretical base but there isggestion that its application also requires
artistry (see Schon, 1987, and Fox, 2011), Anthisicase the artistry required by myself,
or another EP may be utilising this model in a wénych is responsive to the particular
context of their practice, another school, and wayko co-construct and ‘grow’ inclusive
practice as it relates to the needs of that unogumemunity. Of course, ‘genearlaisabilty’, as
understood within a qualitative research framewsrkenhanced suggest Lincoln and Guba
(1997), when there is greater congruence betweerand old settings, for example in this
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case, both being mainstream secondary schoolsislparticular study we have been
discussing pupils who are on the autism spectruml, &#m suggesting that the conclusions
and process model may have broader validity irfidhe of inclusion. Having expertise in
process, change and motivatimd knowledge of child development, teaching, and
learning is at the heart of much of the practicaEP. For me, the model emerging from
this study suggests that supporting inclusion host communities, whatever that
community looks like, and whichever groups or indiaals you might be thinking of

including or making further accommodations for reeglconsider:

. The co-construction of meaning and practice locdhé community
. Goal setting, motivation and organisational change
. Professional expertise and facilitation

7.2 Reflections for myself as a practitioner

Over the course of this project my thinking andcpice have undoubtedly been challenged.
It has been shaped by the ‘doing’, and also thrdbgheflections on the process and my
role from the initial discussions and meetings vsithool staff to the present time. This has
included the ‘micro-level’ reflections relating tioe school at the heart of the project, and
the ‘macro-level’ reflections as to the possiblgiications for my own practice, other
schools, and possibly for Educational Psychologyeng@nerally as part of a broader
political landscape. | am still involved in the schat the heart of this project and must
resist the temptation to talk about the ongoingney, as apparent through the narratives of
the staff and pupils, as this goes beyond the sobfies research project. However, what |
am able to discuss is the journey that | have tasea practitioner from the discussions
several years ago when a parent of 2 teenage oy @utism spectrum said to myself
and a Secondary school Senco; “I know that youbatie doing everything that you can,

but how come my boys are still not in school?’ Aesfion that prompted me to begin to
think more carefully about what had been happeantystart to reflect more systemically
on my own activities. A question | now feel in atbe position to answer with some

confidence.
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What has become increasingly apparent to me agel fedlected on the project and its
process has been how my role and activities uridarthave supported the motivation and
development of goals at an individual and systdeniel. In some respects reflecting
Pelligrini’s suggestion (2009) that positive psyiduical, goal oriented approaches can
have a significant potential for work at both adiudual and system level. However, what
has also been important as part of my contributaime process has been to maintain a
focus on my conceptual framework. That is to emplgctice which genuinely allows for
the co-construction of alternative theories anatica, recognising that the concept of
inclusion can only be understood through the urtdedings of those within the
community, and that a socially mediated approachdsired. This means, as an EP,
resisting the request to just deliver trainingtamprovide answers to the problems that

might be described, and to acknowledge one’s ®k participant in the process.

Although the first step in this particular projees a request for training from an ‘expert’
which could potentially pose some tensions betweesat | felt it would be more
appropriate to do, both conceptually and methodoédly, and what the school wanted,
this did not prove to be the case. To some exkestcbntrasts with the account of using
solution focussed activity theory techniques by iBset al., (2008) who suggest that the
tensions between schools’ views of EP practiceEdiews of what they wanted to
achieve led to disturbance and challenge in thievicsystem’ which contributed to
subsequent change. The experiences for me inrjisgb were that the school did not feel
challenged by my suggestion that something elsddimeiuseful. The challenges that led
to change in this context seemed more relatedetdeitt that the pupils in their school were
experiencing difficulties. One of the challengesrfee related to the fact that | needed to
hold true to my conceptual framework and facilitateo-constructed approach to
understandings and practice, even though at times ltempted to have been more
directive and suggest some things they could ddaps a point when the balance between

practitioner, facilitator, and researcher was ingk of being lost?

144



I think that another emerging issue for me overcitnarse of the research project has been
to re-evaluate how | understood the concept olisioh. At the outset, my theories about
inclusion were largely related to pupils with soaaslitional need and often included a
strong desire to support school communities to deteer job in including these pupils,
many of whom were on the autism spectrum. My matws related to the many pupils |
have known over my years as an EP who have fowrwhdary school life really
challenging with a significant impact on their emaotl health and well being, and
achievement socially, and academically: a picturdesnt all across the United Kingdom
(see APPGA, 2009, Batten, 2005). Whilst | am stiditivated by this, the way | think,

which relates to what | do, has changed:

Following Slee’s suggestion (2001), | began dstroicting the term ‘inclusion’ and
became drawn into reflections about its historésad social provenance and why it has the
status of a ‘sacred cow’. In exploring and challaggny own views of inclusion alongside
the views and language used by others whom | wdttk on a regular basis the real
tensions in using descriptions such as ‘SEN’ asd‘&ere highlighted. As Focault
suggested (1991) using such terms can have théutional effect of segregation, and as
Thomas and Loxley (2007) and Allan (2003) and R@6€1) suggest can lead to regular
school staff feeling deskilled. For me the questi@s how to move forward when all of
these words and individual theories about what thegn exist and are used by politicians,
school staff, parents, and sometimes pupils. Fothmehallenge was not about challenging
the language used by others and so creating disserzad change, it has become about
shared enterprise, about deconstructing the come@tit others in the community and co-
constructing it together. The process of growingusion for me has developed into an
understanding of an inclusive community being dra telates as much to the feelings of

presence, participation, acceptance and achieverhéme staff as it does to the pupils.

When discussing the themes that came from thel deda aware that the staff in the
working group moved from describing their actiorthe first person to a greater use of the

word ‘we. They also shifted from describing the jgipn the spectrum as something of a
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homogenous group to seeing them as individuals &lso aware that through the course
of this project, in my notes, and also when writiqgmy language has changed. | began
thinking about the ‘me’ (my activity) and the ‘the(achool staff) but moved to more use
of ‘we’ when talking about what was happening. Whihink this reflects is the close, or
perhaps indistinguishable, relationship betweeaarher and practitioner, possibly a false
distinction in reality. The interface between reshar and researched in practice is not
simple and the boundaries were inevitably blurkéalwvever, perhaps | can take comfort
that my methodological rigour was maintained wheading Ashton who suggests that it is
not unreasonable, in fact may be desirable, foettauator also to be a practitioner
(Ashton, 2007).

| have also being challenged by the idea of whermg views about the autism spectrum,
a diagnosable neuro-developmental condition withestried and tested ideas about good
practice ideas fit with a socially constructed agmh to knowledge and understanding
where solutions are generated by the practitiomigh, support from a facilitator (for
example Reeves and Boreham, 2006). | have be&ratof the impact of practice
guidance relating to autism on what goes on in@ishdt is not that | am opposed to the
content of any of these approaches (for exampl® &8od Practice Guidance 2002, The
IDP 2009 etc.), but rather it is the lack of coesation of process that seems to be a
significant stumbling block. These programmes &#l like the early failed attempts to
improve schools through a distilling out of featiod good practice and then attempting to
‘drop’ these features into other schools witholraevledging their unique context,
community and constructions (see Reynolds, 1998 Hopkins, 2001, discussions
exploring the limitations of the ‘school effectivess programmes of the 1990’s). The
model for future practice developed over the coofdhis research project has regard to
the fact that there may be some ‘good practiceterarto consider but allows for school
communities to consider the needs of their commyuadults and pupils), and be
supported to develop or construct as active praéts their own solutions, moving away

from a ‘standards’ or ‘competency’ based approach.
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| think that consideration of an embodied modallishbility (Shakespeare et al., 2002)
relates to this and considerably develops theaotemist approaches suggested by
Weddell et al., (1980) into a more ethically acedpe framework. If we accept that we all
require some form of accommodations to be madebigty, and that some pupils might
require more — including perhaps some of thoséneratitism spectrum- this allows us to
consider that some information and resources dpduhéut stops short of saying exactly
what must be done. How this is achieved shouldedtathe individual needs of that pupil,
or teacher, or community, with accommodations ls=sm as a matter of degree, not

category.

In the earlier chapters | highlighted how Thomaalgt(2007) suggested that in order:

“To examine why people don't fit, and to help orgations to enable them to fit, we have
to understand them as people and to understarmktiEe in the organisations which

accept or reject them” Thomas and Loxley, p43

| would agree that evidence supports the needderstand people as individuals, not by
virtue of their ‘diagnosis’, but I am not sure tha (or I) can really understand the
complexity of the people and organisations whiateat or reject them. However, | do
think that what this research project has shownsntieat it is possible to support and
challenge people in organisations to better undedsthemselves and their theories, and

sometimes this can lead to them doing things diffdy.

As an emerging researcher one of the most integefatures of the action research cycle
is how the process of critical reflection still ¢imues during the writing of the report. This
is certainly not ‘clean’ positivist research witldefinite beginning and end. The data
relating to my own role was available through myesaand reflections over the course of
the project. It is also fair to say that my reflens on the process and my role have
continued to emerge in the course of working thiotihg data from the range of sources,
and in writing the report. This dynamic aspecthe teflection has presented me with

challenges as | have been writing in terms of kmgvéxactly when my thinking and action
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research cycles started and when to stop. Howewvenjting up the research | have
endeavoured to be mindful of not going beyond witain legitimately claim from the data

available to me (Braun and Clarke, 2006).

In my writing | have attempted to capture this ajiag dynamic, and also reflect that for
me one of the key outcomes of this research hasibemmbining thinking from a number
of different areas. | have wondered why there HBen many attempts at defining good
practice for pupils on the autism spectrum, btielidrawn from school effectiveness that
has impacted on how positive change can be grdvmmay be that SEN and Autism in
particular continue to be seen as somewhat ‘niahd’specialist areas, supported by a
range of specialist assessments and techniquegyvandt’'s own act of Parliament (Autism
Act, 2009). In this process | have also wonderedtivr these factors contributed to the
schools initial ‘panic’ at the thought of how thepuld manage these pupils and was,
ironically, crucial in them dedicating whole scha@lining to the area and the dissonance

created enabled some disruption to their systetratftaved something different to happen.

7.3 Conclusions

In conclusion the question remains as to whetherhias merely been a useful exercise for
me and this particular school, or whether usingdleas generated there are messages with

a broader appeal within the educational psychoprgjession?

As a practitioner, alongside many of my EP collesgu have witnessed and contributed to
a debate around the relative merits and shortiéfimedical models’ of EP practice,
contrasted with more process models of practiceneSloocal Authority Educational
Psychology services have promoted exclusively m®oe consultation models, whilst
others have clung steadfastly to a more medicaletnaichractice supported to some extent
by the statutory assessment and ‘statementing gsbaed a more medical model of
disability, required and paid for by employers. ftmoents of both stances would perhaps

argue that they were supporting ‘inclusion’, eitbgr attempting to influence the systems
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around a pupil, or by being clear about the needsiraterventions required for a pupil to

be accommodated or perhaps have their deficitsdietesl.

What this research has provided me with is a cteat®nale that as an EP | need to have
both expertise in process, change and motivatimhknowledge of child development,
teaching, and learning. In the case of autism spectlisorder there is some useful
information about processing differences and thekiof accommodations or approaches
that seem to work and be helpful. Information wheelm be drawn from positivist science
research (for example neuro science, see Gryngapan 2012), from external research
studies (for example TEACCH approaches, see Mesigigvence), or from insider
accounts (for example see Rory Hoy). We also,Rssik schools, need to know how and
what to share of the plethora of information at faoger tips, and how to work with
individuals in the organisations to get positivétstr change. For me supporting inclusion
in school communities, whatever that community kbke, and whether it relates to the
inclusion of an individual, or groups of pupilsfor staff in school must acknowledge the

multi dimensional aspects of the situation.

However, at the outset | was clear that | wantecktiect on the nature of the ‘evidence’
which informs my current and future practice. Islaso led me to consider how the
profession of educational psychology more broadlyhtnengage with and utilise action
research within the changing and potentially cimajieg social and political context in

which we work.

At the beginning of this project most Educationsy&hology services within England

worked within a LA context where the majority ohdees were free at the point of

delivery. A substantial amount of time was spenEBg relating to individual casework,

often around the statutory assessment and reviegegs and its entire inherent ‘medical’

model of disability. But the remainder of work teddo be negotiated with individual

schools according to their needs and the skilld,tha interests and inclinations of an
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individual EP. In such a climate it was possibl@égotiate a piece of development

research, one in this case which appears to hade mdifference.

At the time this project was conceived the worlthsbow felt different which perhaps
allowed us as a profession to frequently (indully@tcontemplate the nature of our
professional being and the nature of our clienugrd&ince the 1970’s (see Gillham, 1978)
we have been constructing or ‘reconstructing’ @le end debating the nature of our
client(s), our academic credibility and concepfuameworks, and the nature of the
evidence which informs our practice. And yet we stié debating the nature of our
ontological and epistemological frameworks. Desthite contemplation Fox suggests that
as a profession whilst we are inclined to espoosstcuctionist conceptual frameworks,
we often revert to pseudo positivist frameworks whe want to claim ‘credible evidence’
and impact (Fox, 2003). Perhaps this is also whliteiears later we are charged, by Fox
again, with appearing to cling to ill formed or owtded belief systems and failing to take
responsibility for reflecting sufficiently criticlgl on our practice in order to generate

adequate evidence to support future practice (Eok1).

My journey through this research project has itatstd to me the importance of being
consciously and critically reflective and thinkiaout the nature of what there is to know
and how it can be known and making sure our pragsiconsistent with our conceptual
framework. This builds on the work of, for exampléller and Todd (2002) who claim a
legitimate role for EP activity to generate undanslings about process as well as
outcomes. It also builds on both Fox and Burdos&edion that EPs have legitimate skills
working at the level of the organisation, not justividual casework, and that in
undertaking such activity EPs should conceive tledwes as reflective practitioners and
researchers. From there perhaps we can be mone sdwmut why we are doing what we
do, why it might need an Educational Psychologisid it, and be able to negotiate with
our clients about where the journey of change niigke us and how we might know we

are on the right track.
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Some might say that the current political and ecainalimate contains more threats than
opportunities for the approaches described inghogect which have positive impact both
for individual pupils and organisations. Will it pessible to find opportunities to support
communities such as schools to ‘grow’ practice, fandEPs to use and develop the process
model to ‘grow’ inclusive practice in secondary asals, or to undertake any pieces of work

that do not have an individual child statutory fs2u

Following the formation of the current coalitionvgonment in 2010 significant spending
cuts were tabled across most areas of the puldtorsehich has had an impact on the
number of Educational Psychologists employed byaldaithorities and in some cases
increased their focus on the statutory elementseofole. A reversion perhaps to the role
of EP as a specialist or expert, undertaking spscassessments and reporting on all of the
special, additional or different things that a pupight need. This is potentially one of the
most significant threats in terms of available Efetand a political conceptualisation of
disability relating to deficit, moving practice ayxom community responses to the needs
of particular groups of pupils. We need to be avedrne implications of any conceptual
position we take including moving away from a sboreembodied model of disability
towards a medical model and a ‘within child’ foamfsactivity, particularly in terms of our

role, and what our action might say about our ahers’ theories of inclusion.

And so, finally, there are still groups of studeintschools who cause concern, and we
know anecdotally, and from national studies (seeBa2005) that many of these students
are on the autism spectrum. We know that to sughese students to be present (and not
fall below acceptable and reported attendancesgviel participate, to be accepted, and to
achieve (and not let themselves or the school dowerms of outcome measures and
future contributions to society) requires more thest the activity of the Senco or EP
trying to solve problems after the event, or uralértg an assessment about the needs of
the pupil or the context. This study has suggestatia more psychodynamic response is
required which acknowledges and relates to the evbcthool and which can support

change.
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The rhetoric associated with inclusion is powedntl understandable, but in order to
move inclusion to a reality which is understood amrgerienced by all in a community,

including those on the autism spectrum we havet@ megard to process, and enquiry and
activity, at a local community level.
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1. Appendix A Consent letters
1.1 Copy of written consent to undertake research within the school:

Following discussions with Mrs. ...............Headteacher of .....cuovuicen. Secondary School permission
to undertake an action research project within the school has been given. This project will have as its
focus ‘“facilitating the inclusion of pupils on the autism spectrumina secondary schoot and reflection
on the processes which support this’.

It was noted that this action research project would include:

o Individual interviews conducted with four pupils within the school. Separate information
to be provided and consent for participation sought from each of these students and
their parents/carers. Information from these interviews to be shared, with consent,
within the schoo! project. Some of the information may be anonymised within the school
and will be anonymised in any written information

¢ Support from, and access to, a member of the senior management team of the school for
the researcher over the year and to include regular consultation discussions and updates

o Access to a staff group who would participate in the project over the course of the year

¢ Written guestionnaires to be completed by all members of the staff group; responses to
be anonymised _ -

e Interviews to be undertaken with four members of the staff at the end of the process,
responses to be anonymised.

e Summary verbal and written feedback to be provided to the Senior Management of the

" school

e Information gathered during the course of this project to be used to inform future action
within other schools in the local Authority

e  Fuller written information to be included as part of a doctorate thesis (DEdPsy.
University of Newcastle on Tyne}

Signature of Headteacher......uvvecsnimioninsesnecenn. Datel

Signature of Educational Psychologist ... Date: ........

1.2 Copy of letter sent to pupils and parents involved in the semi structured interviews:
Dear
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Hello there, my name is Janet Crawford and in my role as an Educational Psychologist for ......... , 1g0
into different schools in ........ and sometimes work with different pupils. At the moment | am
undertaking some work looking at helping schools to do the best they can to work with all kinds of
different pupils, including those who have been diagnosed as being on the autism spectrum, or
having Asperger syndrome.

It has been suggested that you might like to take part in this project which is 1ooking at what it feels
like to be part of this school. | would like to know about the things that you like about school life, the
things that you might find difficult, and if there is anything that you would like to keep the same or
to change.

I would like to meet with you to talk to you about these things in the next couple of weeks, and again
at the end of the school year in July 20--. The things you tell me will be used to help the school! to do
the best they can but what you say will be anonymous. That means school teachers will not know
who told me, unless you tell me that it is alright to share. Of course, if you tell me anything that |
think means you are not safe | will need to share that information. If at any time during our
discussion you would like to leave this would not be a problem.

If you and your family are happy for you to meet with me | would need you both to sign this letter
and send it back to me in the enclosed envelope. If you are not sure you could have a chat with Mr.
.................. in school, or contact me at the address on the top of the envelope.

If you are happy to meet with me | will arrange an appointment with you in school and send you a
letter with the date and time on it.

I look forward to hearing from you.

Janet Crawford, Specialist Senior Educational Psychologist

Pupil Consent

Yes | am happy to take part in the project

SIENEY ovvirierietisresserrsrsnsensssssimerssmsnssmtserisrannnes Date

...............

No, | do not want to take part in the project
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Parent Consent

Yes, | am happy for my son/daughter to take part in the project

1= (=Y [OOSR TOORMRTUPROPOPRRORI b | € - RS

No, | do not want my son/daughter to take part in the project

Please return this slip to:
Janet Crawford,

Specialist Senior Educational Psychologist
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2. Appendix B Pupil questionnaire
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1. Pupil Interview Pupil Ref

2. Weare going to talk a little about school. Can you tell mie what do you like?

3. Are there any things which are hard, or a bit tricky in school?

4. What do You do if you have a problem, or if you need help?

5. Canyou tell me a bit about lunch time, and breaks?

6. What about friends?



7. Is there anyone who it is difficult to get on with?

8. If you could, are there any thing that you might change about school?

9. What kinds of things do you think you might be interested in doing in the
future, perhaps when you leave school?

10. Anything else?

11. NOW CHECK BACK!



3. Appendix C Group session outline sample
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Supporting Inclusive Practice for

Pupils with AS

Agenda

= Terms of reference for the group

+ Recap: key issues within ASC

+ Learning strengths and challenges

« Your pupils, your $chool

+ Some scenarios

+ Mext steps, options and timescales

JektD tum

AS: Revision

Psychological theories
+ Cenlral coherence

= Theery of mind

+ Executive funclioning

KoashTan

AS: Revision

Behavioural issues:

+ Triad of impairments;
Social communication
Social interaction
Flexibility of thinking

« Sensory issues

+ Motor issues

KT e

Learning strengths and challenges

Think about pessible:
» L.eaming strengths
» Learning challenges

Get to know the individual pupil

LIASDTerm

Your Pupils, Your School

« What they had e say

« Task: in groups consider as & schoal

+ What you are doing well

+ Whal might improvements lock like?

{¥ou may want {o think about ethos and whola
school issues, curriculum access, chimate for
Iearning, the physical environment, tha sensory

environmen!, socialleisure limes, anylhing
elsa?)

KnadTn

The Learning Context: A
Framework for Effective Learning
In any classroom context, for all pupfls, there

is a need to;
» Identify 'The Big Piclure’
» Creale a chmate for learning
» Think about reflecting anlearning
» Censider the main learning activilies

LR Tew

Scenarios

Consider thesa scenarios, Think about
« What might be happening?
« What might you da?

HaSQTen

Next steps

» Think about something to iry with an
individual pupiligroup for next time

2450 Tern

Supporting Inclusive Practice for
Pupils with AS. Session 2
» Recap
» Feedoack on aclivilies

S Tegm




4. Appendix D Staff homework activity grid
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JC EPS

Your Pupils - Your School

—

| What is going well? Evidence Who noticed? o

What might | Evidence Who would notice?
improvements look like?

As a group what should we focus on to be able to move towards these -
goals?



6. Appendix E Initial codes

Question 1 codes
Presence
Participation
Acceptance
Achievement
I'we/they/me
Whole school

Question 2 codes
Challenging own practice
Challenging school practice
Giving something a go
Noticing own skills

Shared context — their school

- Shared context —other schools
Supported by facilitator
Being told

Not being told

- Supported by group

Increased awareness of general need
Increased awareness of specific need
Setting own goals

Listening to pupils

[/we/they/me

Impetus

Question 3 codes

Noticing own skills

Sharing expertise

Setting up

I/we/ professional identity
Evaluation process

Monitoring process

Positive questioning/ questionng style
View of inclusion

Time scales

Timing
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7. Appendix F Sample of scenarios (Stories from other schools)
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+

= John has been told to use his locker to
keep his belongings safe. However,
during the exam period he Is told by a

member of staff that he cannot go to
his locker. He has been reported to
senior management for being verbally
abusive and barging past the member

of staff.




8. Appendix G Sample of initial training evaluation
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Evaluatlon Form

dresenter: Janet Crawford

Jate:
Jenue: '
Aim/Support Targets To prowde an introduction to asd-and 1mphcatlons for school
| Agre . Disagree
The content of the tralmng was approprtate : O n 0o
L : | Agree , Disagree |
Support targets were met | o R
S o o 0.
Cotres wel prepared and dolivered _ A;V' | ~ Disagres
| ® O o0
Some of the pr_inCipIes, ideas and fechniques Agree ' Disagree |
could be used in our setting ' '
_ O o m,

Wh\ch particular parts of the presentatton did U dfb " FD(LW oL-. ¢ Cu $ion

you find most useful? Fi M
1Ce eva, L LQ U-O«E__ %e_

| | | Sy QLQCC_ {,a,‘bi:g%

Future training needs : ‘ : : ’(h AR ch’ ‘ J:.( T
MZGQL r__\ﬂﬂ’a.l’ Ueo,
Loy pupido . '

What will you now do asa resuit of this CPD / , \ AT

activity? . , p\‘fz‘\’ ! 2‘%— "‘Pa |

Any other comments

Wij lJefaé@ | Ié%a,\ ““'T“-.‘




9. Appendix H Sample of pupil interview notes
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1. Pupil Interview Pupil Ref I' ﬁl/\/

2. We are going to talk a little about school. Can you tell me what do you like?
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10. Appendix I Sample of reflection comments taken during staff group sessions
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» What were the pupils saying?
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11. Appendix J Sample of notes from teacher final interview
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Teacher Interview (End of project)

L

As you know we have been working on a project to promoie inclusive practice over the last year
and I would like to talk to you about the experience. Thinking about the project, can you discuss
the features thai were important to you in supporling your practice development?

If you remember the first thing that happened is that there was some whole school training in
September.....

Oh yes, veh...the information given was useful, it was good t0 be able to re-read it and to think
about it in an ongoing way about what I was doing, the handouts and stuff.

And well... well it gave insight into what the child thought about the world and the DVD of Rory
was really good for that. [ enfoyed it, thought it is was good

After the training we started 1o meet together to share practice and plan new activities. Do you
have any comments about this?

] think, .1 think that [ am much more aware of those on the autism spectrum than other children
than I come into contact with at school.

Well, I sort of remember to things for a little while and then I go back to my own ways of doing
things. I think that I am a little more keyed in when the lessons are being watched by somebody,
or I have to talk to someone about what I have done this is helpful ..., like the group thing |
mean. I think. I think that I probably need to be a little bit more proactive .. if I'm not then I
kind of ... otherwise I go to a kind of default position.

[ liked the sessions, kind of what we did, the content was fine really — it was good actually. And
well, the meeting together well we don’t really normally get the opportunity to chat, plan and
discuss with them and I think talking with other colleagues and thinking about what’s going on is
an opportunity ... well it’s like gold dust really.

What was particularly valuable is the awareness and the feeling that you not alone that there
might be pattern o the problems.

Was there anything else that you want to comment on?.

I think talking to any of the kids is really important and me talking to them was really good. 1
think we have been doing quite a bit of work on student voice and I think writing down actually

what they say rather than what we think they say was really good because we can’t really report
completely objectively

It is important to talk to the pupils, although I suppose you have to be carefil there is no bias
creeps in though.

(What do you mean?)

Well, sometimes they might say something you weren't expecting and it is important to know
that... well.... well we all have our own views don 't we. One person might have a problem, but
someone else might not, and then we need 10 think how we can deal with it, sort of sensitively if
you know what I mean — not just push it under the carpet. It was funny talking with the others ...

if one person says something and you've been thinking it then you kind of feel like you might say
it too, I think that happened a bit.

{Pause......)




12. Appendix K Sample of research diary notes
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13. Appendix L Sample of coding data and initial themes
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