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Northwich Education Partnership

Our Way of Working – Supporting Social and Emotional Needs

	WHOLE SCHOOL APPROACHES
Quality First Teaching (QFT)
Available for all pupils in a forward planning inclusive classroom

Robust Behaviour Management Policy understood and followed by ALL school staff

Teaching Schools Support 
http://www.welcometocita.co.uk/
Cheshire Inclusive Teaching Alliance (Providing Outreach Support for Mainstream settings and quality CPD linked to addressing challenging behaviours in our schools)

SEND policy in line with the SEND code of practice

Our Way of Working (formally New Ways of Working) - Trauma Based Approach
https://westcheshirechildrenstrust.co.uk/our-way-of-working/training-for-you/ 





	STAFF SUPPORT – SUPERVISION, PROFESSIONAL DEVELOPMENT AND SUPPORT
All staff are supported in the delivery of (QFT) by the school SLT with (when relevant) specific input from the SENCO, ELSA, Inclusion Manager.

Support and training should also link to understanding individual emotional and/or social need
· Structured supervision through a peer mentoring system
· SLT supports teacher in completing self-review, solution focused discussion
· Regular monitoring of lessons and during unstructured times of the day

Autism Service
Key strategies for ensuring QFT and approaches for engaging children within the classroom who may have social or communication needs. Includes specific strategies IE for pupils who find it hard starting a task, difficulties during unstructured times, organisation etc 
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	PROFESSIONAL AND SKILLS DEVELOPMENT/TRAINING
Dedicate time allocated for whole school training linked to developing staff’s understanding of supporting children with unmet emotional and social needs. Developing knowledge, skills and embed good practice – this will also enable capacity building within schools: -

Our Way of Working  (formally New Ways of Working)

https://westcheshirechildrenstrust.co.uk/our-way-of-working/training-for-you/ 

Autism Service Training for Schools
Current training offer includes – 
· Supporting Pupils with a Sensory Need
· Supporting pupils at transition points throughout the day and school year
· Language and Communication Differences in children with Social Communication Difficulties
· Developing an awareness of self 

https://www.livewell.cheshirewestandchester.gov.uk/Documents/Download/696/Autism-Training-Dire 

Child and Educational Psychology Service
2020 – 21 Training Programme includes – 
· ELSA
· Reducing Parental Conflict
· Mindfulness (pupils, staff and transition focus)
· Emotion Coaching 
· Psychology of Resilience 

Bespoke training can be planned and delivered to support your school’s need. Please discuss with the CEPS

 http://ecwip.education/

Mental Health First Aid

https://mhfaengland.org/organisations/workplace/2-day/
                                     
Attachment Training

http://www.attachmentandtraumasensitiveschoolsaward.com/



                                     
Behaviour Consultant Services 
Donna Davies Donnadaviestraining@outlook.com 07791021395
· Whole school behaviour Audit
· Classroom Management
· Team Teach Training
· Thrive Approach (de-escalation and fully understanding what is happening for the young person)

TAF Training/Support
TAF Advisor for the Northwich Area are;
Chris Harden - Christopher.harden@cheshirewestandchester.gov.uk

Emotional Based School Non-attendance 
Delivered by Education Access Team and Child and Psychology Service 





Covid Specific Advice from CAMHS
Helpful tips for parents / carers e.g. to support communication, routine, sleep and worry









	
The majority of pupils should make measurable progress without further support. However, challenges may still exist despite whole school approaches.



   
	Pupil Specific Approaches

Pupils SEND Profile 
Child Profile starts to collate information about impact of targeted, planned intervention and external agency involvement.

ABC Charts

This helps to reflect and gain a better understanding of triggers regarding unwanted behaviours and what it may be communicating – analysing outcomes and creating a specific targeted plan to improve behaviour outcomes is a next step. 




Sensory Processing Checklist




Speech and Language Therapy
SALT Advice Line – Tuesdays 12.00 pm - 4.30 pm 
Tel: 07825 103893

SALT Indicators Checklist to be completed prior to referral or to indicate need and appropriate in school intervention 



SALT Referral Form 





Strengths and Difficulties Questionnaire (SDQ) document 




Boxhall Profile Assessment Tool 
An online tool to assess and plan for children with unmet social, emotional and behavioural needs. 

https://boxallprofile.org/

Person-Centred Planning / Tools eg. One Page Profile Training 
Link below includes key principles of person-centred planning and one page profiles. Includes good practice, training and resources. 

http://helensandersonassociates.co.uk/

Wishes and Feelings work (pupil voice) 
Use tools to elicit pupil views.




Fagus Educational Resource 
A framework to support children’s emotional and social development - to identify need and plan intervention) 
www.fagus.org.uk

Multi Element Support Plan 
This is an alternative to a behaviour support plan. It builds on the ABCD charts and informs planning support, including skills development. It is a central point to hold the CYP views as well as documenting the environmental changes and strategies to be implemented to support the pupil’s individual needs. 




Behaviour Support Plan 




   


Team Around the Family (TAF)
TAF focuses on early help and interventions. It helps families at the partnership plus level on the continuum of need. It delivers a more effective early support service to children and their families. TAF identifies additional needs and vulnerabilities. It looks at the actions required to meet those needs.

https://www.cheshirewestandchester.gov.uk/residents/health-and-social-care/children-and-young-people/team-around-the-family/taf-a-guide-for-professionals.aspx 

Multi-agency Toolkit
This multi-agency assessment toolkit has been developed to support those working with children and families to more easily and effectively identify specific needs/risks so that targeted interventions can follow. Tools include – 
· Graded Care Profile 
· Home Conditions Assessment 
· Strengths and difficulties questionnaire 
· Resilience and vulnerability matrix 
· Brook: sexual behaviours traffic light tool 
· Child Sexual Exploitation (CSE) screening tool 
· Team around the Family (TAF) 
· Risk Indicator Checklist (RIC or DASH/RIC) 
· Parenting under pressure 

https://www.cheshirewestscp.co.uk/wp-content/uploads/2020/11/Multi-Agency-Assessment-Toolkit-FINAL-updated-05.11.2020.pdf

Our Way of Working – request for - 
Multi Agency Supervision
The framework is to support all partners working with a child/young person to jointly assess need, risk and vulnerability. It enables joint decision making, strengthening how we can work in a preventative way to develop a plan to address need and risk.

https://westcheshirechildrenstrust.co.uk/our-way-of-working/multi-agency-group-supervision/ 

Learning Conversation 
A framework for professionals to learn, develop, reflect and review how they are working with a child or young person in order to problem solve together, think differently to support progressing a child’s plan. It is not supervision; it does not provide a framework for decision making. It focuses on professional continuous development, sharing learning and reflection.

https://westcheshirechildrenstrust.co.uk/our-way-of-working/learning-conversations/

Risk Assessment 
If unwanted behaviour included physical violence or requires physical handling, then a Risk Management Plan needs to be put in place immediately. (SCiE, Education Access Team, School to School Support)  



       
Behaviour Pathway document (Community Paediatrician) 
Multiagency Map document (formerly known as ‘Social and Emotional Resource Pack -Behaviour Pathway) – accessed via Live Well website




Our Way of Working Resources
Link to a bank of resources in one place for supporting vulnerable pupils. Includes information about services, good practice, resources and much more. 

https://westcheshirechildrenstrust.co.uk/our-way-of-working/resources/  

Discussion at NEP Triage Session 
Held half termly – contact Sue Mills – Headteacher at Cuddington Primary for more information. 




Early Intervention Referral from Education Access Team 
Appropriate for pupils at risk of permanent exclusion (not for pupils with an EHCP)




Managed Move Protocol
Relationships may have broken down and fresh start is deemed appropriate – parental engagement is essential to explore this. Refer to CW&C Managed Move and Far Access Guidance. In addition, access advice and support from Education Access Team to explore this.




Other suggested actions - 

· Open and regular dialogue with parents – giving positive feedback when possible 
· Parenting support groups programmes – contact NEP Cluster to establish if there is a group running in neighbouring school – IE: 123 Magic
· Rubber Boundaries, more personalised approach – reasonable adjustments to the school’s behaviour management policy may be required 
· Targeted interventions – delivered by skilled and trained staff (ELSA) – outcomes to be measured 
· Therapeutic Intervention 
· Play Therapy Intervention - Carrie Day - Carriedayplaytherapy@gmail.com or http://carriedayplaytherapy.co.uk/  
· Animal/play/talking therapies – Creative Action Team
 https://www.creativeactionteam.com/about 
· Outreach Support from Specialist Schools and Primary Schools with Resource Provision – including Rosebank, Greenbank, Archers Brook, Cloughwood, Darnhall Primary, Barnton Primary, Lache Primary. 


	Extended Services

Additional Services to be accessed through the TAF Process
· Core Assets/Catch 22 
· Emotional Well Being Service 
· Family Case Worker - access through referral to I-art
· Specific Parenting Programmes 
· Domestic Abuse Service 

CAMHS 
Advice line for professionals who have concerns regarding a young person’s mental health (non-urgent) 

https://www.mymind.org.uk/media/1504/professionals_poster_cypwellbeinghub.pdf   

Access additional service
· Child and Educational Psychologist – LA or commissioned 
· Starting Well Service 0 – 19 years (School Health) 
· Autism Service 
· Specialist Teaching Teams – visual/hearing impairments
· Specialist Teacher Team – Early Years (nursery age pupils) 
· Early Years Team – Nursery and Reception age 
· Advice from SEND Team   
· Information, Advice and Support Service – Advocacy service for parents of children with additional needs (no EHCP or diagnosis needed)

Alternative Provision 
Queensbury
Paul Cooper 
07769294311
paul@queensberryap.com
https://www.queensberryap.com/
Primary RESPECT Programme 




Route 5 Pursuits 
Roger Rayner 
route5pursuits@outlook.com
Roger works alongside staff and children to reshape provision to meet unmet emotional need.










Developed by Natalie Brotherton (Education Access Team) and Sue Mills (Northwich
Education Partnership)
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                                                                                                                       ‘Improving outcomes for children and young people with

                                                                                                                       Social Communication Difficulties.’



Key Factors Common to Good Practice for Pupils with Autism 

In Mainstream Primary Schools
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This document has been created by Cheshire West and Chester Autism Service 

It aims to support schools by providing a résumé of good practice strategies in a concise format, enabling mainstream staff to remove barriers to engagement and learning















User Guide



This document is designed to support primary schools in Cheshire west and Chester in implementing the Autism Education Trust (AET) standards. The Autism Education Trust is a partnership between Ambitious about Autism, the Autism Alliance and The National Autistic Society. It is funded and supported by the Department for Education (DfE). The AET is a partnership of a wide range of organisations from the voluntary, public and private sectors, focused on improving the education of children and young people on the autism spectrum. It also actively engages with young people, parents/carers and practitioners to inform its work.

 

The AET standards can be found here: http://www.aettraininghubs.org.uk/schools/national-autism-standards/ 

Meeting these standards is an indication that schools are providing for the needs of pupils with Social Communication Difficulties The standards relevant to each section are indicated by the blue print. 



The first section of the document covers generic barriers that teachers might identify when working with pupils experiencing social communication difficulties whilst the second gives subject specific guidance.



Within each section are embedded documents to support the implementation of the strategies recommended. To open these, either double click or right click on the icon and press ‘document object open’.





Please note that pupils with autism have many strengths too! 





















		Area of Concern

		Short-term Strategies

		Resources



		

1. Difficulty in starting a work task and in staying on task



Curriculum and Learning

Standard 27, 28, 35 Enabling Environments

Standard 41

		

· High levels of structure giving the following information:

· What work?

· How much work?

· When will it be finished?

· What will happen when it is finished?                                                   

· Use visual cues – pictures, symbols, words, timeline

· Use a task list

· Use external time limits, e.g. sand timer and advanced warning

· Set very specific targets

· Reward completion

· Consider making adaptions to the environment, e.g. use of work station

· Consider sensory barriers









		





















		

2. Difficulty in working independently (i.e. without adult support)



As number 1

		

· Distinguish between learning a new skill and learning to work independently. The pupil will initially only be able to work independently on tasks which are well within their capabilities

· Build in and fade out support

· Provide high levels of structure as in 1

· Use visual structures to organise the environment and tasks

· Talk for writing approaches for rehearsal

· Clear modelling of task completion









		



		

3. Problems with recording work



Individual Pupil

Standard 5

Curriculum and Learning

Standard 26, 29,35

Enabling Environments

Standard 41

		

· Staff to seek and act on guidance of additional needs from professionals e.g. dyslexia, dyspraxia

· Try alternative methods of recording (it may be necessary to teach skills for these separately e.g. keyboard skills)

· Use a graphic organiser

· All strategies in 1

· See strategies in 4

· Consider making adaptions to the environment.













		





















 (NB posters may present a challenge to pupils with ASC due to planning difficulties)











Graphic organiser examples

(Some IT aspects may be obsolete)









		

4. Difficulty with creative writing/ open-ended tasks



Standard Individual Pupil 2

Curriculum and Learning 26.

		

· Build on special interest and personal experience to develop writing content in a meaningful way

· Provide a structure, e.g. writing frame

· Use pictorial structures, e.g. story maps

· Give a very limited choice of options for each frame

· Provide structure by using a story the child knows well and changing one element, e.g. ‘What if it was Goldilocks and the 3 Cats?’ (Or dragons!) etc.















		



		

5. Pupil dominates lesson by asking frequent questions/ responding to questions at length



Building Relationships 25

Curriculum and Learning 30

		

· All staff to agree strategies/visuals to use

· Pupil is allowed to make a specific number of contributions/ask a specific number of questions/spend a specified amount of time talking 1:1 with the teacher

· Staff will show the pupil they can’t discuss an issue now but will do so after the lesson, or at another agreed time

· Use Comic Strip Conversations to help the pupil understand the situation and Social Stories to underpin strategies 

· Use of visual cues e.g. written reminders, limited number of cards/tokens to exchange for ‘talking to the teacher’ time







		



















		

6. Pupil finds it difficult to organise self



Curriculum and Learning 35.

Enabling Environments 38,40



		

· Try to ‘shadow’ pupils as they move between lessons

· Some pupils always return to a ‘key point’ before going anywhere else in the school

· Enlist the help of other pupils

· Reward the pupil for arriving on time

· Exit pass/move around school at different times

· Visual cues  - timetables, Now and Next board, picture lists, photographs of what it will look like if things are in their correct place

· Monitor and reward/praise lesson by lesson (a positive version of the report system)

· Clear defined spaces/areas for equipment

· Own equipment/tool kit

· Laminated equipment list circling what’s needed this lesson

· Own space to work in with personal equipment bank



		























		

7. Difficulty in tolerating making mistakes



Building Relationships

Standard 14

Curriculum and Learning

Standard 26

		

· Explain what should be done in a quiet and matter-of-fact way

· Visuals to allow pupil to express need help

· Social Story – it’s ok to make a mistake

· Use non-permanent methods to reduce anxiety e.g. whiteboards, IT, number lines

· Adults model making mistakes and associated coping strategies





		

See sections 1 & 5











		

8. Difficulties with dressing/ undressing for PE



Individual Pupil

Standard 5,11

Curriculum and Learning 35.



		

· Visual cues to help with sequence of dressing/undressing

· Use a timer- reward for getting dressed within the limit

· Staff to seek and act on guidance of additional needs from professionals e.g. dyspraxia



		

See specific PE guidance



		

9. Difficulty working in collaborative situations



Building Relationships 24

Curriculum and Learning 33.

		

· Repeat group instructions individually, prefaced by child’s name

· Introduce child to group sessions very gradually.  Limit participation in groups to times when there is a clear routine with clear visual structure

· Teach explicit rules for group times.  Use cue cards or visual turn takers as reminders

· Use collaborative work structures 

· Provide specific roles within a group

· Provide own space, e.g. chair, cushion, carpet square

· ‘Debrief’ child after every difficult situation. Offer perspectives about what happened and what they could have done/said instead of reacting aggressively. Use Comic Strip Conversations

· Access social skills sessions



		



























		

10. Sudden angry/ aggressive   outbursts



Individual Pupil 6, 8, 9, 11.

Enabling Environments

39, 40, 41

Building Relationships

14,15,25

		

· 5 point scale

· De-escalation techniques e.g. physical exercise, breathing exercises, sensory interventions

· Use a flip band or other form of non-verbal communication

· Identify triggers & use anticipatory approaches

· ABC tracking

· Have a clear strategy/ handling plan for managing such outbursts, which is known to all staff

· Give the pupil a time out card with clearly agreed strategies

· Allow time for the pupil to calm down then, later in the day, time to talk the incident through with a member of staff (use Comic Strip Conversations)

· ELSA ‘cool it’ approaches



		





















		

11. Difficulties at unstructured times, e.g. Playtime



The Individual Pupil

2, 4, 5, 6, 11

Building Relationships

20, 24

Curriculum and Learning

30, 34

Enabling Environments

40





		

· Structure playtimes (according to age of child) e.g. indoor activity with one or two peers

· Playground games organise and modelled by an adult

· Encourage child to bring ball, comic, etc. to share with others

· Give access to library, book club, computer club, etc.

· Provide opportunity to talk through any difficulties that arise with key member of staff

· Circle of friends

· Involve the child in a social skills intervention

· Ensure all staff are aware of need (including mid-day assistants)

· ‘May I play?’/’I don’t want to play’ cards

· Provide social scripts & train the child to use them. This might be supported by Social Stories

· Provide activity packs 



		

























		

12. Always wants to be first



Building Relationships 25

Curriculum and Learning 31

Enabling Environment 38

		

· Have rotas for class activities, e.g. list for turns on the computer.

· Have a ‘line leader’ rota which is clearly displayed each day.

· Have a set formula for lining up, e.g. register order.

· If anxiety is very high, allow child to move to the next activity before the rest of the class.

· Ensure all staff are consistent.

· Social Story

· System for random picking of order in line e.g. numbered sticks



		



		

13. Anxieties about transitions throughout the day



Individual Pupil 6

Curriculum and learning 27, 28

Enabling Environment 38



		

· Meet and greet at the start of the day/ debrief at end

· Introduce a sensory programme

· Give the pupil a desired job for the start of the day

· Minimise stress through increasing predictability and structure, e.g. visual cues, timetables, appropriate language levels and Now/Next

· Give warnings for changes in routine

· Visuals to support warnings e.g. traffic lights, timers

· Vary timing of when to move around school/leave lesson

· Home school diary to share worries/successes and ensure consistency

· Countdowns and calendars for holiday times



		































		

14. Sensory concerns, which impact on child’s ability to access school environment



Individual Pupil 1, 3, 11

Enabling Environments 37



		

· Give prior warning

· Gradually increase exposure to the object/situation, e.g. assembly

· Conduct an environmental audit

· Make adaptations to the environment e.g. give paper towels rather than hand dryer

· Complete a sensory checklist and complete pupil voice to identify need

· Use a programme of sensory interventions

· Audit the sensory demands of the pupil’s dining experience and consider alternatives

· Time out when needed

		







		SUBJECT SPECIFIC STRATEGIES



		Subject

		Common Concerns

		Strategies



		Maths

		Using and applying weaker than calculation



Generalising skills from one task to another

Understanding the need to show workings



Understanding hypothetical situations

		Give prompts to identify the relevant parts of the task. Ensure abilities at calculation not held back

Give explicit direction linking previous work: ‘This is like…’

Give explicit reasons, model doing this and focus on the benefits for them, i.e. marks gained

Use practical examples and activities







		English

		Literal understanding	



Understanding the need to redraft



Problems with inference

Creative writing

Writing/ handwriting



		Address misconceptions. Try to anticipate opportunities to explain idioms

Employ IT. Make a copy for editing to avoid having to ‘spoil’ the original





See section 4 above

See section 2 above plus hand strengthening and fine motor control interventions, e.g. funky fingers, Write from the Start





		Science

		Following the instructions for practical tasks

Understanding the need to explain thinking

May not ask ‘how’ and ‘why’ questions spontaneously

Difficulties hypothesising

Language difficulties

		Use visual supports, e.g. picture or word lists

Give explicit reasons & model doing this

Use prompt questions 



Give multiple choices

Use a vocabulary list – pre-learning may help





		RE

		Social understanding  leading to difficulties understanding how other people think/feel

Difficulties with abstract concepts

Causing offence due to social misunderstandings



		Begin with experiences of the individual and make links.     Pre-learn key vocabulary. Focus on factual aspects

Use visuals, visits, speakers, video etc.

Use Social Stories/ Comic Strip Conversations







		Humanities

		NB Factual aspects of these can be a strength

Difficulties with generalisation

Understanding abstracts, e.g. symbolic representation

Empathising with other people



		

Identify links between concepts as these may not be seen

Begin with the concrete, e.g. aerial photographs



Relate to pupil’s own experience first



		MFL

		Language/ auditory processing issues

Difficulties maintaining social conversation

Anxieties around role play

		Support use of taped speech with scripts and visuals

Teach set conversation routines. Use prompts

Practice with adult first. Use visual cues







		Arts/DT

		Difficulties working with peers

Difficulties making choices

Sensory issues associated with particular media

Poor fine motor control

Poor awareness of abstract concepts and symbols



		See section 8 above

Provide 2 or 3 options rather than unlimited choice

Allow to work with different media away from group

See English guidance

Use real images & objects as the basis for imaginative work







		Performing arts

		NB these can provide opportunities for social development and self-esteem raising

Difficulties with group work

Anxieties around role play



		



See section 9 above

Practice with adult first. Use visual cues





		PE

		Following the rules of a game

Fine/gross motor skills issues

Rigid understanding of fairness

Difficulties changing

Going to a different location e.g. for swimming



		Model, use visuals, give specific role & coach

As English advice. Consider Occupational Therapy  input

Social Stories & Comic Strip Conversations

See section 8 above

Pre-visit. Take photos to create Social Story





		IT

		NB This can be a strength – allow the student to take a lead & boost self-esteem



		

		Distinguishing what is relevant when using the internet

E-safety



		May need directing to specific sites and sections & training on how to research effectively

Be aware that children with ASD are more vulnerable than their peers











		PHSCE

		Struggles to see or appreciate alternative viewpoints

Does not read between the lines

Difficulty generalising between situations



		Social skills intervention, Comic Strip Conversations



Be aware of & address implicit information or euphemisms  Make links explicit: ‘This is like…’





		Transition to High School



		

Please refer to the Autism Service Transition Pack                          

[bookmark: _GoBack]
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This document has been co-produced with SENCOs from Cheshire West and Chester primary schools. Many thanks to Nikki Bailey (Oldfield primary), Katie Taylor (Winsford High Street Community Primary), Sam Mason (St Chad’s C of E Primary), Amy Butterfield & Melanie Burkey (St Joseph’s Catholic Primary) and the Head Teachers of their respective schools.  
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Andrea Bennington, Advisory Teacher for Children with Physical Disabilities 
Specialist Teaching Service, Leicestershire  0116 3059400 



 



ALTERNATIVES TO WRITTEN RECORDING 
 
 
All children are required to produce evidence of their work; this is often 
achieved by writing using a pen or pencil. For some learners their 
development of fine motor skills can be delayed or impaired which will impact 
on their ability to record using writing.  
 
 
STRATEGIES TO HELP IMPROVE RECORDING SKILLS 
 
Children with physical disabilities can sometimes find it tricky to collect 
evidence through written recording due to difficulties with fine motor control.  
 
Adults can support children by: 



 Providing alternatives to written recording (see Activities) 



 Considering whether a scribe would be helpful 



 Using a computer with supportive software, e.g. Clicker 
 
 
ACTIVITIES TO IMPROVE RECORDING SKILLS 



‘Annotation spaces’ or ‘Speech bubbles’ can be added to a handout, which 
will enable the youngster to limit their written work but still provide a valuable 
resource for a permanent reminder. 



‘Audio Recordings’ can be used as permanent evidence or an oral 
presentation.  In order to produce a formal recording session it 
would be helpful to have time to prepare and rehearse.  



‘Bar Charts’ are often used to show data, e.g. number of people 
watching TV.  A Bar Chart can be displayed vertically or 
horizontally. A ‘Histogram’ is similar to a bar chart, but has all the 
bars drawn next to each other.    



‘Bullet Points’  



A mixture of bullet points and short phrases put under headings are extremely 
useful because:  



* They are short and to the point  



* They are easily recognised 



* They separate facts out in memorable chunks  



‘Carroll Diagrams’ allow learners to look at sorting objects or numbers - 
basing their decisions on properties, e.g. food I like, food I don’t like. 











Andrea Bennington, Advisory Teacher for Children with Physical Disabilities 
Specialist Teaching Service, Leicestershire  0116 3059400 



 



‘Cartoons’ can be used as a pictorial representation of an idea / story. 
www.drawingnow.com/how-to-draw-cartoons.html 
 
 
 
 
 
 
 
 
‘Collage’ can be constructed using acquired photos, i.e. pictures from a 
catalogue, leaflet, newspaper, magazine, photocopy form a text book or 
download from the internet.  
 
‘Drawings’ for some students are sometimes easier to produce than 
extensive writing, e.g. a wanted poster. 
 
‘Cloze text’ is an exercise in which you have to fill in gaps with 
an appropriate word, e.g. Sunday is the day after __________.  
Sometimes a list of alternative is provided, e.g. Tuesday, Friday, 
Saturday. 
 
‘Flow Charts’ can be presented as a template with blanks that 
the learners can fill in with appropriate words. 
 
‘Grids’ provide a set of blank boxes in which students can 
organise information.  Headings will help direct the learner to fill 
in the blanks.  
 
‘Grids to review learning’ encourage the learner to write one or two key 
words or a phrase in a box. 
 
‘Highlighting’ key words within a sentence is 
a useful tool and will act as a reminder of the 
important issues / words. 
 
‘Images’ can capture an event and act as a 
permanent reminder, e.g. digital camera 
photographs, video recording.    
 
‘Labelling’ requires the youngster to apply the correct label / name to a 
diagram or picture. 
 
‘Line Graphs’ show a relationship between two 
variables - how one thing varies by comparison to 
another, e.g. a distance-time graph. A line graph is 
a diagram that shows a line joining several points, 
or a line that shows the best possible fit. 



‘Charts’ are a visual way of 
representing information   



Football League tables -
are displayed with the 
highest points at the 
top, lowest at the 
bottom. 



Music Charts - 
The number 1 
selling record is 
at the top of the 
list. 





http://www.drawingnow.com/how-to-draw-cartoons.html








Andrea Bennington, Advisory Teacher for Children with Physical Disabilities 
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‘Mind Mapping’ Mind Maps® can be used for 
a wide variety of activities that involve thinking, 
learning and communication in school and at 
home. Mind maps are brainstorming diagrams 
based on a central idea or image, typically 
used to aid in organisation, problem solving 
and decision making. Mind maps use a non-
linear graphical form that allows the user to 
build an intuitive framework around the central 
idea. 



‘Paired Recording’ involves the child jointly working with a fluent writer.   



‘Photographs’ can provide a permanent evidence / reminder of the child 
undertaking an activity.  Photos can also be used for sequencing activities. 



‘Sequencing’ requires key information or words to be printed on paper, which 
is cut into separate pieces / words.  The youngster then re-arranges the words 
in the correct sequence - the sentence can be glued onto paper to keep. 



‘Scribing’ the child can dictate to an adult.  The youngster may use this 
method in an exam situation, so it is useful to practice this during lessons.  



‘Spider Diagram’ Spider 
diagrams are useful 
because they allow you 
to think about the main 
idea that the topic is 
exploring and then how 
the ideas are seen to be 
present in many parts of 
the topic.  



‘Spoken words’ can be recorded using an audio 
tape cassette, e.g. a question and answer 
sessions could be taped. Youngsters can deliver 
an oral presentation or take part in a role play 
activity. 
 
‘Story Boards’ encourage the recorder to draw 
sketches in set boxes – it is rather like an action 
strip and helps the youngster to organise and 
focus their story / recording. 



A linear ‘Timeline’ is an actual picture of events that happened in history, i.e. 
over a period of time. 



2000____2001____2002____2003____2004____2005____2006____2007 
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‘Trees’ are similar to spider diagrams - the core or central word is written on 
the tree trunk, with related words on the branches. 
 
‘Venn Diagrams’ represent anything that can be placed 
into sets and show how they interact, i.e. within the 
overlapping circles.  
 
‘Video recording’ is a way of keeping a record of the child 
engaging in an activity. 
 
‘Writing Frames’ are an extension of the close procedure 
and can be used to provide a structure for writing, e.g.  To 
begin with…  next… then…. after that… finally… now… 
 
‘Writing prompts / sentence stems’ are a useful way of getting the 
youngster to think about what they want to record e g. ‘I 
like it when...’  ‘I think that we will...’ ‘I hope that...’   
 
‘Word cards or tiles’ can be used to make a sentence.  
 
FURTHER INFORMATION  
 
Try encouraging youngsters to show their learning in 
different ways: 
 
Get Noisy… 
 



 Create an acrostic - a poem in which special letters spell another word, 
e.g. Cat, Dog 
Curling up in                   Dangerous  
A                                    Or  
Tight ball.                       Grumpy. 



 Give a 30 second news report. 



 Make up a mnemonic (memory aid). Mnemonics are often verbal, 
something such as a very short poem or a special word used to help a 
person remember something, particularly lists, e.g. 



o BECAUSE Big Elephants Can Always Understand Small Elephants 
o RHYTHM Rhythm Helps Your Two Hips Move 



 Try to teach someone else - to teach is to learn twice. 



 Write a jingle, song or rap to summarise learning. 
 
Get Physical … 
 



 Do something physical with the information or whilst working on it - 
pace the room repeating new information out loud. 



 Draw charts or diagrams, place removable labels over key words, 
memorise what is under the label. 



 Write key words or ideas on strips of paper - muddle then reform. 



 Tap a rhythm as you chant information. 





http://en.wikipedia.org/wiki/Memory
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ICT  can provide additional ways to support recording: 
 
Clicker is a talking word processor; Clicker grids give students instant access 
to words, pictures and sounds. Text from the grid is entered into Clicker Writer 
with a simple mouse click. Available from www.inclusive.co.uk. 
 
Cloze Pro Activities are easy to set up - e.g. copy and paste the text into 
ClozePro and then take out every seventh word, or specify the number of 
words to remove. Available from www.inclusive.co.uk 
 
Co:Writer is a writing assistant with word prediction that helps struggling 
students build and write complete and correct sentences. It reduces the 
number of keystrokes needed to produce a word or sentence, so students 
aren't frustrated by writing. Available from www.donjohnston.co.uk 
 
Penfriend XL is predictive text software, with the facility for screen reading 
with text magnification, word prediction and on-screen keyboard. Available 
from www.inclusive.co.uk 
 
Dictation Machine, e.g. Sony ICDPX312 available from www.argos.co.uk 
spoken language is converted to text on a Computer via a USB cable. 
 
Kidspiration (Mind mapping) is an emergent reading, writing and visual 
learning tool for youngsters (4 - 7 years). Inspiration is suitable for older 
learners. Available from www.inclusive.co.uk 
 
Power Point Presentations - youngsters can make a presentation which 
includes digital camera photos, text, recorded sounds, etc. 
 
Speech Activated Software, e.g. Dragon Naturally Speaking 12 from 
www.inclusive.co.uk allows the users to use their voice to dictate and edit 
words in Microsoft® Word.  
 



Tablet PC's offer an alternative to a laptop or notebook - having a touchscreen 
or pen-enabled interface. Most Tablets use Microsoft office. Combined with 
Word and an On screen keyboard, the touch screen provides an alternative to 
using a keyboard - making it easier to record information or word process.  
 
Writing with symbols is a word processor that automatically illustrates the 
words as you type, helping writers see the meaning of words. It can help to 
explain the differences between words that look the same (saw saw, spell 
spell) and words that sound the same (hair hare, pear pair). www.widgit.com 
 
An On Screen Keyboard 
 is available in  
Microsoft® Word   
‘Start’ → ‘All Programs’ 
→ ‘Accessories’  
→ ‘Accessibility’ 





http://www.donjohnston.co.uk/


http://www.inclusive.co.uk/


http://www.widgit.com/
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Introduction



Visual supports can be used to help people with an autism spectrum disorder (ASD). They are
adaptable, portable and can be used in most situations.



We see and use visual prompts every day, for example road signs, maps and shopping lists. They help us to
function, to understand the world around us, and provide us with valuable information.



Many people with an ASD are thought to be visual learners, so presenting information in a visual way can
help to encourage and support people’s communication, language development and ability to process
information. It can also promote independence, build confidence and raise self-esteem.



“I think in pictures. Words are like a second language to me…when somebody speaks to me, his
words are instantly translated into pictures… One of the most profound mysteries of autism has been
the remarkable ability of most autistic people to excel at visual spatial skills while performing so
poorly at verbal skills.” (Grandin, 1995. p19)



All people with an ASD can potentially benefit from using visual support, regardless of their age or ability.
It’s an opportunity to communicate without complications.



General information about visual supports



Whichever visual support you decide to use, make sure it’s appropriate to the person with an ASD and in



line with their needs and current stage of development. Visual supports are very personal and what



works for one person may not work for another. Once you choose a type of visual representation (for



example, line drawings), use it consistently so that the person with an ASD becomes used to it.
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Introduce visual supports gradually: it is best to start off with one symbol and then build up a collection. You
may find that it’s best to use more than one type of visual support (see below) which again, should be
introduced gradually.



Types of visual support



 Real objects



 Tactile symbols/objects of reference, for example swimming trunks, packaging, food labels*



 Photographs



 Miniatures of real objects



 Coloured pictures



 Line drawings
 Written words.



*Remember that some people with an ASD have difficulties generalising and may only focus on a particular
detail. For example they may not realise that a Hula Hoop packet symbolises all crisps.



Presentation



Here are some ways in which you can present visual supports – depending on the preference of the person
using them.



 Vertical or horizontal – both are effective. However, it has been suggested that vertical presentation
of symbols can be more effective because people tend to naturally work downwards, treating
information like a list.



 Schedule – a row of symbols that illustrates a whole day of activities.
 Single symbol – placed in a pocket or on an object, a symbol can act as an immediate source of



communication.
 Laminate – laminating visual supports makes them more durable.
 Board – symbols are often attached to boards so that people know where to go to look at them.
 Velcro – Velcro strips can attach symbols to a board. This allows schedules and activities to be altered



easily, possibly with activities being removed once completed.
 In a folder – so that visual supports are always available, put them in a folder that the person can



carry with them.



Over time the way in which you present visual supports might change. You might also use different types and
sizes of symbol – it depends on what suits the person using them.



You can use visual supports:



 in prominent places at eye level



 on an actual object



 throughout particular environments, eg objects and areas in the classroom and at home could be
labelled.



Visual supports can be used by families, friends and professionals, who can all help by:



 being involved in producing visual aids



 using visual supports consistently



 using a visual timetable that shows what they’ll be doing, when



 being creative, for example in the way that they present visual supports. If a person likes rockets, a
visual timetable could be made in the shape of a rocket, to help capture the person’s interest











 keeping a ‘mood chart’ to illustrate their feelings.



Areas where the use of visual support may help people with an ASD



 Timetables/schedules
 Helping with sequencing
 Transition and change
 Starting and finishing activities
 Introduction of new activities or situations – general knowledge, curriculum subjects, news
 Instructions/reminders
 Choice
 Understanding emotions and expressions
 Sharing information
 Behaviour – praise, demonstrate what’s appropriate, stop inappropriate behaviour
 Behaviour strategies
 Social skills
 Locating people and places
 Safety
 Structuring the environment
 Independent living skills
 Sex education
 Health.



Timetables/schedules – daily, weekly, monthly



Timetables and schedules are a good way of helping to create structure and routine, which take away
uncertainty and help to make daily life more predictable for people with an ASD. When producing a
timetable or schedule, it can be a good idea to place an activity that someone enjoys doing after a work-based
activity.



Helping with sequ



Sequencing is impor
is going to happen n



Worksheet



First









encing: first - then



tant to people with an ASD. It
ext.



LunchComputer



 Then



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may help to relieve anxiety and reassure them about what



MusicArt Home











Transition and change



Many people with an ASD dislike change and rely on routine. Visual supports can be a good way of
introducing change, helping during periods of transition and, perhaps, helping people to become more open
to the idea of change. Situations where visual supports could be useful include:



 moving between different work activities



 moving from playtime to lesson time



 going on holiday (see calendar below – days are ticked off as they pass so that the person can see how
close they are getting to going on holiday).
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Monday 6 13 20 27
Tuesday 7 14 21 28
Wednesday 1 8 15 22 29
Thursday 2 9 16 23 30
Friday 3 10 17 24 31
Saturday 4 11 18 25 



Holiday
Sunday 5 12 19 26



Starting and finishing activities



It is important for people with an ASD to know when an activity or event starts and finishes, particularly
when it finishes. Without this knowledge, it may be difficult and confusing for people to move on to another
activity. Here are some ideas on ways to show an activity has ended (or when it will end).



A cross



   A finish box, envelope or folder



 Cover up the symbol with a blank square



Finish Write ‘finish’



January



STOP A stop or finish sign



X
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 2:30 Clock face or digital time



 A symbol of a timer



Introducing new activities or situations



Explaining a new activity or situation visually can help a person to understand what will happen, and
hopefully reduce anxiety.



An example could be going to a wedding.



General knowledge



In daily life, we regularly use our general knowledge of famili
where to go to, for example, find milk for our coffee (the frid
shop). Visual supports can help some people with an ASD to
You might have a picture of a place; or a series of pictures wh
place and what they’ll do once they reach it.



Curriculum subjects



For students, all curriculum subjects can be illustrated with a



 literacy – objects of reference can be used to help a p
reading book



 science – symbols can be used to indicate and clarify
experiment



 geography – maps can help people to locate the areas



News



You can make new stories more digestible by using visual sup
understanding of current affairs and feel a bit more involved



Instructions and reminders



Write out simple instructions – backed up by visual supports
follow to complete a task. The tasks that you illustrate could
as washing, going to the loo, hair brushing, and getting dresse





ar places and objects. So we intuitively know
ge in the kitchen) or buy a newspaper (the local
carry out daily tasks more easily or effectively.
ich illustrates how the person will get to that



variety of visual supports. For example:



erson to understand the content of a new



what the teacher wants you to do in an



being discussed in the lesson.



ports. This may help people to gain an
with what’s going on in the world.



– to remind people of the steps they need to
include different aspects of personal care, such
d.



ca











However, instructions (or ‘reminder strips’) can be used in lots more situations. For example:



My lunchbox pencil book go in my school bag.



Choice



Get people with an ASD involved in making decisions – and help them to become more independent – by
getting them to choose what food to eat, what activities they would like to do, what to wear and how to
travel. Visual supports can help people to choose. Initially, limit the choices to just two or three. This will
avoid unnecessary confusion and anxiety.



Would you like to travel by…



Understanding emotions



People with an ASD don’t a
Visual (or written) supports
feeling at different times of



Basic written scale



On a scale of 1 to 10, 1=ve



Registration – 4
English – 6
Maths – 2
Lunch – 8
Science – 5
Art – 8
Home – 3



Basic visual symbols




Ask a person to put a symbo
the day that are good and ba







and expressions



lways find it easy to
can help with this.
day or in different s



ry happy/relaxed;



go



l next to each activ
d.


6



express their em
You will be able t
ituations.



10=very unhappy



od ba



ity they take part



Bike


otions, or tell peo
o better understan



/anxious



dok



in. This will help



Tra


ple how they’re feeling.
d how the person is



ay



you to understand parts of



in
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Thermometer symbol



A thermometer symbol is also a common way of ‘measuring’ emotions. If the temperature is quite low, the
person is happier and more relaxed. An increase in temperature indicates that the person is becoming less
happy, or anxious.



Sharing information



It is often difficult to gather information from people with an ASD. Visual supports can help people with an
ASD to share information and talk about their experiences. You might use a number of symbol cards, or
have one large card with lots of choices (eg activities, people, animals, transport), on which people can circle
or tick specific activities or symbols. Some titles for cards could be:



 What did you do today?



 What did you see?



 How did you get there?



 Who did you go with?



Behaviour



Visual supports can be very useful in relation to all areas of behaviour. They can help to establish
boundaries and rules, or to give praise. Here are some examples of how visual supports can be used in
this context.



Praise



Good Listening



Demonstrate appropriate behaviour



   
When the teacher talks I must be quiet, look and listen.
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Stop inappropriate behaviour



do not hit



Behaviour strategies



Difficulties in communication can on occasions result in negative behaviours. It is also difficult to get a
message across verbally when you are upset, anxious and/or confused. Visual behaviour strategies could
provide the individual with an alternative method of communicating at different levels of behaviour. By
removing all the ‘grey areas’ at a vulnerable time it can help to simplify a message and reduce anxiety. See the
following examples.



Traffic lights



This system uses both visual and written instructions to indicate the type of behaviour and actions that need
to be taken.



Red I have blown!
I need to find a space where I am safe



Amber I need to find a person to talk to and ask for help
Hands down (ie, I will put my hands down if I flap them, as a coping method) Coping
Methods – headphones, find a quiet space, stress balls



Green I am okay



It can be useful to incorporate a person’s special interest in their visual behaviour supports.
For example, use a picture of the special interest to divert a person from getting upset: ‘When I start to get stressed
I will look at pictures of my special interest and take deep breaths’.



Football card system



=



2 x yellow cards = red card



The football card method can be used in two ways. People with an ASD can use the cards to indicate when
they are struggling. Alternatively, a carer or professional can use the cards to indicate when behaviour is not
appropriate.






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Reward charts



Reward charts are an excellent way of demonstrating how well someone is doing, and reminding them that
they’re working towards a reward.



Monday Tuesday Wednesday Thursday Friday Saturday Sunday
AM    
PM   



x10 = 30 minutes extra + listeningto your music



Social skills



Illustrating the ‘rules’ of social interaction can help a person with an ASD to understand the concept. A basic
example is below.



I must not interrupt



In addition, visual supports can be used to help illustrate a conversation or review an incident. See the section
‘Comic strip conversations’ on page XX for more information.



Locating people and places



People with an ASD can find it difficult to ‘place’ their family and friends when they are not with them.
Using symbols, photos, and maps can be reassuring. Here are some examples.



 My mum is at work [picture of mum at work]. I will see her at ………………….



 My friend Bethany lives here [photo of Bethany’s house].



 I go swimming on Thursdays with my brother [photo of swimming pool].



 My new school is in Edinburgh [map of Scotland with a coloured mark where Edinburgh and the
school are].



Safety



Many people with an ASD have a limited sense of danger and may not predict, or understand, the
consequences of their actions. It is important to make them aware of potential dangers at home and in
other places, such as schools or offices. Here are some ways you can do this.



Single symbols



Have a single symbol on or near an object, eg cookers or electrical sockets. This symbol could just be a
colour (red); a symbol; or some simple words, such as ‘No touch’, ‘Hot’, or ‘No entry, Ben’.



don’t touch











10



A sequence of symbols



Fire safety



If you heara fire alarm leave the building



and go to a safe meeting place wait until you are told it is safe to go into the building by a



fireman .



Structuring the environment – classroom, home, work



You can take simple steps in all environments to help people with an ASD to orientate themselves and
carry out day-to-day tasks with a greater level of understanding. For example:



 label objects and work trays clearly



 place visual markers on floors or other surfaces to ‘map out’ specific areas. Use pictures or real
objects, eg spoon=kitchen; book=library



 use different textures or colours. For example, a white tablecloth on a table could mean it’s dinner
time; whereas a blue tablecloth could mean it’s time for colouring or model making



 at school, put mats on the floor to indicate that it’s circle time/story time



 keep visible lists of class or house rules and reminders.



Independent living skills



Visual supports can be used to promote independent living skills and encourage people with an ASD to
carry out household tasks alone.



When I go to the shops
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I need to buy



I must remember to take money to pay for the food and drinks



Sex education



Sex education is a very sensitive and complex area and it is essential that people with an ASD are given
as much information as possible. Visual supports can help to create a greater understanding. For
example:



 use a body map (see the example we have used in the ‘Health’ section on page XX) to indicate areas
where changes may take place



 use real objects to indicate appropriate clothing – bra, underwear, etc



 have a list or pictures of places where people may touch themselves – it’s important to connect this to
a list of when it is appropriate to do so, ie in private, but not on public transport. Our information
sheet Sex education and children and young people with an ASD, available at www.autism.org.uk/a-z has
more information



 use coloured circles to indicate some appropriate behaviour, for example holding hands, hugging or
kissing certain people is OK.



Health



It is sometimes difficult to know whether a person with an ASD is unwell or hurt. Using visual supports
people may be able to indicate an area of their body that hurts, or describe the pain. See example
below.



Where do you hurt?





http://www.autism.org.uk/a-z
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Summary



The key ways visual supports may help:



 they provide structure and routine



 they encourage independence



 they help to reduce anxiety



 they improve people’s understanding



 they offer people opportunities to interact with others.



Approaches that use visual supports



Picture Exchange Communication System (PECs)
This approach is widely used, often alongside behaviour-based interventions. PECS encourages a person to
communicate their needs, wants and desires by exchanging a picture card for a desired item or activity. In
time, the type and number of picture cards used by the person increases.



Makaton
Makaton uses a combination of gestures, signs and symbols to help people with learning difficulties and
communication impairments to communicate.



Social stories
Introduced by Carol Gray in the early 1990s, social stories are short (written) descriptions of a particular
situation, event or activity, which include specific information about what to expect in that situation and why.
They can provide a person with an ASD with some idea of how others might behave in a particular situation.
They can also introduce a new social skill. Social stories can be strengthened by using visual supports, such as
symbols or illustrations.



Comic strip conversations
Also developed by Carol Gray, comic strip conversations are a way for people to exchange information and
express themselves during a conversation. Colour, symbols, drawings and written words are used, alongside
speech, to help people understand the ideas and emotions being expressed. Comic strip conversations can
also help people to understand past incidents or conversations.



TEACCH (Treatment and Education of Autistic and Related Communication Handicapped
CHildren)
TEACCH is widely used in specialist education services – and also in adult services. Fundamentally,
TEACCH focuses on altering the environment and using visual supports (timetables and schedules) to help
provide structure, reduce stress and improve understanding. The ultimate aim is to increase people’s
independence.



“It is an approach which can help pupils with autism access the curriculum. It does this by focussing
on visual rather than verbal input and by providing a visually structured framework to help organise
themselves, to know what to expect, to learn, and to learn to work independently.” Hull et al (1996, p.
152)



Contacts



Sources for symbols/pictures



There are lots of basic symbols in Microsoft Word. Go to ‘Insert’, then ‘Symbol’. Webdings has the most.
Here are some examples: 
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Widgit Software Ltd
26 Queen Street
Cubbington
Leamington Spa
Warwickshire CV32 7NA



Tel: 01926 333 680
Fax: 01936 885 293
Email: info@widgit.com
Website: www.widgit.com



Pyramid Educational Consultants UK Ltd
First Floor
Queens Park Villa
30 West Drive
Brighton BN2 0QW



Tel: 01273 609 555
Email: pyramid@pecs.org.uk
Website: www.pecs.org.uk/



The Makaton Charity
Westmead House
Farnborough
Hampshire
GU14 7LP
Tel: 01276 606 760
Email: info@makaton.org
Website: www.makaton.org



Websites for symbols and pictures



 www.do2learn.com - a useful website which has printable blank schedules and picture cards.
 www.symbolworld.org/
 www.enchantedlearning.com/Dictionary.html
 www.pdictionary.com/
 http://trainland.tripod.com/pecs.htm
 www.usevisualstrategies.com/pixtl.htm
 www.tomorraccessibility.co.uk/bss.htm
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THE NAS INFORMATION CENTRE - PHOTOCOPYING SERVICE



If you require a photocopy of a particular item you must first ascertain that the item can be copied. References
which can be photocopied are marked: ‘Available from the NAS Information Centre’.
You should be able to obtain unmarked items from your local library, bookshop or via the publisher shown in
the reference.



How to order your items:



1. Fill in the full details of your request(s) on the section overleaf.



2. Complete the declaration below, ensuring that you are complying with the regulations.



3. Calculate the total amount to be paid. The cost of photocopying is £3.00 per article.



4. Return this sheet together with payment to:
The Information Centre, The National Autistic Society, 393 City Road, London, EC1V 1NG.



Please remember, only articles that are marked ‘Available from the NAS Information Centre’ are supplied by
us. Credit will not be given if other articles or books are requested. Only one article/chapter from any one
journal issue/book is allowed. (If more than one article/chapter is requested from a single issue/book, these will
not be supplied nor will credit be given). We will only accept orders up to £30 in value.
Please allow up to 10 days for delivery.
________________________________________________________________________________________



Copyright, Designs and Patents Act 1988 - Declaration



To: The Information Centre, The National Autistic Society, 393 City Road, London, EC1V 1NG.



Please supply me with a copy(ies) of the article(s) detailed overleaf, required by me for the purpose of research
or private study. I declare that:
a) I have not previously been supplied with a copy of the same material by you or any other librarian or
Information Officer.



b) I will not use the copy except for research for a non-commercial purpose or private study and will not supply
a copy of it to any other person.



c) To the best of my knowledge no other person with whom I work or study has made or intends to make, at or
about the same time as this request, a request for substantially the same material for substantially the same
purpose.



I understand that if this declaration is false the copy supplied to me by you will be an infringing copy and that I
shall be liable for infringement of copyright as if I had made the copy myself.



Name:
…………………………………………………………………………………………………………………………………
Address:
…………………………………………………………………………………………………………………………………



…………………………………………………………………………………………………………………………………



Postcode: …………………………………………….. Tel No: ……………………………………………………….



I enclose a cheque/P.O. made payable to The National Autistic Society, to the value of £…………………..
for ………… articles at a cost of £3 per article. (Note to Finance: please charge to budget code:
CPA/INF/INF00)
Or charge my Visa/Master Card/ Switch/ Amex/ Diners the sum of £………………..Switch issue no.:…………



Expiry date: …… / …… Valid from: ……/…… Card No.: …………………………………………
3-digit security code, (last 3 digits above your signature on reverse of card): ………………



Signature: ………………………………………………………. Date: ………………………………………………..
* This must be the personal signature of the person making the request
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AUTISM SERVICE 



‘Improving outcomes for children and young people with Social  



Communication Difficulties.’ 
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Autism Service - Engaging Children in Writing 
 



 
Identifying and overcoming barriers to writing 
 
Rule out developmental disorders, e.g. Dyslexia, dyspraxia. Bear in mind that these can be co-morbid with autism. 
 



 Barrier What this might look like Quality First Teaching 
Strategies 



Further Strategies 
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Speech and language 
issues 



Pupil takes instructions 
literally, e.g. ‘find out about…’ 
does not pick up on implication 
that they should write their 
findings down 
Sometimes misunderstands or 
does not seem to take in 
classroom instructions.  
Looks to see what others do 
and copies.  
Verbal responses take a long 
time. 
 



Simplify language and use key 
words 
Give concrete examples and explicit 
instructions 
Use visual prompts (pictures or 
words depending on pupil) to 
support verbal instructions 
Give thinking time and wait for 
responses without adding additional 
information or repeating wait 20 
seconds before repeating 



SALT interventions as directed by 
therapists 
Interventions to develop pragmatics 
(how context contributes to 
meaning) – Black sheep resources 
are good for this 



Limited imagination Play functional and repetitive  
Tends to regurgitate 
scenes/language from films/TV 



Start from the factual and lead pupil 
slowly onto imaginative work by 
acknowledging that they have written 
about what did happen, but what 
would the ending have been if…? 
Use a known story and get pupil to 
change aspects of it to form 
own story, so that the structure is 
provided 
 
 



Give visual ideas in the shape of 
photo cards or toy figures 
Use assistive technology that 
includes word/picture banks  





http://www.blacksheeppress.co.uk/
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Autism Service - Engaging Children in Writing 
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Poor fine motor control Poor handwriting and drawing Opportunities to develop fine motor 



control though continuous provision 
(plasticene, playdoh, pegging 
activities, lots of ideas here) 
Try a variety of pencil and pen types 



 



 
to find the one that suits best 
Use pencil grips, writing slope, 
posture cushion 



         



  



Fine motor skills input  
Use a keyboard (teach typing skills 
e.g. Dance mat typing)  
TA acts as a scribe 
Voice recognition software e.g. 
iPad Dragon dictation (free app)  
Give due regard to exam 
considerations Conduct a writing 
speed test – Robin Hedderley 
Refer for occupational 
therapy/physiotherapy assessment 
Use an image/icon > text writing 
programme  
 



Difficulties setting work 
out 



Pupil finds it difficult to begin 
recording/ refuses 
Written work ‘messy’ and 
jumbled 
Frustrated behaviours, e.g. 
scribbling on work 



Provide framework or model which 
gives clear guidance 
Use the Blue Peter ‘here’s one I 
made earlier’ approach 



Allow the pupil to record directly 
onto the framework 
Use IT e.g. Publisher so that the 
pupil can create layout without it 
being permanent and move 
elements around 
 



Difficulties knowing how 
much to write/ when 
work is finished 



As above but add a number of 
bullet points/ word count as 
appropriate for pupil 



Break longer tasks down into 
sections and allocate times for each 
section 
Give pupils a clear checklist 
Set very specific targets & share 
marking criteria 
For younger pupils, draw dots to 
show where work should start and 
finish 
 



Use ‘cloze’ type tasks which are 
self-limiting 
Use a frame with clear prompts in 
each section 
Pupil checks in with teacher/TA at 
regular intervals marked by a timer 
or visual prompt 





http://theimaginationtree.com/2013/09/40-fine-motor-skills-activities-for-kids.html


http://www.bbc.co.uk/guides/z3c6tfr


http://www.dyslexia-international.org/content/Informal%20tests/Sentencecompletion.pdf


https://www.amazon.co.uk/STABILO-START-EASYoriginal-Handwriting-Handed/dp/B00T7ULQ2U/ref=sr_1_16?s=officeproduct&ie=UTF8&qid=1465310640&sr=1-16&keywords=ergonomic++pens


https://www.amazon.co.uk/Mixed-Pencil-Grips--Handwriting-Aid-/dp/B007IVC3O0/ref=sr_1_7?s=officeproduct&ie=UTF8&qid=1465310727&sr=1-7&keywords=pencil+grips


https://www.amazon.co.uk/Penagain-Ergo-Sof-Blister-Extra-Refills/dp/B001USO5PC/ref=sr_1_10?s=officeproduct&ie=UTF8&qid=1465310564&sr=1-10&keywords=ergonomic++pens
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Poor working memory Difficulties co-ordinating 



thinking about content, spelling 
& handwriting simultaneously 
Demonstrates poor attention to 
detail 
Difficulty staying on task 



Break tasks into smaller chunks. 
One task at a time is best, if possible 
Reduce the amount of material the 
pupil is expected to complete  
Keep new information or instructions 
brief and to the point, and repeat in 
concise fashion for the pupil, as 
needed 
Increase the meaningfulness of the 
material by providing examples 
students can relate to 
Provide information in multiple ways: 
speak it, show it, and create 
opportunities to physically work with 
it or model it  
Develop routines, such as specific 
procedures for turning in completed 
assignments. Once a routine is 
practiced repeatedly, it becomes 
automatic and reduces the working 
memory demand 
 
 



Use a task list that the pupil can tick 
off as parts of a task are completed 



Provide written directions for 
reference 



Simplify the amount of mental 
processing required by providing 
several oral “clues” for a problem 
and writing key words for each clue 
on a whiteboard. This way the 
student does not have to hold all of 
the information in mind at once  



Encourage the use of visual 
memory aids, e.g. lists, mind maps, 
posters, mnemonics, other graphic 
organisers 



 



Poor self-organisation Pupil doesn’t have the right 
equipment 
Pupil doesn’t write homework 
in planner  
Difficulties starting work 



Table boxes of essential equipment 
on all tables 
Task list to begin, e.g. write the date; 
Read sheet; write the answer for 
question 1, etc. 
For young children, give hand over 
hand support to begin writing and 
then fade 
For older students lightly tap the 
paper where the student needs to 
begin writing 



Itemised list of equipment for each 
subject 
One set of stationery for school, 
one for home 
Colour code books for each subject 
Sort materials and books for 
different subjects in transparent zip 
folders 
Teacher/TA write homework in 
planner giving clear expectations 
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Autism Service - Engaging Children in Writing 
 



 
 



Difficulties sequencing 
writing 



Unable to organise ideas in a 
logical progression 



Use a writing frame Add sentence starters to the frame 
Google to find online sequencing 
games such as this. 
Support the pupil to represent ideas 
along a horizontal line in order. 
Post it notes could be used as they 
can be re-arranged. Use this as a 
visual support for writing.  
 



Difficulties organising 
time 



Student spends too much/little 
time on a task 
Student does not prioritise 
effectively 



Use timetables/work schedules 
Break tasks into sections and 
timetable these 
Avoid open-ended tasks 
 



Individualised work programmes 
using timings 
Chunk activities and set timings 
using alarms/timers 
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Concentration difficulties 
due to stress 



Signs of stress (rocking, 
spinning, wringing 
hands etc.)  
Does not concentrate in any 
social situation. 



Identify if this behaviour is linked to 
particular activities/times of day 



Make a workstation away from 
other children and distractions, 
facing a 
blank wall to use when pupil needs 
to concentrate. 
Schedule a down time after writing 
that pupil finds stressful. 
Shorten writing activities and 
gradually build up the ability to 
sustain writing. 
 
 



Difficulty focusing 
attention 



Follows own agenda whatever 
the situation.  
Appears uninterested in 
unfamiliar topics 



Give pupil a reason to focus on the 
work, a “Work then Play” rule with 
something pupil enjoys to follow the 
work 
Start with small demands and build 
up 



A work station may help 
Give sensory breaks 
Use a task/reward system 
 





http://www.turtlediary.com/game/picture-sequencing-kindergarten.html


https://www.sensorysmarts.com/sensory_diet_activities.html
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Autism Service - Engaging Children in Writing 
 



Keep the work environment as 
distraction free as possible 
 
 



Sensory overload Easily distracted. 
Finds it difficult to switch the 
focus of attention. 
Attention can become fixed on 
an environmental detail, which 
pupil does not seem able to 
put aside for other things. 



Reduce environmental distractions Take control the fixation on an 
aspect of the environment. Allow 
pupil to watch or explore it for a 
time limited period and then return 
to work. 
Headphones when writing can cut 
out environmental noise. 
Introduce sensory activities  



Finds blank page 
threatening 



Completes ‘cloze passages’, 
worksheets etc, but does not 
attempt free writing.  
Signs of stress are seen when 
asked to write on a clean 
page. 



Use tools such as planning story 
boards; mind maps; various 
starting points – from existing 
stories to pictures and objects. 
Use drama and role play as a way 
to turn action into writing. 
 



Use planning programmes on the 
computer.  
Use a writing frame with boxes 
and clear guidance 
 



Feels writing must be 
perfect 



Gets very upset if a mistake is 
made 
May destroy own work 
Rejects and may react 
negatively to positive feedback 



Draft on a whiteboard so that work 
can be edited before committing to 
paper 
 



Use a social story to explain that 
it’s OK to make mistakes  
Use word processor to remove 
permanence 
Write on whiteboard and 
photocopy 
Give factual feedback rather than 
praise. 
 



 
 



 
 



 





https://www.sensorysmarts.com/sensory_diet_activities.html
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Alternatives to Written Recording  
 
Adapted from: Managing Access Strategies and Teaching Styles, The National 
Literacy and Numeracy Strategies, Crown Copyright 2002 
 
For many children with different types of AEN being asked to write can prove a major 
obstacle to learning. Writing can be a physical or emotional challenge. By removing 
the emphasis from written recording these students can gain access to the 
curriculum and be as successful in their own eyes as their peers. Most of these 
methods can be used successfully with individuals, pairs, groups or even the whole 
class as they allow for children with different learning styles to access the curriculum 
successfully. By not always using written methods of recording you are also allowing 
students to develop other skills such as cooperative working, peer mentoring or ICT 
skills. 
 
Scribing: This is the method that will probably spring to most minds first. Of course 
this method relies on having access to a spare pair of capable hands to do the 
writing. The student can dictate their responses to an adult helper (teacher, TA or 
parent helper). However, another way to do this is to allow students to pair up and to 
do paired recording. This will require the recorder to be a fluent writer but does have 
the benefit of allowing paired working, sharing ideas and talking for learning. 
 
Images: There are a variety of ways that students can use images as a form of 
recording. 
 
Posters: Allowing students to create a poster is a great method of recording for 
visual and kinesthetic learners as well as students with AEN. 
 
2-D/3-D Displays: Again this is a very creative and motivating method of allowing 
students to record their learning and will cater for different learning styles as well as 
learning needs. 
 
Drawings & Diagrams: Instead of writing a report or set of instructions you could 
get students to draw the process. 
 
Digital photographs: Using digital cameras with students enables them to see 
results immediately. You can enhance the use of the photographs by getting 
students to add thought or speech bubbles to enhance understanding. 
 
Video recording: By using a camcorder you get a longer record of work and you get 
the added bonus of audio allowing you to listen to the student working. 
 
Spoken Word 
 
Role-Play: Most students love role-play activities as they can take on a different 
persona. This type of activity can include hot seating and interviewing as well as 
plays. 
 
Tape Recording/Digital Audio Recording: This method is very handy if you don't 
have access to an extra pair of able hands to scribe for students. You can also use 
digital recording with pictures (you can purchase resources that allow students to 
draw or attach a picture and record a short audio to accompany it). 
 
 











Oral Presentation: Students can present on their own, in pairs of even small 
groups. This is a great method of assessing their speaking and listening skills, 
especially if you add a Q&A session at the end of the presentation. 
 
Charts 
 
Mind mapping: A very powerful tool for all learners. Mind maps can consist of words 
and pictures. There are many interactive mind mapping software packages that also 
have audio. 
 
Card Sorts: These can be purchased but you can also make your own. 
 
Flow Charts: again these can be used with words and pictures. 
 
Group Wordstorm: Children work in groups with one student acting as scribe. 
Every member has to contribute at least one word. 
 
Text (Ready Made): These methods require some preparation beforehand but are 
very useful and encourage and develop reading skills. Remember that some children 
may require the use of coloured paper, larger fonts etc. 
 
Cloze Passages: Students enjoy using cloze passages as they like to guess or 
choose the correct words to fill in the blanks. You can differentiate this easily by 
giving less able students lists of words to choose from and/or less blanks to 
complete. 
 
Highlighting: Again this is very motivating as students love the opportunity to use 
brightly coloured highlighters to pick out different types of words (e.g. verbs in yellow, 
adverbs in green) or the key words in a passage. 
 
Sorting texts: give students sentences, paragraphs or short passages to sort into 
different text types, sense or nonsense etc. 
 
Ordering: Students can put words, sentences and even paragraphs into order. 
 
Tops and Tails: Again this activity can be used with sentences, paragraphs and 
even whole texts. Students match the beginnings and endings. This develops 
reading and comprehension skills. 
 
NOTE: All of the above activities can be done on paper or they can be done on the 
computer using a word processing package or one of the many software packages 
available (e.g. Clicker). By using the computer for these tasks children with limited 
reading skills have the opportunity to listen to the text as well as to read it. 
 
Sorting and Labelling 
 
Object Sorting: By initial phoneme, rhyme, colour, size, type etc. 
 
Matching: Match labels to quantities, shapes, solids etc.; match labels to objects, 
pictures or sentences. 











Labels: match to parts of diagrams, pictures or text. 
ICT 
 
Software: There are many different software packages available to give students 
with different learning needs access to the curriculum. 
 
Word processing: Some software offers predictive or voice-operated word-
processing, others offer on-screen word grids. By having a range of different 
software packages you will be catering for a wide variety of learning needs and 
styles. 
 
Access Devices: These include switch devices, screen magnifiers, special mice and 
keyboards. 
 
Calculators: There are a wide variety of different types of calculator available. 
 
Audio Recording: Digital voice recorders, tape recorders etc. 
 
Mathematical Software: Again there are a wide variety of software packages that 
students of all abilities can use to help with maths. 
 
Templates: Prepared templates for graphs, shapes or tables can be given to 
students to aid recording in maths. 
 
Laptops: Allowing students access to a laptop for their use in lessons gives them 
access to a wider range of resources e.g. software packages, recording methods 
etc. 
 
Digital Video/Photographs: As discussed in the Spoken Word and Images 
sections. 
 
Interactive Whiteboards: Can be used with the whole class, groups or individuals. 
 
Numbers 
 
Number & Symbol Cards: Use to create number sentences, sequences etc. 
 
100 Square: Students can locate and highlight answers 
 
Number Line: These can be used as a learning aid or to show answers. They are 
available in a wide range of styles and sizes. 
 
Fans, Arrow Cards, Wooden/Plastic/Sticky-Back, Numerals or Shapes, 
Symbols 
Specialist Recording: e.g. Braille, sign language. 



Symbol Cards: e.g. TEACCH, Writing with Symbols or Bliss. 
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Common Learning Characteristics



Common Learning Traits



App Categories



Apps



Apps for Students with 
Autism Spectrum Disorders



When looking for apps for students on the autism 
spectrum (ASD), it is important to look at all educational 
apps and not just those that are tagged as autism apps. 
They have many of the same learning needs that other 
students have. This list was developed to provide apps 
based on common learning characteristics and traits 
that are typical for students with ASD. It is important to 
remember that all students learn differently and 
selecting apps should be based on the unique learning 
needs of the student.
This list is only a sampling of apps available for each 
skill area. This is not, nor is it meant to be a definitive 
list. This list is intended to give you a starting place and 
a rationale for picking certain apps.



Developed by Mark Coppin
October 2012



C
om



m
un



ic
at



io
n



Social Skills
Behavior



Sensory 
Sensitivity



Need for 
Sameness or 
Routine



Difficulty with



traditio
nal



Learning



Methods



Organization



Visual



InFlexible



Easily Frustrated



Generalization



Self Control



 Difficulty with
Personal 



Management



Splinter Skills



Sleep Issues



Difficulty 
Summarizing



Difficulty 
Synthesizing



Lacks Common
Sense



Difficulty Problem
Solving



Lack of Safety
Awareness



Difficulty with 
Auditory



Processing



Explosive



Hyperactive



Developmental
Delays



Concrete
Learners



Prefer
Sequential 



Info
Difficulty



Problem Solving



Visual
Learners



Difficulty Identifying
Emotions



Impulsive



Difficulty 
Generalizing



Visual Schedules 
Apps



Video Modeling 
Apps



Video Modeling 
Apps



Difficulty Motor
Processing



Echolalia
Difficulty 



Expressing Needs



Under Active



Over Active



Poor Eye Contact



Difficulty with 
Conversations



Sensitive to 
Sound



Tactilely 
SensitiveFood Sensitivity



Limited Use
of Language



Difficulty with 
Grammar Difficulty with 



Receptive 
Language



Difficulty 
Generalizing



 Rigid Routines



Ritualistic



Rigid
Language



Poor
Vocabulary



Picture Schedule 
Apps



Video Modeling Apps



Social Script Apps



Auditory Training 
Apps



Behavior Tracking 
Apps



Behavior 
Management Apps



Sequencing Apps



Sequencing Apps



Generalization Apps



Organization Apps



Organization Apps



Social Skills Apps



Video Modeling 
Apps



Reward System 
Apps



Self Management 
Apps



ABA Apps



AAC Apps



Language 
Development Apps



Sentence 
Construction Apps



Visual Timer Apps



Visual Timer Apps



White Noise Apps



Eye Contact Apps



Fine Motor Apps



Story Telling Apps



Choice Making Apps



Choice Making Apps



ePub Apps



Writing Apps



Literacy Apps
Math Apps



Medical Apps
Sensory Apps



Articulation Apps



Conversation Apps



Self Care Apps



Time Apps



Life Skills Apps



Vocabulary Apps



Text-to-Speech Apps



Articulation Scenes
Proloquo2Go



Conversation Builder



ArtikPix
TapSpeak Sequence Plus



Answers:YesNo HD



Sentence Builder for iPad Word Wizard 



Speak it! Text to Speech Speech with Milo - Verbs
Fun with Directions HD



Behavior Tracker Pro



ChorePad HD



ChorePad HD



Time Timer iPad Edition



Visual Schedules 
Apps



iReward
Choiceworks



Choiceworks



Time Timer iPad Edition



iPrompts XL



Pictello



Video Scheduler



iCreate...Social Skills Stories



Look into my Eyes



Social Express



Everyday Social Skills HD



Social Skill Builder



AutismXpress



Potty Training Social Story



Emotions from I Can Do Apps



iHomework



iEarnedThat



StoryPals



MeMoves



Shelby’s Quest



EASe Pro Listening Therapy



Relax Melodies Premium HD



Dexteria



iWriteWords



Injini



DTT/ Autism Words



Abilipad



iDress for Weather



SpellBoard Special Words



ABA Sight Words
Math Bingo



First Words Deluxe



Book Creator for iPad



AppWriter US



ChoiceBoard - Creator



First Then Visual Schedule



Video Scheduler



Ambiance



Awareness! The Headphone App



Cause and Effect Sensory Light Box



Visual Routine



BehaviorLens



Video Scheduler



Win A Spin HD



iChoose



Go Go Games
"Design based on the Padagogy Wheel designed by Allan Carrington and modified by Cherie Pickering"





https://itunes.apple.com/us/app/go-go-games/id565022507?mt=8


https://itunes.apple.com/us/app/go-go-games/id565022507?mt=8


https://itunes.apple.com/us/app/ichoose/id285881085?mt=8


https://itunes.apple.com/us/app/ichoose/id285881085?mt=8


https://itunes.apple.com/us/app/win-a-spin-hd/id558208463?mt=8


https://itunes.apple.com/us/app/win-a-spin-hd/id558208463?mt=8


https://itunes.apple.com/us/app/video-scheduler/id482833959?mt=8


https://itunes.apple.com/us/app/video-scheduler/id482833959?mt=8


https://itunes.apple.com/us/app/behaviorlens/id459755410?mt=8


https://itunes.apple.com/us/app/behaviorlens/id459755410?mt=8


https://itunes.apple.com/us/app/visual-routine/id455706114?mt=8


https://itunes.apple.com/us/app/visual-routine/id455706114?mt=8


https://itunes.apple.com/us/app/cause-effect-sensory-light/id533976433?mt=8


https://itunes.apple.com/us/app/cause-effect-sensory-light/id533976433?mt=8


https://itunes.apple.com/us/app/awareness!-the-headphone-app/id389245456?mt=8


https://itunes.apple.com/us/app/awareness!-the-headphone-app/id389245456?mt=8


https://itunes.apple.com/us/app/ambiance/id285538312?mt=8


https://itunes.apple.com/us/app/ambiance/id285538312?mt=8


https://itunes.apple.com/us/app/video-scheduler/id482833959?mt=8


https://itunes.apple.com/us/app/video-scheduler/id482833959?mt=8


https://itunes.apple.com/us/app/first-then-visual-schedule/id355527801?mt=8


https://itunes.apple.com/us/app/first-then-visual-schedule/id355527801?mt=8


https://itunes.apple.com/us/app/choiceboard-creator/id453988580?mt=8


https://itunes.apple.com/us/app/choiceboard-creator/id453988580?mt=8


https://itunes.apple.com/us/app/appwriter-us/id490076103?mt=8


https://itunes.apple.com/us/app/appwriter-us/id490076103?mt=8


https://itunes.apple.com/us/app/book-creator-for-ipad/id442378070?mt=8


https://itunes.apple.com/us/app/book-creator-for-ipad/id442378070?mt=8


https://itunes.apple.com/us/app/first-words-deluxe/id337462979?mt=8


https://itunes.apple.com/us/app/first-words-deluxe/id337462979?mt=8


https://itunes.apple.com/us/app/math-bingo/id371338715?mt=8


https://itunes.apple.com/us/app/math-bingo/id371338715?mt=8


https://itunes.apple.com/us/app/aba-sight-words/id503840352?mt=8


https://itunes.apple.com/us/app/aba-sight-words/id503840352?mt=8


https://itunes.apple.com/us/app/special-words/id451723454?mt=8


https://itunes.apple.com/us/app/special-words/id451723454?mt=8


https://itunes.apple.com/us/app/spellboard/id390290951?mt=8


https://itunes.apple.com/us/app/spellboard/id390290951?mt=8


https://itunes.apple.com/us/app/idress-for-weather/id385227220?mt=8


https://itunes.apple.com/us/app/idress-for-weather/id385227220?mt=8


https://itunes.apple.com/us/app/abilipad/id435865000?mt=8


https://itunes.apple.com/us/app/abilipad/id435865000?mt=8


https://itunes.apple.com/us/app/dtt-autism-words-by-drbrownsapps.com/id427789424?mt=8


https://itunes.apple.com/us/app/dtt-autism-words-by-drbrownsapps.com/id427789424?mt=8


https://itunes.apple.com/us/app/injini-child-development-game/id452962000?mt=8


https://itunes.apple.com/us/app/injini-child-development-game/id452962000?mt=8


https://itunes.apple.com/us/app/iwritewords-handwriting-game/id307025309?mt=8


https://itunes.apple.com/us/app/iwritewords-handwriting-game/id307025309?mt=8


https://itunes.apple.com/us/app/dexteria-fine-motor-skill/id420464455?mt=8


https://itunes.apple.com/us/app/dexteria-fine-motor-skill/id420464455?mt=8


https://itunes.apple.com/us/app/relax-melodies-premium-hd/id364909179?mt=8


https://itunes.apple.com/us/app/relax-melodies-premium-hd/id364909179?mt=8


https://itunes.apple.com/us/app/ease-pro-listening-therapy/id461769387?mt=8


https://itunes.apple.com/us/app/ease-pro-listening-therapy/id461769387?mt=8


https://itunes.apple.com/us/app/shelbys-quest/id554328210?mt=8


https://itunes.apple.com/us/app/shelbys-quest/id554328210?mt=8


https://itunes.apple.com/us/app/memoves/id368151435?mt=8


https://itunes.apple.com/us/app/memoves/id368151435?mt=8


https://itunes.apple.com/us/app/storypals/id502655731?mt=8


https://itunes.apple.com/us/app/storypals/id502655731?mt=8


https://itunes.apple.com/us/app/iearnedthat/id366144564?mt=8


https://itunes.apple.com/us/app/iearnedthat/id366144564?mt=8


https://itunes.apple.com/us/app/ihomework/id302786560?mt=8


https://itunes.apple.com/us/app/ihomework/id302786560?mt=8


https://itunes.apple.com/us/app/emotions-from-i-can-do-apps/id525637590?mt=8


https://itunes.apple.com/us/app/emotions-from-i-can-do-apps/id525637590?mt=8


https://itunes.apple.com/us/app/potty-training-social-story/id473779642?mt=8


https://itunes.apple.com/us/app/potty-training-social-story/id473779642?mt=8


https://itunes.apple.com/us/app/autismxpress/id343549779?mt=8


https://itunes.apple.com/us/app/autismxpress/id343549779?mt=8


https://itunes.apple.com/us/app/social-skill-builder/id486116417?mt=8


https://itunes.apple.com/us/app/social-skill-builder/id486116417?mt=8


https://itunes.apple.com/us/app/everyday-social-skills-hd/id415680556?mt=8


https://itunes.apple.com/us/app/everyday-social-skills-hd/id415680556?mt=8


https://itunes.apple.com/us/app/the-social-express/id477525808?mt=8


https://itunes.apple.com/us/app/the-social-express/id477525808?mt=8


https://itunes.apple.com/us/app/look-in-my-eyes-2-car-mechanic/id351230614?mt=8


https://itunes.apple.com/us/app/look-in-my-eyes-2-car-mechanic/id351230614?mt=8


https://itunes.apple.com/us/app/i-create...-social-skills/id513666306?mt=8


https://itunes.apple.com/us/app/i-create...-social-skills/id513666306?mt=8


https://itunes.apple.com/us/app/video-scheduler/id482833959?mt=8


https://itunes.apple.com/us/app/video-scheduler/id482833959?mt=8


https://itunes.apple.com/us/app/pictello/id397858008?mt=8


https://itunes.apple.com/us/app/pictello/id397858008?mt=8


https://itunes.apple.com/us/app/iprompts-xl-visual-supports/id410386084?mt=8


https://itunes.apple.com/us/app/iprompts-xl-visual-supports/id410386084?mt=8


https://itunes.apple.com/us/app/time-timer-ipad-edition/id434081367?mt=8


https://itunes.apple.com/us/app/time-timer-ipad-edition/id434081367?mt=8


https://itunes.apple.com/us/app/choiceworks-visual-support/id486210964?mt=8


https://itunes.apple.com/us/app/choiceworks-visual-support/id486210964?mt=8


https://itunes.apple.com/us/app/choiceworks-visual-support/id486210964?mt=8


https://itunes.apple.com/us/app/choiceworks-visual-support/id486210964?mt=8


https://itunes.apple.com/us/app/ireward/id324643198?mt=8


https://itunes.apple.com/us/app/ireward/id324643198?mt=8


https://itunes.apple.com/us/app/time-timer-ipad-edition/id434081367?mt=8


https://itunes.apple.com/us/app/time-timer-ipad-edition/id434081367?mt=8


https://itunes.apple.com/us/app/chore-pad-hd/id384854237?mt=8


https://itunes.apple.com/us/app/chore-pad-hd/id384854237?mt=8


https://itunes.apple.com/us/app/chore-pad-hd/id384854237?mt=8


https://itunes.apple.com/us/app/chore-pad-hd/id384854237?mt=8


https://itunes.apple.com/us/app/behavior-tracker-pro/id319708933?mt=8


https://itunes.apple.com/us/app/behavior-tracker-pro/id319708933?mt=8


https://itunes.apple.com/us/app/fun-with-directions-hd/id475972703?mt=8


https://itunes.apple.com/us/app/fun-with-directions-hd/id475972703?mt=8


https://itunes.apple.com/us/app/speech-with-milo-verbs/id405441288?mt=8


https://itunes.apple.com/us/app/speech-with-milo-verbs/id405441288?mt=8


https://itunes.apple.com/us/app/speak-it!-text-to-speech/id308629295?mt=8


https://itunes.apple.com/us/app/speak-it!-text-to-speech/id308629295?mt=8


https://itunes.apple.com/us/app/word-wizard-talking-movable/id447312716?mt=8


https://itunes.apple.com/us/app/word-wizard-talking-movable/id447312716?mt=8


https://itunes.apple.com/us/app/sentencebuilder-for-ipad/id364197515?mt=8


https://itunes.apple.com/us/app/sentencebuilder-for-ipad/id364197515?mt=8


https://itunes.apple.com/us/app/answers-yesno-hd/id393762442?mt=8


https://itunes.apple.com/us/app/answers-yesno-hd/id393762442?mt=8


https://itunes.apple.com/us/app/tapspeak-sequence-plus/id475743103?mt=8


https://itunes.apple.com/us/app/tapspeak-sequence-plus/id475743103?mt=8


https://itunes.apple.com/us/app/artikpix/id383022107?mt=8


https://itunes.apple.com/us/app/artikpix/id383022107?mt=8


https://itunes.apple.com/us/app/conversationbuilder/id413939366?mt=8


https://itunes.apple.com/us/app/conversationbuilder/id413939366?mt=8


https://itunes.apple.com/us/app/proloquo2go/id308368164?mt=8


https://itunes.apple.com/us/app/proloquo2go/id308368164?mt=8


https://itunes.apple.com/us/app/articulation-scenes/id498857302?mt=8


https://itunes.apple.com/us/app/articulation-scenes/id498857302?mt=8
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Social stories and comic 
strip conversations 
 



Social storiesTM and comic strip conversations can help autistic people develop 
greater social understanding and stay safe.  
Find out about social stories, how to use them, and how to write your own. 
Find out about comic strip conversations, how to use them, and how to make your 
own. 
 



What are social stories? 
Social storiesTM were created by Carol Gray in 1991. They are short descriptions of a 
particular situation, event or activity, which include specific information about what to 
expect in that situation and why.  
The terms 'social story' and 'social stories' are trademarks originated and owned by 
Carol Gray.  
 



What are social stories for? 
Social stories can be used to: 



 develop self-care skills (eg how to clean teeth, wash hands or get dressed), 
social skills (eg sharing, asking for help, saying thank you, interrupting) and 
academic abilities  



 help someone to understand how others might behave or respond in a 
particular situation  



 help others understand the perspective of an autistic person and why they 
may respond or behave in a particular way  



 help a person to cope with changes to routine and unexpected or distressing 
events (eg absence of teacher, moving house, thunderstorms)  



 provide positive feedback to a person about an area of strength or 
achievement in order to develop self-esteem  



 as a behavioural strategy (eg what to do when angry, how to cope with 
obsessions). 



 



How do social stories help? 
Social stories present information in a literal, 'concrete' way, which may improve a 
person's understanding of a previously difficult or ambiguous situation or activity. The 
presentation and content can be adapted to meet different people's needs.  
They can help with sequencing (what comes next in a series of activities) and 
'executive functioning' (planning and organising).      
By providing information about what might happen in a particular situation, and some 
guidelines for behaviour, you can increase structure in a person's life and thereby 
reduce anxiety.  
Creating or using a social story can help you to understand how the autistic person 
perceives different situations.  
 
 





https://www.google.co.uk/url?sa=i&rct=j&q=&esrc=s&source=images&cd=&cad=rja&uact=8&ved=2ahUKEwjxu8GhqaXaAhVNsBQKHWLeA2YQjRx6BAgAEAU&url=https://en.wikipedia.org/wiki/National_Autistic_Society&psig=AOvVaw218ck6eZiTAc9OKPBTo-N1&ust=1523092873430528


http://www.autism.org.uk/about/strategies/social-stories-comic-strips.aspx#stories


http://www.autism.org.uk/about/strategies/social-stories-comic-strips.aspx#storyuse


http://www.autism.org.uk/about/strategies/social-stories-comic-strips.aspx#storywrite


http://www.autism.org.uk/about/strategies/social-stories-comic-strips.aspx#comic


http://www.autism.org.uk/about/strategies/social-stories-comic-strips.aspx#comichow


http://www.autism.org.uk/about/strategies/social-stories-comic-strips.aspx#comicwrite


http://www.autism.org.uk/about/strategies/social-stories-comic-strips.aspx#comicwrite


http://carolgraysocialstories.com/








Information taken from NAS website: http://www.autism.org.uk/ 



 
EXAMPLE 
My toys 
My toys belong to me. They are mine. 
Many of my toys were given to me 
Some of my toys have my name on them. 
I may play with my toys or share them with someone. 
I have toys that are mine. 
 
Carol Gray's The new social story book, 2015 



 
 



How to write a social story 
Carol Gray says you will need to picture the goal, gather information, and tailor the 
text. 
 
PICTURE THE GOAL 
Consider the social story's purpose. For example, the goal may be to teach a child to 
cover their mouth when coughing. 
Now think about what the child needs to understand to achieve this goal. For 
example, they need to understand why covering their mouth when coughing is 
important, ie it stops germs from being spread which may make other people sick. 
 
GATHER INFORMATION 
Collect information about the situation you want to describe in your social story. 
Where does the situation occur? Who is it with? How does it begin and end? How 
long does it last? What actually happens in the situation and why? If it is for a 
situation where a particular outcome is not guaranteed, use words like ‘sometimes’ 
and ‘usually’ in the story. 
Stories should appeal to the interests of the person for whom they are written and 
avoid using words that may cause the person anxiety or distress. The content and 
presentation of social stories should be appropriate to the person's age and level of 
understanding. Use age-appropriate photographs, picture symbols or drawings with 
text to help people who have difficulty reading or for younger children.  
So gather information about the person including their age, interests, attention span, 
level of ability and understanding.  
 
TAILOR THE TEXT 
A social story needs to have a title, introduction, body and conclusion and should 
use patient and supportive language. 
It should answer six questions: where, when, who, what, how and why? 
It should be made up of descriptive sentences, and may also have coaching 
sentences. A descriptive sentence accurately describes the context, such as where 
the situation occurs, who is there, what happens and why, eg: 
 
Christmas Day is 25 December. 
Sometimes I get sick. 
My body needs food several times per day; just like a steam train needs coal to stay 
running. 
 





https://www.amazon.co.uk/Social-Story-Revised-Expanded-Anniversary/dp/1941765165


http://www.autism.org.uk/about/strategies/social-stories-comic-strips.aspx#picture


http://www.autism.org.uk/about/strategies/social-stories-comic-strips.aspx#gather


http://www.autism.org.uk/about/strategies/social-stories-comic-strips.aspx#tailor


http://www.autism.org.uk/about/strategies/social-stories-comic-strips.aspx#tailor








Information taken from NAS website: http://www.autism.org.uk/ 



A coaching sentence gently guides behaviour, eg: 
I will try to hold an adult’s hand when crossing the road.  
It’s ok to ask an adult for help with nightmares. 
When I am angry, I can take three deep breaths, go for a walk or jump on the 
trampoline.  
 
Carol Gray's The new social story book, 2015 
 



How to use social stories 
Carol Gray has developed guidelines on how to use social stories effectively.  
Think about ways to aid comprehension – would adding questions help, or replacing 
some text with blanks for the person to fill in? 
Find ways to support the story, eg create poster with a key phrase from the story. 
Plan how often, and where, the story will be reviewed with the person. 
Present the social story to the person at a time when everyone is feeling calm and 
relaxed, using a straightforward approach, eg I have written this story for you. It is 
about thunderstorms. Let's read it together now.  
Monitor how well the story is received and whether it is working as intended. 
Keep your stories organised in a ring binder or computer folder. This makes them 
easier to find and review, and to develop with new information. 
Carol Gray's ‘The new social story book’, 2015 
 



What are comic strip conversations? 
Comic strip conversations, created by Carol Gray, are simple visual representations 
of conversation. They can show: 
the things that are actually said in a conversation  
how people might be feeling  
what people's intentions might be. 
Comic strip conversations use stick figures and symbols to represent social 
interactions and abstract aspects of conversation, and colour to represent the 
emotional content of a statement or message. 



  



  
From Carol Gray's Comic strip conversations  





https://www.amazon.co.uk/Social-Story-Revised-Expanded-Anniversary/dp/1941765165


https://www.amazon.co.uk/Social-Story-Revised-Expanded-Anniversary/dp/1941765165


http://carolgraysocialstories.com/


https://www.amazon.co.uk/Comic-Strip-Conversations-interactions-conversation/dp/1885477228








Information taken from NAS website: http://www.autism.org.uk/ 



By seeing the different elements of a conversation presented visually, some of the 
more abstract aspects of social communication (such as recognising the feelings of 
others) are made more 'concrete' and are therefore easier to understand.  
Comic strip conversations can also offer an insight into how an autistic person 
perceives a situation. 
 



How to use comic strip conversations 
Comic strip conversations can help autistic people to understand concepts that they 
find particularly difficult. People draw as they talk and use these drawings to learn 
about different social situations.  
In a comic strip conversation, the autistic person takes the lead role with parents, 
carers or teachers offering support and guidance.  
Start with small talk (for example, talking about the weather) to get people familiar 
with drawing whilst talking and to mimic ordinary social interactions. 
Ask a range of questions about a specific situation or type of social interaction. The 
autistic person answers by speaking and drawing their response. 
Summarise the event or situation you've discussed using the drawings as a guide.  
Think about how you can address any problems or concerns that have been 
identified. 
Develop an action plan for similar situations in the future. This will be a helpful guide 
for the autistic person.  
 
For complex situations, or for people who have difficulty reporting events in 
sequence, comic strip boxes may be used, or drawings can be numbered in the 
sequence in which they occur.  
 
Comic strip conversations can be used to plan for a situation in the future that may 
be causing anxiety or concern, for example an exam or a social event. However, 
remember that plans can sometimes change. It's important to present the information 
in a way which allows for unexpected changes to a situation. 
 



How to make your own comic strip conversation 
You can use just paper, pencils, crayons and markers, use computer word 
processing applications, or you could use an app. 
 
Ask the person you are supporting to choose what materials they would like to use.  
Some people may like to have their comic strip conversations in a notebook, or 
saved on their smartphone or tablet, so that they can refer to them as needed, and 
easily recall key concepts. 
 



More information 
The new Social Story book: 15th Anniversary Edition, Carol Gray 2015 
Comic strip conversations: illustrated interactions with students with autism and 
related disorders, Carol Gray 1994. 
Research Autism’s evaluation of social stories 
Carol Gray social story sampler 
I can't do that! My social stories to help with communication, self-care and personal 
skills, John Ling 2010 





https://www.linkedin.com/pulse/comic-strip-conversation-apps-bronwyn-sutton


https://www.amazon.co.uk/Social-Story-Revised-Expanded-Anniversary/dp/1941765165


https://www.amazon.co.uk/Comic-Strip-Conversations-interactions-conversation/dp/1885477228


https://www.amazon.co.uk/Comic-Strip-Conversations-interactions-conversation/dp/1885477228


http://researchautism.net/autism-interventions/our-evaluations-interventions/168/social-stories-and-autism


http://carolgraysocialstories.com/social-stories/social-story-sampler/


https://www.amazon.co.uk/Cant-Do-That-Communication-Self-Care/dp/0857020447


https://www.amazon.co.uk/Cant-Do-That-Communication-Self-Care/dp/0857020447








Information taken from NAS website: http://www.autism.org.uk/ 



Visual supports for people with autism: a guide for parents and professionals, 
Marlene Cohen and Peter Gerhardt 2016 
Revealing the hidden social code, Marie Howley and Eileen Arnold 2005 
Social story apps 
Books Beyond Words story app 
Aprendices Visuales – books with pictograms 
 





https://www.amazon.co.uk/Visual-Supports-People-Autism-Professionals-ebook/dp/B01I0D6KT8/


http://www.jkp.com/uk/revealing-the-hidden-social-code.html


http://www.friendshipcircle.org/blog/2013/02/11/12-computer-programs-websites-and-apps-for-making-social-stories/


https://booksbeyondwords.co.uk/story-app


http://www.aprendicesvisuales.org/en/
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Introduction



Executive function and self-regulation 
skills provide critical supports for 
learning and development. Just as an air 
traffic control system at a busy airport 
manages the arrivals and departures 
of many aircraft on multiple runways, 
executive function skills allow us to retain 
and work with information in our brains, 
focus our attention, filter distractions, 
and switch mental gears. There are three 
basic dimensions of these skills:



n Working memory — The ability to hold informa-
tion in mind and use it.



n Inhibitory control — The ability to master 
thoughts and impulses so as to resist tempta-
tions, distractions, and habits, and to pause and 
think before acting.



n Cognitive flexibility — The capacity to switch 
gears and adjust to changing demands, priorities, 
or perspectives.



These skills help us remember the information we 
need to complete a task, filter distractions, resist 
inappropriate or non-productive impulses, and 
sustain attention during a particular activity. We 
use them to set goals and plan ways to meet them, 
assess our progress along the way, and adjust the 
plan if necessary, while managing frustration so we 
don’t act on it. 



Although we aren’t born with executive function 
skills, we are born with the potential to develop 
them. The process is a slow one that begins in 
infancy, continues into early adulthood, and is 
shaped by our experiences. Children build their 
skills through engagement in meaningful social 
interactions and enjoyable activities that draw 
on self-regulatory skills at increasingly demand-
ing levels.
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In infancy, interactions with adults help babies 
focus attention, build working memory, and 
manage reactions to stimulating experiences. 
Through creative play, games, and schoolwork, 
children practice integrating their attention, 
working memory, and self-control to support 
planning, flexible problem-solving, and sus-
tained engagement. By high school, students 
are expected to organize their time (largely) 
independently, keep track of their assignments, 
and manage projects to completion. 



As children develop these capacities, they need 
practice reflecting on their experiences, talking 
about what they are doing and why, monitoring 
their actions, considering possible next steps, 
and evaluating the effectiveness of their deci-
sions. Adults play a critical role in supporting, or 
“scaffolding,” the development of these skills, first 
by helping children complete challenging tasks, 
and then by gradually stepping back to let children 
manage the process independently—and learn from 
their mistakes—as they are ready and able to do so.



The activities that follow have been identified 
as age-appropriate ways to strengthen various 
components of executive function. Although 
scientific studies have not yet proven the effec-
tiveness of all these suggestions, their presence 
here reflects the judgment of experts in the field 
about activities that allow children to practice 
their executive function skills. Practice leads to 
improvement. These activities are not the only 
ones that may help; rather, they represent a 
sample of the many things children enjoy that 
can support healthy development.  



Finally, please note that when websites and prod-
ucts are referenced in these activity suggestions, 
it is because they are helpful resources or ex-
amples. Their inclusion does not imply endorse-
ment, nor does it imply that they are the only, or 
necessarily the best, resources.
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Executive Function Activities for 6- to 18-month-olds



Lap games for younger infants 
Generations of families have engaged babies 
in games while holding them in the lap. Differ-
ent games practice different skills, but all are 
predictable and include some basic rules that 
guide adult and child behavior. Repetition 
helps infants remember and manage their own 
behavior to fit the game’s rules.  



n Peekaboo — Hide-and-find games like this 
exercise working memory, because they chal-
lenge the baby to remember who is hiding, and 
they also practice basic self-control skills as, 
in some variations, the baby waits for the adult 



to reveal him or herself. In other versions, the 
baby controls the timing of the reveal; this pro-
vides important practice regulating the tension 
around an expected surprise.  



n Trot, Trot to Boston; This is the Way the 
Farmer Rides; Pat-a-Cake — Predictable 
rhymes that end with a stimulating yet ex-
pected surprise are well-loved. Infants exercise 
working memory as they develop familiarity 
with the rhyme and practice anticipating a 
surprise, inhibiting their anticipatory reactions 
while managing high levels of stimulation.



Hiding games 
Hiding games are a great way to challenge 
working memory.  



n Hide a toy under a cloth and encourage the 
infant to look for it. Once infants can find the 
toy quickly, hide it, show the child that you 
have moved it, and encourage the child to find 
it. Make more moves to increase the challenge. 
As the child remembers what was there and 
mentally tracks the move, he or she exercises 
working memory.



n Older infants may enjoy hiding themselves 
and listening to you search loudly for them 
while they track your location mentally.  



n You can also hide an object without showing 
an older infant where it is and then allow the 
infant to search for it. He or she will practice 
keeping track of searched locations.  



n Another challenging version of these games 
involves putting a set of cups on a turntable (or 
“lazy Susan”), hiding an object under a cup, 
then spinning the turntable. Hiding more than 
one object can also increase the challenge.



These activities encourage infants to 
focus attention, use working memory, 
and practice basic self-control skills. 
During this stage of development, 
infants are actively developing their core 
executive function and self-regulation 
(EF/SR) skills. Supportive, responsive 
interactions with adults are the 
foundation for the healthy development 
of these skills. However, particular 
activities can strengthen key components 
of EF/SR.



In using these activities, adults should 
attend to the infant’s interests and select 
activities that are enjoyable, while also 
allowing the infant to determine how 
long to play.  
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Imitation or copying games 
Infants love to copy adults. When they imi-
tate, they have to keep track of your actions, 
remember them, wait their turn, and then recall 
what you did. In doing so, they practice atten-
tion, working memory, and self-control. 



n These games have a variety of forms, from 
taking turns making simple gestures (e.g., 
waving) to organizing toys in certain ways and 
asking children to copy you (e.g., placing toy 



animals in a barnyard) or building simple build-
ings by putting one block on top of another 
and perhaps knocking them down to rebuild.  



n As infants’ skills improve, make the patterns 
they copy more complicated.  



n Adults can also demonstrate ways to play 
with toys, like making a toy horse gallop or 
rocking a baby doll. This introduces the con-
cept of using toys as symbols for real objects.



Simple role play
Older children in this age range enjoy doing the 
tasks they see you do.  



n Take turns with any activity that interests 
the child, such as sweeping the floor, picking 
up toys, dusting, etc. These games introduce 
the basics of imaginary play and practice 
working memory, self-control, and selective 
attention, because the toddler must hold the 



activity in mind to complete it while avoiding 
distractions and inhibiting the impulse to do 
other things.



n Children can remember and play out more 
complicated roles as they get older. They will 
also begin to initiate activities. Providing the 
necessary materials (e.g., a broom, a toy box, a 
dustcloth) can help children enjoy and sustain 
this type of play. 



Fingerplays 
Songs or chants with simple hand motions are 
a lot of fun for infants, and develop self-control 
and working memory as well as language. 
Infants can learn to copy the movements to a 
song and, with practice, will remember the se-
quence. Eensy Weensy Spider; Where is Thumb-
kin?; and Open, Shut Them are examples, 
but these fingerplays can be found in many 
languages and cultures.



Conversations
Simply talking with an infant is a wonderful 
way to build attention, working memory, and 
self-control.  



n With younger infants, start by following 
the infant’s attention and naming aloud the 
things holding his or her attention. The infant 
will likely maintain his or her attention a little 
longer, practicing actively focusing and sustain-
ing attention.  



n As infants get older, pointing out and 



talking about interesting objects or events 
can help them learn to focus their attention 
on something the adult has identified. As 
babies learn language, they also develop their 
memory of what is said, eventually mapping 
words to objects and actions.



n Conversations in any language besides 
English are also helpful. It has been found that 
bilingual children of many ages have better 
executive function skills than monolingual 
children, so experience using an additional 
language is an important skill.



Resources
Songs and games
n www.piercecountylibrary.org/files/library/wigglesticklesall.pdf
n www.turben.com/media-library/8702756_infanttoddlerplaybook.pdf
n www.zerotothree.org/child-development/grandparents/play-0-12-mths-final.pdf



EXECUTIVE FUNCTION 
ACTIVITIES FOR  
6- TO 18-MONTH-OLDS
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Executive Function Activities for 18- to 36-month-olds



During this stage of development, 
children are rapidly expanding their 
language skills. Language plays an 
important role in the development of 
executive function and self-regulation 
(EF/SR), as it helps children identify 
their thoughts and actions, reflect 
on them, and make plans that they 
hold in mind and use. Language also 
helps children understand and follow 
increasingly complex rules—both those 
that regulate behavior and those that 
apply to simple games. Additionally, 
bilingualism is associated with better 
EF/SR, so parents who are fluent in more 
than one language should use those 
languages with their children.



Active games
At this age, toddlers are actively developing 
many important physical skills, and they love 
physical challenges. The following activities 
require toddlers to focus and sustain their 
attention on a goal, inhibit unnecessary and in-
effective actions, and try things in new ways if 
a first attempt fails. They may not always suc-
ceed, but the practice is very important. This is 
a learning process. Many of these activities will 
require frequent reminders from adult organiz-
ers, and they may not last very long!



n  Provide many materials and opportunities 
to try new skills, such as throwing and catching 
balls, walking a balance beam, running up and 
down an incline, jumping, etc. Set up simple 
rules to follow for added working memory and 
inhibition challenges—for example, take turns 
running to a “finish line” and back.



n  Older toddlers can enjoy simple imita-
tion games, such as Follow the Leader, or 
song games like Punchinella or Follow, Follow 
(“Follow, follow, follow [child’s name], follow, 
follow, follow [child’s name]”—all children imi-
tate [child]). These are great tests of working 
memory as well as attention and inhibition.



n  Games that require active inhibition can be 
fun, too, like freeze dance (musical statues), 
although don’t expect children to “freeze” 
without a few reminders.  Also effective are 



song games that require children to start and 
stop, or slow down and speed up, such as Jack 
in the Box; Popcorn; Ring Around the Rosie; or 
Motorboat, Motorboat.  



n  Song games with many movements are also 
fun. Examples include The Hokey Pokey; Teddy 
Bear; I’m a Little Teapot; or Head, Shoulders, 
Knees, and Toes. These require children to 
attend to the song’s words and hold them in 
working memory, using the song to guide their 
actions.



n  Fingerplays, or songs and rhymes with 
hand gestures to match, continue to be popu-
lar with children this age, similarly challenging 
children’s attention, working memory, and 
inhibitory control.
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Conversation and storytelling
As children develop more spoken language 
skills, they can begin to engage actively in con-
versation with adults and tell simple stories.  



n  Simply watching and narrating their play 
can be a great way to help very young children 
understand how language can describe their 
actions. As children get older,  questions can 
be added, such as “What will you do next?” or 
“I see you want to put the ball inside the jar. Is 
there another way to do that?” These com-
ments help children pause to reflect on what 
they are trying to do, how what they have tried 
has worked, and how to plan their next move.



n  Telling stories about shared events can be a 
great way to reflect on these experiences. The 



experience must be held in working memory 
while the child considers the order in which 
things happened, why things happened the 
way they did, and what the experience meant. 
These stories can also be written or drawn into 
simple books and revisited.  



n  Talking about feelings is also important, 
either by labeling children’s feelings as they are 
noticed (“It looks like you are really angry right 
now”) or by telling the story of a time a child 
became upset. By giving children language to 
reflect on their feelings, these conversations 
can support the development of emotional 
regulation, which is essential for engaging 
executive function.



Matching/sorting games
Children this age are able to play simple match-
ing and sorting games, which require children 
to understand the rule that organizes the activ-
ity (sorting by shape, color, size, etc.), hold the 
rule in mind, and follow it.



n  Ask children to play a sorting game in which 
you take turns sorting objects by size, shape, 
or color.



n  Engage older toddlers in a silly sorting 
game, such as putting small shapes in a big 
bucket and big shapes in a small bucket. 



Children tend to put like with like, so a change 
is challenging, requiring them to inhibit the 
expected action and engage their selective at-
tention and working memory.



n  As they get older, toddlers also start to 
enjoy simple puzzles, which require attention 
to shapes and colors. Adults can ask chil-
dren to think about what shape or color they 
need, where they might put a certain piece, or 
where they might put the piece if it doesn’t fit, 
thereby exercising the child’s reflection and 
planning skills.



Imaginary play
Toddlers are beginning to develop the capac-
ity for simple imaginary play. Often, toddlers 
imitate adult actions using objects that they 
have available (such as sweeping with a broom 
or pretending to cook with a pot). When they 
reach this age, these actions are not simply imi-
tative, but can be sustained and show signs of 
simple imaginary play plots. For example, after 
“cooking” in the pot, the child will put the pot 
on the table and pretend to eat.



n  Ask children questions about what they are 
doing. Narrate the things you see happening.



n  Play along with the child, and let the child 
direct the play. Give the child a chance to tell 
you what role you should play and how you 
should do it. Regulating the behavior of others 
is an important way that children develop their 
own self-regulation skills.



n  Provide a variety of familiar household 
objects, toys, and clothing items to encourage 
children’s imaginary play.



Resources
Music
n  fun.familyeducation.com/toddler/mu-
sic/37371.html



Other activities
n  www.zerotothree.org/child-development/
grandparents/play-12-24-final.pdf



n  www.zerotothree.org/child-development/
grandparents/play-24-36-final.pdf



Pretend play suggestions
n  www.mindinthemaking.org/wp-content/
uploads/2014/10/PFL-playing-with-household-
items.pdf



EXECUTIVE FUNCTION 
ACTIVITIES FOR  
18- TO 36-MONTH-OLDS
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Executive Function Activities for 3- to 5-year-olds



Imaginary play
During intentional imaginary play, children 
develop rules to guide their actions in playing 
roles. They also hold complex ideas in mind 
and shape their actions to follow these rules, 
inhibiting impulses or actions that don’t fit the 
“role.” Players often take ideas from their own 
lives, such as going to the doctor’s office. They 
might act “sick,” be examined by the doctor, 
and receive a shot. The “doctor” talks and acts 
like a doctor (calm and reassuring), the “sick 
child” talks and acts like a sick child (sad and 
scared), and the child in the role of “parent” 
talks and acts like a concerned parent (wor-
ried and caring). While younger children tend 
to play alone or in parallel, children in this 
age range are learning to play cooperatively 
and often regulate each other’s behavior—an 
important step in developing self-regulation.  



Ways to support high-level imaginary play:
n Read books, go on field trips, and use videos 
to make sure that children know enough about 
the scenario and roles to support pretend play.  



n Provide a varied set of props and toys 
to encourage this type of play. Younger pre-
schoolers may need more realistic props to get 
the play started (e.g., toy medical kits), while 



older children can re-purpose other things to 
turn them into play props (e.g., paper towel 
tube that is used as a cast for a “broken arm”). 
Reusing familiar objects in a new way also 
practices cognitive flexibility.



n Allow children to make their own play 
props. Children must determine what is 
needed, hold this information in mind, and 
then follow through without getting distracted. 
They also exercise selective attention, work-
ing memory, and planning. If the original plans 
don’t work out, children need to adjust their 
ideas and try again, challenging their cognitive 
flexibility.



n Play plans can be a good way to organize 
play, as shown by one early education program 
designed to build self-regulation, Tools of the 
Mind. Children decide who they are going to 
be and what they are going to do before they 
start playing, and then draw their plan on 
paper. Planning means that children think first 
and then act, thus practicing inhibitory control. 
Planning play in a group also encourages 
children to plan together, hold these plans in 
mind, and apply them during the activity. It 
encourages social problem solving, as well as 
oral language.



Children’s executive function and self-
regulation skills grow at a fast pace 
during this period, so it is important to 
adapt activities to match the skills of 
each child. Younger children need a lot of 
support in learning rules and structures, 
while older children can be more 
independent. Ultimately, the goal is to 
shift children away from relying on adult 
regulation, so when the child seems ready, 
try to reduce the support you provide.



Storytelling
Children love to tell stories.  Their early stories 
tend to be a series of events, each one related to 
the one before, but lacking any larger structure. 
With practice, children develop more complex 
and organized plots. As the complexity of the 
storytelling grows, children practice holding and 
manipulating information in working memory. 



Ways to support children’s storytelling:
n Encourage children to tell you stories, 
and write them down to read with the child. 
Children can also make pictures and create 
their own books. Revisiting the story, either by 
reviewing pictures or words, supports more in-
tentional organization and greater elaboration.



continued
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n Tell group stories. One child starts the story, 
and each person in the group adds something 
to it. Children need to pay attention to each 
other, reflect on possible plot twists, and tailor 
their additions to fit the plot, thereby challenging 
their attention, working memory, and self-control.



n Have children act out stories they have writ-
ten. The story provides a structure that guides 



children’s actions and requires them to attend 
to the story and follow it, while inhibiting their 
impulse to create a new plot. 



n Bilingual families can tell stories in their 
home language. Research indicates that bilin-
gualism can benefit a variety of executive func-
tion skills in children of all ages, so fostering 
fluency in a second language is valuable.



Movement challenges:  
songs and games
The demands of songs and movement games 
support executive function because children 
have to move to a specific rhythm and syn-
chronize words to actions and the music. All of 
these tasks contribute to inhibitory control and 
working memory.  It is important that these 
songs and games become increasingly com-
plex to interest and challenge children as they 
develop more self-regulation skills.  



n Provide many opportunities for children to 
test themselves physically through access to 
materials such as climbing structures, balance 
beams, seesaws, etc. Setting challenges for 
children—such as obstacle courses and games 
that encourage complex motions (skipping, 
balancing, etc.)—can also be fun. When chil-
dren are trying new and difficult activities, they 
need to focus attention, monitor and adjust 
their actions, and persist to achieve a goal.  



n Encourage attention control through quieter 
activities that require children to reduce stimu-



lation and focus attention—such as using a 
balance beam or yoga poses that include slow 
breathing.



n Play some music and have children dance re-
ally fast, then really slowly. Freeze dance is also 
fun, and it can be made more difficult by asking 
children to freeze in particular positions. (Tools 
of the Mind uses stick-figure pictures to direct 
children.)  When the music stops, children must 
inhibit action and shift their attention to the 
picture to imitate the shape depicted.



n Songs that repeat and add on to earlier 
sections (either through words or motions) are 
a great challenge to working memory, such as 
the motions to She’ll Be Coming ’Round the 
Mountain, the words to Bought Me a Cat, and 
backward-counting songs, such as Five Green 
and Speckled Frogs and songs repeating a long 
list (the Alphabet Song).  



n Traditional song games, like Circle ’Round 
the Zero are also fun. Complex actions, includ-
ing finding partners, must be accomplished 
without becoming distracted.



EXECUTIVE FUNCTION 
ACTIVITIES FOR  
3- TO 5-YEAR-OLDS



Quiet games and other activities
n Matching and sorting activities are still fun, 
but now children can be asked to sort by differ-
ent rules, promoting cognitive flexibility. Chil-
dren can first sort or match by one rule (such as 
by color), and then immediately switch to a new 
rule (such as by shape). For a more challeng-
ing version, play a matching game, but change 
the rule for each pair. Quirkle and S’Match are 
commercially available games that challenge 
cognitive flexibility in this way. Or play a bingo 
or lotto game, in which children have to mark 
a card with the opposite of what is called out 



by the leader (e.g., for “day,” putting a chip on 
a nighttime picture). Children have to inhibit 
the tendency to mark the picture that matches, 
while also remembering the game’s rule.  



n Increasingly complicated puzzles can engage 
children this age, exercising their visual work-
ing memory and planning skills.



n Cooking is also a lot of fun for young chil-
dren. They practice inhibition when waiting for 
instructions, working memory while holding 
complicated directions in mind, and focused 
attention when measuring and counting.  



Resources
Pretend play suggestions 
n www.mindinthemaking.org/
wp-content/uploads/2014/10/
PFL-4-year-old-independent-
play.pdf



Montessori activities –  
Walking on the line
n www.infomontessori.com/
practical-life/control-of-move-
ment-walking-on-the-line.htm



Songs
n kids.niehs.nih.gov/games/
songs/childrens/index.htm
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Executive Function Activities for 5- to 7-year-olds



Card games and board games
n Games that require players to remember 
the location of particular cards are great at 
exercising working memory.  At the simplest 
level, there are games such as Concentration, 
in which children uncover cards and have to 
remember the location of matches. At a more 
complicated level are games that require track-
ing types of playing cards as well as remem-
bering their locations, including Go Fish, Old 
Maid, Happy Families, and I Doubt It.  



n Games in which the child can match playing 
cards, either by suit or number, are also good 
at practicing cognitive flexibility. Examples in-
clude Crazy Eights, Uno, and Spoons. Blink and 
SET are newer card games in which cards can 
be matched on more than two dimensions.



n Games that require fast responses and 
monitoring are also great for challenging atten-
tion and inhibition. Snap and Slapjack are card 
games that fall into this category. Perfection 
draws on similar skills.  



n Any board game that involves some strategy 
provides important opportunities to make and 
hold a plan in mind for several moves ahead, 
consider the varying rules that govern differ-
ent pieces, and adjust strategy in response to 
opponents’ moves. Through strategizing, a 
child’s working memory, inhibitory control, and 
flexibility have to work together to support 
plan-based, effective play. Sorry!, Battleship, 
Parcheesi, mancala, checkers, and Chinese 
checkers are some of the many examples of 
these types of games for children this age.



Games can exercise children’s executive 
function and self-regulation skills—and 
allow them to practice these skills—in 
different ways. At this age, children start to 
enjoy games that have rules, but do so with 
widely varying levels of interest and skill. 
Since an important aspect of developing 
these skills is having a constant challenge, 
it’s important to choose games that are 
demanding but not too hard for each child. 
As the child players become familiar with 
these games, try to decrease the adult 
role as soon as possible; the challenge 
is greater for children if they remember 
and enforce the rules independently. Just 
be prepared with some techniques for 
negotiating conflict. Flipping a coin or 
drawing a straw are some methods used 
by Tools of the Mind, an early education 
program designed to build self-regulation.



Physical activities/games
n Games that require attention and quick 
responses help children practice attention and 
inhibition. They include freeze dance (musical 
statues); musical chairs; Red Light, Green Light; 
or Duck, Duck, Goose for younger children. 
Some of these games also require the person 



who is “It” to mentally track others’ move-
ments, challenging working memory as well; 
these games include Mother May I? and What 
Time Is It, Mr. Fox?  Others require selective re-
sponses and test inhibition, such as the Magic 
Word Game, in which children wait for a “magic 
word” to start an action.



continued
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EXECUTIVE FUNCTION 
ACTIVITIES FOR  
5- TO 7-YEAR-OLDS



n Fast-moving ball games, such as four 
square, dodgeball, and tetherball, require 
constant monitoring, rule following, quick 
decision-making, and self-control.



n Simon Says is another great game for at-
tention, inhibition, and cognitive flexibility, as 
the child has to track which rule to apply and 
switch actions, as appropriate. Other versions 
are the Australian Do This, Do That or the varia-
tion, Do As I Say (Not As I Do).



n Children are now old enough to enjoy struc-
tured physical activities, such as organized 
sports. Games that require coordination and 
provide aerobic exercise, such as soccer, have 
been shown to support better attention skills. 
Physical activities that combine mindfulness 
and movement, such as yoga and Tae Kwon 
Do, also help children develop their ability to 
focus attention and control actions.  



Movement/song games
n Copy games, in which the person imitat-
ing has to hold in mind the model’s actions, 
draw on working memory. Punchinella is one 
example, with the model watching during the 
second verse (“I can do it, too”). Call-and-
response songs provide a similar auditory 
challenge, like Boom Chicka Boom and I Met a 
Bear.



n Songs that repeat and add on to earlier sec-
tions (either through words or motions) also 
challenge working memory, like the motions to 
She’ll Be Coming ’Round the Mountain, or the 
words to Bought Me a Cat. The classic memory 



games of Packing for a Picnic or Packing a 
Suitcase for Grandma’s fall in this category, too. 
Older children can enjoy the added challenge 
of alphabetizing the list.



n Singing in rounds is a challenge for older 
children that requires use of working memory 
and inhibition. Row, Row, Row Your Boat is a 
simple round to start with, but there are many 
with greater complexity.



n Complicated clapping rhythms also practice 
working memory, inhibition, and cognitive flex-
ibility, and have been popular with generations 
of children in many cultures. Miss Mary Mack 
and Down Down Baby are familiar examples.



Quiet activities requiring  
strategy and reflection
n Children become increasingly independent 
at this age, and puzzle and brain teaser books 
that include mazes, simple word finds, match-
ing games, etc., exercise attention and prob-
lem-solving skills (requiring working memory 
and cognitive flexibility).  



n Logic and reasoning games, in which rules 
about what is possible need to be applied to 
solve puzzles, start to become interesting and 
provide great working memory and cognitive 
flexibility challenges. ThinkFun, a game and 
puzzle company, provides some appealing and 
age-appropriate versions with Traffic Jam and 
Chocolate Fix, while Mastermind is another 



old favorite that now has a simpler version for 
younger children. Educational online game 
sites provide many similar activities as well.



n Guessing games are also popular and 
require players to use working memory and 
flexible thinking to hold in mind previous 
responses while they develop and discard 
potential theories. Some examples are 20 
Questions or Guess My Rule (often played with 
blocks of different colors, sizes, and shapes, 
so that children try to guess which attribute, or 
set of attributes, defines the rule for the set). 



n I Spy and the books derived from this game 
require children to think about categorization 
and use selective attention in searching for the 
correct type of object.



Resources
Online games 
n www.coolmath.com 
n pbskids.org/lab/games 



Game rules 
n www.pagat.com  
n en.wikipedia.org/wiki/List_of_traditional_  
    children%27s_games 



Fun songs 
n www.scoutsongs.com



ThinkFun 
n www.thinkfun.com



Tools of the Mind 
n www.toolsofthemind.org



Helping your child manage social play 
n mindinthemaking.org/wp-content/up-
loads/2015/03/PFL-stubborn-play-schoolage.pdf
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Executive Function Activities for 7- to 12-year-olds



Card games and board games
n Card games in which children have to track 
playing cards exercise working memory and 
promote mental flexibility in the service of 
planning and strategy. Hearts, spades, and 
bridge are popular examples. 



n Games that require monitoring and fast re-
sponses are great for challenging attention and 
quick decision-making in children at this age. 
Spit, for example, requires attending to your 
own play as well as your opponents’ progress.



n For younger children, card games requiring 
matching by either suit or number continue 
to test cognitive flexibility. Rummy games, 
including gin rummy, are popular examples. 
Games with more complicated sets of options, 
such as poker and mahjong, may challenge 
older children. 



n Any game involving strategy provides impor-
tant practice with holding complicated moves 
in mind, planning many moves ahead, and then 
adjusting plans—both in response to imagined 
outcomes and the moves of opponents. With 
practice, children can develop real skill at clas-
sic games of strategy like Go or chess, while 
challenging working memory and cognitive 
flexibility. Many more modern strategy games 
exist as well. Mensa, the high IQ society, holds 



a yearly competition testing new games, and 
provides an interesting list of favorites.



n Children this age also enjoy more complex 
games involving fantasy play, which require 
holding in working memory complicated 
information about places visited in imaginary 
worlds, rules about how characters and ma-
terials can be used, and strategy in attaining 
self-determined goals. Minecraft is a popular 
computer game of this sort, while Dungeons & 
Dragons is a longtime card-based favorite.  



These games provide challenges and 
practice for executive function and 
self-regulation skills among school-age 
children. For children in this age range, 
it is important to steadily increase the 
complexity of games and activities.  



continued



Physical activities/games
n Organized sports become very popular for 
many children during this period. Developing 
skill at these games practices children’s ability 
to hold complicated rules and strategies in 
mind, monitor their own and others’ actions, 
make quick decisions and respond flexibly to 
play. There is also evidence that high levels 
of physical activity, particularly activity that 
requires coordination, like soccer, can improve 
all aspects of executive function.



n Various jump rope games also become 
popular among children of this age. Children 
can become very skilled at jump rope, double 
Dutch, Chinese jump rope, and other such chal-
lenges. Developing skill in these games requires 
focused practice, as well as the attention control 
and working memory to recall the words of the 
chant while attending to the motions.



n Games that require constant monitoring of 
the environment and fast reaction times also 
challenge selective attention, monitoring, and 
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EXECUTIVE FUNCTION 
ACTIVITIES FOR  
7- TO 12-YEAR-OLDS



inhibition. For younger children, hiding/tag 
games, particularly those played in the dark, 
like flashlight tag and Ghost in the Graveyard, 
are fun. Older children may enjoy games like 
laser tag and paintball. Many video games also 
provide practice of these skills, but can include 



violent content, so care should be taken in 
selecting appropriate options and setting rea-
sonable time limits. Common Sense Media, a 
non-partisan media information organization, 
provides useful reviews of popular games.



Music, singing, and dance
n Learning to play a musical instrument can 
test selective attention and self-monitoring. In 
addition to the physical skill required, this ac-
tivity challenges working memory to hold the 
music in mind. There is also some evidence 
that the practice of two-handed coordination 
supports better executive function.



n Whether or not children learn an instru-
ment, participating in music classes or com-
munity events can still require them to follow 
rhythmic patterns, particularly when improvi-
sation is involved (e.g., clapping or drumming). 
This can challenge their coordination of work-
ing memory, attention, cognitive flexibility, and 
inhibition.  



n Singing in parts and rounds, as is done in 
children’s singing groups, is also a fun chal-
lenge, requiring a similar coordination of 
working memory, monitoring, and selective 
attention. As children’s musical skills grow, 



adults can present them with steadily increas-
ing challenges.



n Dancing, too, provides many opportuni-
ties to develop attention, self-monitoring, 
and working memory, as dancers must hold 
choreography in mind while coordinating their 
movements with the music.



Resources
Common Sense Media
n www.commonsensemedia.org
n www.commonsensemedia.org/game-reviews



List of winning games from American Mensa’s 
Mind Games competitions
n mindgames.us.mensa.org/about/winning-
games/



Other programs
n www.cogmed.com
n www.lumosity.com



Tips for using video games
n www.mindinthemaking.org/wp-content/up-
loads/2014/10/PFL-learning-and-videogames.
pdf



Brain teasers
Puzzles that require information to be held and 
manipulated in working memory can be terrific 
challenges.  



n Crossword puzzles are available for all skill 
levels and draw on manipulation of letters and 
words in working memory as well as cognitive 
flexibility.



n Sudoku provides a similar challenge but 



works with numbers and equations rather than 
letters and words.



n Classic spatial puzzles like Rubik’s Cube 
require children to be mentally flexible and 
consider spatial information in devising poten-
tial solutions. 



n Cogmed and Lumosity provide computer 
game puzzles and challenges that are designed 
to exercise working memory and attention.  
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Executive Function Activities for Adolescents



Goal setting, planning  
and monitoring 
Self-regulation is necessary in any goal-
directed activity. Identifying goals, planning, 
monitoring progress, and adjusting behavior 
are important skills to practice. 



n To focus the planning process, encourage 
teens to identify something specific that they 
want to accomplish. Most important is that 
the goals are meaningful to the teen and not 
established by others. For some teens, planning 
the college application process may be self-mo-
tivating, but for others, planning a social event 
may be more important. Start with something 
fairly simple and achievable, such as getting a 
driver’s license or saving money to buy a com-
puter, before moving on to longer-term goals 
like buying a car or applying to colleges. 



n Help teens develop plans for steps to reach 
these goals. They should identify short- and 
long-term goals and think about what has to 
be done to achieve them. For example: If teens 
want their team to win the sports champion-
ship, what skills do they need to learn? How 
might they practice them? Identify some prob-
lems that might arise, and encourage the teen 
to plan ahead for them.



n Taking on large social issues, such as 
homelessness, domestic violence, or bully-
ing can be both appealing and overwhelming 
to teens. DoSomething.org and Volunteer-
Match.org can help identify concrete actions.



n Remind adolescents to periodically monitor 
their behavior and consider whether they are 
doing the things they planned and whether 
these plans are achieving the goals they iden-
tified. “Is this part of the plan? If not, why am 
I doing it? Has something changed?” Monitor-
ing in this way can identify counter-productive 
habitual and impulsive actions and maintain 
focused attention and conscious control.



During adolescence, executive function 
skills are not yet at adult levels, but the 
demands placed on these skills often are. 
Teenagers need to communicate effec-
tively in multiple contexts, manage their 
own school and extracurricular assign-
ments, and successfully complete more 
abstract and complicated projects. Here 
are some suggestions for helping teens 
practice better self-regulation throughout 
the daily challenges they face.



continued



Tools for self-monitoring
n Self-talk is a powerful way to bring thoughts 
and actions into consciousness.  Examples 
include having teenagers talk themselves 
through the steps of a difficult activity or peri-
odically pausing for a mental play-by-play nar-
rative of what is happening. When occasions 



arise that provoke strong negative emotions 
or feelings of failure, self-talk can help adoles-
cents identify potentially problematic thinking 
and behavior patterns.



n Encourage self-talk that focuses on growth. 
Help teens recognize that an experience—par-
ticularly a failure—can offer lessons, and need 
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not be interpreted as a final judgment on one’s 
abilities. For example, when a sports team 
loses a game, help a discouraged team mem-
ber to consider what went wrong and what he 
or she might do to improve next time—rather 
than simply deciding the team lacks any skills. 
The same thinking can be helpful for school as-
signments. Carol S. Dweck, a professor at Stan-
ford University who researches mindsets, has 
developed a website with more suggestions. 



n Help adolescents be mindful of interruptions 
(particularly from electronic communication 
such as email and cell phones). Multitasking 
may feel good, but there is strong evidence that 
it saps attention and impedes performance. If 
two (or more) tasks are competing for atten-
tion, discuss ways to prioritize and sequence.



n Understanding the motivations of others 
can be challenging, particularly when people 
are driven by different perspectives. Encourage 
teens to identify their hypotheses about oth-
ers’ motivations and then consider alternatives. 
“Why do you think she bumped into you? Can 
you think of another explanation?” Teens who 
are not used to this kind of thinking may need 
you to model the process: “Could it be that she 
didn’t see you?”



n Writing a personal journal can foster self-
reflection by providing teens a means with 
which to explore thoughts, feelings, actions, 
beliefs, and decisions. There are many ways 
to approach journaling, but all encourage 
self-awareness, reflection, and planning (see 
websites at end of this section).



Activities
There are many activities that teens may enjoy 
that draw on a range of self-regulation skills. 
The key is a focus on continual improvement 
and increasing challenge. Some examples fol-
low, below:



n Sports — The focused attention and skill de-
velopment inherent in competitive sports draw 
on the ability to monitor one’s own and others’ 
actions, make quick decisions, and respond 
flexibly to play. Ongoing, challenging aerobic 
activity can also improve executive function.



n Yoga and meditation — Activities that sup-
port a state of mindfulness, or a nonjudgmental 
awareness of moment-to-moment experiences, 
may help teens develop sustained attention, 
reduce stress, and promote less reactive, more 
reflective decision-making and behavior.  



n Music — Working memory, selective atten-
tion, cognitive flexibility, and inhibition are 
challenged while developing skills in playing a 
musical instrument, singing, or dancing—par-
ticularly when dealing with complicated pieces 
that involve multiple parts, sophisticated 
rhythms, and improvisation.



n Theater — A performance is carefully choreo-
graphed and requires all participants, on stage 
and backstage, to remember their jobs, attend 
to their timing, and manage their behavior. For 
actors, learning the lines and actions of a role 
draw heavily on attention and working memory.



n Strategy games and logic puzzles — Classic 
games like chess, as well as computer-based 
training programs like Cogmed and Lumosity, 
exercise aspects of working memory, planning, 



and attention. Mensa, the high IQ society, 
holds a yearly competition testing new games 
and has an interesting list of strategy games.



n Computer games can also be valuable, as 
long as time limits are established and ob-
served. Games that require constant monitor-
ing of the environment and fast reaction times 
challenge selective attention, monitoring, 
and inhibition. Moving through complicated 
imaginary worlds, such as those found in many 
computer games, also challenges working 
memory.  Common Sense Media, a non-parti-
san media information source, provides some 
good reviews of popular games.
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Study skills
In school, adolescents are expected to be in-
creasingly independent and organized in their 
work. These expectations can place a large 
load on all aspects of executive function. Basic 
organization skills can be very helpful in this 
regard. The list below can serve as a guide for 
teens to use.  



n Break a project down into manageable 
pieces. 



n Identify reasonable plans (with timelines) for 
completing each piece. Be sure that all steps 
have been explicitly identified and ensure that 
the completion of each step is recognized and 
celebrated.



n Self-monitor while working. Set a timer to 
go off periodically as a reminder to check on 
whether one is paying attention and under-
standing. When you don’t understand, what 
might be the problem? Are there words you 
don’t know? Do you know what the directions 
are? Is there someone you can ask for help? 
Would looking back at your notes help? If you 
have stopped paying attention, what distracted 
you? What might you do to refocus? Identify key 



times to self-monitor (e.g., before handing in an 
assignment, when leaving the house, etc.).



n Be aware of critical times for focused atten-
tion. Multitasking impedes learning. Identify 
ways to reduce distractions (e.g., turn off elec-
tronics, find a quiet room).



n Use memory supports for organizing tasks. 
Mnemonic devices can be powerful tools for re-
membering information. Developing the habit 
of writing things down also helps.



n Keep a calendar of project deadlines and 
steps along the way.



n After completing an assignment, reflect on 
what did and did not work well. Develop a list 
of things that have supported focused and sus-
tained attention as well as good organization, 
memory and project completion. Think about 
ways to ensure that these supports are in place 
for other projects.



n Think about what was learned from assign-
ments that were not completed well. Was this 
due to a lack of information, a need to improve 
certain skills, bad time management, etc.? 
What would you do differently next time?



Resources
Journaling with teens – some supports
n extension.missouri.edu/p/GH6150
n www.cedu.niu.edu/~shumow/iit/doc/journal-
writing.pdf



Carol S. Dweck’s work on mindsets
n mindsetonline.com/changeyourmindset/
firststeps/index.html



Common Sense Media
n www.commonsensemedia.org
n www.commonsensemedia.org/game-reviews



List of winning games from American Mensa’s 
Mind Games competitions
n mindgames.us.mensa.org/about/winning-
games/



Other programs
n www.cogmed.com
n www.lumosity.com



Stress management suggestions
n www.mindinthemaking.org/wp-content/
uploads/2014/10/PFL-school-age-stress-man-
agement.pdf
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Introduction



Visual supports can be used to help people with an autism spectrum disorder (ASD). They are
adaptable, portable and can be used in most situations.



We see and use visual prompts every day, for example road signs, maps and shopping lists. They help us to
function, to understand the world around us, and provide us with valuable information.



Many people with an ASD are thought to be visual learners, so presenting information in a visual way can
help to encourage and support people’s communication, language development and ability to process
information. It can also promote independence, build confidence and raise self-esteem.



“I think in pictures. Words are like a second language to me…when somebody speaks to me, his
words are instantly translated into pictures… One of the most profound mysteries of autism has been
the remarkable ability of most autistic people to excel at visual spatial skills while performing so
poorly at verbal skills.” (Grandin, 1995. p19)



All people with an ASD can potentially benefit from using visual support, regardless of their age or ability.
It’s an opportunity to communicate without complications.



General information about visual supports



Whichever visual support you decide to use, make sure it’s appropriate to the person with an ASD and in



line with their needs and current stage of development. Visual supports are very personal and what



works for one person may not work for another. Once you choose a type of visual representation (for



example, line drawings), use it consistently so that the person with an ASD becomes used to it.
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Introduce visual supports gradually: it is best to start off with one symbol and then build up a collection. You
may find that it’s best to use more than one type of visual support (see below) which again, should be
introduced gradually.



Types of visual support



 Real objects



 Tactile symbols/objects of reference, for example swimming trunks, packaging, food labels*



 Photographs



 Miniatures of real objects



 Coloured pictures



 Line drawings
 Written words.



*Remember that some people with an ASD have difficulties generalising and may only focus on a particular
detail. For example they may not realise that a Hula Hoop packet symbolises all crisps.



Presentation



Here are some ways in which you can present visual supports – depending on the preference of the person
using them.



 Vertical or horizontal – both are effective. However, it has been suggested that vertical presentation
of symbols can be more effective because people tend to naturally work downwards, treating
information like a list.



 Schedule – a row of symbols that illustrates a whole day of activities.
 Single symbol – placed in a pocket or on an object, a symbol can act as an immediate source of



communication.
 Laminate – laminating visual supports makes them more durable.
 Board – symbols are often attached to boards so that people know where to go to look at them.
 Velcro – Velcro strips can attach symbols to a board. This allows schedules and activities to be altered



easily, possibly with activities being removed once completed.
 In a folder – so that visual supports are always available, put them in a folder that the person can



carry with them.



Over time the way in which you present visual supports might change. You might also use different types and
sizes of symbol – it depends on what suits the person using them.



You can use visual supports:



 in prominent places at eye level



 on an actual object



 throughout particular environments, eg objects and areas in the classroom and at home could be
labelled.



Visual supports can be used by families, friends and professionals, who can all help by:



 being involved in producing visual aids



 using visual supports consistently



 using a visual timetable that shows what they’ll be doing, when



 being creative, for example in the way that they present visual supports. If a person likes rockets, a
visual timetable could be made in the shape of a rocket, to help capture the person’s interest











 keeping a ‘mood chart’ to illustrate their feelings.



Areas where the use of visual support may help people with an ASD



 Timetables/schedules
 Helping with sequencing
 Transition and change
 Starting and finishing activities
 Introduction of new activities or situations – general knowledge, curriculum subjects, news
 Instructions/reminders
 Choice
 Understanding emotions and expressions
 Sharing information
 Behaviour – praise, demonstrate what’s appropriate, stop inappropriate behaviour
 Behaviour strategies
 Social skills
 Locating people and places
 Safety
 Structuring the environment
 Independent living skills
 Sex education
 Health.



Timetables/schedules – daily, weekly, monthly



Timetables and schedules are a good way of helping to create structure and routine, which take away
uncertainty and help to make daily life more predictable for people with an ASD. When producing a
timetable or schedule, it can be a good idea to place an activity that someone enjoys doing after a work-based
activity.



Helping with sequ



Sequencing is impor
is going to happen n



Worksheet



First









encing: first - then



tant to people with an ASD. It
ext.



LunchComputer



 Then



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may help to relieve anxiety and reassure them about what



MusicArt Home











Transition and change



Many people with an ASD dislike change and rely on routine. Visual supports can be a good way of
introducing change, helping during periods of transition and, perhaps, helping people to become more open
to the idea of change. Situations where visual supports could be useful include:



 moving between different work activities



 moving from playtime to lesson time



 going on holiday (see calendar below – days are ticked off as they pass so that the person can see how
close they are getting to going on holiday).
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Monday 6 13 20 27
Tuesday 7 14 21 28
Wednesday 1 8 15 22 29
Thursday 2 9 16 23 30
Friday 3 10 17 24 31
Saturday 4 11 18 25 



Holiday
Sunday 5 12 19 26



Starting and finishing activities



It is important for people with an ASD to know when an activity or event starts and finishes, particularly
when it finishes. Without this knowledge, it may be difficult and confusing for people to move on to another
activity. Here are some ideas on ways to show an activity has ended (or when it will end).



A cross



   A finish box, envelope or folder



 Cover up the symbol with a blank square



Finish Write ‘finish’



January



STOP A stop or finish sign



X
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 2:30 Clock face or digital time



 A symbol of a timer



Introducing new activities or situations



Explaining a new activity or situation visually can help a person to understand what will happen, and
hopefully reduce anxiety.



An example could be going to a wedding.



General knowledge



In daily life, we regularly use our general knowledge of famili
where to go to, for example, find milk for our coffee (the frid
shop). Visual supports can help some people with an ASD to
You might have a picture of a place; or a series of pictures wh
place and what they’ll do once they reach it.



Curriculum subjects



For students, all curriculum subjects can be illustrated with a



 literacy – objects of reference can be used to help a p
reading book



 science – symbols can be used to indicate and clarify
experiment



 geography – maps can help people to locate the areas



News



You can make new stories more digestible by using visual sup
understanding of current affairs and feel a bit more involved



Instructions and reminders



Write out simple instructions – backed up by visual supports
follow to complete a task. The tasks that you illustrate could
as washing, going to the loo, hair brushing, and getting dresse





ar places and objects. So we intuitively know
ge in the kitchen) or buy a newspaper (the local
carry out daily tasks more easily or effectively.
ich illustrates how the person will get to that



variety of visual supports. For example:



erson to understand the content of a new



what the teacher wants you to do in an



being discussed in the lesson.



ports. This may help people to gain an
with what’s going on in the world.



– to remind people of the steps they need to
include different aspects of personal care, such
d.



ca











However, instructions (or ‘reminder strips’) can be used in lots more situations. For example:



My lunchbox pencil book go in my school bag.



Choice



Get people with an ASD involved in making decisions – and help them to become more independent – by
getting them to choose what food to eat, what activities they would like to do, what to wear and how to
travel. Visual supports can help people to choose. Initially, limit the choices to just two or three. This will
avoid unnecessary confusion and anxiety.



Would you like to travel by…



Understanding emotions



People with an ASD don’t a
Visual (or written) supports
feeling at different times of



Basic written scale



On a scale of 1 to 10, 1=ve



Registration – 4
English – 6
Maths – 2
Lunch – 8
Science – 5
Art – 8
Home – 3



Basic visual symbols




Ask a person to put a symbo
the day that are good and ba







and expressions



lways find it easy to
can help with this.
day or in different s



ry happy/relaxed;



go



l next to each activ
d.
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express their em
You will be able t
ituations.



10=very unhappy



od ba



ity they take part



Bike


otions, or tell peo
o better understan



/anxious



dok



in. This will help



Tra


ple how they’re feeling.
d how the person is



ay



you to understand parts of



in
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Thermometer symbol



A thermometer symbol is also a common way of ‘measuring’ emotions. If the temperature is quite low, the
person is happier and more relaxed. An increase in temperature indicates that the person is becoming less
happy, or anxious.



Sharing information



It is often difficult to gather information from people with an ASD. Visual supports can help people with an
ASD to share information and talk about their experiences. You might use a number of symbol cards, or
have one large card with lots of choices (eg activities, people, animals, transport), on which people can circle
or tick specific activities or symbols. Some titles for cards could be:



 What did you do today?



 What did you see?



 How did you get there?



 Who did you go with?



Behaviour



Visual supports can be very useful in relation to all areas of behaviour. They can help to establish
boundaries and rules, or to give praise. Here are some examples of how visual supports can be used in
this context.



Praise



Good Listening



Demonstrate appropriate behaviour



   
When the teacher talks I must be quiet, look and listen.
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Stop inappropriate behaviour



do not hit



Behaviour strategies



Difficulties in communication can on occasions result in negative behaviours. It is also difficult to get a
message across verbally when you are upset, anxious and/or confused. Visual behaviour strategies could
provide the individual with an alternative method of communicating at different levels of behaviour. By
removing all the ‘grey areas’ at a vulnerable time it can help to simplify a message and reduce anxiety. See the
following examples.



Traffic lights



This system uses both visual and written instructions to indicate the type of behaviour and actions that need
to be taken.



Red I have blown!
I need to find a space where I am safe



Amber I need to find a person to talk to and ask for help
Hands down (ie, I will put my hands down if I flap them, as a coping method) Coping
Methods – headphones, find a quiet space, stress balls



Green I am okay



It can be useful to incorporate a person’s special interest in their visual behaviour supports.
For example, use a picture of the special interest to divert a person from getting upset: ‘When I start to get stressed
I will look at pictures of my special interest and take deep breaths’.



Football card system



=



2 x yellow cards = red card



The football card method can be used in two ways. People with an ASD can use the cards to indicate when
they are struggling. Alternatively, a carer or professional can use the cards to indicate when behaviour is not
appropriate.






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Reward charts



Reward charts are an excellent way of demonstrating how well someone is doing, and reminding them that
they’re working towards a reward.



Monday Tuesday Wednesday Thursday Friday Saturday Sunday
AM    
PM   



x10 = 30 minutes extra + listeningto your music



Social skills



Illustrating the ‘rules’ of social interaction can help a person with an ASD to understand the concept. A basic
example is below.



I must not interrupt



In addition, visual supports can be used to help illustrate a conversation or review an incident. See the section
‘Comic strip conversations’ on page XX for more information.



Locating people and places



People with an ASD can find it difficult to ‘place’ their family and friends when they are not with them.
Using symbols, photos, and maps can be reassuring. Here are some examples.



 My mum is at work [picture of mum at work]. I will see her at ………………….



 My friend Bethany lives here [photo of Bethany’s house].



 I go swimming on Thursdays with my brother [photo of swimming pool].



 My new school is in Edinburgh [map of Scotland with a coloured mark where Edinburgh and the
school are].



Safety



Many people with an ASD have a limited sense of danger and may not predict, or understand, the
consequences of their actions. It is important to make them aware of potential dangers at home and in
other places, such as schools or offices. Here are some ways you can do this.



Single symbols



Have a single symbol on or near an object, eg cookers or electrical sockets. This symbol could just be a
colour (red); a symbol; or some simple words, such as ‘No touch’, ‘Hot’, or ‘No entry, Ben’.



don’t touch
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A sequence of symbols



Fire safety



If you heara fire alarm leave the building



and go to a safe meeting place wait until you are told it is safe to go into the building by a



fireman .



Structuring the environment – classroom, home, work



You can take simple steps in all environments to help people with an ASD to orientate themselves and
carry out day-to-day tasks with a greater level of understanding. For example:



 label objects and work trays clearly



 place visual markers on floors or other surfaces to ‘map out’ specific areas. Use pictures or real
objects, eg spoon=kitchen; book=library



 use different textures or colours. For example, a white tablecloth on a table could mean it’s dinner
time; whereas a blue tablecloth could mean it’s time for colouring or model making



 at school, put mats on the floor to indicate that it’s circle time/story time



 keep visible lists of class or house rules and reminders.



Independent living skills



Visual supports can be used to promote independent living skills and encourage people with an ASD to
carry out household tasks alone.



When I go to the shops
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I need to buy



I must remember to take money to pay for the food and drinks



Sex education



Sex education is a very sensitive and complex area and it is essential that people with an ASD are given
as much information as possible. Visual supports can help to create a greater understanding. For
example:



 use a body map (see the example we have used in the ‘Health’ section on page XX) to indicate areas
where changes may take place



 use real objects to indicate appropriate clothing – bra, underwear, etc



 have a list or pictures of places where people may touch themselves – it’s important to connect this to
a list of when it is appropriate to do so, ie in private, but not on public transport. Our information
sheet Sex education and children and young people with an ASD, available at www.autism.org.uk/a-z has
more information



 use coloured circles to indicate some appropriate behaviour, for example holding hands, hugging or
kissing certain people is OK.



Health



It is sometimes difficult to know whether a person with an ASD is unwell or hurt. Using visual supports
people may be able to indicate an area of their body that hurts, or describe the pain. See example
below.



Where do you hurt?





http://www.autism.org.uk/a-z
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Summary



The key ways visual supports may help:



 they provide structure and routine



 they encourage independence



 they help to reduce anxiety



 they improve people’s understanding



 they offer people opportunities to interact with others.



Approaches that use visual supports



Picture Exchange Communication System (PECs)
This approach is widely used, often alongside behaviour-based interventions. PECS encourages a person to
communicate their needs, wants and desires by exchanging a picture card for a desired item or activity. In
time, the type and number of picture cards used by the person increases.



Makaton
Makaton uses a combination of gestures, signs and symbols to help people with learning difficulties and
communication impairments to communicate.



Social stories
Introduced by Carol Gray in the early 1990s, social stories are short (written) descriptions of a particular
situation, event or activity, which include specific information about what to expect in that situation and why.
They can provide a person with an ASD with some idea of how others might behave in a particular situation.
They can also introduce a new social skill. Social stories can be strengthened by using visual supports, such as
symbols or illustrations.



Comic strip conversations
Also developed by Carol Gray, comic strip conversations are a way for people to exchange information and
express themselves during a conversation. Colour, symbols, drawings and written words are used, alongside
speech, to help people understand the ideas and emotions being expressed. Comic strip conversations can
also help people to understand past incidents or conversations.



TEACCH (Treatment and Education of Autistic and Related Communication Handicapped
CHildren)
TEACCH is widely used in specialist education services – and also in adult services. Fundamentally,
TEACCH focuses on altering the environment and using visual supports (timetables and schedules) to help
provide structure, reduce stress and improve understanding. The ultimate aim is to increase people’s
independence.



“It is an approach which can help pupils with autism access the curriculum. It does this by focussing
on visual rather than verbal input and by providing a visually structured framework to help organise
themselves, to know what to expect, to learn, and to learn to work independently.” Hull et al (1996, p.
152)



Contacts



Sources for symbols/pictures



There are lots of basic symbols in Microsoft Word. Go to ‘Insert’, then ‘Symbol’. Webdings has the most.
Here are some examples: 
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Widgit Software Ltd
26 Queen Street
Cubbington
Leamington Spa
Warwickshire CV32 7NA



Tel: 01926 333 680
Fax: 01936 885 293
Email: info@widgit.com
Website: www.widgit.com



Pyramid Educational Consultants UK Ltd
First Floor
Queens Park Villa
30 West Drive
Brighton BN2 0QW



Tel: 01273 609 555
Email: pyramid@pecs.org.uk
Website: www.pecs.org.uk/



The Makaton Charity
Westmead House
Farnborough
Hampshire
GU14 7LP
Tel: 01276 606 760
Email: info@makaton.org
Website: www.makaton.org



Websites for symbols and pictures



 www.do2learn.com - a useful website which has printable blank schedules and picture cards.
 www.symbolworld.org/
 www.enchantedlearning.com/Dictionary.html
 www.pdictionary.com/
 http://trainland.tripod.com/pecs.htm
 www.usevisualstrategies.com/pixtl.htm
 www.tomorraccessibility.co.uk/bss.htm
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THE NAS INFORMATION CENTRE - PHOTOCOPYING SERVICE



If you require a photocopy of a particular item you must first ascertain that the item can be copied. References
which can be photocopied are marked: ‘Available from the NAS Information Centre’.
You should be able to obtain unmarked items from your local library, bookshop or via the publisher shown in
the reference.



How to order your items:



1. Fill in the full details of your request(s) on the section overleaf.



2. Complete the declaration below, ensuring that you are complying with the regulations.



3. Calculate the total amount to be paid. The cost of photocopying is £3.00 per article.



4. Return this sheet together with payment to:
The Information Centre, The National Autistic Society, 393 City Road, London, EC1V 1NG.



Please remember, only articles that are marked ‘Available from the NAS Information Centre’ are supplied by
us. Credit will not be given if other articles or books are requested. Only one article/chapter from any one
journal issue/book is allowed. (If more than one article/chapter is requested from a single issue/book, these will
not be supplied nor will credit be given). We will only accept orders up to £30 in value.
Please allow up to 10 days for delivery.
________________________________________________________________________________________



Copyright, Designs and Patents Act 1988 - Declaration



To: The Information Centre, The National Autistic Society, 393 City Road, London, EC1V 1NG.



Please supply me with a copy(ies) of the article(s) detailed overleaf, required by me for the purpose of research
or private study. I declare that:
a) I have not previously been supplied with a copy of the same material by you or any other librarian or
Information Officer.



b) I will not use the copy except for research for a non-commercial purpose or private study and will not supply
a copy of it to any other person.



c) To the best of my knowledge no other person with whom I work or study has made or intends to make, at or
about the same time as this request, a request for substantially the same material for substantially the same
purpose.



I understand that if this declaration is false the copy supplied to me by you will be an infringing copy and that I
shall be liable for infringement of copyright as if I had made the copy myself.



Name:
…………………………………………………………………………………………………………………………………
Address:
…………………………………………………………………………………………………………………………………



…………………………………………………………………………………………………………………………………



Postcode: …………………………………………….. Tel No: ……………………………………………………….



I enclose a cheque/P.O. made payable to The National Autistic Society, to the value of £…………………..
for ………… articles at a cost of £3 per article. (Note to Finance: please charge to budget code:
CPA/INF/INF00)
Or charge my Visa/Master Card/ Switch/ Amex/ Diners the sum of £………………..Switch issue no.:…………



Expiry date: …… / …… Valid from: ……/…… Card No.: …………………………………………
3-digit security code, (last 3 digits above your signature on reverse of card): ………………



Signature: ………………………………………………………. Date: ………………………………………………..
* This must be the personal signature of the person making the request
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The Essential 5: A Starting Point for Kagan 



Cooperative Learning 



 



  











https://www.kaganonline.com/free_articles/research_and_rationale/330/The-Essential-5-A-
Starting-Point-for-Kagan-Cooperative-Learning 



 



 










image13.emf

Social Stories and 


Comic Strip Conversations NAS.pdf




Social Stories and Comic Strip Conversations NAS.pdf




Information taken from NAS website: http://www.autism.org.uk/ 



Social stories and comic 
strip conversations 
 



Social storiesTM and comic strip conversations can help autistic people develop 
greater social understanding and stay safe.  
Find out about social stories, how to use them, and how to write your own. 
Find out about comic strip conversations, how to use them, and how to make your 
own. 
 



What are social stories? 
Social storiesTM were created by Carol Gray in 1991. They are short descriptions of a 
particular situation, event or activity, which include specific information about what to 
expect in that situation and why.  
The terms 'social story' and 'social stories' are trademarks originated and owned by 
Carol Gray.  
 



What are social stories for? 
Social stories can be used to: 



 develop self-care skills (eg how to clean teeth, wash hands or get dressed), 
social skills (eg sharing, asking for help, saying thank you, interrupting) and 
academic abilities  



 help someone to understand how others might behave or respond in a 
particular situation  



 help others understand the perspective of an autistic person and why they 
may respond or behave in a particular way  



 help a person to cope with changes to routine and unexpected or distressing 
events (eg absence of teacher, moving house, thunderstorms)  



 provide positive feedback to a person about an area of strength or 
achievement in order to develop self-esteem  



 as a behavioural strategy (eg what to do when angry, how to cope with 
obsessions). 



 



How do social stories help? 
Social stories present information in a literal, 'concrete' way, which may improve a 
person's understanding of a previously difficult or ambiguous situation or activity. The 
presentation and content can be adapted to meet different people's needs.  
They can help with sequencing (what comes next in a series of activities) and 
'executive functioning' (planning and organising).      
By providing information about what might happen in a particular situation, and some 
guidelines for behaviour, you can increase structure in a person's life and thereby 
reduce anxiety.  
Creating or using a social story can help you to understand how the autistic person 
perceives different situations.  
 
 





https://www.google.co.uk/url?sa=i&rct=j&q=&esrc=s&source=images&cd=&cad=rja&uact=8&ved=2ahUKEwjxu8GhqaXaAhVNsBQKHWLeA2YQjRx6BAgAEAU&url=https://en.wikipedia.org/wiki/National_Autistic_Society&psig=AOvVaw218ck6eZiTAc9OKPBTo-N1&ust=1523092873430528


http://www.autism.org.uk/about/strategies/social-stories-comic-strips.aspx#stories


http://www.autism.org.uk/about/strategies/social-stories-comic-strips.aspx#storyuse


http://www.autism.org.uk/about/strategies/social-stories-comic-strips.aspx#storywrite


http://www.autism.org.uk/about/strategies/social-stories-comic-strips.aspx#comic


http://www.autism.org.uk/about/strategies/social-stories-comic-strips.aspx#comichow


http://www.autism.org.uk/about/strategies/social-stories-comic-strips.aspx#comicwrite


http://www.autism.org.uk/about/strategies/social-stories-comic-strips.aspx#comicwrite


http://carolgraysocialstories.com/
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EXAMPLE 
My toys 
My toys belong to me. They are mine. 
Many of my toys were given to me 
Some of my toys have my name on them. 
I may play with my toys or share them with someone. 
I have toys that are mine. 
 
Carol Gray's The new social story book, 2015 



 
 



How to write a social story 
Carol Gray says you will need to picture the goal, gather information, and tailor the 
text. 
 
PICTURE THE GOAL 
Consider the social story's purpose. For example, the goal may be to teach a child to 
cover their mouth when coughing. 
Now think about what the child needs to understand to achieve this goal. For 
example, they need to understand why covering their mouth when coughing is 
important, ie it stops germs from being spread which may make other people sick. 
 
GATHER INFORMATION 
Collect information about the situation you want to describe in your social story. 
Where does the situation occur? Who is it with? How does it begin and end? How 
long does it last? What actually happens in the situation and why? If it is for a 
situation where a particular outcome is not guaranteed, use words like ‘sometimes’ 
and ‘usually’ in the story. 
Stories should appeal to the interests of the person for whom they are written and 
avoid using words that may cause the person anxiety or distress. The content and 
presentation of social stories should be appropriate to the person's age and level of 
understanding. Use age-appropriate photographs, picture symbols or drawings with 
text to help people who have difficulty reading or for younger children.  
So gather information about the person including their age, interests, attention span, 
level of ability and understanding.  
 
TAILOR THE TEXT 
A social story needs to have a title, introduction, body and conclusion and should 
use patient and supportive language. 
It should answer six questions: where, when, who, what, how and why? 
It should be made up of descriptive sentences, and may also have coaching 
sentences. A descriptive sentence accurately describes the context, such as where 
the situation occurs, who is there, what happens and why, eg: 
 
Christmas Day is 25 December. 
Sometimes I get sick. 
My body needs food several times per day; just like a steam train needs coal to stay 
running. 
 





https://www.amazon.co.uk/Social-Story-Revised-Expanded-Anniversary/dp/1941765165


http://www.autism.org.uk/about/strategies/social-stories-comic-strips.aspx#picture


http://www.autism.org.uk/about/strategies/social-stories-comic-strips.aspx#gather


http://www.autism.org.uk/about/strategies/social-stories-comic-strips.aspx#tailor


http://www.autism.org.uk/about/strategies/social-stories-comic-strips.aspx#tailor
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A coaching sentence gently guides behaviour, eg: 
I will try to hold an adult’s hand when crossing the road.  
It’s ok to ask an adult for help with nightmares. 
When I am angry, I can take three deep breaths, go for a walk or jump on the 
trampoline.  
 
Carol Gray's The new social story book, 2015 
 



How to use social stories 
Carol Gray has developed guidelines on how to use social stories effectively.  
Think about ways to aid comprehension – would adding questions help, or replacing 
some text with blanks for the person to fill in? 
Find ways to support the story, eg create poster with a key phrase from the story. 
Plan how often, and where, the story will be reviewed with the person. 
Present the social story to the person at a time when everyone is feeling calm and 
relaxed, using a straightforward approach, eg I have written this story for you. It is 
about thunderstorms. Let's read it together now.  
Monitor how well the story is received and whether it is working as intended. 
Keep your stories organised in a ring binder or computer folder. This makes them 
easier to find and review, and to develop with new information. 
Carol Gray's ‘The new social story book’, 2015 
 



What are comic strip conversations? 
Comic strip conversations, created by Carol Gray, are simple visual representations 
of conversation. They can show: 
the things that are actually said in a conversation  
how people might be feeling  
what people's intentions might be. 
Comic strip conversations use stick figures and symbols to represent social 
interactions and abstract aspects of conversation, and colour to represent the 
emotional content of a statement or message. 



  



  
From Carol Gray's Comic strip conversations  





https://www.amazon.co.uk/Social-Story-Revised-Expanded-Anniversary/dp/1941765165


https://www.amazon.co.uk/Social-Story-Revised-Expanded-Anniversary/dp/1941765165


http://carolgraysocialstories.com/


https://www.amazon.co.uk/Comic-Strip-Conversations-interactions-conversation/dp/1885477228
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By seeing the different elements of a conversation presented visually, some of the 
more abstract aspects of social communication (such as recognising the feelings of 
others) are made more 'concrete' and are therefore easier to understand.  
Comic strip conversations can also offer an insight into how an autistic person 
perceives a situation. 
 



How to use comic strip conversations 
Comic strip conversations can help autistic people to understand concepts that they 
find particularly difficult. People draw as they talk and use these drawings to learn 
about different social situations.  
In a comic strip conversation, the autistic person takes the lead role with parents, 
carers or teachers offering support and guidance.  
Start with small talk (for example, talking about the weather) to get people familiar 
with drawing whilst talking and to mimic ordinary social interactions. 
Ask a range of questions about a specific situation or type of social interaction. The 
autistic person answers by speaking and drawing their response. 
Summarise the event or situation you've discussed using the drawings as a guide.  
Think about how you can address any problems or concerns that have been 
identified. 
Develop an action plan for similar situations in the future. This will be a helpful guide 
for the autistic person.  
 
For complex situations, or for people who have difficulty reporting events in 
sequence, comic strip boxes may be used, or drawings can be numbered in the 
sequence in which they occur.  
 
Comic strip conversations can be used to plan for a situation in the future that may 
be causing anxiety or concern, for example an exam or a social event. However, 
remember that plans can sometimes change. It's important to present the information 
in a way which allows for unexpected changes to a situation. 
 



How to make your own comic strip conversation 
You can use just paper, pencils, crayons and markers, use computer word 
processing applications, or you could use an app. 
 
Ask the person you are supporting to choose what materials they would like to use.  
Some people may like to have their comic strip conversations in a notebook, or 
saved on their smartphone or tablet, so that they can refer to them as needed, and 
easily recall key concepts. 
 



More information 
The new Social Story book: 15th Anniversary Edition, Carol Gray 2015 
Comic strip conversations: illustrated interactions with students with autism and 
related disorders, Carol Gray 1994. 
Research Autism’s evaluation of social stories 
Carol Gray social story sampler 
I can't do that! My social stories to help with communication, self-care and personal 
skills, John Ling 2010 





https://www.linkedin.com/pulse/comic-strip-conversation-apps-bronwyn-sutton


https://www.amazon.co.uk/Social-Story-Revised-Expanded-Anniversary/dp/1941765165


https://www.amazon.co.uk/Comic-Strip-Conversations-interactions-conversation/dp/1885477228


https://www.amazon.co.uk/Comic-Strip-Conversations-interactions-conversation/dp/1885477228


http://researchautism.net/autism-interventions/our-evaluations-interventions/168/social-stories-and-autism


http://carolgraysocialstories.com/social-stories/social-story-sampler/


https://www.amazon.co.uk/Cant-Do-That-Communication-Self-Care/dp/0857020447


https://www.amazon.co.uk/Cant-Do-That-Communication-Self-Care/dp/0857020447
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Visual supports for people with autism: a guide for parents and professionals, 
Marlene Cohen and Peter Gerhardt 2016 
Revealing the hidden social code, Marie Howley and Eileen Arnold 2005 
Social story apps 
Books Beyond Words story app 
Aprendices Visuales – books with pictograms 
 





https://www.amazon.co.uk/Visual-Supports-People-Autism-Professionals-ebook/dp/B01I0D6KT8/


http://www.jkp.com/uk/revealing-the-hidden-social-code.html


http://www.friendshipcircle.org/blog/2013/02/11/12-computer-programs-websites-and-apps-for-making-social-stories/


https://booksbeyondwords.co.uk/story-app


http://www.aprendicesvisuales.org/en/
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Emotions and related behaviour 
 



The Incredible 5-point scale; Kari Dunn Baron & Mitzi Curtis 
 



This scale can be used to help children with an autistic spectrum condition to understand and 



control their social interactions and responses. It can be used to rate anything from voice to 



stress levels. The key to using the scale is to involve the child in assigning the ratings to the 



scale. The scale consists of 5 points, with each point/number representing a different level of e.g 



volume or anger. Each number is given a different colour. In this way the scale acts as a visual 



representation of the childs feelings or actions. 



 



An example: Stress 



 



The scale may be used for stress levels, where a child perhaps doesn’t understand when they are 



feeling stressed, or how to deal with this stress. With support, the child can think about and 



describe how it feels to be (1) calm, (2) slightly anxious, to (5) highly stressed. The child may not 



associate physical feelings with particular emotions, or understand their own emotions. 



Therefore, they can be encouraged to think about what they do at each of these stages (e.g when 



they are stressed they may start to feel hot, and take off an item of clothing). They can then 



think about what the best course of action may be for each point (eg taking deep breaths or 



getting a drink of water). At point 5, they will probably need support from an adult. They may 



want to draw some faces to show how they feel at each point. 



 



This scale can then be used either by the child as a visual prompt of what to do, or to help them 



describe what they are feeling. Or the scale can be used by the adult to prompt the child as to 



the correct response to the situation/their feelings. Separate colour cards on a key ring may be 



used as he child makes associations between the number/colour and what they are feelings, or 



decided course of action. Eg showing them an orange 3 may remind them to take some time out, or 



the child may shout 3 as they leave the classroom as means of explaining that they are stressed 



and need some time out.  



 



For more information on using the scale see the book 



the Incredible 5 



point scale. 



 
 



(An example key 



ring for the child 



or supporting adult 



to keep in their 



pocket. For some 



children, just 



having this key ring 



in their pocket is 



enough to remind them of what they can do to help 



themselves calm down – don’t think they don’t need it 



because they are not constantly looking at it). 



 











 



The scale can be used for a whole class situation as well as for individuals. See the voice volume 



example above – teachers can use this as a visual reminder to the whole class of how quietly or 



loudly they should be speaking.  



 



 



A simpler version of the 5 point scale which also allows a child to express how they are feeling is 



an emotions barometer. The language used should be the language that the child uses. Knowing 



how the child is feeling will allow teachers/ teaching assistants to relate or respond to the child 



appropriately.  
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‘Cool it’ ideas  



Taken from the Elsa Website, free resources, February 7, 2016  



The Cool it game – is a game about managing anger. The game will promote 



discussion on anger management and the recognition of anger. Anger affirmations 



are used along with cool it cards which give lots of ideas for calming down. The 



game is very positive for teaching children about their anger. It can be played one to 



one or it could be used with a small group of children (no more than 4). 



  



 





http://www.google.co.uk/url?sa=i&rct=j&q=&esrc=s&source=images&cd=&cad=rja&uact=8&ved=2ahUKEwifmsiZsaXaAhXCOxQKHYnaA4sQjRx6BAgAEAU&url=http://www.elsa-support.co.uk/category/free-resources/&psig=AOvVaw03Ff7T5Gd5ukyo3MPGc6yi&ust=1523095006115927


http://www.elsa-support.co.uk/downloads/the-cool-it-game-item-68/


http://www.elsa-support.co.uk/wp-content/uploads/edd/IMG_5418.jpg








 



  



There are other activities that you can do though using the resources within this 



game pack. 



The game consists of: 



40 ‘Cool it’ cards 





http://www.elsa-support.co.uk/wp-content/uploads/edd/IMG_5416.jpg








 



40 Cool it cards 



Ideas for using these cards 



Choose one of the cards and practise the exercise 



Use one of the cards as a focus for discussions at circle time 



Have a card a week for the whole class or group to practise 



Have children write or draw a picture of them using this technique 



Children could draw a comic strip of a time when they will use this technique 





http://www.elsa-support.co.uk/wp-content/uploads/Cool-it-cards.png








Use the boards below for children to have a working tool in the classroom for 



reminders on how to cool off when angry. Once the child has chosen their ways to 



cool off, stick the cards onto the boards, and then laminate. 



 



 



40 Anger Affirmation cards 





http://www.elsa-support.co.uk/wp-content/uploads/Cool-off-board-3.jpg


http://www.elsa-support.co.uk/wp-content/uploads/Cool-off-board.jpg








 



Choose a card and say the affirmation over and over again. 



Choose a card and pass around the circle at circle time 



Write the affirmations into speech bubbles 



Ask the child to choose an affirmation then draw a picture of themselves with a 



speech bubble saying that affirmation. 



Make a special box and ask the child to choose 5 affirmations to put in the box. Ask 



the child to read them everyday. 



Learn new vocabulary 



 



Work on different ‘angry words’ before playing the game. Write ‘Anger’ in the middle 



of a piece of paper or a whiteboard and ask children to come up with some 



synonyms such as annoyed, frustrated, furious, mad, cross, irritated etc. 





http://www.elsa-support.co.uk/wp-content/uploads/Affirmation-cards.jpg


http://www.elsa-support.co.uk/wp-content/uploads/vocabulary.jpg








  



Learn to talk about feeling angry at home or at school 



 



Have a session on feeling angry in different situations, at home, at school, in the 



shop, at the park, on the playground etc. Give children chance to discuss these 



before playing the game. What triggered their anger? What did they say? What did 



they do? Did they manage to calm themselves down? How did they do that? 



 



  



Look at body sensations when angry 



 



Spend some time talking about the sensations in your body when you feel angry 



such as racing heartbeat, feeling hot and bothered, breathing fast etc. 



Ask children to draw a body outline and colour in the bits where they feel their anger. 



Look at what they normally do when they are angry (their style of anger) 





http://www.elsa-support.co.uk/wp-content/uploads/school.jpg


http://www.elsa-support.co.uk/wp-content/uploads/sensations.jpg








 



Are they normally violent? Do they hurt themselves? Do they hurt others? Do they 



damage furniture or belongings? Do they go silent? Do they cry? What do they do 



when they are angry right now? 



Work on this before playing the game. Ask them to draw a comic strip of a time when 



they were angry. What did they do? What did they say? What triggered the anger? 



There is a lot you can do with this simple game which costs £3 and can be purchase 



through following this link. Purchase the ‘Cool it game’ 



There are other anger resources on the site such as ‘My anger workbook’,  ‘Anger 



intervention for Early years’, ‘Anger intervention’ 



 





http://www.elsa-support.co.uk/downloads/the-cool-it-game-item-68/


http://www.elsa-support.co.uk/downloads/my-anger-workbook/


http://www.elsa-support.co.uk/downloads/early-yearsks1-anger-intervention/


http://www.elsa-support.co.uk/downloads/early-yearsks1-anger-intervention/


http://www.elsa-support.co.uk/downloads/anger-intervention/


http://www.elsa-support.co.uk/wp-content/uploads/styles.jpg
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Difficulties at lunch 
and break times 



School can be challenging for children or young person, with unstructured times 
being particularly difficult. Here, we look at reasons for this and ways in which 
parents and school can help.  
We also talk about bullying and how increased awareness and understanding can 
help. 
 
Autistic children and young people have difficulty with communication, social 
interaction, friendships and imaginative play.  Because of this, the playground can be 
intimidating as they can’t read body language of others and find it difficult to 
understand ‘social rules’. They may have difficulty developing social skills. 
Children and young people on the autism spectrum like structure and routine 
because it helps them to cope in an unpredictable world.  A school dining room or 
playground can be distressing for them as they may:  



 have difficulty understanding other people’s behaviour  



 struggle to cope with unpredictability  



 have differing sensory needs 
 



Support ideas 
Here are some ideas that you can try to help a child feel more comfortable in the 
school environment during break and lunch time: 



 Communication passports 



 Lunchtime clubs (especially if the activity is of a particular interest to the child 
or young person and you know that they can be actively involved). Be 
cautious of lunchtime activities that can be viewed as punishment, it’s 
important to understand the difference between a structured activity and a 
directive one. 



 Supervision: good supervision during unstructured times is essential. Staff 
can monitor and observe autistic children and young people and then identify 
and share the support needs of those who can’t express their own feelings.  
It’s also useful for all support staff to have some autism awareness training, 
particularly those offering playground support.  



 A safe and quiet place: It’s useful for autistic children and young people to 
have an agreed safe and quiet place for them to go when they feel anxiety 
building or are overloaded by sensory stimuli. This could be within the school 
inclusion unit, library or calmer area of the school and may not be the same 
for all autistic pupils. To avoid stigma being attached to this place, it’s helpful 
to choose an area that has many established uses. Talk to school to see if 
they can designate an area for your child or young person and whether this 
could also be used at the beginning and end of the school day.  



  
It’s important that autistic pupils also have the opportunity to interact socially, but use 
this resource carefully by monitoring the need for and benefit of it with your child 
regularly.  
 





http://www.autism.org.uk/about/in-education/difficulties-at-lunch-and-break-times.aspx##reasons


http://www.autism.org.uk/about/in-education/difficulties-at-lunch-and-break-times.aspx##ways


http://www.autism.org.uk/about/in-education/difficulties-at-lunch-and-break-times.aspx##bullying


http://www.autism.org.uk/about/in-education/difficulties-at-lunch-and-break-times.aspx##awareness


http://www.autism.org.uk/about/communication/communicating.aspx#understanding


http://www.autism.org.uk/about/communication.aspx


http://www.autism.org.uk/about/behaviour/obsessions-repetitive-routines.aspx


http://www.autism.org.uk/about/behaviour/sensory-world.aspx


http://www.autism.org.uk/professionals/teachers/unstructured-times.aspx


http://www.autism.org.uk/professionals/training-consultancy/online/understanding.aspx


http://www.autism.org.uk/professionals/teachers/classroom/understanding-anxiety.aspx


http://www.autism.org.uk/about/behaviour/sensory-world.aspx


http://www.google.co.uk/url?sa=i&rct=j&q=&esrc=s&source=images&cd=&cad=rja&uact=8&ved=2ahUKEwjy__OSs6XaAhUGRhQKHamyDhkQjRx6BAgAEAU&url=http://rossendale.realtd.co.uk/local-services/national-autism-society-nas-east-lancashire-social-group/&psig=AOvVaw2omQYQ4Vk0jvIf1HB1jL2E&ust=1523095528931296
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Social skills and self-esteem 
Social lessons 
Social skills or self-esteem lessons can help to boost confidence. These can help 
autistic children and young people to increase their understanding of social 
situations, interpret non-verbal signals and practise skills such as turn-taking, 
listening and negotiating. Classes should be tailored for the pupils who are attending. 
  
Social education programmes such as Time to Talk or Socially Speaking can be 
helpful. 
 
Many autistic children and young people lack social understanding. Social stories™ 
are short descriptions of a particular situation, event or activity, which include specific 
information about what to expect in that situation and why. 
 
Comic strip conversations use symbols, colour and stick figure drawings to represent 
the different elements of a conversation.  Seeing the more abstract aspects of social 
communication visually can help to make the feelings of other more concrete and 
easier to understand.  
 
 
Visual supports 
Visual supports can be used as prompts for a child or young person. For example, 
they may have a card that reminds them to go to the safe and quiet place if they 
become anxious. 
 
Stress scales can also help autistic children and young people who find it difficult to 
understand and communicate their emotions.  Traffic light systems, a visual 
thermometer or a scale of 1 – 5 that present emotions as colours or numbers can be 
useful to them during unstructured times. 
 
 
Bullying 
Schools should have a zero tolerance no bullying policy that is consistently enforced. 
Any incident of bullying must be investigated and pupils should be encouraged to 
report any kind of intimidating behaviour. Children should feel comfortable talking 
about bullying they are experiencing and be confident that action will be taken. 
 
Some autistic children and young people may not recognise bullying, so it’s 
important that teaching and support staff observe behaviour in and out of the 
classroom. 
 
Classroom and learning support assistants are often able to notice an incident or 
hear remarks made by other pupils and should document these to share with 
relevant staff and parents.  
 
One form of bullying is social exclusion. It can help autistic children and young 
people to have a ‘buddy’ during unstructured times. This could be a peer who 
spends lunchtime with your child or young person, either regularly or when there is a 
particular need.   
 





http://www.autism.org.uk/about/communication.aspx


https://www.amazon.co.uk/Time-Talk-Programme-Interaction-Reception/dp/1855033097/ref=pd_sim_14_1?_encoding=UTF8&psc=1&refRID=45P4SMJ8TXC5ESKVQEGM


https://www.amazon.co.uk/Socially-Speaking-Pragmatic-Programme-Disabilities/dp/185503252X/ref=pd_lpo_sbs_14_t_0?_encoding=UTF8&psc=1&refRID=9SYXSE14Y25JA75F38D6


http://www.autism.org.uk/about/strategies/social-stories-comic-strips.aspx


http://www.autism.org.uk/about/strategies/social-stories-comic-strips.aspx


http://www.autism.org.uk/about/strategies/visual-supports.aspx


http://www.autism.org.uk/about/communication/communicating.aspx#tips
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School could identify a specific bench or area in the playground as a ‘buddy’ stop. 
This can help playground assistants to identify children and young people who need 
help to interact with others.   
 
It is important that a child has identified adults that they can talk to about concerns. 
Having more than one person will avoid them becoming stressed due to the absence 
of an identified adult. 
An autistic child or young person may find social interaction too demanding. If 
attempts have been made to support them to develop friendships and it’s clear their 
choice is to spend time alone, they should be allowed to do so.  
 
Awareness and understanding 
Consider creating opportunities for all pupils to develop an understanding of medical 
conditions, special educational or additional support needs and disabilities. This 
could be a school assembly where information on many additional needs can be 
presented, without highlighting a particular condition or pupil.  
 
Many autistic children and young people will have difficulties during unstructured 
times, but empathy and understanding from others will help.  
 
It is important to remember that children and young people on the autism spectrum 
are different from each other and strategies that work with one may not be suitable 
for others. Also, those that have been identified as being useful for a child will need 
to be reviewed on a regular basis. 
 
Children and young people with a demand avoidant profile will need different 
education support strategies.   
 





http://www.autism.org.uk/about/strategies.aspx


http://www.autism.org.uk/about/what-is/pda.aspx


http://www.pdasociety.org.uk/education/educational-and-handling-guidelines
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Using the Circle of Friends Approach to Include Students with Social, Emotional and
Behavioural Difficulties and complex needs



What is a Circle of Friends?



Circle of Friends, sometimes known as Circle of Support, is a powerful tool for inclusion
which was originally developed by Forest (et al, 1993) in North America. The values that
underpin the Circle of Friends approach are, ‘full inclusion for all; the belief that there is not
social justice until each belongs and has an equal place in our schools and communities,’
(Newton and Wilson, 1999, p.5). The Circle of Friends approach works by developing a
support network around individuals in the school community who are experiencing social
difficulties often due to a specific disability, difference or behaviour. Volunteers from the
peer group meet regularly with the target pupil therefore ensuring that relationships are built
around him/her. The group also problem solves with the target pupil in order to address any
social difficulties that he/she may be experiencing in school. This approach has been used to
great effect in many schools in order to ensure the inclusion of individual pupils.



The approach can be used to develop a sense of community in the class and the school. It is
an important tool for enhancing the social cohesion of pupils and for ensuring that a class
gels. It can be used for ensuring pupils experience a smooth transition from primary to high
school or from other points of transition. At points of transition pupils need to find their own
feet but some also need a supporting hand which the programme can provide.



Main Aims of the Approach



The main aims of the approach are:



 To increase the level of acceptance and inclusion of pupils who are currently deemed
to be excluded from the peer group



 To harness and further develop the skills of pupils who are already considered to be
highly skilled in terms of providing friendship and support to others



 To encourage staff to reflect upon their own views and practices in order to develop
more inclusive approaches, resources and policies



 To impact positively upon whole school structures and systems via encouraging a
review by the whole school community as to how these can be made more inclusive



 To promote a cultured ethos of social support which encourages all staff and pupils to
utilise and develop their own skills in terms of valuing and supporting others



 To encourage the continued and on-going use of ‘support teams’ in order to ensure the
inclusion of all pupils in the school context



 To further develop the social and emotional skills of those pupils identified as
members of the group, for example, the ability to listen, to reflect, to evaluate, to
empathise, to problem solve, to understand, identify and cope effectively with feelings
(of self and others)



‘SEBD’ and Social Isolation



It is important to emphasise the fact that emotional and behavioural difficulties go hand in
hand with social isolation. These students have difficulty being accepted by peers because of
their behaviour and behave inappropriately because they feel hurt and angry at being
friendless.











The ‘Circle of Friends’ process attempts to help students to make a link between feelings and
behaviour. Forest & Pearpoint (1992) refer to members of the circles as ‘potential friends’.
If the process helps to turn these into real friends and enhances the student’s overall sense of
self-worth as an individual then it could also be a life changing experience.



How it Works



Once the vulnerable student who is evidently in need of peer support has been identified, the
teacher/facilitator can arrange to conduct the introductory session with the whole class/form
group (in the absence of the target student). The ‘key’ activity undertaken is to complete a
Relationship Circles Activity. This involves students in thinking about the people in their
lives, family, friends and acquaintances and writing their names in a series of concentric
circles. Instructions might be as follows:



1. Put the name of those you are closest to in circle 1, usually your family, sometimes
described as people you live with or people you like to hug (people who love you
most).



2. Your very best friends in circle 2 but not quite as close as circle 1.
3. Your wider friends in circle 3, maybe people in groups, scouts or a team.
4. Place those who are paid to help you in circle 4, these include people like doctors and



teachers.











The Circle Diagram



Students are then encouraged to consider the target student and the fact that he/she is absent
from the room. They are asked to think about his/her problems and possible lack of friends
due to these difficulties and consider what this student does that causes problems to them.
Then ideas can be recorded prior to students explaining their circle diagram to others and to
specifically consider how they would feel if they had no one to place in circles 2 and 3.
Feelings are recorded and the students are then asked to consider how the target student
might be feeling and whether or not they may be able to help in supporting the student in
forming a Circle of Friends. Volunteers are then requested and a small group (6-8) is chosen
by the facilitator/teacher to undertake this intervention. The facilitator then meets with the
target student to explain that the group has been formed and that they will be supporting
him/her in the following 6-8 weeks in order to further facilitate and ensure their inclusion.



The Meetings



The first meeting is arranged for the following week in order to give those involved thinking
time. At the first meeting the rules of the circle are decided, confidentiality is again
emphasised, as well as the times set. The group decide upon a name but this should not
involved the name of the focus student, as the aim is clearly to try to help the student become
part of the circumference of the circle not the centre point, Mackan & Cormier (1992). The
kind of rules set are often similar to circle time e.g. one person speaking at a time, everyone
listens to each speaker and only constructive comments are allowed (although students may
have to talk honestly about the behaviour of others, it must be done in a kind and positive
way, often described as ‘no put downs’). The students are assured that everything will take
place in school time and they are not to worry about problems brought up in the circle at
home. During circle meetings the group talk with the target student about the good things
they’ve seen him/her do that week. The student can then talk about any troubles he/she is
having and how the group can give support, helping him/her to deal with difficult times in a
more positive way. The group is encouraged to be honest, supportive and understanding.
The development of empathy is clearly central here.



Key questions for the sessions might be posed as follows:



 What has gone well for the student this week?
 What have we, as his/her Circle of Friends observed?



1 2 3 4











 What hasn’t gone quite so well?
 How can we help to change this?
 Does the student feel this is an accurate picture?
 What would he/she like support with?
 What strategies can we use?
 How will we measure our success and when will we do this i.e. set the date!



A Success Story



When the teacher/facilitator effectively supports the Circle of Friends participants in
delivering the intervention, positive outcomes are generally guaranteed. The target student
will hopefully have gained in three key areas and be more able to:



 Effectively manage his/her behaviour in school
 Built positive relationships with peers
 Improved his/her self-concept and self-esteem



The Circle of Friends group will also clearly have benefitted in terms of developing their own
pro-social skills, empathy, ability to analyse others’ behaviour and increased their awareness
of the value and importance of including others in positive and meaningful relationships. As
adults, we should never underestimate the latter.



As Newton and Wilson (1996) explain, ‘we have underestimated the therapeutic power of
acceptance and overemphasised the negative influence of the peer group. The reality is that
there are enormous benefits to all if the strengths of the natural peer group can be realised to
support the vulnerable individual.’ P.9.



Useful References and Resources



Cowie, H. & Wallace, P. (2000) Peer Support in Action London: Sage Publications



Duck, S. (1991) Friends for Life Hertfordshire: Harvester Wheatsheaf



Forest, M. (1992) Inclusion Papers Inclusion Press



Forest, M., & Pearpoint, J. (1992) Commonsense tools: maps and circles Inclusion Papers
Inclusion Press



MacConville, R., & Rae, T. (2006) Teaching Peer Support for Caring and Cooperation Talk
Time A Six Step Method London: Paul Chapman Publishing



Mackan, P., & Cormier, R. (1992) Dynamics of support circles Inclusion Papers Inclusion
Press



Maines, B., & Robinson, G. (1998) All for Alex a Circle of Friends Bristol: Lucky Duck
Publishing



Mercer, N. (2000) Words and Minds London: Routledge



Newton, C., & Wilson, D. (1999) Circle of Friends Dunstable: Folens Publishers Ltd











Pearpoint, J., Forest, M., & Snow, J. (1993) The Inclusive Papers – Strategies to Make
Inclusion Work Toronto: Inclusion Press



Resnick, L. B. (1987) Education and Learning to Think Washington: National Academy
Press



Rhodes, J., & Ajmal, Y. (1995) Solution Focused Thinking in Schools London: B.T. Press



Shaw, L. (1990) Each Belongs – Integrated Education in Canada Bristol: The Centre for
Studies in Inclusive Education



Tyrrell, J. (2002) Peer Mediation London: Souvenir Press



Activity
How do you currently develop social skills and friendship skills in your context?
Could this Circle of Friends approach be adapted for use in your context?
How do you promote a sense of belonging and social support in your context?
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Visual scripts and related educational
strategies such as video modeling and
social script narratives provide visual or
auditory cues to promote communica-
tion and social skills in children with
disabilities. Visual scripts are particular-
ly useful for teachers who work with
children with learning disabilities,
autism spectrum disorders, and cogni-
tive impairments—both students with
average language skills and those with
limited verbal skills. What are the bene-
fits of visual scripts? Which student
populations benefit most from their use?
How does a teacher go about imple-
menting a visual script? 



What Are Visual Script
Interventions?
Visual scripts are written and pictorial
examples of phrases or sentences chil-
dren with disabilities can use to cue
themselves regarding appropriate topics
of conversation or other verbal interac-
tions. Visual script interventions have
been shown to be effective with chil-
dren with autism, including those with
minimal language (e.g., single spoken
words, Krantz & McClannahan, 1998)



and those with extensive verbal skills
but poor social skills (Krantz &
McClannahan, 1993); they are often
used with children with autism spec-
trum disorders (Ganz, Cook, & Earles-
Vollrath, 2006). Visual scripts are also
appropriate for use with children with a
variety of communication or social
deficits. Scripts can be simple reminders
of the words needed to get assistance
(e.g., “help,” accompanied by a pic-
ture), or provide suggestions for phras-
es to initiate conversations (e.g.,
“what’s up?” or “what did you do last
night?”). Scripts specific to units of
study can help children with speech-
language deficits or mild mental retar-
dation expand their vocabulary.
Students with learning disabilities or
attention deficit/hyperactivity disorder
(ADHD) may find visual scripts helpful
in social situations to provide them with
age- and socially-appropriate phrases
(e.g., phrases useful for asking to join a
play activity). Additionally, for children
with emotional or behavioral disorders,
scripts can promote the use of socially
appropriate phrases to replace inappro-
priate language (e.g., cursing, slang).



Students with disabilities who also have
limited English proficiency may benefit
from visual scripts that include current
idioms or slang used by their peers. 



What Does the Literature Say?
Much of the research supporting the use
of scripts demonstrates their use with
children with autism spectrum disorders
(Charlop-Christy & Kelso, 2003; Krantz
& McClannahan, 1993; Krantz &
McClannahan, 1998; Sarokoff, Taylor, &
Poulson, 2001; Stevenson, Krantz, &
McClannahan, 2000) or with such chil-
dren and their typically developing
peers (Goldstein & Cisar, 1992); howev-
er, most of this research was conducted
with small pools of participants.
Research on script interventions (see
Table 1) has demonstrated their efficacy
with children with a range of abilities,



from those with limited verbal abilities
(i.e., single-word utterances and mini-
mal reading skills; Krantz & McClan-
nahan, 1998) to those who could speak
in complete sentences but had limited
use of social skills such as initiating
conversations (Krantz & McClannahan,
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Using Visual Script Interventions
to Address Communication Skills



Scripts can be simple reminders of
the words needed to get assistance,
or provide suggestions for phrases



to initiate conversations.



Jennifer B. Ganz











1993). Scripts have been used to



increase initiations toward adults



(Charlop-Christy & Kelso; Krantz &



McClannahan, 1998); initiations toward



peers (Goldstein & Cisar; Krantz &



McClannahan, 1993; Sarokoff et al.);



requests for attention (Krantz &



McClannahan, 1998); unprompted and



unscripted statements (Krantz &



McClannahan, 1993; Sarokoff et al.);



question asking (Krantz & McClan-



nahan, 1993); conversational state-



ments about present items (Sarakoff et



al.)  and about past or abstract events



(Charlop-Christy & Kelso); responding



to questions (Charlop-Christy & Kelso;



Krantz & McClannahan, 1993); and use



of sociodramatic play statements (Gold-



stein & Cisar). In each case, many or



most of the new skills were maintained



and generalized to novel settings, con-
versation partners, or materials. 



Implementing Visual Scripts
There are seven basic steps for imple-
menting visual scripts (see Figure 1);
the process itself is flexible and adapt-
able to the ability level and needs of the
student (Ganz et al., 2006). Implemen-
tation of visual scripts involves choos-
ing target activities and learner objec-
tives, observing typically developing
peers engaging in target activities and
developing visual scripts, teaching the
student to recite the script, and imple-
menting then fading the use of the
script. Scripts are most successful when
they incorporate student interests and
familiar activities and settings and they
are easily adapted for a variety of stu-
dent ability levels and within numerous
environments. 



Step 1: Choose a Target Activity



Script interventions are most successful
if the target activity is something the
student enjoys and is motivated to
engage in. What are the student’s inter-
ests? Are there any solitary activities
that the student has already mastered
that can be converted into social activi-
ties? (For example, Polo could already
take his lunch out of his lunch box, sit
in his seat, unwrap each item, eat his
lunch, and throw away his trash inde-
pendently; however, he never spoke to
his classmates despite sitting next to
them for 2 months.) What activities do
typically developing children engage in
that the target student does not,
because he or she lacks the social or
communication skills? Activities that are
popular with the student’s peers are
good choices for intervention, particu-
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Table 1. Research on Script Interventions 



Study Participants Summary



Charlop-Christy 3 participants, Participants were taught to use question-and-answer scripts consisting of abstract, non-
& Kelso (2003) 8–11 years old present topics of conversation with an adult; children quickly learned correct scripted 



responses; many skills were maintained and generalized to new topics of conversation, 
trainers, and settings



Goldstein & Cisar 9 participants Children were taught sociodramatic play scripts in triads with peers (2 typically
(1992) (3 with developing children with 1 child with a disability); trainers gave verbal prompts/cues; 



characteristics participants learned scripts quickly; social behaviors (e.g., scripted phrases, words, and
of autism) nonverbal behaviors, and nonscripted behaviors) increased; available online: 
3–5 years old http://www.pubmedcentral.nih.gov/picrender.fcgi?artid=1279709&blobtype=pdf 



Krantz & 4 participants Participants were taught to use 10-line scripts to initiate social conversations with peers;
McClannahan 9–12 years old scripts were faded over five steps; participants' use of scripted phrases increased and
(1993) unscripted phrases and responses increased after scripts were faded; available online: 



http://www.pubmedcentral.nih.gov/picrender.fcgi?artid=1297725&blobtype=pdf 



Krantz & 3 participants Written cues were inserted in visual schedules and early-reader participants who used
McClannahan 4–5 years old few verbal initiations were prompted to approach an adult and say the script;
(1998) participants increased their use of scripted phrases, elaborations on scripted phrases, 



and novel initiations; skills generalized to novel activities; available online: 
http://www.pubmedcentral.nih.gov/picrender.fcgi?artid=1284111&blobtype=pdf 



Sarokoff, Taylor, 2 participants Participants who could read were taught embedded text that corresponded with snack 
& Poulson (2001) 8–9 years old and play items; scripts were faded after they were mastered; participants increased use



of scripted statements and maintained their use after scripts were faded; unscripted 
statements increased; all statements generalized to new items and peers; available 
online: http://www.pubmedcentral.nih.gov/picrender.fcgi?artid=1284302&blobtype=pdf 



Stevenson, Krantz, 4 participants Participants could use expressive language to make requests, use greetings, and respond 
& McClannahan, 10–15 years old to demands or questions but infrequently used spontaneous conversational speech; they 
(2000) were taught to engage in conversations regarding present items; participants mastered 



scripts rapidly, increased the number of unscripted statements, and maintained their use 
after prompts and scripts were faded











larly if an overarching goal is to increase
opportunities to integrate the child into
settings with typically developing peers. 



Step 2: Observe Typically
Developing Children Engaging 
in the Activity



Note comments they make, how they
initiate conversations, questions they
ask, and topics of conversation. It may
help to observe during at least three
occasions, each time writing verbatim
what the child’s peers say. This infor-
mation will assist in determining neces-
sary skills for the child to participate in
the target activity and will help deter-
mine what phrases should be included
in the script. 



Step 3: Choose a Learning
Objective



Before writing the script, determine a
specific, measurable learning objec-
tive—or more than one, depending on
the ability level of the student (Ganz et
al., 2006). Learning objectives may be
chosen from the child’s individualized
education program (IEP) or may be
activity-specific. Table 2 provides a list
of possible scenarios and corresponding
learning objectives. 



Step 4: Write the Script



The length and complexity of the script
depends on the ability level of the stu-
dent (Ganz et al., 2006). Reflecting on
information gathered during the obser-



vation of typically developing peers



engaging in the chosen activity, write a



list of sentences or phrases that the stu-



dent will learn to use during the social



activity. 



Step 5: Teach the Script



The student will need to be able to
repeat the visual script sentences or
phrases fluently (Ganz et al., 2006).
Depending on the reading abilities of
the student, the entire script may be
taught in one sitting or over several
days. At this point, the script may need
to be adjusted. For example, Jason was
having difficulty remembering 10 phras-
es and was not able to read them flu-
ently after six sessions of instruction, so
his teacher decreased the script to six
phrases and added small line drawings
to help him remember each phrase. 



Step 6: Implement the Script



During the target activity, present the
script (Ganz et al., 2006; Krantz &
McClannhan, 1993). Scripts may be
written on note cards or on paper, and
include a means for the student to keep
track of phrases used, such as check-off
boxes in front of each phrase (Krantz &
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Figure 1. Steps for Implementing Visual Scripts



Step 1: Choose a target activity



Step 2: Observe typically developing children



Step 3: Choose a learning objective



Step 4: Write the script



Step 5: Teach the script



Step 6: Implement the script during the 
target activity



Step 7: Fade the script 



Table 2.  Visual Script Scenarios and Learning Objectives



Scenarios Learning Objectives/Skills



Playing board games • Social greetings



• Asking for a turn



• Comments necessary to play the game 



Constructive play • Social greetings



• Offering a toy



• Asking for help



• Complimenting playmates



• Comments on current activities



Sociodramatic play • Social greetings



• Offering a toy



• Complimenting playmates



• Pretend-play scripts



Eating a meal or snack • Offering to share



• Comments regarding past events



• Comments regarding abstract topics



• Using humor



• Responding to peers' comments/questions



Vocational tasks • Asking for help



• Asking for materials



• Comments on current activities



Playing a sport • Comments appropriate for the sport



• Cheering for teammates



• Responding to peers’ comments/questions











McClannahan, 1993), crossing phrases
off a list, or using flip cards of phrases
on a key ring.



Step 7: Fade the Script



The script can be kept in place if the
student relies heavily on visual cues. If
possible, however, the script should be
faded over time (Ganz et al., 2006). This
can be done over several steps. Krantz
and McClannhan (1993) recommend
removing the script a piece at a time,
first removing ending punctuation, then
removing portions of the phrases, start-
ing at the end, eventually leaving only
bullets or check boxes. Script fading
may take place rapidly or over several
weeks, depending on the student’s
memory skills (Ganz et al.). 



Following the implementation of
scripts in a number of social situations,
the scripts may be faded altogether.
However, teachers should periodically
collect observational data on the skills
acquired as a result of scripts and, if
necessary, reintroduce the scripts if the
skills were not maintained. Some stu-
dents begin to use novel phrases as the
scripts are faded, whereas others may
require implementation of scripts span-
ning several months. 



Variations



Length of the Phrases. Phrases
should be kept to one to two words for
children who can speak only in short
phrases, but should be lengthier for stu-
dents with stronger verbal and reading
skills. Similarly, early readers and those
with minimal verbal skills should be
given only a few phrases—possibly only
1 word or phrase—per script; students
with stronger reading and verbal skills
can use scripts with 10 or more phrases. 



Script Format. The script can be
audiotaped, written, video, or verbally
cued, depending on the student’s learn-
ing style. Scripts may include pictures,
photographs or line drawings, to assist
nonreaders or early readers in remem-
bering the script phrases, or may
include only text for fluent readers. In
addition to the variety of ways to iden-
tify which phrases have been used ear-
lier, a teacher or aide can hold up
phrase cards for students who are
unable to use scripts independently.



Teachers can modify any of these areas
if the student is having difficulty read-
ing or remembering the script, can
shorten the script, use larger text, or
add pictures. 



The script can be audiotaped,
written, video, or verbally 
cued, depending on the 
student’s learning style.



Script Scenarios



Isa



Isa was a kindergartener with develop-
mental delays and speech impairment
attending a general education kinder-
garten classroom for about half of the
day, including lunch, physical educa-
tion, music, center time, and story time.
The rest of the day she was in a self-
contained special education classroom
where she received intensive one-on-
one and small-group instruction. She
could speak in one to two-word phras-
es, answer simple questions, and follow
one-step directions; however, she rarely
initiated conversations with peers in
her kindergarten class, and her vocabu-
lary was significantly limited compared



to her peers. During center time, Isa
usually played with the blocks. She had
previously been taught to make towers
and roads to drive cars on, which she
did independently. Though other chil-
dren often played in the same center,
Isa did not interact with them. Isa’s
teacher, Mrs. Malone, chose playing
with blocks as the target activity (Step
1). Before writing Isa’s script, Mrs.
Malone watched a few groups of
kindergarteners play in the block center
over several days and wrote down the
phrases they used (e.g., “Here, you can
have the long block,” “Look at this!”;
Step 2). Isa’s IEP objectives included
sharing toys and expressively identify-
ing shapes, so Mrs. Malone chose those
as Isa’s main learning objectives (Step
3): Isa would be expected to hand a
block to a peer, Sarah, and say, “circle
block,” “rectangle block,” or “square
block.” (Mrs. Malone chose Sarah to be
Isa’s play partner because she had
shown an interest in Isa and often
asked to be her helper during Isa’s time
in the kindergarten classroom.) Next,
Mrs. Malone wrote a script for Isa (Step
4; see Figure 2). Prior to implementing
the script, Mrs. Malone played in the
block center with Sarah for several
days, showing her the script, modeling
each line, and having Isa repeat each
phrase and hand her the identified
block (Step 5). Finally, Mrs. Malone
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Figure 2. Isa’s Script 



Circle block (hand circle block to Sarah)



Rectangle block (hand rectangle block to Sarah)



Square block (hand square block to Sarah)











implemented the script with Isa and
Sarah (Step 6). The teacher began by
taking Isa’s hand and helping her point
to each line on the script, then prompt-
ing by holding Isa’s arm, and eventual-
ly removing any physical or gestured
prompts. After Isa was using the script
independently, Mrs. Malone faded its
use (Step 7); Isa began spontaneously
offering blocks to Sarah without look-
ing toward the script. 



Thomas 



Thomas was an eighth-grader with a
learning disability and ADHD; he could
speak in complete sentences, with
grammar and vocabulary at a level com-
parable to his peers, but had difficulty
determining topics of conversation and
often sat alone at lunch and other free
periods, talking to no one. He attended
general education classes and only
received special education for content
mastery (e.g., as needed for content
area instruction and independent work)
and for social skills instruction twice a
week. Thomas wanted to make friends
and have someone to talk to at lunch, so
he and his teacher, Mr. Laine, chose eat-
ing lunch as a target activity (Step 1).
Mr. Laine observed other eighth-grade
boys (Step 2) and he and Thomas
decided to work on making context-
appropriate comments (Step 3), and
together wrote a script (Step 4; see
Figure 3). Immediately before each
lunch period, Thomas would fill in most
of the blanks with appropriate words or



phrases. His script included more
abstract expectations than Isa’s because
of his verbal and cognitive strengths.
Because Thomas was a fluent reader, he
quickly mastered reading his script and
checking off each box as he used a
phrase (Step 5). Mr. Laine sat far
enough away at the lunch table to be
discreet, but close enough to hear
Thomas and his peers during lunch
(Step 6). Finally, Mr. Laine used a script
fading procedure to remove portions of
each phrase on the script, starting at the
end of each sentence, until Thomas was
using novel phrases (Step 7). 



Written scripts are a promising prac-
tice in improving social and communi-
cation skills in children with deficits in
those areas. They can be modified for
almost any age or ability level, offering
a means of support to the wide variety
of students who receive special educa-
tion. 
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Figure 3. Thomas’s Script



Talk about what your friends are talking about. 



❏ Hi, guys.



❏ What did you bring for lunch today, ____ (name of friend)?



❏ I brought ____ (something in your lunch sack).



❏ I like ____ (something to eat). 



❏ Do you like ___ (something to eat)?



❏ (make a comment about what a friend is talking about) 
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Introduction



Visual supports can be used to help people with an autism spectrum disorder (ASD). They are
adaptable, portable and can be used in most situations.



We see and use visual prompts every day, for example road signs, maps and shopping lists. They help us to
function, to understand the world around us, and provide us with valuable information.



Many people with an ASD are thought to be visual learners, so presenting information in a visual way can
help to encourage and support people’s communication, language development and ability to process
information. It can also promote independence, build confidence and raise self-esteem.



“I think in pictures. Words are like a second language to me…when somebody speaks to me, his
words are instantly translated into pictures… One of the most profound mysteries of autism has been
the remarkable ability of most autistic people to excel at visual spatial skills while performing so
poorly at verbal skills.” (Grandin, 1995. p19)



All people with an ASD can potentially benefit from using visual support, regardless of their age or ability.
It’s an opportunity to communicate without complications.



General information about visual supports



Whichever visual support you decide to use, make sure it’s appropriate to the person with an ASD and in



line with their needs and current stage of development. Visual supports are very personal and what



works for one person may not work for another. Once you choose a type of visual representation (for



example, line drawings), use it consistently so that the person with an ASD becomes used to it.
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Introduce visual supports gradually: it is best to start off with one symbol and then build up a collection. You
may find that it’s best to use more than one type of visual support (see below) which again, should be
introduced gradually.



Types of visual support



 Real objects



 Tactile symbols/objects of reference, for example swimming trunks, packaging, food labels*



 Photographs



 Miniatures of real objects



 Coloured pictures



 Line drawings
 Written words.



*Remember that some people with an ASD have difficulties generalising and may only focus on a particular
detail. For example they may not realise that a Hula Hoop packet symbolises all crisps.



Presentation



Here are some ways in which you can present visual supports – depending on the preference of the person
using them.



 Vertical or horizontal – both are effective. However, it has been suggested that vertical presentation
of symbols can be more effective because people tend to naturally work downwards, treating
information like a list.



 Schedule – a row of symbols that illustrates a whole day of activities.
 Single symbol – placed in a pocket or on an object, a symbol can act as an immediate source of



communication.
 Laminate – laminating visual supports makes them more durable.
 Board – symbols are often attached to boards so that people know where to go to look at them.
 Velcro – Velcro strips can attach symbols to a board. This allows schedules and activities to be altered



easily, possibly with activities being removed once completed.
 In a folder – so that visual supports are always available, put them in a folder that the person can



carry with them.



Over time the way in which you present visual supports might change. You might also use different types and
sizes of symbol – it depends on what suits the person using them.



You can use visual supports:



 in prominent places at eye level



 on an actual object



 throughout particular environments, eg objects and areas in the classroom and at home could be
labelled.



Visual supports can be used by families, friends and professionals, who can all help by:



 being involved in producing visual aids



 using visual supports consistently



 using a visual timetable that shows what they’ll be doing, when



 being creative, for example in the way that they present visual supports. If a person likes rockets, a
visual timetable could be made in the shape of a rocket, to help capture the person’s interest











 keeping a ‘mood chart’ to illustrate their feelings.



Areas where the use of visual support may help people with an ASD



 Timetables/schedules
 Helping with sequencing
 Transition and change
 Starting and finishing activities
 Introduction of new activities or situations – general knowledge, curriculum subjects, news
 Instructions/reminders
 Choice
 Understanding emotions and expressions
 Sharing information
 Behaviour – praise, demonstrate what’s appropriate, stop inappropriate behaviour
 Behaviour strategies
 Social skills
 Locating people and places
 Safety
 Structuring the environment
 Independent living skills
 Sex education
 Health.



Timetables/schedules – daily, weekly, monthly



Timetables and schedules are a good way of helping to create structure and routine, which take away
uncertainty and help to make daily life more predictable for people with an ASD. When producing a
timetable or schedule, it can be a good idea to place an activity that someone enjoys doing after a work-based
activity.



Helping with sequ



Sequencing is impor
is going to happen n



Worksheet



First









encing: first - then



tant to people with an ASD. It
ext.



LunchComputer



 Then



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may help to relieve anxiety and reassure them about what



MusicArt Home











Transition and change



Many people with an ASD dislike change and rely on routine. Visual supports can be a good way of
introducing change, helping during periods of transition and, perhaps, helping people to become more open
to the idea of change. Situations where visual supports could be useful include:



 moving between different work activities



 moving from playtime to lesson time



 going on holiday (see calendar below – days are ticked off as they pass so that the person can see how
close they are getting to going on holiday).
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Monday 6 13 20 27
Tuesday 7 14 21 28
Wednesday 1 8 15 22 29
Thursday 2 9 16 23 30
Friday 3 10 17 24 31
Saturday 4 11 18 25 



Holiday
Sunday 5 12 19 26



Starting and finishing activities



It is important for people with an ASD to know when an activity or event starts and finishes, particularly
when it finishes. Without this knowledge, it may be difficult and confusing for people to move on to another
activity. Here are some ideas on ways to show an activity has ended (or when it will end).



A cross



   A finish box, envelope or folder



 Cover up the symbol with a blank square



Finish Write ‘finish’



January



STOP A stop or finish sign



X
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 2:30 Clock face or digital time



 A symbol of a timer



Introducing new activities or situations



Explaining a new activity or situation visually can help a person to understand what will happen, and
hopefully reduce anxiety.



An example could be going to a wedding.



General knowledge



In daily life, we regularly use our general knowledge of famili
where to go to, for example, find milk for our coffee (the frid
shop). Visual supports can help some people with an ASD to
You might have a picture of a place; or a series of pictures wh
place and what they’ll do once they reach it.



Curriculum subjects



For students, all curriculum subjects can be illustrated with a



 literacy – objects of reference can be used to help a p
reading book



 science – symbols can be used to indicate and clarify
experiment



 geography – maps can help people to locate the areas



News



You can make new stories more digestible by using visual sup
understanding of current affairs and feel a bit more involved



Instructions and reminders



Write out simple instructions – backed up by visual supports
follow to complete a task. The tasks that you illustrate could
as washing, going to the loo, hair brushing, and getting dresse





ar places and objects. So we intuitively know
ge in the kitchen) or buy a newspaper (the local
carry out daily tasks more easily or effectively.
ich illustrates how the person will get to that



variety of visual supports. For example:



erson to understand the content of a new



what the teacher wants you to do in an



being discussed in the lesson.



ports. This may help people to gain an
with what’s going on in the world.



– to remind people of the steps they need to
include different aspects of personal care, such
d.



ca











However, instructions (or ‘reminder strips’) can be used in lots more situations. For example:



My lunchbox pencil book go in my school bag.



Choice



Get people with an ASD involved in making decisions – and help them to become more independent – by
getting them to choose what food to eat, what activities they would like to do, what to wear and how to
travel. Visual supports can help people to choose. Initially, limit the choices to just two or three. This will
avoid unnecessary confusion and anxiety.



Would you like to travel by…



Understanding emotions



People with an ASD don’t a
Visual (or written) supports
feeling at different times of



Basic written scale



On a scale of 1 to 10, 1=ve



Registration – 4
English – 6
Maths – 2
Lunch – 8
Science – 5
Art – 8
Home – 3



Basic visual symbols




Ask a person to put a symbo
the day that are good and ba







and expressions



lways find it easy to
can help with this.
day or in different s



ry happy/relaxed;



go



l next to each activ
d.
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express their em
You will be able t
ituations.



10=very unhappy



od ba



ity they take part



Bike


otions, or tell peo
o better understan



/anxious



dok



in. This will help



Tra


ple how they’re feeling.
d how the person is



ay



you to understand parts of



in
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Thermometer symbol



A thermometer symbol is also a common way of ‘measuring’ emotions. If the temperature is quite low, the
person is happier and more relaxed. An increase in temperature indicates that the person is becoming less
happy, or anxious.



Sharing information



It is often difficult to gather information from people with an ASD. Visual supports can help people with an
ASD to share information and talk about their experiences. You might use a number of symbol cards, or
have one large card with lots of choices (eg activities, people, animals, transport), on which people can circle
or tick specific activities or symbols. Some titles for cards could be:



 What did you do today?



 What did you see?



 How did you get there?



 Who did you go with?



Behaviour



Visual supports can be very useful in relation to all areas of behaviour. They can help to establish
boundaries and rules, or to give praise. Here are some examples of how visual supports can be used in
this context.



Praise



Good Listening



Demonstrate appropriate behaviour



   
When the teacher talks I must be quiet, look and listen.
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Stop inappropriate behaviour



do not hit



Behaviour strategies



Difficulties in communication can on occasions result in negative behaviours. It is also difficult to get a
message across verbally when you are upset, anxious and/or confused. Visual behaviour strategies could
provide the individual with an alternative method of communicating at different levels of behaviour. By
removing all the ‘grey areas’ at a vulnerable time it can help to simplify a message and reduce anxiety. See the
following examples.



Traffic lights



This system uses both visual and written instructions to indicate the type of behaviour and actions that need
to be taken.



Red I have blown!
I need to find a space where I am safe



Amber I need to find a person to talk to and ask for help
Hands down (ie, I will put my hands down if I flap them, as a coping method) Coping
Methods – headphones, find a quiet space, stress balls



Green I am okay



It can be useful to incorporate a person’s special interest in their visual behaviour supports.
For example, use a picture of the special interest to divert a person from getting upset: ‘When I start to get stressed
I will look at pictures of my special interest and take deep breaths’.



Football card system



=



2 x yellow cards = red card



The football card method can be used in two ways. People with an ASD can use the cards to indicate when
they are struggling. Alternatively, a carer or professional can use the cards to indicate when behaviour is not
appropriate.






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Reward charts



Reward charts are an excellent way of demonstrating how well someone is doing, and reminding them that
they’re working towards a reward.



Monday Tuesday Wednesday Thursday Friday Saturday Sunday
AM    
PM   



x10 = 30 minutes extra + listeningto your music



Social skills



Illustrating the ‘rules’ of social interaction can help a person with an ASD to understand the concept. A basic
example is below.



I must not interrupt



In addition, visual supports can be used to help illustrate a conversation or review an incident. See the section
‘Comic strip conversations’ on page XX for more information.



Locating people and places



People with an ASD can find it difficult to ‘place’ their family and friends when they are not with them.
Using symbols, photos, and maps can be reassuring. Here are some examples.



 My mum is at work [picture of mum at work]. I will see her at ………………….



 My friend Bethany lives here [photo of Bethany’s house].



 I go swimming on Thursdays with my brother [photo of swimming pool].



 My new school is in Edinburgh [map of Scotland with a coloured mark where Edinburgh and the
school are].



Safety



Many people with an ASD have a limited sense of danger and may not predict, or understand, the
consequences of their actions. It is important to make them aware of potential dangers at home and in
other places, such as schools or offices. Here are some ways you can do this.



Single symbols



Have a single symbol on or near an object, eg cookers or electrical sockets. This symbol could just be a
colour (red); a symbol; or some simple words, such as ‘No touch’, ‘Hot’, or ‘No entry, Ben’.



don’t touch
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A sequence of symbols



Fire safety



If you heara fire alarm leave the building



and go to a safe meeting place wait until you are told it is safe to go into the building by a



fireman .



Structuring the environment – classroom, home, work



You can take simple steps in all environments to help people with an ASD to orientate themselves and
carry out day-to-day tasks with a greater level of understanding. For example:



 label objects and work trays clearly



 place visual markers on floors or other surfaces to ‘map out’ specific areas. Use pictures or real
objects, eg spoon=kitchen; book=library



 use different textures or colours. For example, a white tablecloth on a table could mean it’s dinner
time; whereas a blue tablecloth could mean it’s time for colouring or model making



 at school, put mats on the floor to indicate that it’s circle time/story time



 keep visible lists of class or house rules and reminders.



Independent living skills



Visual supports can be used to promote independent living skills and encourage people with an ASD to
carry out household tasks alone.



When I go to the shops
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I need to buy



I must remember to take money to pay for the food and drinks



Sex education



Sex education is a very sensitive and complex area and it is essential that people with an ASD are given
as much information as possible. Visual supports can help to create a greater understanding. For
example:



 use a body map (see the example we have used in the ‘Health’ section on page XX) to indicate areas
where changes may take place



 use real objects to indicate appropriate clothing – bra, underwear, etc



 have a list or pictures of places where people may touch themselves – it’s important to connect this to
a list of when it is appropriate to do so, ie in private, but not on public transport. Our information
sheet Sex education and children and young people with an ASD, available at www.autism.org.uk/a-z has
more information



 use coloured circles to indicate some appropriate behaviour, for example holding hands, hugging or
kissing certain people is OK.



Health



It is sometimes difficult to know whether a person with an ASD is unwell or hurt. Using visual supports
people may be able to indicate an area of their body that hurts, or describe the pain. See example
below.



Where do you hurt?





http://www.autism.org.uk/a-z
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Summary



The key ways visual supports may help:



 they provide structure and routine



 they encourage independence



 they help to reduce anxiety



 they improve people’s understanding



 they offer people opportunities to interact with others.



Approaches that use visual supports



Picture Exchange Communication System (PECs)
This approach is widely used, often alongside behaviour-based interventions. PECS encourages a person to
communicate their needs, wants and desires by exchanging a picture card for a desired item or activity. In
time, the type and number of picture cards used by the person increases.



Makaton
Makaton uses a combination of gestures, signs and symbols to help people with learning difficulties and
communication impairments to communicate.



Social stories
Introduced by Carol Gray in the early 1990s, social stories are short (written) descriptions of a particular
situation, event or activity, which include specific information about what to expect in that situation and why.
They can provide a person with an ASD with some idea of how others might behave in a particular situation.
They can also introduce a new social skill. Social stories can be strengthened by using visual supports, such as
symbols or illustrations.



Comic strip conversations
Also developed by Carol Gray, comic strip conversations are a way for people to exchange information and
express themselves during a conversation. Colour, symbols, drawings and written words are used, alongside
speech, to help people understand the ideas and emotions being expressed. Comic strip conversations can
also help people to understand past incidents or conversations.



TEACCH (Treatment and Education of Autistic and Related Communication Handicapped
CHildren)
TEACCH is widely used in specialist education services – and also in adult services. Fundamentally,
TEACCH focuses on altering the environment and using visual supports (timetables and schedules) to help
provide structure, reduce stress and improve understanding. The ultimate aim is to increase people’s
independence.



“It is an approach which can help pupils with autism access the curriculum. It does this by focussing
on visual rather than verbal input and by providing a visually structured framework to help organise
themselves, to know what to expect, to learn, and to learn to work independently.” Hull et al (1996, p.
152)



Contacts



Sources for symbols/pictures



There are lots of basic symbols in Microsoft Word. Go to ‘Insert’, then ‘Symbol’. Webdings has the most.
Here are some examples: 
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Widgit Software Ltd
26 Queen Street
Cubbington
Leamington Spa
Warwickshire CV32 7NA



Tel: 01926 333 680
Fax: 01936 885 293
Email: info@widgit.com
Website: www.widgit.com



Pyramid Educational Consultants UK Ltd
First Floor
Queens Park Villa
30 West Drive
Brighton BN2 0QW



Tel: 01273 609 555
Email: pyramid@pecs.org.uk
Website: www.pecs.org.uk/



The Makaton Charity
Westmead House
Farnborough
Hampshire
GU14 7LP
Tel: 01276 606 760
Email: info@makaton.org
Website: www.makaton.org



Websites for symbols and pictures



 www.do2learn.com - a useful website which has printable blank schedules and picture cards.
 www.symbolworld.org/
 www.enchantedlearning.com/Dictionary.html
 www.pdictionary.com/
 http://trainland.tripod.com/pecs.htm
 www.usevisualstrategies.com/pixtl.htm
 www.tomorraccessibility.co.uk/bss.htm
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about the same time as this request, a request for substantially the same material for substantially the same
purpose.



I understand that if this declaration is false the copy supplied to me by you will be an infringing copy and that I
shall be liable for infringement of copyright as if I had made the copy myself.



Name:
…………………………………………………………………………………………………………………………………
Address:
…………………………………………………………………………………………………………………………………



…………………………………………………………………………………………………………………………………



Postcode: …………………………………………….. Tel No: ……………………………………………………….



I enclose a cheque/P.O. made payable to The National Autistic Society, to the value of £…………………..
for ………… articles at a cost of £3 per article. (Note to Finance: please charge to budget code:
CPA/INF/INF00)
Or charge my Visa/Master Card/ Switch/ Amex/ Diners the sum of £………………..Switch issue no.:…………



Expiry date: …… / …… Valid from: ……/…… Card No.: …………………………………………
3-digit security code, (last 3 digits above your signature on reverse of card): ………………



Signature: ………………………………………………………. Date: ………………………………………………..
* This must be the personal signature of the person making the request
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Sensory differences 
 
 



Many people on the autism spectrum have difficulty processing everyday sensory 
information. Any of the senses may be over- or under-sensitive, or both, at different 
times. These sensory differences can affect behaviour, and can have a profound 
effect on a person’s life. Here we help you to understand autism, the person and how 
to help. You can also find out about synaesthesia, therapies and equipment. 



 
 
Too much information 
Sometimes an autistic person may behave in a way that you wouldn't immediately 
link to sensory sensitivities. A person who struggles to deal with everyday sensory 
information can experience sensory overload, or information overload. Too much 
information can cause stress, anxiety, and possibly physical pain. This can result in 
withdrawal, challenging behaviour or meltdown. 
 
‘If I get sensory overload then I just shut down; you get what's known as 
fragmentation...it's weird, like being tuned into 40 TV channels.’ 
 
If someone is having a meltdown, or not responding, don’t judge them. There are 
things that you can do to help. This can make a world of difference to someone with 
autism and their carers. 
 
Often, small changes to the environment can make a difference. Creating a sensory 
profile may help you to work out what changes are needed. Three points to 
remember are: 



 be aware. Look at the environment to see if it is creating difficulties. Can you 
change anything?  



 be creative. Think of some positive sensory experiences.  



 be prepared. Tell the person about possible sensory stimuli they may 
experience in different environments.  
 



How sensory overload might feel for an autistic person 
You can watch a short film which shows you what it could feel like to experience 
sensory overload on the NAS website or by searching for ‘too much information’ 
videos online. 
 
 



Sensory sensitivities 
Here we look at some of the effects of hypersensitivity or hyposensitivity to sights, 
sounds, smells, tastes, touch, balance and body awareness, and ways you could 
help. 
 
 





http://www.autism.org.uk/sensory##senses


http://www.autism.org.uk/about/behaviour.aspx


http://www.autism.org.uk/about/what-is.aspx


http://www.autism.org.uk/sensory##senses


http://www.autism.org.uk/sensory##senses


http://www.autism.org.uk/sensory##synaesthesia


http://www.autism.org.uk/sensory##therapies


http://www.autism.org.uk/about/family-life/toys-books-play.aspx##suppliers


http://www.autism.org.uk/about/behaviour/challenging-behaviour.aspx


http://www.autism.org.uk/about/behaviour/meltdowns.aspx


http://www.autism.org.uk/about/behaviour/meltdowns.aspx##what-to-do


http://www.autism.org.uk/about/family-life/in-the-home/environment.aspx


http://www.aettraininghubs.org.uk/wp-content/uploads/2012/05/37.2-Sensory-assessment-checklist.pdf


http://www.aettraininghubs.org.uk/wp-content/uploads/2012/05/37.2-Sensory-assessment-checklist.pdf


http://www.autism.org.uk/sensory##sight


http://www.autism.org.uk/sensory##sound


http://www.autism.org.uk/sensory##smell


http://www.autism.org.uk/sensory##taste


http://www.autism.org.uk/sensory##touch


http://www.autism.org.uk/sensory##balance


http://www.autism.org.uk/sensory##body


http://www.google.co.uk/url?sa=i&rct=j&q=&esrc=s&source=images&cd=&cad=rja&uact=8&ved=2ahUKEwjy__OSs6XaAhUGRhQKHamyDhkQjRx6BAgAEAU&url=http://rossendale.realtd.co.uk/local-services/national-autism-society-nas-east-lancashire-social-group/&psig=AOvVaw2omQYQ4Vk0jvIf1HB1jL2E&ust=1523095528931296
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Sight 
 
UNDER-SENSITIVE 



 Objects appear quite dark, or lose some of their features.  



 Central vision is blurred but peripheral vision quite sharp.  



 A central object is magnified but things on the periphery are blurred.  



 Poor depth perception, problems with throwing and catching, clumsiness.  
Ways you might help include the use of visual supports or coloured lenses, although 
there is only very limited research evidence for such lenses. 
 
OVER-SENSITIVE 



 Distorted vision - objects and bright lights can appear to jump around.  



 Images may fragment.  



 Easier and more pleasurable to focus on a detail rather than the whole object.  



 Has difficulty getting to sleep as sensitive to the light.  
You could make changes to the environment such reducing fluorescent lighting, 
providing sunglasses, using blackout curtains, creating a workstation in the 
classroom - a space or desk with high walls or divides on both sides to block out 
visual distractions, using blackout curtains. 
 



Sound 
 
UNDER-SENSITIVE 



 May only hear sounds in one ear, the other ear having only partial hearing or 
none at all.  



 May not acknowledge particular sounds.  



 Might enjoy crowded, noisy places or bang doors and objects.  
You could help by using visual supports to back up verbal information, and ensuring 
that other people are aware of the under-sensitivity so that they can communicate 
effectively. You could ensure that the experiences they enjoy are included in their 
daily timetable, to ensure this sensory need is met. 
 
OVER-SENSITIVE 



 Noise can be magnified and sounds become distorted and muddled.  



 May be able to hear conversations in the distance.  



 Inability to cut out sounds – notably background noise, leading to difficulties 
concentrating.  



 Do you hear noise in your head? It pounds and screeches. Like a train 
rumbling through your ears.Powell, J., in Gillingham, G. (1995), page 41 



You could help by: 
shutting doors and windows to reduce external sounds, preparing the person before 
going to noisy or crowded places,providing ear plugs and music to listen to,   
creating a screened workstation in the classroom or office, positioning the person 
away from doors and windows.  
 
 





http://www.autism.org.uk/about/strategies/visual-supports.aspx


http://researchautism.net/interventions/2/coloured-filters-and-autism/Aims%20and%20Claims


http://researchautism.net/interventions/2/coloured-filters-and-autism/Future%20Research


http://www.autism.org.uk/about/family-life/in-the-home/environment.aspx


http://www.autism.org.uk/about/strategies/visual-supports.aspx


http://library.autism.org.uk/Portal/Default/en-GB/RecordView/Index/6416
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Smell 
 
UNDER-SENSITIVE 



 Some people have no sense of smell and fail to notice extreme odours (this 
can include their own body odour).  



 Some people may lick things to get a better sense of what they are.  
You could help by creating a routine around regular washing and using strong-
smelling products to distract people from inappropriate strong-smelling stimuli (like 
faeces). 
 
OVER-SENSITIVE 



 Smells can be intense and overpowering. This can cause toileting problems.  



 Dislikes people with distinctive perfumes, shampoos, etc.  



 Smells like dogs, cats, deodorant and aftershave lotion are so strong to me I 
can't stand it, and perfume drives me nuts. Gillingham, G. (1995), page 60 



You could help by using unscented detergents or shampoos, avoiding wearing 
perfume, and making the environment as fragrance-free as possible. 



 
Taste 
 
UNDER-SENSITIVE 



 Likes very spicy foods.  



 Eats or mouths non-edible items such as stones, dirt, soil, grass, metal, 
faeces. This is known as pica.  



 
OVER-SENSITIVE 



 Finds some flavours and foods too strong and overpowering because of very 
sensitive taste buds. Has a restricted diet.  



 Certain textures cause discomfort - may only eat smooth foods like mashed 
potatoes or ice-cream.  



Some autistic people may limit themselves to bland foods or crave very strong-
tasting food. As long as someone has some dietary variety, this isn't necessarily a 
problem. Find out more about over-eating and restricted diets. 
 



Touch 
 
UNDER-SENSITIVE 



 Holds others tightly - needs to do so before there is a sensation of having 
applied any pressure.  



 Has a high pain threshold.  



 May be unable to feel food in the mouth.  



 May self-harm.  



 Enjoys heavy objects (eg weighted blankets) on top of them.  



 Smears faeces as enjoys the texture.  



 Chews on everything, including clothing and inedible objects.  
You could help by:for smearing, offering alternatives to handle with similar textures, 
such as jelly, or cornflour and water. For chewing, offering latex-free tubes, straws or 
hard sweets (chill in the fridge). 





http://www.autism.org.uk/about/health/toilet-training.aspx


http://library.autism.org.uk/Portal/Default/en-GB/RecordView/Index/6416


http://www.autism.org.uk/about/behaviour/challenging-behaviour/pica.aspx


http://www.autism.org.uk/about/health/eating.aspx


http://www.autism.org.uk/about/health/eating.aspx


http://www.autism.org.uk/about/health/eating.aspx


http://www.autism.org.uk/about/behaviour/challenging-behaviour/self-injury.aspx
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OVER-SENSITIVE 



 Touch can be painful and uncomfortable - people may not like to be touched 
and this can affect their relationships with others.  



 Dislikes having anything on hands or feet.  



 Difficulties brushing and washing hair because head is sensitive.  



 May find many food textures uncomfortable.  



 Only tolerates certain types of clothing or textures.  



 Every time I am touched it hurts; it feels like fire running through my body.  



 Gillingham, G. (1995), page 3 
You could help by:  



 warning the person if you are about to touch them - always approach  them 
from the front 



 remembering that a hug may be painful rather than comforting  



 changing the texture of food (eg purée it)  



 slowly introducing different textures around the person's mouth, such as a 
flannel, a toothbrush and some different foods  



 gradually introducing different textures to touch, eg have a box of materials 
available  



 allowing a person to complete activities themselves (eg hair brushing and 
washing) so that they can do what is comfortable for them 



 turning clothes inside out so there is no seam, removing any tags or labels  



 allowing the person to wear clothes they're comfortable in.  
 



Balance (vestibular) 



 
UNDER-SENSITIVE 



 A need to rock, swing or spin to get some sensory input.  
You could encourage activities that help to develop the vestibular system. This could 
include using rocking horses, swings, roundabouts, seesaws, catching a ball or 
practising walking smoothly up steps or curbs. 
 
OVER-SENSITIVE 



 Difficulties with activities like sport, where we need to control our movements.   



 Difficulties stopping quickly or during an activity.  



 Car sickness.  



 Difficulties with activities where the head is not upright or feet are off the 
ground.  



You could help by breaking down activities into small, more easily manageable steps 
and using visual cues such as a finish line. 
 
 
 



Body awareness (proprioception) 



 
Our body awareness system tells us where our bodies are in space, and how 
different body parts are moving.  
 
 





http://library.autism.org.uk/Portal/Default/en-GB/RecordView/Index/6416
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UNDER-SENSITIVE 



 Stands too close to others, because they cannot measure their proximity to 
other people and judge personal space.  



 Finds it hard to navigate rooms and avoid obstructions.  



 May bump into people.  
You could help by: 



 positioning furniture around the edge of a room to make navigation easier 



 using weighted blankets to provide deep pressure 



 putting coloured tape on the floor to indicate boundaries 



 using the 'arm's-length rule' to judge personal space - this means standing an 
arm's length away from other people.  



 
OVER-SENSITIVE 



 Difficulties with fine motor skills, eg manipulating small objects like buttons or 
shoe laces.  



 Moves whole body to look at something.  
You could help by offering 'fine motor' activities like lacing boards. 
 



Synaesthesia 
Synaesthesia is a rare condition experienced by some people on the autism 
spectrum. An experience goes in through one sensory system and out through 
another. So a person might hear a sound but experience it as a colour. In other 
words, they will 'hear' the colour blue.  
 



Therapies and equipment 
We can’t make recommendations as to the effectiveness of individual therapies and 
interventions or equipment. Research Autism provides free information about autism 
therapies and interventions. 
 
Music therapists use instruments and sounds to develop people's sensory systems, 
usually their auditory (hearing) systems.   
 
Occupational therapists design programmes and often make changes to the 
environment so that people with sensory difficulties can live as independently as 
possible.  
 
Speech and language therapists often use sensory stimuli to encourage and support 
the development of language and interaction.  
 
Some people say they find coloured filters helpful, although there is only very limited 
research evidence. Find out more from UK Irlen Centres.   
 
Jordans is a specialist optician which can refer people to similar practitioners in other 
parts of the UK.  
 
Sensory integrative therapy and Sensory Integration Network.  
 
Our Brain in Hand app, designed to help manage anxiety. 
 





http://www.elc.co.uk/Sew-and-Lace-Cards/112864,default,pd.html


http://www.autism.org.uk/about/strategies/before-choosing.aspx


http://www.autism.org.uk/about/strategies/before-choosing.aspx


http://www.researchautism.net/


http://www.bamt.org/


http://www.cot.co.uk/


http://www.rcslt.org/Finding_an_SLT


http://researchautism.net/interventions/2/coloured-filters-and-autism


http://researchautism.net/interventions/2/coloured-filters-and-autism/Future%20Research


http://researchautism.net/interventions/2/coloured-filters-and-autism/Future%20Research


http://www.irlenuk.com/


http://www.jordanseyes.com/


http://researchautism.net/interventions/28/sensory-integrative-therapy-and-autism


http://www.sensoryintegration.org.uk/


http://www.autism.org.uk/services/education/brain-in-hand.aspx
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Books 
 
Laurie, C. (2014) Sensory Strategies London: The National Autistic Society 
Higashida, Naoki (2014) The Reason I Jump: One boy’s voice from the silence of 
autism. Sceptre  
Grandin, T. (2006) Thinking in Pictures. Bloomsbury Publishing 
Find more in our library catalogue. 
 
Resources 
Managing sensory problems - University of Leicester video in English (also in Urdu, 
Hindi, Punjabi and Bengali).  
 





http://www.autism.org.uk/products/core-nas-publications/sensory-strategies.aspx


http://www.amazon.co.uk/The-Reason-Jump-silence-autism/dp/1444776770


http://www.amazon.co.uk/The-Reason-Jump-silence-autism/dp/1444776770


http://www.amazon.co.uk/Thinking-Pictures-Temple-Grandin-y/dp/0747585326


http://www.autism.org.uk/about/what-is/data.aspx


https://youtu.be/gLrTRUGXUz4?t=3


https://www2.le.ac.uk/departments/psychology/research/child-mental-health/res-projects/asd/understanding-autism-spectrum-disorder-asd


https://www2.le.ac.uk/departments/psychology/research/child-mental-health/res-projects/asd/understanding-autism-spectrum-disorder-asd


https://www2.le.ac.uk/departments/psychology/research/child-mental-health/res-projects/asd/understanding-autism-spectrum-disorder-asd


https://www2.le.ac.uk/departments/psychology/research/child-mental-health/res-projects/asd/understanding-autism-spectrum-disorder-asd







image21.emf

sensory environment 


audit AET.pdf




sensory environment audit AET.pdf




national autism standardsards



www.autismeducationtrust.org.uk



Supported by:



Sensory Audit for Schools and Classrooms
Devised by Ian Attfield, Amy Fowler and Val Jones



This sensory audit is to help staff to assess and create an environment that enables the participation of pupils with autism.  It does not cover all 
aspects, but gives ideas on the ways in which a setting might be altered if pupils experience sensory processing difficulties and find it hard or very 
anxiety-provoking to tolerate certain sensations or situations.



Visual



Good Practice and Evidence 
to look for 



Current Situation Possible action (if needed)



Classroom illumination is suitable for pupils 
with autism.
•	 Fluorescent lights are regularly 



checked and changed. (Flickering 
lights can be very disturbing.)



•	 The effects of light coming into the 
room through blinds and creating 
distracting patterns are minimised



•	 Light reflecting on objects such 
as metal or shiny surfaces in the 
classroom is minimised.



The classroom is orderly and not cluttered 
so that pupils can make sense of the 
environment.
•	 The impact of wall displays is 



considered. (Busy and cluttered wall 
displays can be distracting).



•	 Designated areas for specific activities 
to give clarity to the classroom 
organisation.



•	 Pupils have the opportunity to work at 
a workstation to focus their attention, if 
necessary











national autism standardsards



www.autismeducationtrust.org.uk



Supported by:



Noise and sounds



Good Practice and Evidence 
to look for 



Current Situation Possible action (if needed)



Sounds from classroom equipment are kept 
to a minimum.
•	 Televisions, videos, audio systems, 



lights and computers are switched 
off when not in use to avoid a mains 
hum.



There are strategies in place to reduce 
noise when rooms are in use.
•	 Classrooms are carpeted to lessen 



noise created by the movement of 
people, chairs and desks.



•	 The acoustics of the gym, dining hall 
and hall are checked and modified to 
lessen echo



•	 Hallways are carpeted to lessen the 
noise created by movement through 
the corridors.



Sounds from outside the classroom do not 
cause problems within classrooms.
•	 Windows are suitably soundproofed 



so that the noise of passing traffic is 
not a nuisance



There are agreed strategies in place when 
noise becomes too much for individual 
pupils.
There is a quiet room available which 
provides a calm place for pupils to relax.
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Supported by:



Good Practice and Evidence 
to look for 



Current Situation Possible action (if needed)



Pupils are warned if a loud noise or bell is 
going to sound.
•	 Strategies are put in place to support 



pupils who find loud noises or fire 
bells very difficult to tolerate.



Smell



Pointer Current Situation Possible action (if needed)



Smells within the classroom are kept to a 
minimum.
•	 The smell of paints, glue, clay and 



cleaning fluids is minimal.
•	 Staff are aware that the smell of 



perfumes and deodorants may be 
distressing.



•	 Staff are aware that pupils may react 
to the smell of others.



Smells from outside the classroom are 
monitored and reduced, where possible
•	 Alternative toileting arrangements are 



allowed (e.g. possible use of staff or 
disabled toilets).



•	 The smell of cooking from the cafeteria 
or food technology rooms is reduced.











national autism standardsards



www.autismeducationtrust.org.uk



Supported by:



Touch and feel



Pointer Current Situation Possible action (if needed)



Uncomfortable clothing (seams, inflexible or 
itchy fabrics) is avoided, where possible, 
unless there are safety issues
•	 Variations of the school uniform offer 



enough flexibility to enable pupils to 
be able to wear clothing they find 
comfortable.



•	 Willingness of the school to adapt 
the school uniform (e.g. wear a 
sweatshirt, a necktie loosely or one 
that pins on).



Alternative arrangements are made for 
pupils who find writing to be physically 
painful or difficult.
•	 Willingness of the school to allow 



some work or homework to be typed.  
•	 Possible use of an ‘Alpha Smart’, IPad 



or laptop for written work



Seating is comfortable.
•	 Padding is used to make hard chairs 



more comfortable.
•	 Pupils are allowed to sit on carpet 



squares if the floor is not carpeted.
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Supported by:



General sensory issues



Good Practice and Evidence 
to look for 



Current Situation Possible action (if needed)



Pupils are encouraged to let others know 
if they are finding a sensory aspect of the 
environment distressing.
•	 Pupils know that they can speak to 



someone about concerns. 
•	 Pupils have a designated person or 



mentor to talk to.



Pupils are relaxed when moving through 
corridors. (Pupils can become anxious 
in busy corridors due to noise, dislike of 
crowds and worry about being touched).
•	 Pupils are allowed to leave the 



classroom slightly earlier or later 
than peers to avoid noisy corridors/
crowds.



Classroom organisation takes into account 
the individual needs of pupils.
•	 Classroom organisation and individual 



seating plan takes into consideration 
individual sensory concerns (e.g. A 
pupil with a fascination with light 
reflection does not sit by the window).



•	 Pupils who become anxious by the 
close proximity of others are allowed 
ample space around their seat
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Supported by:



Good Practice and Evidence 
to look for 



Current Situation Possible action (if needed)



Dinner halls and queuing systems do not 
cause distress (due to the noise levels, 
smells and crowds).
•	 Pupils are allowed to enter the dinner 



hall before or after peers to avoid 
queuing and crowds.



•	 An adult or buddy may escort a pupil 
to and within the dinner hall



A system of support is available for pupils 
experiencing sensory overload.
•	 Learning breaks are allowed when 



necessary
•	 There is a designated place and 



a clear system/routine for pupils 
to follow if they feel they need to 
withdraw due to sensory overload to 
‘chill out.’
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1  



SSeennssoorryy  PPrroocceessssiinngg  CChheecckklliisstt  



Completed by teacher and parent together 



Child’s name:                    Age in years and months:  



Parent:                                                                       Teacher: 



School:                     Date:  



 



Indications of sensory overload   
                         



 
Observed: 
Often  Sometimes  Not   



 
Poor concentration in the classroom 



 
 
 



 
Can’t get started on written tasks or can’t continue tasks to completion 



 
 
 



 
Hides, eg under tables, or did so as younger child  



 
 
 



 
Tries to leave the classroom 



 
 
 



 
Finds it hard to sit still, physically very restless  



 
 
 



 
Has meltdowns or shows agitation in the classroom 



 
 
 



 
Difficulties tuning in to whole class instructions 



 
 
 



 
Doesn’t want to go into assembly or into hall for lunch 



 
 
 



 
Stays on the periphery in the playground or runs round incessantly 



 
 
 



 
Poor organisation  



 
 
 



 
Works significantly better outside of the classroom or with an adult  



 
 
 



 
Gets more tired than other children 



 
 
 



 
Poor sleeping 



 
 
 



 
Can’t bear supermarkets, shops or crowds 



 
 
 



 
Doesn’t like family gatherings 



 
 
 



 
Is easily over excited 
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2  



 



Tactile sensitivities 



 
Observed: 
Often  Sometimes  Not 
 



 
Strong dislike of certain textures on hands or face  



 
 
 



 
Insists on wearing the same clothes every day 



 
 
 



 
Complains about labels  or seams or the feel of certain clothes 



 
 
 



 
Wants to stay in same clothes all day long eg pyjamas or track suit 



 
 
 



 
Unaware of heat, cold or pain 



 
 
 



 
Can’t bear having hair washed or the shower or bath, or did so when younger 



 
 
 



 
Problems when has to have a hair cut or did so when younger 



 
 
 



 
Unaware when hands dirty 



 
 
 



 
Wants to wear coat or fleece inside school or to keep the hood up 



 
 
 



 
Likes  bedding to be heavy 



 
 
 



 
Picks or scratches at skin, self harms 



 
 
 



 
Likes to be hugged tightly 



 
 
 



 
Likes to be rolled up in something, eg bedclothes 



 
 
 



 
Insists on doing buttons or zips right up to the neck 



 
 
 



 
Likes to sit with back pressed against something hard 



 
 
 



 
Restless on chairs or carpet in school 



 
 
 



 
Likes to stroke or touch certain textures 



 
 
 



 
Likes to have something to fiddle with 



 
 
 



 
Other 
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Vestibular system - balance 
                         



 
Observed: 
Often  Sometimes  Not   



 
Moves awkwardly 



 
 
 



 
Rocks when sitting or standing 



 
 
 



 
Likes to spin or jump up and down 



 
 
 



 
Extremely restless, always on the go 



 
 
 



 
Constantly fidgets 



 
 
 



 
Difficulties with stopping neatly or changing direction 



 
 
 



 
Difficulties with the physical aspects of sport 



 
 
 



 
Doesn’t like swings, slides or playground equipment, or didn’t when younger 



 
 
 



 
Prefers head to be in upright position 



 
 
 



 
Other 



 
 
 



 



Taste sensitivities 
                         



 
Observed: 
Often  Sometimes  Not   



 
Won’t eat certain foods, very fussy eater 



 
 
 



 
Refuses to try new food,  insists on eating the same food 



 
 
 



 
Has to keep all foods on the plate separate and not touching 



 
 
 



 
Has to eat food in certain order 



 
 
 



 
Can’t bear toothpaste 



 
 
 



 
Likes to lick objects, surfaces or people 



 
 
 



 
Baulks or gags with certain food textures or did when younger 



 
 
 



 
Other 
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Proprioceptor sensitivities – body awareness 
                         



 
Observed: 
Often  Sometimes  Not   



 
Clumsy, bumps into things 



 
 
 



 
Doesn’t understand personal space 



 
 
 



 
Difficulties with fine motor skills eg doing buttons, manipulating small objects 



 
 
 



 
Handwriting difficulties 



 
 
 



 
Drops or spills things 



 
 
 



 
Difficulties getting round classroom spaces 



 
 
 



 
Other 



 
 
 



 



Visual sensitivities 
                         



 
Observed: 
Often  Sometimes  Not   



 
Blinks, rubs or covers eyes, or hits own eyes 



 
 
 



 
Difficulties with depth perception eg catching or throwing balls 



 
 
 



 
Likes to keep hood over head 



 
 
 



 
Puts head down  



 
 
 



 
Fascinated by shiny things or bright lights 



 
 
 



 
Gets engrossed in looking at particular things, doesn’t seem to hear when doing so 



 
 
 



 
Likes to look closely at certain objects, twists them in front of eyes etc 



 
 
 



 
Fascinated by things that spin, likes to spin things 



 
 
 



 
Concentrates better in rooms without fluorescent lighting 



 
 
 



 
Other 
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Odour  and smell sensitivities                    



 
 
Observed: 
Often  Sometimes  Not   



 
Likes to sniff things or people 



 
 
 



 
Dislikes smell of shampoo, toothpaste 



 
 
 



 
Says  feeling sick but can’t explain why 



 
 
 



 
Complains that other people have a smell 



 
 
 



 
Dislikes particular rooms or areas in school though might be able to explain why 



 
 
 



 
No sense of smell, even own body odours 



 
 
 



 
Dislikes some materials used in school such as paint, glue sticks 



 
 
 



 
Other 



 
 
 



 



Auditory sensitivities 
                         



 
Observed: 
Often  Sometimes  Not   



 
Puts hands over ears  



 
 
 



 
Doesn’t like hand driers, vacuums cleaners etc or didn’t when younger 



 
 
 



 
Complains of other people making sounds nobody else has noticed 



 
 
 



 
Can hear sounds from a distance 



 
 
 



 
Little eye contact when spoken to, listens better when not making eye contact  



 
 
 



 
Suddenly makes noises or makes repetitive noises 



 
 
 



 
Own voice is too loud  



 
 
 



 
Doesn’t like singing or music 



 
 
 



 
Other 
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Kyle has behaviour problems. He works 



at most for about twenty minutes then 



starts to leave his seat to wander about 



the room and ignores directions to 



return. He becomes more and more 



non-compliant, might hide under the 



table, then shouts that he is leaving 



and goes out of the room. He hides 



under coats or sits in the cloakroom 



and won’t come back. The TA has to 



coax him in and then he still won’t do 



his work. The other children are very 



wary of these meltdowns. 



About Sensory Processing Difficulties 



Sensory processing describes the way our brains manage the non-stop information sent by 



our senses. For most children this is an automatic process which enables them to filter and 



prioritise the most relevant information. They can do so because they have developed sensory 



integration, meaning that their senses work together smoothly. 



Children with sensory processing difficulties are likely to have an Autism Spectrum 



Condition. Their greatest difficulty in school is general sensory overload. They struggle to 



relate together the information from their different senses. For example where most children 



can filter out the background noise of the classroom, to sensory sensitive children this might 



sound as though loud sounds were coming directly into their ears from headphones. They also 



find it hard to use more than one sensory channel at a time, such as when they need to avoid 



eye contact in order to hear better when spoken to.  



Sensory overload is not always easy to identify and 



understand. It can seem instead that the child has learning 



issues, is not motivated, does not want to work 



independently, or has emotional and behavioural 



difficulties. Sensory overload is the impact of the daily 



classroom buzz: children moving about, background 



conversations, the hum and flicker from artificial lighting, 



lots of colourful visual displays, bright computer screens, 



the whiteboard, changes of activity.  In this sensory-rich 



environment children with sensory processing difficulties struggle to filter and prioritise 



information and they can’t articulate why it is so 



stressful.  



Sensory overload should be explored when a child 



appears at one extreme passive or confused and 



has an inconsistent performance, or at the other 



extreme has meltdowns and behaviour issues.   



Use the Sensory Processing Checklist.  This is 



best completed together with the child’s parent or 



carer, because they will have a wealth of 



information not known to school, such as 



sensitivities to clothing or food. Having this bigger 



picture helps to understand the child better. 



The strategies suggested in the following pages can 



be used to write a Sensory Plan. This should be put in place for one term before consulting 



outside agencies. Options for advice are shown on the resources map overleaf.  



Connor doesn’t get down to any 



written work. He seems to have 



understood the instructions and 



can tell me what he has to do but 



just sits there doing nothing. I 



have to keep going over to him 



every few minutes to keep him on 



task. His reading and spelling are 



good but he is just not achieving. 
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Resources Map 



When the Sensory Plan has been in place for a term and further issues are 



highlighted then consult:  



 



                                                     



 



 



 



 



 



 



   



 



    



 



        Community Paediatrician 



            Further assessment 



                    Advice   



 
Books 



 
Websites 



Sensational Kids – L Miller & D Fuller www.skybadger.co.uk/toys 



Living Sensationally – Winnie Dunn www.specialdirect.com 



The Sensory Team Handbook – N Mucklow www.tts-group.co.uk 



Sensory Integration and the Child – Jean Ayers www.spacekraft.co.uk 



The Out of Sync Child – C Kranowitz 
 



www.rompa.com  



 Occupational 
Therapist 



Sensory diet 
Specialist advice 



 



Autism Team 



Specialist advice 



Individual work with child 



Staff training 



Educational Psychologist 



 Consultation and assessment 



Staff training 





http://www.skybadger.co.uk/toys


http://www.specialdirect.com/


http://www.tts-group.co.uk/


http://www.spacekraft.co.uk/


http://www.rompa.com/
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Strategies for Sensory Difficulties 



Sensory Overload   



 Provide an organised individual work station which the child can use whenever they want 



 Use pop up partitions or privacy boards around the work station, keep visual stimulation to 
the barest minimum and the work station de-cluttered – see internet sites 



 Site the work station somewhere quiet with natural lighting, use places outside of the 
classroom if necessary 



 Use In and Out trays for the day or lesson’s activities, with cards showing each stage of the 
task 



 Use visual timers for every activity and have a visual timetable 



 Provide individual adult support to help with focus and ideas generation  



 Re-arrange the classroom so that moving around is easy to negotiate 



 Have a quiet area in the classroom and for younger children try a small sensory hideout/tent 
– see internet sites 



 Have a chill out room in school with a relaxing ambience and low level stimulation  



 Pattern the day with movement breaks. Have 5 minutes of large movements at least twice a 
day and plan these into the child’s timetable because it is so calming 



 Agree a visual sign for the child to use to indicate feelings, such as a feelings thermometer or 
a five point scale with visual gradations of feelings, so that the child can produce this signal 
when stressed 



 Agree a plan with the child to avoid meltdown such as a time out card, going outside for 
large movement activities, using the chill out room, working on computer 



 Allow the child to enter school earlier or later than other children, to avoid sudden sensory 
overload from crowds and movement 



 Make alternative arrangements for playtimes and lunchtimes so the child can remain 
indoors and occupied  



 



Tactile Sensitivities  



 Provide something to fiddle with or for younger children a soft toy to stroke 



 Remove labels from clothing  



 Allow wearing T-shirts inside out for PE to avoid seams 



 Consider allowing alternatives to complete school uniform eg allow jackets to be fully zipped 
up, no tie, polo shirts  



 Give warning when going to touch the child 



 Use special cushions to sit on – see internet sites 



 Use only soft touch clothing 



 Allow wearing outdoor clothing indoors or use weighted clothing 



 Use a weighted cushion over the legs – see internet sites 



 Use weights in pockets, go for walk with weighted rucksack 



 Provide a feely bag of objects which sooth the child 
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Vestibular Sensitivities    
 



 Trampolining  



 Sitting and lying on large therapy ball and rolling back and forth – see internet sites 



 Balancing on a wobble board or a beam – see internet sites 



 Bike riding 



 Rocking equipment 



 Use of swings, roundabouts and seesaws 



 Teach the layout of the playground in sections and show how to run around each one  



 Hopscotch, hopping 



 Bouncing balls, throwing and catching  



 



 



Taste Sensitivities 
 



 Go along with taste preferences, never withhold food, allow the child to control  



 Take things slowly, think months rather than days 



 Make a list of the kinds of foods preferred by the child, their textures, flavours, smells, 



colours and temperatures, then introduce other foods of similar textures, flavours, smells, 



colours and temperatures 



 Don’t trick the child, always explain about new foods or food arrangements 



 Make new foods more acceptable by telling the child that eg it is covered with ketchup, and 



gradually reduce the amount of ketchup 



 If lumps and chewing are a problem, mash or puree food 



 Alter the appearance and presentation of preferred food to get the child used to variety in 



how food looks 



 Make new food more acceptable by using food colouring or using unusual temperatures or 



textures for new foods 



 Desensitise by telling the child that a tiny amount of new food has been mixed in, then 



gradually increase the amount 



 Desensitise over a number of weeks by placing small amount of new food on table but no 



pressure to eat, then use step by step approach over days and weeks to: bring the food 



closer, child to touch it,  smell it,  lick, then single taste without swallowing, and finally  



eating 



 Try bargaining: one mouthful only of new food followed by favourite food 



 Use social stories and modelling 



 Check whether eating arrangements are an issue – eg too socially demanding or noisy or the 



chair is uncomfortable  



 Check out your child’s nutrition with your GP - children can still be healthy when not eating a 



variety of food so a change of diet may not be necessary at all 
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Proprioceptor Sensitivities   
 



 Have daily timetabled breaks for large movement exercises because these calm the child 



and improve concentration 



 Do heavy muscle work such a star jumps, arm circles, running, hula hoops, push ups against 



a wall, crawling  



 Give fidget toys  



 Use a special cushion for sitting 



 Experiment with deep pressure vests – see internet sites 



 Child to carry weights such as a stack of books for 20 minutes while walking  about 



 Teach the one arm’s length rule for personal space 



 Do fine motor activities such as threading and lacing 



 At home use heavy bedding 



 Do deep massage to shoulders and arms if the child can tolerate this 



 Use firm hugs and holding if the child can tolerate this 



 



 



Visual Sensitivities   
 



 Have an individual work station with blank background or low visual stimulation  



 Use natural light or low lighting 



 Locate work station where there is no peripheral movement 



 Place things at eye level 



 Avoid using lots of gestures when talking to the child   



 Experiment with coloured overlays for reading 



 Do tracking exercises to support eye movements for reading 



 Practice catching and throwing to improve depth perception 



 



 



Smell and Odours Sensitivities  
 



 Talk about odours with the child and find out which smells can’t be tolerated 



 Remember to ask about odours when the child is behaving in an unusual way 



 Take the child on an odour journey through the school to find out where the unpleasant 



sensitivities are located, including the toilets 



 Be aware of your perfume and cologne smells  



 Allow the child to sniff things 
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Auditory Sensitivities   
 



 Locate individual work station in a quiet place 



 Don’t insist on eye contact– it’s easier to listen when not having to look because of sensory 



interference from the visual channel 



 Use visual supports for information because auditory information is more difficult to process 



 Speak clearly  using short, simple grammatical structures 



 Avoid moving hands when speaking to the child 



 Take the child on an auditory journey of the school to find out which places are the most 



stressful 



 Desensitise difficulties over assembly through a step by step approach which gradually 



builds up being in assembly all the time – this might be a lengthy process 



 Allow child not to attend lessons such as singing and music if necessary 



 Use MP3 player with personal headphones to listen to calming music 



 Use of ear plugs 



 Arrange for lunch in a quiet place 



 Have alternative arrangements for playtimes, allow child to be indoors instead 



 Prepare child beforehand for noisy situations 



 Keep doors and windows shut    



 



 



 



 



 



 



   



       



 



                                                                                                                                                       



The Sensory Friendly School 



Take a sensory journey around the school and find out where: 



- There is a great deal of noise and activity 



- There are crowds and unpredictable movements 



- There are areas which are always calm and quiet 



- The light is intrusive 



- There is a lot of visual stimulation on the surfaces 



- The lighting is low and natural 



- There are enclosed stress-free spaces 



- There are strong odours 



- Visual stimulation is reduced 



 



-  
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Tell Me About the Story: Comprehension Strategies for 
Students with Autism       By: Paula Kluth  



 
 



Reading comprehension is often a concern for the teachers of students with autism. 



The comprehension strategies described in this article may help some students gain 



comprehension skills and improve their ability to read and communicate about 



written material. 



Many a teacher has asked a student to "tell about the story" only to be met with a 



blank stare. This may be particularly true for students with autism. Some students 



with autism simply do not have the communication skills to be able to answer the 



question, others don't know how to communicate the information they do have, and 



still others don't understand enough about the story to respond. 



Reading comprehension is often a concern for the teachers of students with autism. 
Many teachers tell me that their students with autism can read but that "they don't 
understand anything." It is always tricky to respond to such statements as many 
students with autism do understand what they read but cannot effectively express 
what they know. That is, some students with autism only appear incapable of 
comprehending text. Because students with autism have movement and 
communication differences, they may struggle to answer questions and express 
ideas in traditional ways. Some students might be unable to "find" the words needed 
to answer comprehension questions (or any question for that matter). Others may 
know the words but be unable to answer questions when directly asked to do so. It 
may be hard for some teachers to understand that a student could fluently read a 
text, know exactly what it means, and be unable to communicate that information. 
And those who do understand these gaps may be stumped at how to engineer other 
ways to help the student show what she knows. 



If a teacher is confused about a student's ability to comprehend, he or she should 
give the students many ways to demonstrate understanding. When asking 
comprehension questions, teachers may want to try the following strategies: give 
students plenty of time to answer (even a minute or more); say the questions and 
present them in written form; or let the student write their answer or circle it rather 
than saying it. The teacher might also try approaches that make the interaction more 
informal and less direct. Some learners are more successful when questions are 





http://www.readingrockets.org/articles/by-author/62596








asked using a funny voice or foreign accent or when a prop such as a puppet or 
microphone are used in the lesson (Williams, 1996). 



If students seem completely unable to answer comprehension questions, teachers 
might offer other ways to show understanding. They might ask students to draw or 
point to pictures (which may also be challenging for students with autism), use signs, 
gestures, or pantomime to "illustrate" a scene from a book, make diorama of a key 
scene, or create a collage or painting related to the text. 



If a teacher uses all of these strategies and still cannot assess a student's 
comprehension, the student should not lose access to books, reading, and 
opportunities to learn academic content. Students with autism often demonstrate 
understanding in their own way. For instance, a high school teacher who works with 
a young man with significant disabilities, began reading him Thinking in 
Pictures(Grandin, 1995), the autobiography of a woman with autism. Before he was 
introduced to the book, the student was able to remain seated for no more than 
fifteen minutes at a time (for reading purposes or for any activity). When the teacher 
read him a book on autism, however, the student sat rapt for more than fifty minutes. 
The teacher reported that she had never seen him sit so still or so quietly. The 
teacher interpreted this behavior to mean that he was interested in and able to 
understand the text. She then chose other books to read to the young man and 
found that the student had a similar positive reaction to other texts she chose- 
especially those related to autism and disability studies. While she continuously 
worked to assess his comprehension of the text, the student did not lose access to 
books while she searched for new ways to learn about what he understood. 



But what about those students who do need comprehension support? Having shared 
some information about students who know more than they can demonstrate, it must 
be acknowledged that many students with autism (and those without) need help 
comprehending text (Rosinski, 2002). Students with autism, for instance, may have 
problems making predictions; visualizing the events of a text; and identifying a 
purpose for reading. As one mother learned, some students with autism also have a 
hard time separating main ideas from details: 



In fifth grade my son was assigned to write a paper on Benedict Arnold. When I 
looked at his rough draft, I noticed that he had included all of the important facts 
about Arnold's life except for one - the fact that he had betrayed the Revolutionary 
Army to the British for 10,000 pounds and a commission in the Royal Navy! I asked 
him whether he hadn't left out something important, to which he replied, "But all of it 
is important!" (Rosinski, 2002) 



The following comprehension strategies may help some students gain 
comprehension skills and improve their ability to read and communicate about 
written material. 



Build background knowledge 



Student comprehension can also be boosted when the teacher helps the learner 
build background knowledge. Many students with disabilities, in particular, need this 











type of support as these learners are often excluded from the very activities that help 
students build background knowledge (e.g., socializing with peers, field trips). 



Presenting background information related to the focus topic can help students 
better understand the text. For example, teachers might show students a movie 
related to the text, tell the learner a story related to the text, or help the student 
create connections between his or her experiences and the topic of the text. The 
teacher might also: 



 brainstorm with the learner and write ideas on chart paper 
 share personal stories on the topic 
 ask questions about the topic 
 make connections between the topic and a student's special interests 
 share other books related to the text 



Perhaps the most significant support that can be offered is to include the student in 
the typical routines and activities of school life. Students will build "background 
knowledge" daily when they are included in the social life (e.g., recess, art class, 
locker routines) and the academic life of the school (e.g., math class, orchestra, 
academic clubs) and when their instruction is provided alongside their same-age 
peers. 



Think aloud 



To boost comprehension, teachers can help students monitor their own 
understanding as they read. One common strategy teachers often use in a whole-
class format is the think-aloud (Harvey & Goudvis, 2000). A think-aloud involves the 
teacher reading a text to the class and modeling his or her own comprehension 
strategies such as asking questions, making inferences, determining importance, 
and making connections to personal background knowledge. The text or selected 
passage should contain information, concepts, and words that students may find 
difficult. The students should be encouraged to read the passage silently as the 
teacher is reading aloud. 



A teacher might start reading a book by saying, "The title of the book is Running for 
Class Presidentso I think it will be about kids being involved in student council or 
some kind of student government. When I look at the picture on the cover, I think 
maybe the main characters will be a boy and a girl. The cover has a picture of a 
classroom, so I think a lot of this book will take place in a school." 



Teachers may even write their thoughts on chart paper so students can see and 
hear the process. 



Drama 



Comprehension can also be bolstered when teachers teach a story or a piece of text 
using drama. A teacher might have students act out parts of a textbook or a passage 
in a short story.This technique is often used in lower grades, but it can be very 
effective in both middle school and high school classrooms as well. When students 
with autism study literature in the upper grade levels, they may have some difficulty 











understanding the motivations of characters in a story. This problem occurs because 
some of these learners have difficulty identifying and articulating emotions in certain 
contexts. Watching peers act out scenes from literature can help students with 
autism and others pair dialogue with appropriate facial expressions and voice tone. 
These scenes, therefore, can help learners better understand the meaning of the 
story. 



Teachers may choose to use different types of drama for different lessons. 
Pantomime (Keefe, 1996), dramatic reading, and full-story performance are all types 
of drama that can be used in the classroom to enhance student comprehension and 
enjoyment. 



Reciprocal teaching 



Students can also be asked to help each other understand text. Some teachers ask 
learners to engage in "reciprocal teaching" (Palinscar & Brown, 1984). Reciprocal 
teaching is essentially a dialogue that takes place between teachers and students. 
The dialogue is structured by the use of four strategies: summarizing, question 
generating, clarifying, and predicting. The teacher and students take turns assuming 
the role of teacher in leading this dialogue. 



Once students are comfortable with the strategies, they are invited to become "the 
teacher" and conduct reciprocal teaching dialogues with new material. At this point 
the teacher's role shifts from providing direct instruction to facilitating student 
interaction, monitoring progress, and providing feedback. As students become more 
skilled with the strategy, they can work in pairs or small groups to coach one 
another, ask questions, summarize, predict, clarify, and think aloud about what they 
are reading. 



All students, but particularly those with autism, may need to see this strategy 
modeled more than once. Since students with autism are typically quite visual, the 
teacher may consider videotaping a reciprocal teaching lesson and allowing 
individual students to take the tape home for viewing. 



Retelling 



Some learners may "fail" comprehension assessments because, in part, they are 
uncomfortable with the direct nature of question/answer interactions. For this reason, 
some students may respond well to the retelling strategy. Retelling is a 
comprehension strategy as well as a tool for assessment. 



A retelling is done by the reader after he or she has read or heard a story. The 
student is asked to "tell everything" he or she can about story or text. Retelling 
reinforces story structure and the language and imagery used in the text and 
provides more information about a reader's understanding than comprehension 
questions or other traditional assessments. By repeating the story with one's own 
words, a student can learn to attend to the story elements during the initial reading 
and gain strategies for organizing his or her own thinking. 



To help struggling readers engage in retelling the teacher might: 











 model the strategy 
 have other students model the strategy 
 allow the student to doodle or draw part of the retelling 
 give the student illustrations or photographs to use in the retelling 
 give the student specific strategies to use in retelling 
 encourage the student to take notes or draw pictures during the initial 



storytelling 
 allow the student to type or write the retelling if this is easier 
 allow small groups of students to retell a story together 
 have the student retell the story by completing a story map or other graphic 



organizer 



 



Taken from 
http://www.readingrockets.org/article/tell-me-about-story-comprehension-strategies-
students-autism 
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This guide outlines some suggestions to help parents limit the risk of their child 
having negative experiences online and understand what action can be taken if 
they do. This guide also suggests some resources that will help children get the 
most out of the Internet at home and in the community. The guide will present 
some case studies of actual experiences people with learning disabilities and 
autism have had online and learning points that can be taken from these 
experiences.



What is in this guide?



1. Making your home Internet safe
2. Making mobile Internet safe
3. Preparing your child to use the Internet
4. Risks: Dealing with cyberbullying
5. Risks: Privacy and preventing grooming
6. Risks: Antisocial behaviour and criminal activity
7. Risks: Spending money online
8. Benefits: Exploring special interests and learning tools
9. Benefits: Extended social networks and access to peer support
10. Benefits: Communication tools.



Introduction



Families of children with disabilities often use the Internet as a key tool to keep 
them informed about their legal rights, appropriate treatments and services that 
might be available for their families. Parents often seek advice and support from 
online networking groups and forums and these can help us shape our plans for 
ensuring our children get the support they need.



Use of the Internet is on the increase with 19 million households in Great Britain 
having an Internet connection in 2011. This represented 77% of households.1  
As a society we shop online (in 2011, 32 million people (66% of all adults) 
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purchased goods or services over the Internet2 ), socialise online (91% of 16 – 24 year olds use 
social networking sites3 ) and learn online.



Increasingly, children and young people are learning and socialising using online resources. Many 
children with special educational needs are supported to use information technology in schools 
to allow them to access their education more successfully. Children use the Internet to do their 
homework, to play games and to socialise with their peers.



‘My son who is 9 spends almost all of his time online gaming or creating, or lately doing a bit of coding. All 
self-taught and self-managed. He is home educated and apart from reading, this is his education. He has 
autism and we want him to learn via his passions and interests. The Internet is his life and offers him fun, 
friendship, education, challenge and importantly, communication. I regularly thank my lucky stars that 
he was born in this era. Sometimes it seems the web or certain aspects of it and its constantly evolving 
games were made for a neurodiverse world.



I worry, as he gets older, about what he’ll find as his searches widen but there is software I can install that 
will keep his imagination able to run free but protect him from the darker sides. The education needs to 
be for parents in how to allow freedom with appropriate protection.’



‘My son is 14 with Asperger’s. He socialises online, makes friends across the world, chats directly to 
them using head phones, exchanges badinage online, plays interactive games...the vast majority of his 
socialising is online, and here he is a normal, witty, fully accepted member of society.
 
He learns online and now knows much more about international politics, history, geography and religion 
than most adults. He learns far more effectively online than he does at school, and he has information far 
beyond the limited syllabus at school. 
 
The downside is that the online world, although it is a real world, is more alluring than face to face 
interaction with people. It is hard to get him to leave this comfort zone and walk the dogs in the sunshine 
or talk to his peers. Online he is relaxed and happy. Outside any number of unexpected stressors may 
appear. It is the very limited, confined nature of the online world and the quiet room which are its 
attractions. Online is safe.



I have no worries about him being groomed, he has a mind of his own, and there is no chance of him 
setting up an inappropriate meeting - he wouldn’t make it to the meeting point without my help. 



The light is a problem, focusing on only one distance for hours at a time cannot be good for his eyes, 
but also looking into a backlit bright computer screen late at night will be reducing or suppressing the 
melatonin in his body and making sleep harder. He has melatonin prescribed, but I would like to get him 
off it earlier at night, and not to watch the television, which has the same effect.
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It is possible that he may be building up future repetitive strain injuries from long use of the computer 
without rest breaks. This is a relatively unknown area, but the continuous tiny movements are likely to be 
putting a strain on his tendons and muscles. He prefers to squat on his chair while online, which may be 
an unconscious strategy to help reduce strains.
 
In the holidays he can be online for hours and it is certainly an addiction. We try to get him to do homework 
first thing at weekends, because once he is online we have lost him, and he will be irritated if pulled off, 
and rushing through work so that he can return. However normal boys often display these traits in their 
concern to get out playing football with their mates. I used to disappear into books for hours in a similarly 
addicted way as a child, blanking out the world around me, walking into lampposts on my way to school 
because I read as I walked.’



 
There are real benefits to young people with learning disabilities and autism using the Internet 
to support learning and social interaction. Increasingly the Internet caters for children and young 
people with learning disabilities and autism through using accessible design and simplified 
language, as well as instantly available video clips. For children with complex needs these can 
provide wonderful opportunities for learning. 



‘Wow, how did you know the capital of Scotland was Edinburgh? I said to my son doing some geography 
homework. “Because the Chuckle Brothers went there, of course, don’t you know anything?” he replied. 
Sometimes I just love You Tube. It is amazing how many old episodes featuring the Rotherham duo not to 
mention, Pink Panther, Scooby Doo and a host of others have informed his education. And where would 
we be without Annoying Orange? For someone with such a restricted diet thanks to some unfathomable 
sensory issues, he is able to name an incredible range of fresh produce and other food he would not 
normally come into contact with.’



Young people with autism and other communication disorders often find Internet communication 
easier than face to face communication. 



On the Internet peoples use of consistent and easily recognisable emoticons replaces the need 
to decode people’s body language, facial expressions and vocal tone that can be problematic in 
personal communications.



Internet-learning provides opportunities for learning through repetition that supports children 
who take longer to learn new things and embeds the learning they do in the classroom by 
undertaking activities as many times as they need to, in order to consolidate their learning.



Alongside the many benefits to children and young people there are also a number of risks. With 
access to technology comes the potential for cyberbullying, online grooming and risk of exposure 
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to inappropriate content.  This is a risk for all children and young people using the Internet but 
the risk can be more profound for young people with a learning disability as a result of increased 
vulnerability, tendencies towards obsessive compulsive behaviour and social naivety. One example 
of this is that pupils with Special Educational Needs (have a learning difficulty or disability) are 16% 
more likely to be persistently cyber bullied over a prolonged period of time.4



‘As my main difficulty is verbal communication, the Internet opened up a whole new world for me. I am very 
articulate when typing so I found it much easier to have conversations online than in real life. I started using 
chat rooms and online communities in order to share my special interest in a particular TV show. I even 
created my own website and forum for the show and got emails almost every day from fans all around the 
world. It made me feel like I was a part of something and that people cared about my opinions. In reality I 
only had a couple of friends at school and was constantly picked on and ridiculed so the Internet was an 
escape. I could be myself online. Nobody could see my communication difficulties or my lack of fashion 
sense. 



I left school at 17. Not having many people to talk to I again turned to the online community to find 
information. I found lots of friendly people, willing to help me understand myself a bit better and interested 
in what I had to say about my experiences. Without the Internet I would have felt much more alone. 



As well as online communities and forums, email has been a massive help to me. While in the past I was 
forced to talk to people in person or on the phone, since my teenage years I have found email a much more 
accessible form of communication. I can think about what I want to say and have time to process rather 
than thinking on the spot. Having records of email conversations helps me reflect on what has been said, 
something I find very hard to do with verbal information. I have managed to communicate better with 
professionals, such as my college lecturers, GP, counsellor and autism services using email. In the past I 
would have had to rely on other people to help me communicate. Email gives me more independence. 



When I was a teenager social networking sites were just beginning to gain popularity and at school there 
was a competitive edge to the number of ‘friends’ everyone had on their online profile. Not having many 
friends in general I was one of the few who had the least number of online friends. I was often teased 
about this and although I tried not to let it bother me it still wasn’t very nice. It was almost like a permanent 
reminder that I wasn’t popular and couldn’t make friends easily.’



1. Making your home Internet safe



The Internet contains a wealth of images, video and information. Much of it is positive, but there is 
also content that is not appropriate for children to see. There are a number of things parents can do 
on home networks to make it as safe as possible.
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Keep computers in family rooms
Most Internet safety guidance suggests that one of the most effective ways of ensuring that the 
content your child views is appropriate is to place the computer in a family room with the screen 
facing into the room.



Install Internet filters
Internet filters are software which are designed to control what content a user can see. It is used to 
restrict material delivered over the web. 



Install child-friendly browsers 
Child-friendly browsers automatically filter results that are adult in content.



Protect against viruses
Computer viruses are a small piece of software that can damage your computer. Anti-virus software 
should be installed.



Install parental guidance locks on popular sites
Most browsers and video playback sites have the capacity to lock adult content and prevent it from 
being viewed through the use of a pin code.



Prevent postural problems
Set up your computer area in a way that encourages your child to sit in a beneficial position, and 
demonstrate how you expect them to sit.



Resources to make your home Internet safe



The following sites provide advice and guidance:



Internet filters



Get Netwise - http://www.kids.getnetwise.org/tools/
Website which supports parents to choose tools to filter the content their child can receive and 
identify child friendly web browsers and software that can contribute to keeping children safe.



UK Safer Internet Centre - www.saferinternet.org.uk 
This site contains advice on how to use the Internet and new technologies safely and responsibly 
as well as a range of practical resources, news and events focussing on the safe and responsible use 
of the Internet and new technologies.



5
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Child-friendly browsers



Kid Surf - http://www.kid-surf.com/ 
KidSurf is Internet browser software designed especially for children 3-8 years old.  KidSurf is a free 
download and only allows children to access sites online that have been pre-approved.



Yahoo! Kids - http://kids.yahoo.com     
Yahoo! Kids is an environment where children can surf, play, learn and also chat online in a 
monitored environment.  Please bear in mind that this site was built and is edited in the USA 
therefore the content and some of the spellings are US-centric.



Ask Kids - http://www.askkids.com/  
Ask Kids is a search engine for children, similar to Yahoo! Kids.



Google Family Safety Centre - www.google.co.uk/familysafety 
Google Family Safety Centre provides parents and teachers with practical tools to help them 
choose what content their children see online. Look out for the video tips on how to set up safe 
searching on Google and YouTube. 



KidZui - http://www.kidzui.com/
KidZui is designed for children between the ages of 3 and 12 years old. Rather than using filters, 
KidZui trains and enlists parents and teachers to search out content that is appropriate for children 
even if it was not designed expressly for children. 1  Websites that have been reviewed and approved 
by KidZui can carry a KidZui seal of approval that indicate the site’s content is appropriate for 
children.1 Websites that carry the seal agree to abide by KidZui’s content guidelines.



Protection against viruses



Microsoft Security Essentials- http://windows.microsoft.com/mse  
Microsoft provides excellent free antivirus software. 



BBC -http://www.bbc.co.uk/webwise/guides/virus-protection 
This BBC page gives basic guidance on how to protect your computer against viruses and 
recommends a variety of free anti viral software.



Install parental guidance locks on popular sites



Websites designed for a range of age groups that contain adult or disturbing content should have 
a capacity for blocking certain content using a pin. Normally this capacity can be found by entering 
the help/guidance/support/safety centre pages from the home page. 
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Online Television Locks



The following links will take you to the parental locks pages of terrestrial English channels.



http://www.bbc.co.uk/guidance/
http://www.itv.com/Help/videoguidancehelp/default.html
http://www.channel4.com/static/global/html/parentalContent.html
http://www.channel5.com/help/can-i-restrict-which-programmes-my-children-have-access-to



Advice on setting up your computer and minimising risk of postural and vision problems



http://www.kidsandcomputers.co.uk/computer-use-your-childs-posture.html
http://www.netc.org/earlyconnections/primary/health.html
http://www.nhs.uk/Livewell/workplacehealth/Pages/laptophealth.aspx
http://www.allaboutvision.com/parents/children-computer-vision-syndrome.htm 



2. Making mobile Internet safe



These days the Internet isn’t only available at home or in school but also through Internet enabled 
devices such as phones, tablets and gaming devices.



According to Ofcom, nearly three quarters (72%) of parents in the UK with a child aged 5-15 are 
concerned that other people could locate their child through their mobile phone using location-
based services.



The UK Safer Internet Center – http://www.saferinternet.org.uk/advice-and-resources/parents
The UK safer Internet center has a guide for parents around how to set safeguards on these devices. 



Vodafone Parent’s Guide - http://parents.vodafone.com/
Provides information about how to apply Internet safety strategies to mobile phones and 
handheld devices and how to manage excessive use of the new technologies. This includes 
information around GPS tracking systems and their advantages and risks and how to manage these. 
 
N.B Each of the mobile networks have their own Internet safety pages. You can find these through 
your search engine.



Ofcom - www.ofcom.org.uk 
Information about online access on mobile devices, games consoles and portable media players. 
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Childnet - http://www.kidsmart.org.uk/downloads/mobilesQ.pdf
Provides a guide around what questions to ask when buying a mobile phone with Internet access 
for your child.



3. Preparing your child to use the Internet



There is a great deal of guidance available on how to support your child to use the Internet safely.



Common guidance includes:



•	 Establish ground rules with your child about how they can use the Internet, when and for 
how long.



•	 Talk to your child about the kind of things it is ok to look at. A basic rule could be if I won’t 
let you watch it on television, it’s not ok to search for it online.



•	 Ensure your child knows to come to you or another trusted adult if they see something that 
upsets them.



•	 Talk to your child about what it is and isn’t ok to tell people about themselves online. 
Encourage your child to use an online nickname and avatar and to tell you if anyone 
requests their real name, photos or information about where they live or go to school.



•	 Agree that if your child receives an email with an attachment that they will talk to you 
before they open it.



•	 Talk to your child about rules for being polite. These are equally important in online 
communication as in person.



If you want to personalise rules for your child, there are accessible Internet pledge resources to 
download for free at: http://www.netsmartz.org/SpecialNeeds.  



Resources to support your child to use the Internet safely



There are a lot of resources online that are intended to support parents to help their children to 
use the Internet safely. The resources below are divided into resources for parents and children 
and young people. All the resources listed for children are moderately accessible but are rated 
according to the age range the site is aimed at and how easy the site is to use.



Resources for parents:



UK Safer Internet Centre - www.saferinternet.org.uk
This site contains advice on how to use the internet and new technologies safely and responsibly 
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as well as a range of practical resources, news and events focusing on the safe and responsible use of 
the Internet and new technologies.
 
Childnet International - www.childnet-int.org 
A non-profit organisation working with others to help make the Internet a great and safe place for 
children.  



Digizen - www.digizen.org
A site about recognising and dealing with online hazards, setting up safe profiles on 
social networking sites and understanding how to manage personal information. 



Direct Gov-http://www.direct.gov.uk/en/YoungPeople/HealthAndRelationships/Bullying/index.htm
Offers information and advice for parents and children and young people on cyberbullying. 



Resources for children:



Thinkuknow - www.thinkyouknow.co.uk
This site by the Child Exploitation and Online Protection Centre (CEOP) provides the latest information 
on the sites young people like to visit, mobiles and new technology. Resources are targeted for different 
age groups; 5-7 years, 8-10 years and 11-16 years. There is also a ‘parent/carer’ and ‘teacher/trainer’ 
section. Resources include sing along safety video, Hectors World Safety button to report worrying 
images and a wide variety of activities and resources.



Super Club Plus - http://www.scplus.com/d/who-are-we
Super Club Plus is a paid for children’s networking site. This community provides young children with 
an environment where they meet friends and create their own personalised content, web pages 
and clubs. They connect with other children in forums, win awards and badges and participate in 
challenges and competition. The site provides support from trained and police checked mediators.



PlayStation - http://www.ps-playsafeonline.com/uk/home/
This site provides games and activities to support children to stay safe while playing games online.
 
Safe Surfing with Doug - http://www.disney.co.uk/DisneyOnline/Safesurfing
Interactive site aimed at helping young children understand how to stay safe online featuring 
characters from Disney’s cartoon Doug.



Woogi World - http://www.woogiworld.com
In this site primary aged children can play games, learn about basic Internet principles and chat safety. 
The controlled environment limits sharing of personal information and gives parents access to chat 
logs. Both free and fee-based services are available.
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4. Risks: Dealing with cyberbullying



‘Online I think it is much easier for people to be nasty, because they can’t see the consequences...The 
things that they write – if it was in a letter it would be hate mail, but because it’s an email it doesn’t seem 
to count. A lot of people see it just as an inevitable part of being on the Internet.’ 5



‘The Internet has had many positives effects on my life, especially on my teenage years and one particular 
positive was that it helped my social awareness. The main positives were through research and finding 
supportive information about what Asperger’s was and how it affects people’s lives, as support was 
limited for teenagers about their diagnosis so the Internet was my only means. I was still very wary and 
the school librarian helped me find safe websites to enter.  



As for social communities or online discussion boards, I read many but never joined in a lot of them until I 
found them to be safe. The first autism friendly sites I found were those linked to local support groups, e.g. 
PHAD a local support group for people with high-functioning autism. Although I spoke to the lady once or 
twice in person, I found their online resources less socially awkward. As I grew confident with this site I joined 
a few chat communities that I was told about through sites linked to the National Autistic Society and a 
local college. The main positives were those secure sites specifically designed for those with special needs. 
 
Although I had many positives with the Internet, it didn’t start this way and with every positive 
came a negative.  Although I was able to gain some supportive information from autism specific 
sites and communities, which were meant to be safe for all, were not so friendly for me. For the first 
four to five years of using email my inbox, both home and school, were full of hate mail and death 
threats. The only way I could use these safely was through logging on as someone else e.g. the 
school librarian.  It got so bad that I never did anything online that wasn’t research or autism 
related and my parent worried that everything I did online was about with people with autism. 
 
My older sister created many social community pages for me which I rarely entered because when I did 
I had threats from those who didn’t know me. I didn’t want to ever try these again but knew I had to try 
and improve my social awkwardness.  At 18 I reset my Bebo, then Facebook and started using my MSN 
again. Any negative comments or bullying got deleted and reported and eventually they stopped. Once 
again people started to see me as me and I was able to gain courage to post stuff about myself and 
photos without fear. As for autism and special needs communities, those sites that have been created 
safely with monitoring and rules have been so helpful in building my confidence but a few do still let in 
some negative cyber bullies. Now I just read those sites without posting anything.’
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In 2008 the Department of Children, Schools and Families estimated that up to 34% of 12–15 year 
olds had been cyber bullied. 6 In addition pupils with Special Educational Needs, (have a learning 
difficulty or disability) are 16% more likely to be persistently cyber bullied over a prolonged period 
of time.7



The Government offers the following ‘cyberbullying code’ as advice to parents on how to respond if your 
child is being bullied online or through other technology. 8



Keep the evidence
Keeping the evidence of cyberbullying is helpful when reporting an incident and may help in identifying 
the bully. This means keeping copies of offending emails, text messages or online conversations.



Reporting cyberbullying
There are a number of organisations that can help you if you need to report incidents of cyberbullying:



• The school: 
If the incident involves a pupil or pupils at your child’s school, then it is important to let the school know. 
All schools have a legal duty to have measures in place to support the person being bullied and to apply 
disciplinary sanctions to the pupil doing the bullying. Schools are increasingly updating these policies 
to include cyberbullying.



• The provider of the service: 
Most service providers have complaints and abuse policies and it is important to report the incident to 
the provider of the service – i.e. the mobile phone operator (e.g. O2 or Vodafone), the instant messenger 
provider (e.g. MSN Messenger or AOL), or the social network provider (e.g. Bebo or Piczo). Most responsible 
service providers will have a ‘Report Abuse’ or a nuisance call bureau, and these can provide information 
and advice on how to help your child.



• The police: 
If the cyberbullying is serious and a potential criminal offence has been committed you should consider 
contacting the police. Relevant criminal offences here include harassment and stalking, threats of 
harm or violence to a person or property, any evidence of sexual exploitation, for example grooming, 
distribution of sexual images or inappropriate sexual contact or behaviour.



Cyberbullying advice and resources for parents:



Family Lives - http://familylives.org.uk
Family Lives has a specialist advice sheet on cyberbullying and children with special needs, plus 
a number of briefings available on podcast and video. They also have a parent helpline 0808 800 
2222.
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National Autistic Society (NAS) - http://www.autism.org.uk/bullying
The NAS has information on its website to support parents of children who are being bullied. They 
also have a helpline for parents 0808 800 4104.



Respect Me - http://www.respectme.org.uk/Checklist.html
Respect me has a useful checklist for parents and carers of children who are being bullied online 
in Scotland.



Bullies Out - www.bulliesout.com
Web-based information and practical advice for children, young people and adults in Wales.



Education Support for Northern Ireland - www.education-support.org.uk
Web-based information for parents, students and teachers about bullying and other issues.



Kidscape - http://www.kidscape.org.uk/cyberbullying/index.asp
Provides advice and support to parents of children who are being bullied. They also have a parents 
helpline 08451 205 204. The website also contains the government’s guidance to schools on how 
to prevent cyberbullying amongst their pupils.



Anti-Bullying Alliance – www.anti-bullyingalliance.org.uk
The Alliance brings together over 60 organisations into one network with the aim of reducing 
bullying. Their website has a parent section with links to recommended organisations who can 
help with bullying issues. The anti- bullying alliance includes several disabled children’s charities, 
and has a history of providing inclusive support and guidance.



Cyberbullying support for children:



Beat Bullying - http://www.beatbullying.org/dox/resources/online-resources.html
If your child is being bullied online they can access CyberMentors through Beat Bullying. 
CyberMentors is a safe social networking site for peer mentoring. Young people experiencing 
bullying and cyberbullying can log on and get immediate support from another young person.



ChildLine - www.childline.org.uk
ChildLine is a confidential counselling service for children and young people. They can contact 
ChildLine about anything - no problem is too big or too small. You can phone ChildLine on 0800 
1111, send them an email, have a 1-2-1 chat or send a message to Ask Sam. You can also post 
messages to the ChildLine message boards or text them. 



Digizen - http://www.digizen.org/resources/digizen-game.aspx
Online game for young teens to support them to understand what actions they can take about 
cyberbullying.
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Mencap - http://www.mencap.org.uk/campaigns/take-action/our-other-campaigns/dont-stick-
it-stop-it
Mencap’s helpline can provide advice and support to young people with learning disabilities who 
are being bullied and their parents 0808 808 1111.



5. Risks: Privacy and preventing grooming



‘My son doesn’t use the Internet to chat or use Facebook etc because he doesn’t have the capacity to 
make judgements about sharing inappropriate information and as he can be (and has been) quite easily 
manipulated by boys in school I’ve made the decision to avoid problems by not allowing him on any chat 
or Facebook sites.’



Protecting children’s privacy online is key to avoid receiving inappropriate images, requests and 
content from people they meet online. One third of 9-19 year olds who go online at least once a 
week report having received unwanted sexual (31%) or nasty (33%) comments via e-mail, chat, 
IM (instant messenger) or text message. Only 7% of parents/carers think their child have received 
such comments.9 We often think our children are more aware of the need to keep personal 
information personal than they are. Forty-nine percent of children say that they have given out 
personal information; only 5% of parents/carers recognise that this may be the case.10



Protecting Privacy and Online Safeguarding Advice and resources for parents



Connect Safely - http://www.connectsafely.org/
Provides online advice for parents about technology and how to use it safely. Particularly useful 
is the downloadable parent’s guide to Facebook. There is also a forum for parents to share 
experiences, knowledge and tips around protecting children online.



Child Exploitation and Online Protection (CEOP) Centre - www.ceop.police.uk. 
The CEOP Centre is the UK’s national police agency set up to tackle online child sexual abuse. If 
you are worried about someone’s behaviour towards a child, online or offline, you can report this. 



Virtual Global Taskforce (VGT) - www.virtualglobaltaskforce.com 
The Virtual Global Taskforce is made up of police forces around the world working together to 
fight online child abuse. The objectives of the VGT are: to make the Internet a safer place; to 
identify, locate and help children at risk; and to hold perpetrators appropriately to account. This 
site provides advice, information and support to both adults and children to protect themselves 
against child sexual abusers. It also provides information on how to report inappropriate or illegal 
activity with or towards a child online.
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IWF - www.iwf.org.uk
The IWF was established in 1996 by the Internet industry to provide the UK Internet hotline for 
the public and IT professionals to report criminal online content in a secure and confidential way.



6. Risks: Antisocial behaviour and criminal activity



‘I’m worried that my son will see things I don’t think he’s ready for. I don’t want him being exposed to 
pornography and for me to have to explain to him what it is, and the difference between that and real life. 
He is so easily influenced, he copies things he sees on TV and on the Internet, it’s really difficult to know 
how to make sure he only sees things that are age-appropriate. I remember the ‘Happy Slapping’ thing a 
few years back and I can imagine him doing that, if he thought it was normal and ok.’



‘Watching my daughter watch the riots on television was terrifying, she thought it looked so exciting. We 
are lucky because we don’t live in the city – but it made me really aware that if she got an invitation to go 
to something like that locally, online or on her phone- she would try to go. She is very easily led and so 
anxious to please her friends I worry she’d get into real trouble.’



In recent years some larger news stories have been about people with learning disabilities and 
autism or social communication disorders using the Internet to take part in illegal activity.



In 2009 newspaper headlines were dominated by Gary Mckinnon’s appeal against extradition to 
the US for hacking into 97 US government computers, including those of Nasa and the Pentagon, 
during 2001 and 2002, on the grounds of his autism.  McKinnon states he was not intending to do 
any criminal damage but instead was researching his special interest – alien sightings.



In the August riots of 2011, two-thirds of the young people who were arrested and charged were 
classed as having some form of special educational need. 11 Communication and co-ordination of 
rioting activity took place using social networking sites and Instant Messaging services.



Resources to support responsible use of the Internet and technologies



The resources outlined in making your home Internet safe will allow you to set limits around times 
your child can use the Internet and sites they can access. These resources also provide information 
on tracking your child’s Internet use. In response to parent’s feedback around concerns about use 
of BBM (BlackBerry Messaging) in the 2011 riots we have included information about removing 
BBM from your child’s phone.
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That’s not cool - www.thatsnotcool.com  
This gives the tools to help young people think about what is, or is not, okay in their digital 
relationships. This website is aimed at young people 11+.



e-how - http://www.ehow.com/how_8282771_remove-bbm-blackberry-desktop-manager.html
This site talks you through how to remove Blackberry Messenger from your child’s phone.



7. Risks: Spending money online



‘He cannot use it without my setting everything up first currently. But he can accidentally spend money 
on subscription services that come up in ads on a tablet computer. I have had to restrict him to using 
the laptop so he can’t do that whilst gaming. A tool to block those kinds of adverts would be helpful. Or 
better instructions on how to password protect payments that are made directly to your bill.’



The resources listed in the section ‘Making your home Internet safe’ explain how to set up guest 
profiles on your computer so that your child doesn’t get access to your online payment accounts.



The resources below address how to limit risk of unauthorised spending on particular systems and 
sites;



•	 Apple iOS (e.g. iPhone, iPad, iPod Touch) -
Understanding restrictions 
http://support.apple.com/kb/HT4213



Disable the purchase function 



Another option is to disable the in-app purchases function on your Apple device. To do this, go to 
‘Settings’, select ‘General’, tap ‘Restrictions’ and select ‘Enable Restrictions’. Here you must create a 
unique four-digit passcode, then scroll down to ‘Allowed Content’ and turn off ‘In-app Purchases’. 



•	 How to restrict in-app purchases for iOS Android/Windows Phone devices-
How to Disable In-App Purchases 
http://www.techlicious.com/guide/how-to-disable-in-app-purchases/ 



•	 Xbox –
Xbox 360 console parental controls http://support.xbox.com/en-GB/billing-and-subscriptions/
parental-controls/xbox-live-parental-control
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•	 Playstation-   
Using the parental control settings http://manuals.playstation.net/document/en/ps3/3_15/
basicoperations/parentallock.html



•	 Nintendo –
Nintendo DSi & Nintendo DSi XL - Settings - Parental Controls
http://www.nintendo.com/consumer/systems/dsi/en_na/settingsParentalControls.jsp



8. Benefits: Exploring special interests and learning tools



‘My son uses emails to communicate with me...so sometimes I get ones that say, ‘Your horrible you 
shouted and scared me’ or when he went through a stage of not allowing any kisses he would email me 
kisses or just telling me he loves me!



He showed no interest in learning to read but about a year ago he suddenly started to read fluently. The 
only thing I can think of is using the lap top suddenly gave him a reason to learn and he has a reading 
age of about 10yrs now!



He still has very strong obsessions...currently Harry Potter, I use the lap top as an incentive to behave, 
never as a punishment so he has a set time and earns more time according to behaviour...just 1 minute 
so it takes a lot to earn half an hour. 



The Internet is the most powerful tool I have, never ending!’



Safe places to search for your special interest



‘My son is able to research any new fascinations. His latest one is sheep. He has decided to be a shepherd 
and has found out all about medicines, farming, different type of sheep and wool, geography etc. 
Anything that gets him reading and talking is great.’



Hopefully if you have made your home Internet safe your child will be able to explore their 
particular interest safely. However for younger children it might be worth pointing them towards 
one of these browsers.



CBBC - www.bbc.co.uk/cbbc/search
A site designed to teach younger children about some of the pitfalls of the Internet in a fun-way; 
using cartoons, quizzes and games, as well as supporting them to find age appropriate games and 
information.
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Yahoo! Kids - http://kids.yahoo.com
Yahoo! Kids is an environment where children can surf, play, learn and also chat in a monitored 
environment.  



Ask Kids - http://www.askkids.com/
Ask Kids is a search engine for children, similar to Yahoo! Kids. 



9. Benefits: Extended social networks and access to peer support



‘Our son, who has Asperger’s Syndrome, has found great benefits from the Internet.  He can spend happy 
‘down-time’ researching his special interest, which brings him enormous comfort, pleasure and relief 
from the stresses of living with Asperger’s.  More recently, as an adolescent, he has begun to use social 
networking as a means of developing and maintaining friendships which he would find very hard to do 
in a full-on, face-to-face way.  This has led to him going out and socialising!’



Online networks 



Talk about Autism - http://www.talkaboutautism.org.uk
An online community for parents, carers, professionals and adults with autism.



We are Autism – www.weareautism.org.
US based social network for people with autism and their friends and family.



Wrong Planet – www.wrongplanet.net
US based web community for people with autism, including discussion forum, blogging function 
and access to articles.



Club Penguin - www.clubpenguin.com  
Club Penguin is designed by Disney for 6-14 year olds.   It is a safe virtual world where 
children can play games and interact with friends.   Every message in the chat room is 
filtered to allow only pre-approved words and phrases and block attempts to communicate 
a phone number or other personally identifiable information.   They also employ on-site 
staff to monitor activity and chat, receive reports of misconduct and provide personalised 
player support.   Players who engage in inappropriate behaviour can be silenced or banned. 



Hectors World - www.hectorsworld.com
A site designed for 5 to 7 year olds.  Like Club Penguin it is a safe virtual world where children can 
interact with each other online.  It also has a number of cartoons which teach younger children 
how to use their computers safely.
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10.   Benefits: Communication tools 



‘Helps him to learn and understand. He needs repetitive visual and audio information to absorb and 
understand everything. So, we help him find web pages, YouTube clips, and educational games that 
he can watch/do over and over again until he eventually remembers it. We have used it for literacy, 
numeracy, science, history, geography and general knowledge. If he wants to know something...we say 
“Ooooh! Let’s go and ask Google! It’s a useful tool and enables him to find and learn about stuff he’s 
interested in. Also has definitely helped with his hand/eye coordination, confidence and self esteem.’



Ability Net provides a number of factsheets (http://www.abilitynet.org.uk/athome_factsheets) 
about assistive technology:



•	 Voice recognition 
http://www.abilitynet.org.uk/content/factsheets/pdfs/Voice%20Recognition%20
Software%20-%20An%20Introduction.pdf



•	 Customising your computer 
http://www.abilitynet.org.uk/myway/



•	 Autism and computing 
http://www.abilitynet.org.uk/content/factsheets/doc/Autism%20and%20Computing.doc



•	 Free accessibility resources 
http://www.abilitynet.org.uk/content/factsheets/doc/Factsheet_icthub_webaccessibility.
doc



•	 Funding for adapted technology 
http://www.abilitynet.org.uk/content/factsheets/doc/Funding%20for%20an%20
Adapted%20Computer.doc



•	 Keyboard and mouse alternatives 
http://www.abilitynet.org.uk/content/factsheets/doc/Keyboard%20and%20Mouse%20
Alternatives.doc



•	 Specific adaptations for people with learning disabilities 
http://www.abilitynet.org.uk/content/factsheets/doc/Learning%20Difficulties%20
and%20Computing.doc
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Practical advice and teaching activities to help educators explore e-safety with young  
people with autism spectrum disorders in Key Stage 3 and 4.  



The STAR Toolkit has been developed by Childnet in partnership with Leicester City  



Council’s Building Schools for the Future programme, with input and support from three 



schools in Leicester. The guidance aims to equip, enable and empower educators with the 



relevant knowledge they need to support their learners with autism spectrum disorder (ASD) 



when they are online. 



By speaking to thousands of young people, parents and educators annually, we recognise 



that technology and the internet offer fantastic opportunities for young people, equipping 



them with the tools to learn, communicate and play. However, alongside these benefits 



there are many risks that young people with ASD may be more vulnerable to, including  



conduct towards others, cyberbullying, contact by strangers, trustworthiness of information 



and people online and exposure to inappropriate content. 



This guidance will increase the knowledge and expertise of school staff in relation to internet 



safety practice, particularly in understanding and managing potential risks. It will also help 



and offer suggestions on how to promote a positive, fun and safe experience for learners 



with ASD.  



Each of the 4 sections, which make up the STAR programme, have been developed from 



information gathered by teaching practitioners who work directly within this sector and the 



key areas of concerns they imparted. All sections feature the concept of friendship and have 



an onus of finding the balance between online and offline interaction.  



 



 



 



 



 



 



The aim of this guidance is to assist teachers in educating their pupils about the internet and 



to safeguard them against the dangers that a young person may come across. In this guide 



you will find the key messages that you will need to communicate to your pupils, and  



coupled with that are a few teaching methods in how you can do this.  



These suggestions may not be suitable for your class, so please do adapt and use this 



guide as a building block for educating your pupils in the best way that you know how to do. 



We want your help to build this toolkit to better provide for young people with ASD so we 



have created a forum for you to share your experiences using the toolkit and any adapted 



resources or ideas that you have used. 



SAFE - Keep your personal information safe 



TRUST - Not everything online is true 



ACTION - Always stop and tell someone if anything upsets you online 



RESPECT - Be kind online 
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http://www.childnet.com/resources/star-toolkit/forum


http://www.childnet.com/resources/star-toolkit/safe
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http://www.childnet.com/resources/star-toolkit/respect


http://www.childnet.com/resources/star-toolkit/safe
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Keep your personal information safe



The internet is a wonderful place to share information and photographs, it’s a place to  
communicate with friends, to discover new information and to play games. Whenever a 
young person is interacting online they need to always think at the back of their mind, who 
am I sharing my personal information with? There are types of information that is not  
appropriate to share with everyone online (eg. with strangers), and there is other information 
that one can freely share with anyone. It is challenging for learners with autism spectrum 
disorder (ASD) to differentiate between what information is OK to share online, and what  
information is not OK to share. 
 
Due to the vast range of platforms young people might be using on the internet (for  
example, online games, social networking sites, online forums) it’s imperative that we are 
reinforcing the message to young people about where they could be sharing their personal 
information and how not to do it. If they wouldn’t give away certain information to a stranger 
on the street, then they should not be delivering this piece of information to someone they 
don’t know online either. In the same way that they shouldn’t give out their personal  
information to a stranger on the street, they need to be mindful about what information 
they’re sharing about themselves and with whom.  
 
The internet does come with an added ambiguity however, as we are aware that a lot of 
young people are using the internet to communicate with people they don’t know. Young 
people with ASD need to be supported in some way to differentiate not only what a stranger 
is online, but also what personal information is. 
 
This section has been developed to help generate discussions about what  
personal information is and how to keep it safe. 



 
Personal information includes full name, home address, the name of your school and  
passwords. Sometimes, young people are unaware that they are sharing personal  
information on social networking sites and games forums for example. Make sure you  
discuss with your pupils what services and social networking sites they may be using to find 
out whether they are using platforms to share information.  
 
If you know that your pupils are sharing personal information on social networking sites (for 
example, Facebook, Twitter, Instagram), familiarise yourself with that service’s privacy  
settings and show your pupils how to implement these themselves. 



  What is personal information? 
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Young people love to share content online. Whether that is information about themselves or 
of others, it’s really important that they understand what they’re sharing online and how it 
can impact themselves and their friends.  
 
For example, if they are posting a photograph they need to make sure they’re asking the 
question – ‘am I sharing any personal information in this photograph?’ If it is a photo of 
themselves or their friends in school uniform, or outside a recognisable location (eg. their 
school) then they could be sharing more information about themselves than they think. All of 
these photographs is them delivering some kind of personal information. It’s also important 
to mention that young people should ask the permission of their friends before posting any 
personal information about them online, and to respect that friend’s decision if they do not 
grant permission.  
 
You can read more advice on being kind online in the ‘RESPECT’ section of this guidance. 



  Sharing content online 
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Not everything online is true



The internet provides access to potentially limitless information on a huge range of topics. 
Be it searching for information related to a school homework topic, browsing websites for 
content about their favourite hobby, keeping up to date with news or sport or discovering 
something new, the internet can be a very exciting place for young people to explore. The 
huge rise in popularity of social networking sites, services and apps also now presents 
young people with an increased freedom about who they can connect and communicate 
with online. 
 
However, this increased freedom also presents a number of challenges in regards to the 
reliability of content found online. These challenges are faced by anyone using the internet 
but are sometimes magnified for young people with autism spectrum disorder (ASD) who 
may find it difficult to critically evaluate information they find online. The main challenge  
concerns reliability; both of information and other users. 



The internet is an invaluable tool for young people to find information and content that  
increases their knowledge, understanding and skills across a range of subjects and topics. 
For anyone searching for and accessing information online, there is always a judgement 
they have to make about whether the information they are presented with can be trusted. 
This can be a difficult one to make for any online user, but becomes especially problematic 
for young people with ASD who may take anything presented to them literally and may not 
recognise the need to be critical of what they read or see. 
 
Content online can be in the form of text, images/graphics, photos, videos or audio/music. 
Any site online could present a biased view or seek to misinform users, and this can present 
problems for some young people with ASD if they do not question the information they find 
there. When searching for information on a homework topic, a popular site for many young 
people is Wikipedia; an online encyclopaedia that allows any internet user to edit the  
entries. This allows users to keep articles up to date or improve the work of others, but it  
also presents opportunities for mistakes to be made, information to be deleted or false/
biased information to be added to mislead readers. Other sites where users can post their 
own answers, opinions or thoughts in response to a question can also be subject to bias. 
 
Some forms of bias that exist in information found online can potentially be more harmful 
than someone getting their facts wrong or posting the wrong information. Some sites and 
services may contain content that is extremist in nature, or content that promotes hurtful or 
harmful behaviour e.g. pro anorexia comments and photos or pro suicide discussions. 



  Reliability of information 











 
 



 
 



 



For some young people with ASD it is likely that they will always take content literally,  
regardless of messages to the contrary! However the following advice can be used to  
discuss the concept of reliability of information and also provide them with practical  
strategies they can follow whenever searching for information online. By following some of 
these strategies they can increase their chances of finding more reliable information: 



 Remind young people that every person has a different opinion or belief. As almost 
everything online is created by someone, what they share and how they share it may 
be personal to the person who wrote it. Some discussion with young people may also 
be needed if they perceive everything others have written to be incorrect because it 
doesn’t match their own beliefs and opinions. 



 Encourage young people to always check at least three websites when searching for 
information. If the facts don’t match up between the sites, then they may need to  
explore more websites to continue to check the information. 



 Remind young people that books in school and in their local library are still excellent 
sources of information.  



 Asking other people for help when they are searching for information is also a good 
step. Encourage them to ask you, their parents, siblings or friends to check what 
they’ve found and let them know if they are on the right track. 



 Helping young people improve their search skills when using search engines such as 
Google, Bing and Yahoo can also help them develop greater independence in finding 
the sites most likely to provide trustworthy information. Please see an excellent and 
detailed blog post by Ken Corish on how to get the most out of search engines 
(particularly when searching for images) . 



 Work with your pupils to create a list of trusted sites they can explore to find  



information on school topics and other topics they have a personal interest in. This list 
could be displayed in the classroom or saved as a favourites or bookmark list in the 
web browsers they use at school. These lists could also be circulated on the school’s 
website so pupils and parents and carers can refer to them outside of school.  



There are now a huge number of ways in which a young person can interact with other  
users online. This could be via a social networking site, an online discussion board or forum, 
instant messaging, video chatting services or through chat channels while playing an online 
game. For young people with ASD this can provide positive opportunities to communicate 
with others, without some of the complexities of offline social interactions that they may find 
challenging (e.g. eye contact, tone/volume of voice, gestures and non-verbal cues). 



  Advice 



  Reliability of other internet users 
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Many sites and services allow other users to be added as friends to contacts list, and the 
use of the term ‘friend’ and the idea of friendship online are concepts that are important to 
explore with young people. This is in order to help them recognise the differences between 
online and offline interactions, and the risks associated with them. 



 
 
 
 



 
In the same way that information online may not always be trustworthy, it is important to 
make pupils aware that not all users are trustworthy or truthful in the things that they share 
online. People can remain anonymous or create a different identity on the internet and so 
text, photos and even live video are not a guarantee of a person’s identity. Even when  
chatting face to face on video chat, a user could stream recorded footage of someone else 
rather than show themselves. For young people with ASD, they may not recognise the facial 
or non-verbal cues that might suggest that the video footage is not live. 
 
When it comes to questioning the information we find online we can employ different  
methods to check its reliability. However when it comes to checking the reliability of what 
someone has shared about themselves there is no tried and tested way to prove (or  
disprove) them.  
It is therefore important to help young people realise that people they only know and have 
met in an online context are still strangers, regardless of how friendly they appear or how 
much they have shared about themselves. In the same way that we should not tell a 
stranger on the street our personal information (e.g. full name, telephone number, home  
address etc.) we shouldn’t share these things with an online stranger either.  
 
It is highly likely that young people will interact with other users via sites, services and 
games during their time online so always advise them that if they are adding users to a 
friends/contacts list, they should only add people that they already know offline. 
Please make use of the messages and activities from ‘SAFE’ when it comes to personal  
information and follow this up with the advice in ‘ACTION’ which explores the idea of telling 
someone. 



 
The free nature of many sites, games and apps often means that advertising will often  
appear while using the service. Pop up adverts and windows have long been a strategy 
used to display adverts on computers and are becoming increasingly common when using 
free games or apps on a smartphone or tablet. For a young person with ASD, distinguishing 
between pop up adverts and other messages that actually require attention or action can be 
challenging and there may be the temptation to click on all pop ups to see where they lead. 
 



  Further information and advice 



  Pop ups and in-app purchases 
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With both free and paid games on smartphones, tablets and video game consoles, there 
has also been a shift towards in-app purchasing, which is buying extra features or content 
within the game by using real world currency. For example, purchasing virtual bananas for 
your pet monkey in an app which uses the credit card information stored on the  
account.  For many young people, it’s challenging for them to recognise that purchases 
made in a game may relate to using real money. This means that they could freely charge a 
number of virtual items to a credit card if a game has encouraged them to do so. 



 
 
 
 



 Encourage pupils to stop and tell someone if a message appears on the screen that 
they are unsure about. That person can then help them to decide if the message is an 
advert or another type of content. 



 It is important to discuss with pupils that there are adverts on the internet, in the same 
way as they see adverts on the TV, at the cinema and in magazines etc. Make it clear 
that these adverts can sometimes be trickier to spot or understand. Exploring the  
persuasive language that adverts use (perhaps as part of work in literacy lessons) can 
sometimes help young people look out for those words and phrases online and  
potentially recognise some adverts. 



 We remind young people that if something sounds too good to be true then it probably 



is! For many young people with ASD this message may not be suitable, but you can 
discuss some adverts in terms of a cause and effect relationship: 



 
 e.g. an advert says ‘You’ve won a brand new laptop! Click here to receive it’.  
 
 Discuss with a young person whether they have entered a competition to win a laptop. 
 If they haven’t then they can’t have won it! Does entering a competition always mean 
 we will win? If you did win, how might the organisers get in touch with you (e.g. email, 
 letter, phone call)? 



 Make pupils aware that things can be bought on the internet through websites, apps 
and games. The things that we buy may be physical things that are then delivered to 
us, or digital items we can download or access online. Encouraging them to look out 
for symbols that indicate money (such as £, $ and € symbols) can help them recognise 
when something has to be paid for online. 



 Inform parents and carers to that any devices or accounts that their children are using 
may store payment information at the point of when they were set up. They need to 
make sure that the account is set up with a password that must be entered before  
anything can be purchased. This can ensure that young people do not inadvertently 
buy in-game content and charge it to a credit card.  



  Advice 
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Always stop and tell someone if anything upsets you online



The internet offers a wealth of opportunity and enjoyment to young people, be it for  
discovering new information, communication, recreational purposes, or learning. Many 
young people with autism spectrum disorders are no exception when it comes to internet 
use. However, the areas of risk that each will face can differ greatly due to the broad nature 
of the autistic spectrum. It is likely that there will be safety issues and support will be needed 
to promote safe use of the online world. 
 
This section has been developed to guide you through the process of encouraging your  
students to take positive action if something or someone upsets them online, and in turn to 
stop what they are doing online and to have the courage to tell a trusted adult.  
 
The 3 main areas we cover during this section include Cyberbullying, Inappropriate Content 
and Online Grooming. You will find supporting advice for each issue, together with  
suggested teaching activities and helpful links.   



 
Cyberbullying includes things such as sending hurtful text messages or emails, or setting up 
a hate group on a social networking site. Images and text messages can be circulated very 
quickly and widely on the internet which makes it very hard to combat cyberbullying. Being 
cyberbullied can be very distressing for a young person and sometimes they don’t know 
who it is that is bullying them.  



 
 
 
 



 
What to do if a pupil comes to you having experienced cyberbullying: 



 Support the person being bullied and give reassurance that they have done the right 
thing by telling someone about the incident. 



 Refer to any existing pastoral support or procedures that are already in place within 



your school or organisation and inform parents or carers. 



 Make sure you are familiar with your school’s policy on bullying, as cyberbullying 
should be dealt with in the exact same way. 



 Discuss and draw up a plan of action with the young person involved. 



 Work closely with the young person involved to ascertain the support they need and to 
agree on a course of action. This enables the young person to feel in control of the 
process. 



  Cyberbullying 



  Advice 











 
 



Next steps - how to create your plan of action:  



 Advise your pupil to save the evidence and not retaliate. Advise them how they can 
block people and how to use their privacy settings.  



 Take action to contain the incident when content has been circulated. Steps may  
include: 
 asking the person responsible to take the content down; 
 reporting the content online yourself 
 contact the UK Safer Internet Centre’s helpline for professionals 
 consider disciplinary powers to confiscate devices that are being used to  



cyberbully; and, 
 contacting the police if the law has been broken. 



 Investigate the incident – keep a record. If necessary, take steps to identify the person 



displaying the bullying behaviour. 



 Work with the young person displaying the bullying behaviour. It is also important to 
support the young person who has bullied and to look at the possible causes for their 
behaviour. For example, they may have been bullied themselves, or may not  
understand how their behaviour and actions have affected others. 



 
Search engines play a primary role when using the internet. Whether you are looking for a 
particular website or want to research a subject matter by using one key word, the internet 
can offer a wealth of information. However, with this also comes the obvious risk of  
encountering inappropriate or upsetting images. Young people with ASD may be even more 
vulnerable to this, especially if they have limited typing skills and are more vulnerable to 
mistyping words.  For example, learners with ASD might be more inclined to use one word 
searches due to their limited typing skills. It’s important to be as clear as possible when 
searching online, that’s why it’s important to encourage using multiple words when re-
searching through a search engine.  Without appropriate filtering or parental controls in 
place, the risks are far greater in regards to accessing inappropriate content. 
 
In addition to this, accessing this type of content poses the additional challenge of helping 
young people to be able to identify what is considered to be inappropriate and how best to 
respond to it. It’s important to understand that no filter or parental control is 100% full proof. 
This is why a conversation needs to be had about inappropriate and appropriate content 
online. The nature and level of this conversation will vary depending on the needs of the 
young person that you’re speaking with. 



  Inappropriate Content 





http://www.childnet.com/resources/how-to-make-a-report
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What you can do if a pupil comes to you having experienced something inappropriate 
online: 
Should a pupil share with you that something has upset them online, such as indecent or 
upsetting images, videos or websites then always reassure in the first instance that they 
have done the right thing in telling you. The causes may differ greatly but this course of  
action could be followed and adapted accordingly. 
 



 Ask what they have seen and what they think or feel about the image or content ie. 



what it is that has made them uncomfortable and why? 



 Discuss what is considered to be appropriate and inappropriate content and balance 
this with the reasons why it is inappropriate and how it has made them feel uncomfort-
able. For example: 



 
One teacher we spoke to had experience of their pupil typing the word ‘girls’ into Google. At 
the time, this was what this pupil was interested in so it was natural for him to explore this 
interest. Sometimes appropriate searches may show inappropriate results and that’s why 
it’s important to have conversations with your pupils about what’s appropriate and what’s 
inappropriate to look at online. During these conversations, make sure you always reassure 
them that they can come to you if anything worries or upsets them on the internet. Once 
they come to you, together you can talk through how looking at this type of content online is 
sometimes not appropriate, particularly if the young person is in school. 
 



 Discuss where and how did they come across or find this content? If it was something 
that occurred during school, then investigate what has happened with the filtering sys-
tem you have in place. Should the content have been viewed at home then decipher 
how this occurred. For example, it may have been shared by a sibling. There may be 
reason to speak to a parent or carer to alert them of this. 



 Reassure them that you are a trusted adult and they are right and safe to tell you if 
something like this happens. This will enable you to initiate a conversation about who 
else they consider to be a trusted adult. 



 Create an action plan with your pupil on how to avoid or manage a situation like this in 
the future. Please do refer to our section on safe searching for further advice in the 
‘TRUST’ section. 



  Advice 





http://www.childnet.com/resources/star-toolkit/trust
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Online grooming is the process by which someone with a sexual interest in children will  
approach a child online, with the intention of developing a relationship with that child, to be 
able to meet them in person and intentionally cause harm. In many cases it can be an adult 
contacting a child under the guise of a false identity (i.e. pretending to be a teenager). This 
is an area in which young people with ASD are particularly vulnerable as they may perceive 
everything told to them by another person online to be the truth, may not question the  
directions in which online conversations head and may not realise the importance of not 
meeting up in person with someone they've only met online.  
 
Use of the resources and information in the ‘TRUST’ section of the toolkit is a useful way to 
raise this issue and explore the messages further with your pupils. In particular, discussing 
the pressure that young people may be put under to send pictures/videos to others online 
and the importance of making positive choices and staying in control of the details they 
share online. 



 
 
 
 



It is important to stress to young people with ASD that if they feel uncomfortable or worried 
about anything that anyone says online to them that they should stop and tell a trusted 
adult. However, it is important to realise that in these situations, young people with ASD 
needs may not be aware that they are being groomed, and may not respond in the same 
way as they would to negative or bullying comments made by others online. 
 
Therefore if you are at all concerned that a child in your care has been contacted by an 
adult online, it is imperative to tell someone straight away. 



 Ensure that you are familiar with reporting procedures in your workplace and that con-
fidentiality is not promised to the child in question. 



 Report immediately to the designated person, for example the Child Protection Officer 
so that the correct steps are taken from the outset. 



 Ensure that the child's own words are used and are not changed in any way. The child 
or young person in question may want to accompany you when you make your report, 
to be part of the process. 



 
Reports can be made to the Child Exploitation and Online Protection Centre (CEOP) or a 
local police force. 



  Advice 



  Online Grooming 





http://creativecommons.org/licenses/by-nc-sa/4.0/


http://www.childnet.com/resources/star-toolkit/trust


http://www.ceop.police.uk/








Be kind online



The concept of friendship is a complex one for many young people, and can prove  
especially challenging for young people with autism spectrum disorder (ASD) who find  
social interactions difficult. Online interactions can offer young people with ASD a positive 
option, as young people find it easier to express themselves through a screen rather than 
face to face. It can be very easy for them to consider the people they chat to online as being 
‘friends’ but it is important to make a distinction between offline and online friends in terms 
of the trust they can place in those friends. This concept is covered in more detail in the 
‘TRUST’ section of the toolkit. 
 
Regardless of whether another user online is considered to be a friend or not, the need to 
show respect is very important and should be encouraged in the same way as it is offline.  



 
The best place to start is to consider whether your pupils understand how to show respect 
for others in the offline world, for example, what does ‘being kind offline’ mean to them?  
Respect and kindness can take different forms so discussing and exploring what respect 
means to your pupils is a key step. By exploring this topic and helping your pupils  
understand being respectful and kind offline, they can use this understanding to consider 
how the same behaviour applies online too. 



Respect/kindness could include aspects such as: 



 Using manners/being polite 



 Listening to others 



 Being mindful of others’ feelings/recognising when something we have done has upset 



someone or affected them negatively 



 Saying sorry when we make a mistake 



 Understand that we are all different 



 Helping someone 



 Personal boundaries 
 
Once you have established these foundations, you can begin to extend their understanding 
to the idea of ‘being kind online’. The groundwork you will need to cover will depend on the 
ability of your pupils and on their understanding of what can sometimes be a tricky concept 
to grasp.  Offline activities that explore friendship and what it means to be a good friend can 
help with this.  



  What is respect/being kind? 





http://www.childnet.com/resources/star-toolkit/trust








 
 



 



 
Cyberbullying is one aspect that may come up when discussing being kind and respectful 
online. Advice about how to deal with cyberbullying incidents that your pupils may  
experience is covered in the ‘ACTION’ advice. It is also important to discuss the importance 
of showing respect for others (both online and offline) and regardless of whether they are a 
friend or not. 
 
Discuss with young people how they communicate with others online and what they think 
being respectful means. You may discuss language used (e.g. use of ‘please’ and ‘thank 
you’, not swearing) as well as how a cyberbully may behave (e.g. taunt or make fun of 
someone, write mean or threatening messages, write lies about someone, post pictures or 
videos that show someone in a negative light) in order to highlight disrespectful behaviour 
online. Other behaviours may be mentioned such as a user ignoring other people, or  
players in an online game who aggravate others or don’t follow the rules. 
 
By identifying these different behaviours, young people with ASD can then be helped to  
decide which are acceptable and unacceptable (ie. which are kind or unkind) and possibly 
be more aware when they encounter such behaviour online. It can also provide your pupils 
with a clearer idea about how they should behave online towards others. 



 More information and advice on cyberbullying in relation to young people with ASD can 
be found here:  
www.anti-bullyingalliance.org.uk/media/7441/cyberbullying-and-send-module-final.pdf  



 
Social networking sites are highly popular services for young people. It allows them to share 
photographs, communicate with their friends and access information. They are a really  
positive way of interacting for many groups of young people. 



 
 
 



  Social Networking Sites 



  Cyberbullying 



Social networking offers him a sense of being part of something whereas because 



of his disabilities his social circle is quite limited.  He follows the postings of his 



mainstream friends and enjoys looking at photos. 



Parent of a young  



person with ASD 





http://www.childnet.com/resources/star-toolkit/action


http://www.anti-bullyingalliance.org.uk/media/7441/cyberbullying-and-send-module-final.pdf








 



 Friends: Before a young person accepts a friend request, they should always be 
asking themselves if they know this person in real life. It’s important to always  
remember that not everyone online is reliable and some people may lie about who 
they are. Once they accept someone as a friend they are potentially able to see all of 
their content. Some sites and services allow sharing of different content with different 
groups and these can be managed by using privacy settings. 



 Privacy: Most social networking sites have tools available to protect the things 



young people post online and how much they share with others. It’s really important to 
help young people set privacy settings so that they are only sharing information with 
people they trust. 



 Think before you post: It is important that young people remember that once 
they post something online it is potentially there forever! Even a comment made in a 
game or posted on a social networking site can be copied or captured by others before 
it is removed or deleted by the person who originally shared it. It is also important to 
think about what they post about other people, as even something sent as a joke could 
really upset someone. 



 Photos: Encourage pupils to think carefully about the photos they choose to 
share online; do they give away a lot of information about them (e.g. a picture of them 
in their school uniform)? Also keep in mind that photos can be easily copied, changed 
or shared. Young people need to think carefully about the type of things they post 
online, and if they are posting content of someone else they should always ask that 
person for permission to share that content. 



 Tell: If a young person is upset or worried about content that is posted about 
them or a friend, they should always tell a trusted adult and together you can ask the 
person who posted it to take down the content. Encourage pupils to explain how that 
content made them feel and share that explanation with the original person who  
posted it to help them understand that the young person was hurt or embarrassed by 
their comment or photo. This can encourage young people and others to think more 
carefully about their own online actions in the future. 



 Reporting: Most social networking sites have tools to help young people block, 
delete or report people who are nasty or aggressive to them. All reports are  
anonymous to the person who posted the content which is reported, and will be  
responded to promptly. 



 



  Top tips to teach safe social networking 
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Like social networking, emails and text messaging follow many of the same rules as social 
networking. Sometimes a message can be read in the wrong way and can upset or hurt 
someone’s feelings. For young people it can sometimes be difficult to remember that what 
they are writing is going to be received by a real person. Advise them to only write  
something that they would actually say directly to that person. 
 
An important aspect to consider with pupils is how messages can be shared rapidly across 
the internet with other users. Using real life examples can help them become more aware of 
how things can go viral online and a good example you could use can be found here:  
www.childnet.com/blog/a-teacher-shows-her-students-what-could-happen-if-they-post-a-
photo-online 
 
Should one of your pupils come to you concerned that they have received something  
upsetting online (e.g. a text message, photo, email), encourage them to save the content 
and show you. Follow the advice in the ‘ACTION’ section for how to manage a potential 
cyberbullying situation.  
 



Regardless of the method used by a young person with ASD to communicate, in order for 
them to understand the importance of being kind online and treating others with respect 
online, they must first understand how to be a good friend in the offline world. There are a 
number of activities in our ACTIVITIES matrix which focus on this and can help you to  
explore this concept with your pupils.  



  Emails and text messaging 





http://creativecommons.org/licenses/by-nc-sa/4.0/


http://www.childnet.com/blog/a-teacher-shows-her-students-what-could-happen-if-they-post-a-photo-online


http://www.childnet.com/blog/a-teacher-shows-her-students-what-could-happen-if-they-post-a-photo-online


http://www.childnet.com/resources/star-toolkit/action


http://www.childnet.com/blog/a-teacher-shows-her-students-what-could-happen-if-they-post-a-photo-online


http://www.childnet.com/resources/star-toolkit/activities
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Key Factors Common to Good Practice for 
Reception Pupils with Autism  


In Mainstream Primary Schools 
 


                                                                                                                 AUTISM SERVICE 
                                                                                                                                ‘Improving outcomes for children and young people with 


                                                                                                                                      Social Communication Difficulties.’ 
 


 


 
 


 


 


 


 


 


 


 
 
 


 


This document has been created by Cheshire West and Chester Autism Service  


It aims to support schools by providing a résumé of good practice strategies in a 


concise format, enabling mainstream staff to remove barriers to engagement 


and learning 



http://www.google.co.uk/url?sa=i&rct=j&q=&esrc=s&source=images&cd=&cad=rja&uact=8&ved=0ahUKEwjwvdbAs77YAhWEIMAKHd0_ChIQjRwIBw&url=http://www.chrrup.org/services/best-management-practise/&psig=AOvVaw01sr_gJQHAkQB54fZkm4LH&ust=1515158432418765
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The Early Years Foundation Stage Curriculum 
 
Young children enter Reception at school with a wide variety of experiences and learning. We recognise that those children with social 
communication difficulties can find it more difficult to access the school environment and learning. There can be particular challenges 
presented for these children in their early years and by the Early Years Foundation Stage (EYFS) curriculum.  
 
A child’s development is shaped by their interaction with others and in the world around them. Each unique child can thrive when they are 
able to develop positive relationships in enabling environments. This can pave the way to meaningful learning and healthy development.  
 
The EYFS curriculum in Reception is based on the development of a child across the Early Years. It has been written and organised to 
encourage a child’s skills and understanding. It is aimed at supporting their holistic Early Years development. As well as providing the full 
EYFS curriculum, later in the year Reception teachers also work towards preparing each child to able to move onto Key Stage 1.  
 
The EYFS curriculum presents specific and unique challenges for children with social communication difficulties, which can impact on 
their development, relationships and learning. Social communication difficulties (SCD) can affect progress a child may be able to make in 
related areas of the EYFS curriculum and how ready they may be to access Key Stage 1.  
 
Development Matters in the Early Years Foundation Stage (Development Matters BAECE – www.early-education.org.uk) acknowledges 
how a young child’s development impacts on their access to the EYFS curriculum. Characteristics of Effective Learning are 
interconnected with areas of Prime and Specific areas of learning and development.   
 
How a child engages with other people and their environment underpins how they learn and develop across all areas and affects whether 
they remain an active and motivated learner. Relationships and experiences impact on a child’s ability to progress through the Prime 
Areas and onto the Specific Areas of learning and development. 
 
Prime areas are typically expected to develop quickly as young children interact, through play, with others in their environment. Exploring 
and learning through free play forms the basis of good practice model but in practical terms this can often lead to wide variation in 
delivery across settings.  
 
A child with social communication difficulties or autism, may interact, play, think and learn differently and settings may need to make 
reasonable adjustments to adapt their opportunities and improve access. In order to reduce potential barriers to their access, children 
with social communication difficulties or autism can benefit from some modifications within their environment and additional scaffolding of 
interaction and learning experiences to enable them to move forward within their development and learning. 
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User Guide 
 
This document is designed to support Reception staff in Primary schools in Cheshire West and Chester in implementing the Autism Education 
Trust (AET) standards. The Autism Education Trust is a partnership between Ambitious about Autism, the Autism Alliance and The National 
Autistic Society. It is funded and supported by the Department for Education (DfE). The AET is a partnership of a wide range of organisations from 
the voluntary, public and private sectors, focused on improving the education of children and young people on the autism spectrum. It also actively 
engages with young people, parents/carers and practitioners to inform its work. 
  
The Early Years AET standards can be found here: https://www.autismeducationtrust.org.uk/shop/ey-standards-shop/   
Meeting these standards is an indication that schools are providing for the needs of pupils with Social Communication Difficulties. The standards 
relevant to each section are indicated by the blue print.  
 
The first section of this guide covers generic barriers that teachers might identify when working with Reception pupils experiencing social 
communication difficulties whilst the second gives specific area guidance. 
 
Within each section are embedded documents to support the implementation of the strategies recommended. To open these, either double click or 
right click on the icon and press ‘document object open’. 
 
 
 


• To effectively support each pupil across Prime Areas, schools should consider aspects across all four strands of the AET Early Years 


Standards: A unique child, Positive relationships, Supporting learning, play and transitions and Enabling Environments. These are noted in 


the left hand column of areas of learning and development. 


 


• Strategies in black have been written by Autism Service Specialist Teachers. 


• Strategies highlighted in red have been added in by the Autism Service Highly Specialist Speech and Language Therapist. 


 


• Comments in the Resources column may be ideas or links to click on further information. 



https://www.autismeducationtrust.org.uk/shop/ey-standards-shop/
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PRIME AREA SKILL STRATEGIES 


Area of  
Learning and 
Development 


Short-term Strategies Resources 


 
1. Difficulty choosing 


tasks 
 
A unique child 1, 2, 3 
Supporting learning, 
play and transitions 1, 
2,3 
Enabling 
Environments 2 


• Be tuned in to the child’s non-verbal skills as they may be subtly making choices with their 
eye contact or standing near something rather than verbalising what they want 


• Adapt tasks to tap into the child’s interests to increase their motivation to engage 


• Try adapting their fixed choices by playing alongside the child and adding a new action e.g. 
if they love trains find yourself a train and model going fast/slow or under/over items. The 
child may copy and ‘play alongside’ 


• Have clear and consistent routine with familiar activities and approaches to tasks. Use photos 
along with Now and Next or short visual timetables if it helps the child to know their options 


• Limit their choices as this reduces ‘choosing anxiety.’ Limit them to doing one kind of activity 
one/two times per day if they are fixed on preferred activities and encourage them to broaden 
what they will engage with by tweaking choices a bit at a time 


• Use photos to offer their choices of activity and extend their range of choices at a later date  
 


 
Now and Next 


 
Choice Photo 
Boards 


 
Busy Bags/ 
Busy Box 
 


Visual supports June 


2013.pdf  
 
 
 
 
 


 
 
https://www.autismwest
midlands.org.uk/wp-
content/uploads/2017/11
/Developing-play-
skills.pdf  


 
 
learn to play, play to 
learn Wales.pdf 


 
 


2.Difficulty staying 
engaged with tasks 
 
A unique child 1, 2, 3 
Supporting learning, 
play and transitions 1, 
2,3 
Enabling 
Environments 2 


 


• Reduce distraction of other activities to aid focus on one activity – do it somewhere quieter/less 
busy 


• Consider doing the activity at another time of day when the child is more able to focus (e.g. 
just after outdoor activity or sensory programme actions or when the rest of the class are in 
assembly) 


• Consider other sensory distractions which may be impacting on their ability to focus 


• Adult do the activity and narrate/describe what they are doing to encourage joint attention (e.g. 
paint on the next easel, make a multilink pattern, match numbers and sums) 


• Adult comments or asks questions about what the child is doing 


• Do the activity alongside the child, with your own set of equipment so that they can see ‘how 
it’s done’ and know what is involved. This can reduce uncertainty and allow them to ‘copy’ at 
first 



https://www.autismwestmidlands.org.uk/wp-content/uploads/2017/11/Developing-play-skills.pdf

https://www.autismwestmidlands.org.uk/wp-content/uploads/2017/11/Developing-play-skills.pdf

https://www.autismwestmidlands.org.uk/wp-content/uploads/2017/11/Developing-play-skills.pdf

https://www.autismwestmidlands.org.uk/wp-content/uploads/2017/11/Developing-play-skills.pdf

https://www.autismwestmidlands.org.uk/wp-content/uploads/2017/11/Developing-play-skills.pdf

file://///ourcheshire.cccusers.com/files/West/AWBSensory/2.%20AUTISM%20TEAM/10.%20INDIVIDUAL%20STAFF%20FOLDERS/Gill%20Cosford/2.APPRAISAL%20AND%20SUPERVISION/gill's%20supervision/Reception%20Good%20Practice/learn%20to%20play,%20play%20to%20learn%20Wales.pdf

file://///ourcheshire.cccusers.com/files/West/AWBSensory/2.%20AUTISM%20TEAM/10.%20INDIVIDUAL%20STAFF%20FOLDERS/Gill%20Cosford/2.APPRAISAL%20AND%20SUPERVISION/gill's%20supervision/Reception%20Good%20Practice/learn%20to%20play,%20play%20to%20learn%20Wales.pdf
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• Use a Now and Next board to show what they can focus on Now before they move on. Use 
an egg timer to encourage them to stay on task until it is time to change activity. Gradually 
extend the time from a very short time to longer 


• Encourage the child to take photos on the iPad to revisit or talk about later 


• Use songs and actions such as clapping to gain child’s attention and indicate the start of a 
new activity e.g. ‘tidy up time’ song means activity has finished and they can participate in 
putting toys away 


 
 
 
 
 
 
 
 
 
 
 
Now and Next 
Reward chart 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 


 
3.Not motivated to 
engage with an 
adult-led tasks or 
new activity 
 
A unique child 2, 3, 4 
Positive relationships 
1, 3 
Supporting learning, 
play and transitions 1, 
2, 4 
Enabling 
Environments 2, 3, 4 


 
 
 


 


• Structure activities so there is a clear beginning, middle and end 


• Teacher models with the class or with a small group first 


• Adult models the activity on own and with one or two of child’s peers 


• Have equipment set out which invites child to have a go after others have moved away. 
Adult can give child space to investigate in their own time 


• Adults refrain from ‘over talking’/ ‘over questioning’ which can overload a hesitant child. 
Often, less is more. Child may need the adult to move away 


• Use positive praise for even a small attempt at the activity 


• Allow child to do just part of the activity or take photos of others doing it 


• Child can observe either directly or whilst doing another activity close by. Child still learns 
through observation and they get used to the key vocabulary and phrases associated with the 
activity and related learning 


• Take photos and put them on display – so child can see examples and they know what the 
activity involves (e.g. as in a child’s picture cookery book) 


• Incorporate child’s interests (e.g. train/cars, characters or animal figures) to encourage initial 
interest 


• Incorporate what child is familiar with (e.g. photos of things they do at home already such as 
pets, cooking familiar foods, model building or ball play outside) 


• Have a next activity which is one they like so that they know Now they do this activity you want 
them to do and Next they can do something they love 


• A social story to explain that if they do a set task then they can earn reward time may motivate 
them and emphasise expectations 
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4.Difficulty working 
independently 


 


 
A unique child 2, 3, 4 
Positive relationships 
1, 3 
Supporting learning, 
play and transitions 1, 
2, 4 
Enabling 
Environments 1, 2, 3, 4 
 


 


• Again, have a clear beginning, middle and end to the activity to help them feel confident in 
what they need to do and what to expect 


• Use photos and examples on display to help cue in the child 


• Again, adults model it first. Use familiar activities first before moving on to less familiar ones 


• Allow child to do favourite activities on own for a short time. Later try leaving them for a short 
while at first with activities introduced by adults if the child appears motivated and engaged 


• Be specific in your praise to reinforce what they did e.g. “You matched the pictures by yourself” 


• Provide the child with pictures of each step showing what they have to do or an example of a 
finished item so they can see what they have to achieve 


• Build in and fade out support over time as the child’s trust and confidence with key workers is 
built 
  


 
 
 
 
 
 
 


Visual supports June 


2013.pdf
 


 
 
 
 
 
 
 
 
 
 
Photo choice 
board or real 
items 
 
Simple visual 
timetable 
 
 
 
 
 


 
5.Difficulty coping 
with choice (e.g. 
snack time or 
activity) 
 
A unique child 2, 3, 4 
Positive relationships 
1, 3 
Supporting learning, 
play and transitions 1, 
2, 4 
Enabling 
Environments 3, 4 


 


 


• Give prior warning that there is a choice and support individuals by using symbols or photos 
they can refer to understand their choices 


• Give limited choices (three at most) each time to make choice more manageable 


• Keep chosen activities on a short visual timetable  or Now/Next board so they can refer back 
to it for reassurance 


• Only change options a bit at a time so that the child has some familiar options as well as new 
ones 


• Use visual examples (e.g. plate of each snack to see or photos) so they can understand their 
options 


• Limit the number of times they need to choose in a day to help maintain structure and 
predictability 


• Initially make the choice distinct by asking them to choose between something they clearly 
like and dislike e.g would you like to play with trains or (versus something they don’t like) 


• You can also try with a favoured item asking them to choose between a little or a lot – would 
you like a little apple juice or a lot? The child has still made a choice but both options are 
positive for them 


• Consider ways of accommodating choices e.g. rather than picking between snack choices, 
support the child to make choices about what days they would like each snack for example 
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choose to have an apple on Monday, breadsticks Tuesday. This way the child isn’t choosing 
not to have something but instead choosing to have it at a different time or day 


• Think about changing what the child is choosing e.g. instead of choosing between painting 
and cycling ask “when should we paint today, now or later?” as it is not likely to matter when 
the activity is done but the child is still making a choice based around the activity. This can 
then be scaffolded to “shall we paint or cycle first?” etc 
 


 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
https://www.autismwest
midlands.org.uk/wp-
content/uploads/2017/11
/Developing-play-
skills.pdf  


 
egg timer 
 
turn taking 
indicator card 


 
6.Difficulty sharing 
equipment or taking 
turns/waiting 
 
A unique child 1, 2, 3 
Positive relationships 
1, 3 
Supporting learning, 
play and transitions 1, 
2, 4 
Enabling 
Environments 1, 2, 3, 4 


 


 


• Adults remember that it is important that the social skill such as turn taking, sharing or waiting 
can be the main focus, rather than the academic learning objective or ‘achieving the task.’ 
Reduce the pressure to ‘succeed’  in the task and assess their academic learning at another 
point 


• Adults model together or with a classmate or two. Introduce the child slowly to working with 
others (e.g. with adult first, then alongside another child) 


• Structure the area so that distractions/frustrations are reduced, individual seating spaces are 
clear (agreed chairs or carpet space) 


• Use positive praise for appropriate turn taking, sharing or waiting 


• Use reward system (e.g. stickers or earning counters towards some choice time) to focus on 
appropriate skills 


• Adult is in charge of whose turn it is and supervises the moving on. It may help to have a turn 
taking indicator (arrow or passed on toy) as a visual cue 


• It may be easier for the child to have their own set of equipment so that when doing an 
academically focussed activity they don’t also need to try sharing and turn taking skills 


• Use timers to help with waiting or to indicate how long a turn is if appropriate 


• Consider visual cues such as pictures of students in a list format to indicate who’s turn it is 
and how many people until the child’s turn. The child can be responsible for moving the 
pictures along the list accordingly to indicate who’s turn it is. Having a job can also keep the 
child busy and take the focus off waiting 


• Find simple activities or sensory equipment such as squeezy koosh balls that the child can 
fiddle with whilst waiting. This can help keep the focus off the wait 


• Reinforce how other’s feel by the child’s actions e.g. “X is very happy that you’re sharing the 
cars together” 



https://www.autismwestmidlands.org.uk/wp-content/uploads/2017/11/Developing-play-skills.pdf

https://www.autismwestmidlands.org.uk/wp-content/uploads/2017/11/Developing-play-skills.pdf

https://www.autismwestmidlands.org.uk/wp-content/uploads/2017/11/Developing-play-skills.pdf

https://www.autismwestmidlands.org.uk/wp-content/uploads/2017/11/Developing-play-skills.pdf

https://www.autismwestmidlands.org.uk/wp-content/uploads/2017/11/Developing-play-skills.pdf
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7.Pupil dominates 
group activity or ‘air 
time’ 
 
A unique child 1, 2, 3, 4 
Positive relationships 
1, 2,3 
Supporting learning, 
play and transitions 1, 
2, 4 
Enabling 
Environments  3, 4 


 
 


 


• Limit their time within a group as it is hard work for them, extend when ready 


• Use clear praise with the pupil when adults see any waiting or self-control 


• Adult mediates turn taking and manages moving on from group members using visual 
signals/symbols (e.g. hand symbol card for wait, thumbs up for next person, using children’s 
names) 


• Praising positive responses with clear language of what is being done well (e.g. ‘Thanks 
Ruby for letting Mia ask a question’ ‘Well done, Jenny. You waited your turn’) 


• Give each pupil a set number of comments to make or questions they can ask during teaching 
input or class discussions (use multilink cubes or counters  show when ‘times up’) 


• Allow the pupil to use a small whiteboard to draw/note ideas themselves or an adult scribe 
their ideas and these can be shared later rather than dominate the whole class session. 
Sometimes letting them ‘doodle’ during class input can help 


• Give the pupils specific roles within an activity and support the pupil in fulfilling their role whilst 
others have the opportunity to do other jobs within their role 
 


 
8.Difficulty playing or 
working alongside or 
with peers 
 
A unique child 1, 2, 3 
Positive relationships 
1, 2, 3 
Supporting learning, 
play and transitions 2, 
4 
Enabling 
Environments  2, 3 


 
 


 


 


• Start them off doing something they are familiar with so things are more predictable they are 
in a more positive frame of mind when introducing peers 


• Ensure they are not too ‘squashed’ into a space or noise is not too much  to reduce additional 
sensory stress 


• Ensure they have equipment to hand and so that they can get on rather than need to try to 
negotiate for things which can be stressful or lead to avoidance 


• Teach them simple games or how to approach activities on their own first (i.e. ‘pre-learning’) 
so they are less stressed with others around 


• Limit the number of peers around them to limit potential over-stimulation and pressure they 
may feel 


• Adults use clear and simple language to promote positive engagement and praise signs of 
tolerance 


• Let them have their own set of equipment to reduce the amount of negotiation or frustration 
that might build 
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9.Lack of interaction 
with others 
 
A unique child 1, 3 
Positive relationships 
1, 2,3 
Supporting learning, 
play and transitions 1, 
2, 4 
Enabling 
Environments  2, 3, 4 


 


 


• Adult models simple positive interaction vocabulary but also remember not to talk too much 
to try to fill in the gaps as this can get in the way of spontaneous interaction between 
children 


• Structure activities and limit group size to reduce potential stressors and unpredictability  for 
them 


• Encourage interaction during their preferred  and familiar activities (e.g. playing skittles or in 
the role play corner). Scripted phrases can also be used over time which can scaffold 
interaction for the child 


•  ‘Real life’ situations such as baking or planting bulbs are absorbing and can lead to 
‘incidental’ interaction while they are distracted 


• Practice simple scripts to interact (e.g. ‘Hello. What are you doing?’ ‘Hello. Can I do that 
please?’ ‘Can I play with you?’) 


• Explore positive interaction during social skills sessions using photos, videos clips/suitable 
picture book stories/story bags (e.g. ‘Sharing a Shell’ or ‘Lost and Found’) or encourage joint 
focus in role play (e.g. shop, kitchen, train station) 


• Adult use of a puppet character may be a useful ‘go between’ where the child can interact 
with it and social skills can be practised away from real interactions 


• Model simple interactions such as throwing a beanbag to someone and saying their name. 


• Create reasons for passing things to students or asking them for something to encourage an 
opportunity to interact 


 
 


using_visual_script_in


terventions.pdf
 


 
https://www.yourtherapy
source.com/blog1/2018/
04/24/promote-social-
interaction-children/  


 
10.Difficulty with 
ending an activity 
and moving on 
 
A unique child 3, 4 
Positive relationships 
3 
Supporting learning, 
play and transitions 2, 
4 
Enabling 
Environments  3, 4 


 


• Use of and individual Now and Next (Then)  board and visual timetable to show what they 
are moving onto and what is coming up 


• Use visuals to support verbal warnings (e.g. sand timer, traffic lights, gentle bells, ‘moving 
on’ or ‘tidy up’ music 


• Direct use of name and adult prompting, encouragement and praise. Clear, predictable 
phrases used by all adults to move on is helpful and reduces potential avoidance 


• Use visual reward system (e.g. stickers, counters, pieces of a reward activity photo) to help 
focus on the preferred responses 


• Have a ‘transition job’ such as taking the register to the office, taking the playtime bell back, 
getting the fruit basket  so that they are focussed on something rather than busy-ness within 
the classroom or playground 


 
 
Now and Next 
Timer 
Traffic light cards 
Reward time 



https://www.yourtherapysource.com/blog1/2018/04/24/promote-social-interaction-children/

https://www.yourtherapysource.com/blog1/2018/04/24/promote-social-interaction-children/

https://www.yourtherapysource.com/blog1/2018/04/24/promote-social-interaction-children/

https://www.yourtherapysource.com/blog1/2018/04/24/promote-social-interaction-children/
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11.Difficulty coping 
with change of 
routine 
 
A unique child 1, 3 
Positive relationships 
1, 3 
Supporting learning, 
play and transitions 4 
Enabling 
Environments  2, 3, 4 


 


 


• Use visuals (e.g. photos of activities or symbols/widgets) to help them understand what is 
expected and what might be changing 


• Explain things up front, ideally in plenty of time before the change happens (e.g. a change of 
teacher or assembly time) 


• For sudden things, such as the fire alarm, give them a job such as letting them hold the 
register or the door open or give them a map to lead the class out onto the playground. If 
they know the plan ahead and that there is a fire practice going to happen that also helps 


• Practice possible changes to routine as much as possible such as fire alarm routines 


• A social story about when things change can be revisited to reassure the child 


• Preparation and pre-visits/photos for upcoming trips are invaluable. Knowing the agenda of 
the day also helps ease anxiety about the unknown 


• Initially build in positive changes and tell the pupil about them e.g. something new is 
happening at playtime tomorrow, we are having a chocolate treat. Fade out saying what the 
change is to just using ‘something new’ is happening 


• Have a small box or bag with a few of the pupil’s favourite things or sensory toys to use to 
help them keep calm or distracted 
 


 
 
 
 
 
 
 


 
13.Difficulty in 
tolerating ‘making 
mistakes’ 


 
A unique child 3, 4 
Positive relationships 
3 
Supporting learning, 
play and transitions 1, 
2 
Enabling 
Environments  2, 3 


 
 


 


• Encourage a culture of ‘having a go’ and ‘solving a problem’ within the classroom rather than 
‘getting things right.’ Celebrate what has been learnt or tried rather than finished 
products/work 


• Adults model responding appropriately when they make mistakes and talk through their 
thinking of a solution, modelling coping strategies 


• Praise positive responses to making a mistake 


• Use a visual ‘help’ card  to encourage child to ask for help 


• Social Story – it’s ok to make a mistake 


• Use non-permanent methods to reduce anxiety e.g. whiteboards, IT, number lines 
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14.Difficulties with 
dressing/ undressing  
 
A unique child 1,3,4 
Positive relationships 
1 
Supporting learning, 
play and transitions 1, 
3 
Enabling 
Environments  1, 2, 4 


 


 


• Visual cues to help with sequence of dressing/undressing (e.g. undressing/ dressing 
timeline). This could also be used at home to support learning 


• Use a timer- reward for getting dressed within the limit 


• Reduce distractions by allowing them a quiet space away from peers 


• Support some items but let them do the easier items themselves 


• Start them off but let them finish the last couple of items first then when they are used to that 
let them finish the last few, reducing adult prompting as they improve 


• Staff to seek and act on guidance of additional needs from professionals e.g. dyspraxia 
 
 
 


 
 


 
15.Sudden angry/ 
aggressive   
outbursts 
 
A unique child 1, 2 
Positive relationships 
1, 2, 3 
Supporting learning, 
play and transitions 1, 
2, 4,3, 4 
Enabling 
Environments  1,2, 3, 4 


 


 


• Model use of a 3 point scale with the class and adults model agreed language to express 
simple emotions and identify helpful actions for calming  (e.g. ‘I’m feeling a bit sad/tired so 
I’m going to have a break/sit quietly’). The child can work on their own 1-3 scale that suits 
their preferred appropriate coping strategies 


• Adults prompt child to de-escalation techniques e.g. physical exercise, breathing exercises, 
sensory interventions 


• Adults identify child’s triggers (e.g. using ABCD tracking), build in structure to support the 
child and use consistent, clear language and approaches to avoid further escalation 


• Have a clear strategy/ handling plan for managing outbursts, which is known to all staff 


• Allow time for the pupil to calm down then, later in the day, time to talk the incident through 
with a familiar member of staff (Comic Strip Conversations may be helpful to understand 
what happened from their point of view) 


• ELSA ‘cool it’ approaches 


• Create a box or bag of things that help the student relax such as sensory massage toys, 
things to squeeze, paper to rip up, music to listen to etc 


 
 
 
 


 
 
 
 


CWAC ABCD chart.pdf
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16.Difficulties at 
unstructured times, 
e.g. free play 


 
A unique child 2, 3, 4 
Positive relationships 
2,3 
Supporting learning, 
play and transitions 2, 
4 
Enabling 
Environments  1, 2, 3, 
4 


 
 


 


• Structure playtimes (according to age of child) e.g. indoor activity with one or two peers, 
offer adult modelled small group playground games 


• Remind them before playtimes what they can choose to do and who is there to help them if 
needed  


• A social story or activity cards can provide visual reminders and encourage resilience 


• Children should know who their ‘go to adult’ is during unstructured times and those adults 
need to be clear how to best respond to that child (e.g. pupil profile) 


• Teach them games during a quieter time (e.g. while the class are doing PSHE) so that they 
have options when things are less structured and they need to organise more for themselves 


• Encourage child to bring ball, comic, etc. to share with others 


• Give access to library, book club, computer club, etc. if they find less structured times 
overwhelming 


• Provide opportunity to talk through any issues that arise with key member of staff 


• Practise short scripts ahead of playtime ‘May I play?’/’I don’t want to play’ and make cards 
they can refer to 


• Involve the child in a social skills intervention where they can practise how to interact 
positively and how to cope when things aren’t going well 


 


 
 
 
 
 
 
 
 


using_visual_script_in


terventions.pdf
 


 
17.Always wants to 
be first or last 
 
A unique child 2 
Positive relationships 
3 
Supporting learning, 
play and transitions 4 
Enabling 
Environments  1,2 


 


 


• Have clear and visual systems for choosing who chooses or answers a question first, lines 
up first, gives out fruit (e.g. have photos next to particular roles for that day/week or clear 
information on the interactive whiteboard) and then be consistent in how these are changed. 
This way the child can see they will have a turn and that it is ‘fair’ 


• Or have a set formula for lining up, e.g. register order or a system for random picking of 
order in line or answering a question e.g. numbered sticks 


• Have visual display of rotas for class activities during times when there are several things 
going on at once to show which group is doing what  


• If anxiety is very high, allow child to move to the next activity before the rest of the class 


• Ensure all staff are consistent 


• A social story may be helpful to read out to remind the child before ‘flashpoints’ 
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18.Anxieties about 
transitions 
throughout the day 
e.g. arriving at 
school, home time 
 
A unique child 1, 2 
Positive relationships 
1, 3 
Supporting learning, 
play and transitions 1, 
2, 4 
Enabling 
Environments  1, 2,3 


 


 


• Have a clear visual routine which can be revisited to reassure the child. One at home 
helping them transition to school can often be helpful 


• All adults use clear and consistent language to reinforce routines (e.g. coat, bag, seat) 


• Have a clear start to the school day – a quiet predictable task (e.g. matching number bonds, 
reading) before registration 


• Also have a clear end to the day with another visual routine to remind the child what to do 
(e.g. go to the toilet, get reading bag, coat, sit on the carpet) 


• Meet and greet with a key adult at the start of the day/ debrief at end to help ease the 
change from home to school/school to home 


• Allow additional time for the child to get ready for a transition to take the pressure off and to 
avoid busy times (e.g. go to the cloakroom before the ‘rush’ 


• Introduce a sensory programme that can be done on arrival at school to help focus some of 
the anxious energy into physical movement 


• Minimise stress through increasing predictability and structure, e.g. visual cues, timetables, 
appropriate language levels and Now/Next 


• Give warnings for changes in routine 


• Use visuals to support warnings e.g. traffic lights, timers, gentle bells 


• Home school diary to share information to help adults support the child and ensure 
consistency between adults 


• Use countdowns/calendars for holiday times to help children see what’s coming up  
 


 
 


Visual supports June 


2013.pdf
 


 
 


Sensory differences 


NAS.pdf
 


 


sensory environment 


audit AET.pdf
 


 


Angela Lewis Sensory 


Processing Checklist.pdf
 


 


 
19.Sensory concerns 
or easily overwhelmed 


 
A unique child 1, 2, 4 
Positive relationships 
1, 3 
Supporting learning, 
play and transitions 2, 
4 
Enabling 
Environments  1,2, 4 


 


• Complete a sensory checklist and complete pupil voice to identify need. Ask parents/carers 
about home to clarify needs 


• Give prior warning for noise (e.g. five, three, one minute warning before playtime bell, if 
possible mentioning to the child that there will be a practise for the fire alarm that morning) 


• Gradually increase exposure to the object/situation (e.g. P.E. in the hall or out on the big 
field, going into or staying assembly when there is singing/clapping) 


• Identify potential triggers by conducting an environmental audit with the child to see which 
places in the school they like and which they don’t and why 


• Make adaptations to the environment e.g. give paper towels rather than hand dryer, 
entering/leaving the building through a quieter door, or at a quieter time 
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 • Use a programme of sensory interventions to offer sensory stimulation 


• Audit the sensory demands of the pupil’s dining experience and consider alternatives (e.g. 
eat in a quieter area) 


• Offer them quiet time out when needed, often doing something calming such as reading, 
using playdough, sitting in a cosy tent, snuggling a soft cushion/soft toy 
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To effectively support each pupil across Specific Areas, schools need to consider all four aspects of the AET Early Years Standards:  


A unique child, Positive relationships, Supporting learning, play and transitions and Enabling Environments.  


Challenges are likely to be linked with difficulties in the Prime Areas as well as specific learning  and play needs. 


SPECIFIC AREA STRATEGIES 


Area Common Concerns Strategies 
Literacy: 
Reading 
 
 


 
Not engaging in chosen text for 
individual or group reading 
 
Not engaging in whole class text for 
Literacy lessons 


 
Ensure they have a clear space to be comfortable with reduced distractions (e.g. sat on 
a bean bag/cushion  in a quiet space rather than at the desk) 
 
‘Share’ a book in a quiet space with the adult reading it first and then take it in turns to 
read some text as the child becomes more familiar with the content and vocabulary 
 
Let them read a familiar book they like first and then introduce a new one. Explore the 
book first rather than insist on reading it ‘in order’ straight away 
 
Make the text accessible using film/animation clips, role play, story bags/puppets 
 
Do things linked to the story to consolidate learning as well as build learning links and 
extend engagement (e.g. build models of the little pigs’ houses or design the perfect 
bed for Goldilocks) 
 
Use non-fiction texts on topics they find interesting as they might be motivated to make 
a ‘fact’ scrap book or share some facts of what they have learned with the class 
 
They may be more engaged with whole class texts if they have their ‘own copy’ of the 
book to look at in their own time as well as when it is being shared with the class 


Literacy: 
Writing  


 
Reluctant to mark make/write 
 
Literal understanding  
 
Creative writing needing imagining or 
predicting skills 


 
Ensure clear space to work with reduced distractions 
 
Begin with experiences of the individual and make links to language more easily (e.g. 
home activities at the weekend, cooking, making playdough or an insect hotel) 
 
Make the topic accessible using film/animation clips, role play, story bags/puppets 
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Writing/ handwriting challenges 
 


   
Use visual supports, e.g. ordered pictures or photos, role play, story bags and key word 
lists to help cue them in. this also help them to order their thinking and writing 
 
Build in links to their favourite topics to draw them into your agenda or plan something 
they will be motivated in but that allows them to practise the same skills alongside their 
peers 
 
Shorten the amount of time they follow an adult-led task) and allow them to follow their 
own topic once they have ‘had a go’ with the agenda you want  
 
Adult models task approach on the interactive whiteboard or example poster to take to 
near where the child will work 
 
Structure recording to reduce organisational demands (e.g. simple recording frames) to 
reduce the demand of organising their recording 
 
Adult scribing for a small group and each child finishing the end of the task for 
themselves 
 
Consider alternative recording methods to reduce demands to be ‘neat’ (e.g. allow them 
to write with a large pen on a whiteboard as this is smooth and requires less effort than 
forming small letters with a pencil on paper 
 
Hand strengthening and fine motor control interventions, e.g. funky fingers, Theraputty 
or Plasticene. Consider seating position with chair and table height, a writing slope may 
also help 
 
 
 


Mathematics: 
Numbers 


NB this can often be a strength  
 
Counting reliably and knowing the 
‘value’ of a number in different 
situations as well as how the number 
looks as a ‘visual’ only 
 


 
Use equipment or display concepts visually to help them access the verbal language 
and learning 
 
Allow them to practise and explore at a slower pace with breaks if they find it 
challenging 
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Difficulty applying learning beyond 
basic ‘sums’ 
 
Difficulty with ‘word’ problems 
 
 
 
 


Be clear and target learning objectives (e.g. counting objects in sets is different to 
grouping objects to see how many sets) as this can confuse 
 
Allow them to build confidence through doing what they can already achieve with a little 
independence. They will see themselves as a learner 
 
Don’t move on too fast as they often need to consolidate learning at each difficulty level 
 
Revisit in different ways to help them understand concepts more effectively (e.g. 
counting objects, within pictures, repeats of  printing in art work, tidying toys,  matching 
numbers and sets of objects, match regular and irregular sets through a treasure hunt 
for photos) 
 
Give explicit reasons and model doing this as a group and on a 1:1basis as appropriate 
 
Link in counting to stories (e.g. Hungry Caterpillar, Who Sank The Boat) or link to food 
at a real life event a tea party/picnic 
 
Take care when using language such as more/less and more/fewer, ‘bigger’ and 
‘smaller’ may confuse as they may take this literally. Overlearning is key to address 
specific vocabulary and concepts 
 
Narrate play so that numbers and counting are seen ‘in context’ rather than just as 
‘work’ and children hear the vocabulary with visual an practical reinforcement 
 
Link to interests where appropriate (e.g. passengers on the train/bus, how many ride-
ons are parked, skittles fallen, train carriages) 
 
 
 


Mathematics: 
Shape, Space 
and Measure 


 
Difficulties with abstract concepts (e.g. 
weight, length, time) 
 
Difficulties consolidating a sound 
understanding of key vocabulary 
 


 
Introduce concepts and related vocabulary such as weight, length, longer/longest (as 
these are quite abstract) before whole class lessons 
 
Repeated exposure can help children cue in and make links if they are familiar with 
content and allow children to gain confidence 
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Take time to broaden their understanding on a concept with the same level of difficulty 
and scenario before rushing on to more complex examples. ‘Less is more’ approach 
 
Use the concepts in real life (e.g. cooking, balancing objects on balance scales, 
comparing shopping bag ‘weight,’ ordering vegetables of different lengths, making 
playdough ‘sausages’) 
 
Consider if preferences might be affecting shape and space work (e.g. do they only like 
using green and red cubes so they aren’t motivated to order other coloured cubes). You 
may need to use their preferences to check understanding in a motivating scenario 
 
Positional language such as ‘next to’ and ‘behind’ are all relative and can be understood 
differently in different contexts 
 
Allow plenty of physical practice so they experience positions first hand before 
generalising to looking at scenarios in real life before 2D photographs/diagrams which 
they may struggle to recognise in the same way 
 
Be clear with your language as it could be how you’re introducing or explaining 
concepts which are causing a barrier and allow plenty of processing time to help them 
explore and think about it. Can the child explain back what they know or is it evident in 
‘free play’  after it’s been done in lessons? 
 
Time concepts (e.g. before/after) need to be experienced physically and backed up with 
visuals (e.g. clothing dressing order for a doll, making/decorating fairy cakes, 
completing a sequence of actions, order photos of sequences they have done 
themselves). Explore order in simple visual timetables, Now/Next /Then  
 
 
 


Understanding 
the World: 
People and 
Communities 


NB visual skills can be a strength to 
be utilised 
 
Taking and interest in and empathising 
with other people 
 


 
Relate to pupil’s own experience first (personal and local) first and link concepts to what 
they know about (e.g. their own family and school life) 
 
Use real life experiences and visuals (photos, objects), visits, visitors, film clips etc. to 
help them access other people’s lives and show the contrasts to their own 
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Difficulty following abstract concepts 
(e.g. different customs)  
 


Link learning to aspects of favourite familiar stories or family news (e.g. living in 
Australia or a baby’s Christening)  to help them make the step to new learning 
 
Focus on factual aspects and allow them to develop a piece of work (e.g. collage or 
model) on a topic as a stimulus for discussion and building key vocabulary (e.g. 
Christmas, summer holidays, favourite foods). Discuss classmates’ differences and 
similarities 
 
Overlearn key vocabulary and concepts through retelling what has been learnt (e.g. with 
puppets or role playing concepts) 
 
Show contrasting places/lifestyles (e.g. houses on stilts/boat houses, Christmas in New 
Zealand, access to water, city versus countryside living in different parts of the world, 
schools in a developing country). Start with an enlarged text such as ‘Where the Forest 
Meets the Sea’  
 


Understanding 
the World:  
The World 


NB Factual knowledge can be a 
strength to be utilised 
 
Taking an interest in things they are not 
motivated to explore 
 
 
 
 


 
Relate to pupil’s own experience first and discuss classmates’ differences and 
similarities. Then  show contrasting environments (e.g. mountains, jungle, islands, 
Alaska) 
 
They may be able to identify changes and patterns more easily than peers so focussing 
on visual details might be an accessible ‘way in’ (e.g. noting seasonal changes on 
trees/leaves, ice melting, how a machine works) 
 
Plan a topic which incorporates their interests (e.g. transport, animals, machines, food) 
as these are easier for them to stay focussed on 
 
Link to a topic book e.g. Lost and Found or The Gruffalo (with animated DVD) – but link 
in more of their interests to motivate them through science, geography, outdoor learning 
activities as reward time for doing some adult led tasks 
 
Allow them to do an activity alongside classmates but within the same ‘topic’ so they 
can work at a different speed and process information at their own pace 
 
Begin with their own concrete experiences and what they know of (e.g. own locality and 
family life). Focus on factual aspects 
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Use enlarged texts as starter stimulus, visuals, visits, visitors, film clips, photographs, 
emails from people abroad? etc 
 
Make it easy to see the unfamiliar, the contrasts and things similar to what they are 
familiar with. Add notes to photo pages/collages and share what’s noticed  
 


Understanding 
the World:  
Technology  


NB I.T. skills can be a strength to be 
utilised 
 
 
Difficulties with sharing/turn 
taking/waiting 
 
Difficulty doing what has been asked 
 
Could be lack of awareness of 
danger/safe use 
 


 
Make it clear with a timer how long they have to use something and build in a reward 
afterwards (drink, time with the Lego) so it’s easier for them to give up the item that 
needs to be passed on 
 
Adult supervised shared time with an item to model good sharing for a short period. 
Reward the positive behaviour 
 
Use real images, objects and film clips as a stimulus and the basis for discussion. Allow 
them to revisit these in their own time and explore more around a topic. They could 
share their findings with the class 
 
Overlearn key vocabulary and concepts through retelling what has been learnt (e.g. 
working with an adult to take and order a collection of photographs, make an 
information poster or using the IPad to record a little news report of some aspect of 
topic work) 
 
Allowing a pupil to ‘help’ other children learn how to do something on a computer or use 
the IPad which can motivate them and help them feel successful as a learner 
 
Specific teaching and visual reminders (e.g. child makes a ‘Stop’ sign to stick on the 
computer plug if they keep turning it off, photos taken of safe use of IPad being used 
with care, role play of safe use of ride-ons) 
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Expressive Arts 
and Design: 
Exploring and 
Using Media and 
Materials 


NB Artistic style/skills can be a 
strength  
 
Difficulties with partner or group work 
 
Wants to follow their own/adult agenda 
 
Difficulties thinking of ideas and getting 
started 
 
Fine/gross motor skills issues 
 
Sensory issues 
 
 


 
Allow 1:1 or on own without a partner at first to reduce social interaction demand  
 
Praise examples of when the child shows any sign of flexibility or turn taking to 
encourage them to do it in an adult-set activity another time 
 
Compromise on their approach to your task – some participation is positive and can be 
praised and built on over time  
 
Shorten the time they do ‘adult initiated task’ so they can do their own idea after as a 
reward. The ‘adult led’ task can be extended over time 
 
Perhaps following their topic of interest to explore a ‘technique’ or choose a technique 
to approach a task linked to the topic 
 
Consider sensory issues and be flexible to change media, equipment (e.g. paintbrush 
not finger painting, printing rather than gluing). 
 
Adult support negotiates which ‘jobs’ in a task are theirs and which the child is happy to 
do/struggles with. Work as a ‘team’ 
 


Expressive Arts 
and Design: 
Being 
Imaginative 


NB Creative skills can be a strength, 
especially drawing 
 
Anxiety around doing adult directed 
task 
 
Uncertainty of what is expected as an 
end result 
 
Anxieties around role play/being on 
‘show’ 
 


 
Show and display visual examples they can refer back to (i.e. Here’s one I made 
earlier’). Show step by step photos of stages of a task (e.g. cooking steps in a children’s 
photo cook book) 
 
Do it together with the child and encourage them to have a go but ‘take turns’ if this 
helps them engage  
 
Work alongside and model your approach to an activity so that they feel invited to join in 
and copy with less need to ‘think of their own idea’ 
 
Allow them to watch other children role play/activity before joining in when they’re ready 
 
Be the child’s ‘partner’ as they may find adults are easier to work with than peers 
 
Model what to do as you do an activity yourself alongside another child, as they watch 







 


22 
 


Transition to Key Stage 1 
Visits 
Photos 
Transition booklet for summer at home 
Knowing ahead where they will sit, where their coat peg is, when P.E. etc. will be 
Meet/greet system set up for September to ease them in                      


 
This document has been produced in consultation with Cheshire West and Chester Early Years Advisory Service, the Early Years 
Specialist Teaching Service (EYSTS) and the Autism Service Specialist Speech and Language Therapist. 
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43, Clark Street, Stourbridge, West Midlands, DY8 3UF 


‘Phone: 01384 392599; 07983 482 804  
E-mail: jnock@hotmail.co.uk 


Website: http://www.jennifernocktrainingandconsultancy.com/ 
 


Jennifer Nock Training and Consultancy VAT Registration Number: 232 9735 95 


Registered office: 43, Clark Street, Stourbridge, West Midlands, DY 8 3UF 


‘Phone: 01384 392 699 or  07983 482 804 


The training I provide 
Educational, Psychological and Therapeutic Training and Services, specialising in training for 
educators of children and young people who have complex trauma histories, including those who 
are adopted, in care or at risk. Training is also available for NHS, Social Services, Parent Organisations 
and anyone who works with children and young people.  


 


In-school/ LA attachment and trauma training 


 Meeting the Needs of the Four in Ten: Introductory bespoke training covering the formation of 


attachment, attachment styles and school as a safe base, tailored to meet the specific training 


needs of educators within a school or cluster of schools.  


 Attachment demystified: Introductory bespoke training covering the formation of attachment, the 


developmental impact of trauma and loss on children, including developmental vulnerabilities: 


executive functioning, physiological and emotional regulation and psychological development, 


and key areas for developing practice in schools, practical strategies in trauma-sensitive 


educational environments, tailored to meet the specific training needs of educators within a 


school or cluster of schools.  


 Next steps training looking at further developing knowledge and expertise in all staff (e.g. school-


related triggers; developing emotional regulation; behaviour as communication; trauma-informed 


behaviour management; trauma, the body and the brain; building authentic attachment 


relationships; developing play; play, empathy and inclusion; body issues; PACE; changing core 


beliefs; the relevance of Polyvagal Theory for traumatised children and young people; 


attachment, language and communication; the issue of misdiagnosis; the effects of sensory 


memories; issues around food and eating, self-harm and much more). 


 Specific causes of developmental trauma: Fetal Alcohol Spectrum Disorders; Domestic Violence; 


Separation from the Birth Family; Use of Drugs during Pregnancy.  


 Non-clinical therapeutic techniques and activities: Meaningful conversations with children and 


young people who have experienced developmental trauma and adversity; Sand tray work with 


children and young people who have experienced developmental trauma and adversity; Creative 


techniques and activities with children and young people who have experienced developmental 


trauma and adversity. 


 Bespoke training for SL/MT focused on strategic planning for embedding attachment- friendly, 


trauma-informed practice into school policies and documentation, including the SDP 


 Direct work with staff who are key workers: training, developing action plans and monitoring 


progress  


 Observation and consultation for individual pupils who are giving cause for concern 



mailto:jnock@hotmail.co.uk

http://www.jennifernocktrainingandconsultancy.com/





 
43, Clark Street, Stourbridge, West Midlands, DY8 3UF 


‘Phone: 01384 392599; 07983 482 804  
E-mail: jnock@hotmail.co.uk 


Website: http://www.jennifernocktrainingandconsultancy.com/ 
 


Jennifer Nock Training and Consultancy VAT Registration Number: 232 9735 95 


Registered office: 43, Clark Street, Stourbridge, West Midlands, DY 8 3UF 


‘Phone: 01384 392 699 or  07983 482 804 


 Training for Governors: NICE Guidelines on attachment in children who are adopted, in care or at 


risk; overview of attachment; implications for schools 


 Training for parents, carers and foster carers: Therapeutic parenting - interventions, techniques 


and strategies which will promote trust and security, enabling parents and foster carers to build 


authentic attachment relationships with the child or young person in their care (for more 


information on this please contact me) 



mailto:jnock@hotmail.co.uk

http://www.jennifernocktrainingandconsultancy.com/
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Emotionally Based School Non-Attendance (EBSN): Good practice guidance for schools 

Emotionally Based School Non-attendance (EBSN) is complex and multifaceted, requiring a holistic approach to assessment and intervention to support children / young people. 

Following two successful pilots, the Child and Educational Psychology Service and Education Access Service have co-produced training and good practice guidance for schools in relation to Emotionally Based School Non-attendance.  

What you'll learn:

This training course will be delivered over two half days, as a virtual delivery. 



By the end of the training course, you will have:   

· An increased awareness and understanding of Emotionally Based School Non-attendance (EBSN)

· Increased confidence and skills to implement early identification and intervention procedures for children and young people who may be at risk of / experiencing EBSN. 

· Guidance and tools to identify and plan support for the individual needs of CYP who find it difficult to cope in / attend school, or who may be at risk of future EBSN. 



Why take the course?



What others have said 

· EBSN turned things around for a Y8 pupil so much last year that he ended up becoming a mentor for another Y8 student. He was amazing!

· Positive so far. The proof will be in a few years when we can measure the impact this model has had long term. As a short term intervention it has proved successful. 80% of the group achieved 90%+ attendance last year.  

· Following EBSN intervention with identified children: 

· 100% noted improvement following EBSN intervention 

· 67%  marked or significant improvement following EBSN intervention 

· I completed the EBSN with a boy and his family... There were occasions when he would refuse to attend school or would show levels of anxiety at starting the school day. The toolkit helped generate a plan and his attendance has improved.

· For those children we have used it with a tremendous effect. So much so that we’ve done less than previous with a greater impact!



Book this course:

Course:	EBSN: Good Practice Guidance 

Length:	2 x 2 ½hr day 

Suitable for: SENCos, Emotional Well-being Leads, Inclusion Leads, Pastoral Managers, Head / Deputy Head Teachers, Family Liaison Workers. 

Dates:	 

Part 1: Thursday 14th January, 9.30am – 12 noon 

Part 2: Thursday 21st January, 9.30am – 12 noon

Cost:	 £60

[bookmark: _GoBack]Book via eCWIP https://www.ecwip.education/Event/126605
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Emotionally Based School Non-Attendance (EBSN): for Key Adults who work directly to support Children and Young People who struggle to cope in school, pre and post school closures due to COVID19

Emotionally Based School Non-Attendance (EBSN) is complex and multifaceted, requiring a holistic approach to assessment and intervention to support children / young people. 

This training course focuses on working directly with children and young people. It is for frontline staff (eg. TAs, ELSAs, Learning Mentors) who work directly with children / young people who find it difficult to cope in or attend school for underlying emotional based reasons. 

It is anticipated that a member of staff will have attended the initial one day EBSN training and will have relevant knowledge and tools to work together with frontline staff in school. 

What you'll learn:

This is a two x half day training course, followed by two x group supervisions to support ongoing intervention work for identified children / young people. 



By the end of the two x half day training course, you will have:   

· An understanding of Emotionally Based School Non-Attendance (EBSN), including common risk factors and triggers associated with C19

· Tools to identify and plan support for the individual needs of CYP who find it difficult to attend school, or may be at risk of EBSN as a consequence of C19

· Practical strategies / tools and ‘an approach to intervention’ to support individual CYP. 



During the two x group supervisions, you will receive:   

· Ongoing support and supervision by a CEP whilst you provide direct support / intervention to an identified child / young person. 

· A safe space to reflect upon what is working well, review action plans and engage in collaborative problem-solving to overcome possible barriers.    

· A peer group support network to further develop and share learning. 



Why take the course?

The training course and group supervision will provide you with increased knowledge, skills and confidence to work effectively with children / young people with EBSN to improve their school attendance / engagement and emotional health and wellbeing. 



What others have said 

· EBSN turned things around for a Y8 pupil so much last year that he ended up becoming a mentor for another Y8 student. He was amazing!

· Positive so far. The proof will be in a few years when we can measure the impact this model has had long term. As a short term intervention it has proved successful. 80% of the group achieved 90%+ attendance last year.  

· Following EBSN intervention with identified children: 

· 100% noted improvement following EBSN intervention 

· 67%  marked or significant improvement following EBSN intervention 

· I completed the EBSN with a boy and his family... There were occasions when he would refuse to attend school or would show levels of anxiety at starting the school day. The toolkit helped generate a plan and his attendance has improved.

· For those children we have used it with a tremendous effect. So much so that we’ve done less than previous with a greater impact!



Book this course:

Note the course will be delivered virtually via MS Teams until we are able to offer it face to face to groups of staff from different schools.

Course:	EBSN: Post Covid-19 Support

Length:	2 ½ day sessions plus 2 x 2 hours Group Supervision.

Suitable for:	Frontline staff (e.g. TAs, ELSAs, Learning Mentors) who work directly with CYP who find it difficult to attend school for underlying emotional based reasons.

Dates:	 Thursday 5th November, 1 - 3.30pm 

            Thursday 19th November, 1 - 3.30pm 

Dates for 2 x Group Supervision sessions to be agreed with CEP and will take place during the spring term 2021

Cost:	£100 per place

Book via eCWIP https://www.ecwip.education/Event/119534

[bookmark: _GoBack]


image8.emf
Helpful Tips Including 

Managing Worry Winsford CAMHS July 2020 PDF.pdf


Helpful Tips Including Managing Worry Winsford CAMHS July 2020 PDF.pdf


Winsford CAMHS 0-16   July 2020 


 


1 


 


 


 


 


 


 


Includes advice and easy to 
follow strategies to help with 
communication, routine, sleep 
and worry 







Winsford CAMHS 0-16   July 2020 


 


2 


 


 


 


 


 


In this booklet: 


 


 


Messages from our Young People & our Team    Page 3 


Top Tips – Great 8 Guide        Page 4 


Back to School Worries        Page 8 


Managing Worry          Page 10 


Communication & Feelings        Page 15 


Sleep            Page 16 


Preparing for Back to School       Page 18 


Separation Anxiety         Page 20 


Praise & Rewards         Page 21 


If things don’t get better        Page 22 


 


 


Other Resources          Page 23 


References           Page 24 


 


 







Winsford CAMHS 0-16   July 2020 


 


3 


 


 


 


Messages from our Young People & Our Team 
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Top Tips, our “Great 8 Guide” to help you and your children feel 


better prepared for the return to school in September 2020 


 


 


 


 


 


 


 


  


 


 


 


 


 


 


We offer more detail about these tips on the next page 
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Top Tips 


1. YOUR OWN SELF CARE – you first 


As parents and carers we are best able to support our children when WE feel as well as we can.  


Take some time to think about your own self-care, what would help you to feel better able to 


cope with this transition phase, would it be improved sleep, seeing family and friends or some 


time to relax by yourself?  As well as feeling better in yourself, this really helps to promote 


good self-care to our children as they can learn how to soothe themselves by watching us. 


 


2. TALKING & LISTENING – being available   


If you have started with Top Tip #1 then you might have been talking to family and friends as 


part of your own self-care, it is completely normal for us to have our own worries and 


emotions as adults, parents and carers and it is important for us to have outlets for this away 


from our children.  If we can do this, we will feel better able to listen to and support them. 


We can find it easier to talk when we are more relaxed, so if you wanted to start a conversation 


with your child about returning to school, consider talking alongside doing something like 


colouring, baking, playing football, walking or gaming.  You could talk about what happens in a 


typical school day and what their favourite parts of the day or week used to be. 


To give you the best chance of really listening to your child choose a time when you know you 


can give them your full attention, and if you can’t be fully available, try telling them that you 


really want to hear what they have to say and that you will be available “in 10 minutes” or 


“after tea”. 


Communication with school is important too, this is new to everyone, including your child’s 


teachers, so as we learn together try to keep communication open and help each other to 


support your child. 


 


3. HONESTY – we don’t know what we don’t know 


It’s best to be honest about things being different rather than say we are going back to the way 


things were, as if we are going back to school like any other September.  Share what you do 


know to help to prepare your child for what to expect.  It is OK to let our children in on the fact 


that we don’t know everything.   


If your child asks questions that you can’t answer, you can tell them that you will try to find 


out, and what you will do to find out (speak to their school); this shows them you are being 


honest and it sets them a good example of what to do when you don’t know – ask!  
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4. POSITIVITY – a little goes a long way 


It’s amazing how far a little positivity can go and a little excitement from the simple things like 


a new school bag or lunch box; if getting new isn’t possible maybe your child can decorate their 


existing bag or lunch box with stickers or pens. 


Help them to see some more of the good things about going back to school; as well as learning 


they will be able to see more of their friends, for example. 


 


5. LOOKNG FORWARD – more good things may come 


Talk together about other things to look forward to, school is one place where we 


are starting to see our ‘new normal’ and there are other things that are likely to 


come after schools open, such as sports clubs and things your child or family 


used to enjoy doing. 


 


6. ROUTINE – getting the day back on track a week or two before September 


A good daily routine of regular wake, meal, exercise and sleep is really important to help 


children feel safe and secure and able to cope (goes for us adults too). 


Just like during the usual summer holidays, our routine often changes while we are on a break 


from life’s demands and it can be a bit of a challenge to bring those routines back.  This time 


though, most of our children have experienced this break from their regular routines for a 


much longer period, so re-introducing good and regular patterns at least a week or two before 


the return to school is likely going to be helpful for your child. 


Electronic devices have felt like a lifeline for many of us and our children during the past few 


months, they have been very useful to many people to help stay connected to others and as a 


source of entertainment; consider reducing the amount of screen time if needed over the 


remainder of the summer to help transition, try to substitute with more family based activities 


if you can. 


Making sure there is plenty of time for the morning routine so that having breakfast and 


getting ready isn’t rushed, can really help everyone to feel less stressed and able to cope better 


with their day ahead.  Organising as much as possible the night before will help, such as putting 


the packed school bag by the door and preparing a lunchbox, involving your child in the 


preparation will help them to feel involved and promote independence. 
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7. REWARDS – they’ve earned it (we all have) 


Let your child hear from you that you know it feels like a big change for them, and use this 


conversation as a chance to be positive about their efforts.  Praise them and plan a treat to 


look forward to for the end of the first day, and maybe the end of the first week. 


This can be anything from one to one time with a parent/ carer, to choosing the family TV 


or evening meal / dessert.  These are also great ways to help your child experience some 


element of control in these changing circumstances, within supportive boundaries this can 


help to build their confidence in themselves too. 


Be aware that you might find it hard as well and so plan a treat for yourself, remember 


again the thoughts about self-care right back at Tip #1 


 


8.  BE CONSISTENT – “this is the beginning of a process not an event” 


Your child could show a variety of responses to their first day, it would be normal to expect 


them to be tired, excited, irritable, hungry, not hungry.  This is understandable and this process 


is likely to take more than just the first day for them to adjust to. 


Some children will want to tell you lots about their day and others don’t want to talk about it - 


both are normal.  Try to avoid asking lots and lots of questions and if your child doesn’t want to 


talk you could try a subtle approach, one idea is: 


 At family meal time, ask everyone to share one thing they liked about their day, or 


something funny, or something new, you need to share too! 


 


Consistency from you is going to help your child to adjust and cope easier, so keep up with the 


great start you have made on the top tips here, routine, sleep, exercise, a healthy diet and 


communication are going to continue to help. 


 


 


 


If you would like more information about worry, further advice and strategies 


follow 
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Children starting back to school in September could have a wide range of 


thoughts and worries… 


 


 


 
 


 


 


 


 


 


 


 


 


 


 


 


 


I have school 
lunch now 


The masks 
look strange 


It’s 
noisy 


It’s not safe 
indoors 


What if something 
happens to my 
family while I’m 


here? 


So many 
people! 


I feel 
scared 


I haven’t done 
enough school 


work 


My friends 
might not like 
me anymore 


What if I 
forget 


the rules? 


I look different 
now (hair, teeth, 


weight) 


Will I be in 
trouble if I 


get too close? 







Winsford CAMHS 0-16   July 2020 


 


9 


If your child has still been attending school through lockdown, they might have some of 


the thoughts above, or they might have different ones, such as… 


 


 


 


 


 


 


 


 


 


 
 


It is normal for our brains to raise questions like this, in fact it’s how we protect ourselves from 


danger, but if worrying thoughts are getting in the way of moving forward we can get stuck.  One of 


our usual responses when we are scared and stuck is to avoid a situation; this helps us feel better for a 


short time, but avoidance makes the worry bigger and it can then become a problem in itself. 


There follows some strategies to help you and your child manage worry. 


It felt safe 
before everyone 
else came back 


So many 
people! I could give 


the virus to 
someone 


My friends 
might not like 
me anymore 


It’s so 
noisy now 


Why can’t I 
stay at 
home? 
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Managing Worry 


 


Create a Worry Time 


Creating a worry time for your child helps to break the habit of worry being 


something that they do throughout the day, which gets in the way of things and is 


unpleasant for them.  Creating a specific worry time, also naturally creates 


worry-free time.  When your child learns to put their worry off to the worry time, 


they will start to see that they can manage it and feel more in control. 


 


Tips: 


 Decide on the time, place and amount of time allocated, this needs to be based on what would 
be achievable most days (for example, every day, after tea, for 20 minutes) 


 
 Choose a place other than your child’s bedroom 


 


 Do they want to spend their worry time with someone, if so, who? 
 


 Help your child to practise delaying their worry to this time, so if they are asking lots of 
questions about a future event, tell them you can talk about it at worry time together 
 


 They might want to write it / draw it as it comes into their mind so they have it for worry time 
(this could go into a box which you could decorate together, or a worry monster for example) 
 


 Use distractions if needed, see “some other things to try” on page 12 
 
When worry time arrives they can worry as much they want to!  You can help them to solve the 
problem or let the worry go, more advice follows for this on the next page. 
 


 If a worry has gone away just from not paying too much attention to it, help your child to notice 
this 
 


 For worries that are still around, you could try the following Worry Tree example 
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The Worry Tree 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 







Winsford CAMHS 0-16   July 2020 


 


12 


Mental Games 


*Count backwards 


*Think of 10 different animals 


*Think of 10 blue or red 


things 


*Say the alphabet slowly or 


backwards 


 


 


Some other things to try… 


 


 


 


 


 


  


 


 


 


 


 


 


 


 


 


 


  


 


 


 


 


 


*Grounding objects can also be used as “transitional objects” for back to school if needed, but 


best to discuss with your child’s teacher 


Movement 


Stretch, stamp your feet, 


jump, dance, run on the 


spot, rub your arms and 


legs, clap your hands, go 


for a walk 


5,4,3,2,1: 


Think about 5 things you 


can see, 4 things you can 


hear, 3 things you can 


touch, 2 things you can 


smell, and take 1 slow, 


deep breath 


Have a Grounding 


Object 


This could be a stone, a 


key ring, a photo, maybe 


something with personal 


meaning which is 


comforting to touch 


 


Yoga & Mindfulness 


Many free resources online to 


guide you and your child, such as 


Cosmic Kids  


(which your child may have 


practiced in school) 
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Helping your child to be kind to themselves with Positive Self Talk 


You might notice in your Worry Time that your child’s inner voice is being unhelpful or unkind, you 


could help them to find more helpful things to say to themselves.  Here are a couple of examples: 


 


 


 


 


Unhelpful Self-Talk 


 


 


More Helpful Self Talk 


 


It’s going to be really hard to catch up 


 


My teacher will want to help me 


 


It will feel scary 


 


It will feel OK 
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 Breathing Techniques 


You could try these simple breathing techniques out with your child to help distract from 


worries, especially if they are feeling overwhelmed, it can help to calm their heart rate 


Balloons 


Imagine as you are breathing that there is a balloon in your tummy 


When you breathe in the balloon is filling with air 


When you breathe out the balloon goes down  


  


Candles - Imagine that a candle is flickering as you breathe in and out 


 


Bubbles 


Breathe in and imagine taking in a breath ready to blow some bubbles 


Breathe out slowly to blow your imaginary bubbles 


Or you could blow some real bubbles  


  


 


 


 


Colour 


Choose 2 colours, one that you like that makes you happy or calm, and one that you don’t like as much 


When breathing in, imagine the happy or calm colour spreading through your body 


When breathing out, imagine the unhappy or tense colour leaving your body 


*Also see Young Minds advice in Helpful Resources on page 23 


It is a good idea to practise techniques when we feel OK, they are then easier to remember 


when we need them to help us 
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Communication & Feelings 


You know your child best and will be able to notice when they are trying to show you how they are 


feeling, often they can do this through their behaviour as a way of them trying to communicate.  This 


can range from physical behaviour, such as fighting with siblings, damaging their own or other 


belongings or crying, to more subtle behaviour such as being more quiet, withdrawing from things 


and conversation or saying unkind things.  


As we said in our top tips, there are ways to make conversation feel easier like talking alongside a 


shared activity, and avoiding an inquisition!  


If you have noticed your child is trying to communicate their feelings through their behaviour and 


talking seems difficult, you could consider these ideas: 


 Ask them what will help / what do they want to happen 


 Be fully available to listen / see what your child is trying to tell you 


 Try using feelings cards to support your child to recognise their emotions and communicate 


them to you more easily, free downloads can be found online (www.twinkl.co.uk) or you could 


make your own using emoji signs 


 


 Share a story together that has some transferrable meaning for your 


child’s experience – such as The Huge Bag of Worries, by Virginia Ironside  


 Or Everybody Worries by Jon Burgerman (available free to download at 


Oxford Owl: https://home.oxfordowl.co.uk) 


  


 


 


 When they are talking, follow their lead and show you are interested 


 Repeat back small parts of what they tell you, this will help them to see you are listening and 


they will build confidence to share more with you 


 Praise them for talking about their feelings or worries, this will encourage them to talk more in 


future 


 


 



http://www.twinkl.co.uk/





Winsford CAMHS 0-16   July 2020 


 


16 


Sleep 


 


Sleep is really important for physical and mental health, and for helping us to feel more able to cope.  
A good sleep routine also promotes feelings of security.  How often does someone have a really great 
day, after a poor night’s sleep? 


So what is the right amount of sleep? 


Your child might naturally be an early or late riser and you will already know what is more their 
norm, and although we are all different the following guide to how much sleep they need for their age 
would still be generally appropriate  


 3 to 5 years of age  need 11 – 13 hours 
 5 to 12 years of age  need 10 – 11 hours 
 12 – 18 years of age  need 8 – 9.5 hours 


 


Not sleeping through the night? 


We all wake during the night and this is normal, we just might not always be aware.  If we are able to 


get ourselves to sleep in the first place, it is usually easy for us to get back to sleep without noticing we 


were even awake.  So it makes sense that children need to learn to get to sleep by themselves, so they 


can also get themselves back to sleep during the night when they wake. 


 


Bedtime Routine 


Establish calm and soothing bedtime rituals in a routine that begins as bedtime approaches. Keep this 


consistent and doing the same every night to help set up cues for your child’s brain to recognise sleep 


is coming.  When they have good ‘sleep hygiene’, as it is known, it should take around 15 minutes for 


your child to get to sleep.  This might be longer if your child has Autism Spectrum Condition or 


Attention Deficit Hyperactivity Disorder, as it may take a longer winding down period. 
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So, if your child is primary school age, and needs around 10 – 11 hours sleep, think about when you 


want to start your morning routine to work out their recommended bed time. 


For example, you want to start the morning routine at 7am, you would be aiming for them to be asleep 


between 8pm and 9pm.  To achieve this you would need to start the bedtime routine between 7.15 


and 8pm and it might look something like this: 


 


 


 


7:15 – time to get ready for bed, go upstairs, no electronics 


7:20 – toilet, wash, brush teeth 


7:30 – PJ’s, close curtains 


7:35 – in bed with story 


7:45 – say good night, lights out / 


nightlight / teddy 


8:00 - sleep 


 


 


You can find more information and advice about good sleep hygiene and tackling problems with sleep 


at: 


CWP’s My Mind Website (www.mymind.org.uk) 


The Sleep Council (www.sleepcouncil.org.uk) 
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Preparing for Back to School 


Step by Step 


Some children will benefit from taking smaller steps to prepare them, you might already know that 


your child has found settling into a new school year difficult previously so adjusting this time around 


is likely to mean extra thought is needed.  Or you might feel that despite trying some of the other 


advice in this booklet, such as worry time; your child is still showing you that they are having more 


difficulty, perhaps through still asking lots of questions or some other behaviour.   


To plan some smaller, more achievable steps towards the top goal of going to school, there is a 


completed example below to help you, but it is best to involve your child with this process, this gives 


them some control, and of course you would want them to agree the reward so that it is something 


they are going to look forward to and enjoy! 
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If you want to make your own you can have fun together and get really creative, think 


about what your child likes, if they like space rockets they could be zooming off in a 


rocket towards their goal, or you could have levels like a video game instead of stairs! 
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Separation Anxiety 


After such a long period of time together, your child (and possibly yourself) may experience some 


symptoms of separation anxiety, this is a normal reaction, but supporting your child to feel more 


comfortable when apart from you is going to help prevent it becoming more difficult for your child, 


and your family.  


This might be something you already recognised before Covid-19, or it might be, understandably, due 


to the change in circumstances.  Either way, if you think your child is going to find separating from you 


and the home more difficult than others, then consider following some steps like in the example below 


to build their confidence.   


Remember these points are really important: 


* make a list together of positive and negative reasons to have a go at this (aim for more 


positives!) 


* ensure your child agrees with the planned steps and rewards 


* move on to the next step when your child is feeling comfortable, you might need to repeat 


steps or add in some smaller ones 


This is just an example to guide you, you can also consider whether your child needs a more phased 


return to school, (especially if you already recognised difficulties with separation or with adjusting to 


change); you can speak to your child’s school to agree an appropriate plan with them. 


*If appropriate for your family it would be useful to add “time away from home with another relative”, between 


steps 4 & 5 
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Praise and Rewards 


 


 


 Do  Don’t 


 Involve your child in choosing rewards 


that feel good for them 


 Ensure anyone else involved in your 


child’s care understands and supports the 


same messages 


 Give genuine and specific praise (not just 


“well done” BUT “well done for…”) 


 Praise every success, no matter how small 


it seems, any progress is good 


 Give the praise or reward as soon as the 


step / goal met  


 Enjoy seeing the progress and the bravery 


your child is experiencing 


 


 Promise rewards you can’t give 


 Take away or reduce a reward as a 


punishment for some other unwanted 


behaviour  – once it has been earned it has 


to be given 


 Use the reward as a bargaining tool for 


something else (“you can’t have it unless 


you eat your tea / tidy your room”) 


 Follow up positive praise with a negative 


(“well done, you could have done that in the 


first place / why can’t you do that every 


time”) 


 Use standard star charts – the gaps where 


stars are not given are a negative message, 


we want to motivate by celebrating 


success 
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When things aren’t getting better 


 


Consider first:  


Was your child experiencing any difficulty before Covid-19 and school closure? 


Talk with your child (think about using the tips in Communication & Feelings)– can they identify any 


problems (environment, school work, friendship or bullying problems)? 


If you have been using a ladder technique with some success – you could try going back a step or 


building in some smaller steps 


CWaC Child and Educational Psychology Services (June 2020), remind us that the return to school is 


going to be a “process” not an “event”, and so it will take time for everyone.  If after several weeks 


things are not improving or seem to be getting worse, firstly speak to your child’s school.  What do 


they notice and what support and advice can they offer?  


Your child’s school should be a place that helps to build the feelings of security through this 


challenging time, and your child is likely to trust in support from people where they have existing and 


positive relationships. 


 


There are other services you can contact for support if needed: 


Children & Young People’s Wellbeing Hub - for professionals, parents & carers concerned about the 


mental health of a child or young person who has a GP in the Vale Royal & South Cheshire areas: call 


01606 555120 between 13:00 and 17:00 Mon-Fri (Excluding Bank Holidays) 


CWP Mental Health Crisis Line – 24/7 support for Children, Young People and Adults, Freephone 


0800 145 6145 (if in an immediate life-threatening emergency you should still always call 999 or visit 


A&E) 


Starting Well –www.startingwell.org.uk 


Child & Educational Psychology Service - 0151 337 6836  


Information, Advice and Support Service (IASS) – independent education service if your child has 


special educational or emotional needs – 0300 123 7001 
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Helpful Resources 
Resources & Services you may find useful, some are additional to those referred to in the 


booklet: 


ADHD Foundation – The Neurodiversity Charity, www.adhdfoundation.org.uk 


Anna Freud National Centre for Children and Families – Mental Health Charity with online resources - 


www.annafreud.org 


Anxiety UK – National Charity offering online resources and support – www.anxietyuk.org, Helpline 03444 775 


774 (Mon – Fri 9.30 – 7.30, Sat & Sun 10am – 2pm) 


Child & Educational Psychology Service - 0151 337 6836 (or via your child’s school link) 


Children & Young People’s Wellbeing Hub - for professionals, parents & carers concerned about the mental 


health of a child or young person who has a GP in the Vale Royal & South Cheshire areas: call 01606 555120 


between 13:00 and 17:00 Mon-Fri (Excluding Bank Holidays) 


Cosmic Kids Yoga – Yoga and Mindfulness for Kids – www.cosmickids.com 


CWP Mental Health Crisis Line – 24/7 support for Children, Young People and Adults, Freephone 0800 145 


6145 (if in an immediate life-threatening emergency you should still always call 999 or visit A&E) 


My Mind - www.mymind.org.uk – Online resources dedicated to Children and Young People’s Mental Health 


National Autistic Society – online resources and support at www.autism.org.uk, Helpline 0808 800 4104 


Open the door – Support and advice about unhealthy relationships and domestic abuse – 


www.openthedoorcheshire.org.uk  


Oxford Owl - Online library with free ebooks – www.home.oxfordowl.co.uk 


Starting Well –www.startingwell.org.uk 


The Happiness Trap: FACE covid: How to respond effectively to the Corona crisis (May 2020) by Dr Russ 


Harris, www.thehappinesstrap.com 


The Sleep Council - www.sleepcouncil.org.uk 


Twinkl – www.twinkl.co.uk, home learning resources including emotion based work 


Young minds – www.youngminds.org.uk, online resources and support, parents helpline 0808 802 5544, there 


is also a young person’s crisis text line available 24/7 – support can be accessed by texting YM to 85258 


You may find this article helpful: 


https://youngminds.org.uk/blog/what-to-do-if-your-child-is-anxious-about-going-back-to-school/#breathing-


techniques-and-grounding-exercises 



http://www.annafreud.org/

http://www.anxietyuk.org/

http://www.mymind.org.uk/

http://www.autism.org.uk/

http://www.openthedoorcheshire.org.uk/

http://www.thehappinesstrap.com/

http://www.twinkl.co.uk/

http://www.youngminds.org.uk/

https://youngminds.org.uk/blog/what-to-do-if-your-child-is-anxious-about-going-back-to-school/#breathing-techniques-and-grounding-exercises

https://youngminds.org.uk/blog/what-to-do-if-your-child-is-anxious-about-going-back-to-school/#breathing-techniques-and-grounding-exercises
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Top Tips, our “Great 8 Guide” to help you and your children feel 


better prepared for the return to school in September 2020 


 


 


 


 


 


 


 


  


 


 


 


 


 


 


We offer more detail about these tips on the next page 







Winsford CAMHS 0-16   July 2020 


 


3 


Top Tips 


1. YOUR OWN SELF CARE – you first 


As parents and carers we are best able to support our children when WE feel as well as we can.  


Take some time to think about your own self-care, what would help you to feel better able to 


cope with this transition phase, would it be improved sleep, seeing family and friends or some 


time to relax by yourself?  As well as feeling better in yourself, this really helps to promote 


good self-care to our children, as they can learn how to soothe themselves by watching us. 


 


2. TALKING & LISTENING – being available   


If you have started with Top Tip #1 then you might have been talking to family and friends as 


part of your own self-care, it is completely normal for us to have our own worries and 


emotions as adults, parents and carers and it is important for us to have outlets for this away 


from our children.  If we can do this, we will feel better able to listen to and support them. 


We can find it easier to talk when we are more relaxed, so if you wanted to start a conversation 


with your child about returning to school, consider talking alongside doing something like 


colouring, baking, playing football, walking or gaming.  You could talk about what happens in a 


typical school day and what their favourite parts of the day or week used to be. 


To give you the best chance of really listening to your child choose a time when you know you 


can give them your full attention, and if you can’t be fully available, try telling them that you 


really want to hear what they have to say and that you will be available “in 10 minutes” or 


“after tea”. 


Communication with school is important too, this is new to everyone, including your child’s 


teachers, so as we learn together try to keep communication open and help each other to 


support your child. 


 


3. HONESTY – we don’t know what we don’t know 


It’s best to be honest about things being different rather than say we are going back to the way 


things were, as if we are going back to school like any other September.  Share what you do 


know to help to prepare your child for what to expect.  It is OK to let our children in on the fact 


that we don’t know everything.   


If your child asks questions that you can’t answer, you can tell them that you will try to find 


out, and what you will do to find out (ask their school); this shows them you are being honest 


and it sets them a good example of what to do when you don’t know – ask!  
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4. POSITIVITY – a little goes a long way 


It’s amazing how far a little positivity can go and a little excitement from the simple things like 


a new school bag or lunch box; if getting new isn’t possible maybe your child can decorate their 


existing bag or lunch box with stickers or pens. 


Help them to see some more of the good things about going back to school; as well as learning 


they will be able to see more of their friends, for example. 


 


5. LOOKNG FORWARD – more good things may come 


Talk together about other things to look forward to, school is one place where we 


are starting to see our ‘new normal’ and there are other things that are likely to 


come after schools open, such as sports clubs and things your child or family 


used to enjoy doing. 


 


6. ROUTINE – getting the day back on track a week or two before September 


A good daily routine of regular wake, meal, exercise and sleep is really important to help 


children feel safe and secure and able to cope (goes for us adults too). 


Just like during the usual summer holidays, our routine often changes while we are on a break 


from life’s demands and it can be a bit of a challenge to bring those routines back.  This time 


though, most of our children have experienced this break from their regular routines for a 


much longer period, so re-introducing good and regular patterns at least a week or two before 


the return to school is likely going to be helpful for your child. 


Electronic devices have felt like a lifeline for many of us and our children during the past few 


months, they have been very useful to many people to help stay connected to others and as a 


source of entertainment; consider reducing the amount of screen time if needed over the 


remainder of the summer to help transition, try to substitute with more family based activities 


if you can. 


Making sure there is plenty of time for the morning routine so that having breakfast and 


getting ready isn’t rushed, can really help everyone to feel less stressed and able to cope better 


with their day ahead.  Organising as much as possible the night before will help, such as putting 


the packed school bag by the door and preparing a lunchbox, involving your child in the 


preparation will help them to feel involved and promote independence. 
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7. REWARDS – they’ve earned it (we all have) 


Let your child hear from you that you know it feels like a big change for them, and use this 


conversation as a chance to be positive about their efforts.  Praise them and plan a treat to 


look forward to for the end of the first day, and maybe the end of the first week. 


This can be anything from one to one time with a parent/ carer, to choosing the family TV 


or evening meal / dessert.  These are also great ways to help your child experience some 


element of control in these changing circumstances, within supportive boundaries this can 


help to build their confidence in themselves too. 


Be aware that you might find it hard as well and so plan a treat for yourself, remember 


again the thoughts about self-care right back at Tip #1 


 


8.  BE CONSISTENT – “this is the beginning of a process not an event” 


Your child could show a variety of responses to their first day, it would be normal to expect 


them to be tired, excited, irritable, hungry, not hungry.  This is understandable and this process 


is likely to take more than just the first day for them to adjust to. 


Some children will want to tell you lots about their day and others don’t want to talk about it - 


both are normal.  Try to avoid asking lots and lots of questions and if your child doesn’t want to 


talk you could try a subtle approach, one idea is: 


 At family meal time, ask everyone to share one thing they liked about their day, or 


something funny, or something new, you need to share too! 


 


Consistency from you is going to help your child to adjust and cope easier, so keep up with the 


great start you have made on the top tips here, routine, sleep, exercise, a healthy diet and 


communication are going to continue to help. 


 


This is an extract from “Helpful Tips Including Managing Worry ”, Winsford CAMHS 0-16, July 2020, please 


see original document for the full list of resources available  


 


Disclaimer:   The following resources in relation to their content and related services, via their highlighted contact 
details, are provided for your convenience and are not operated by CWP (unless specifically stated).  Accessing 
these resources is done so at your own risk and CWP accepts no liability for any linked websites, content or 
connected services. 
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Helpful Resources 
Resources & Services you may find useful: 


ADHD Foundation – The Neurodiversity Charity, www.adhdfoundation.org.uk 


Anna Freud National Centre for Children and Families – Mental Health Charity with online resources - 


www.annafreud.org 


Anxiety UK – National Charity offering online resources and support – www.anxietyuk.org, Helpline 03444 775 


774 (Mon – Fri 9.30 – 7.30, Sat & Sun 10am – 2pm) 


Child & Educational Psychology Service - 0151 337 6836 (or via your child’s school link) 


Children & Young People’s Wellbeing Hub - for professionals, parents & carers concerned about the mental 


health of a child or young person who has a GP in the Vale Royal & South Cheshire areas: call 01606 555120 


between 13:00 and 17:00 Mon-Fri (Excluding Bank Holidays) 


Cosmic Kids Yoga – Yoga and Mindfulness for Kids – www.cosmickids.com 


CWP Mental Health Crisis Line – 24/7 support for Children, Young People and Adults, Freephone 0800 145 


6145 (if in an immediate life-threatening emergency you should still always call 999 or visit A&E) 


My Mind - www.mymind.org.uk – CWP online resources dedicated to Children and Young People’s Mental 


Health 


National Autistic Society – online resources and support at www.autism.org.uk, Helpline 0808 800 4104 


Open the door – Support and advice about unhealthy relationships and domestic abuse – 


www.openthedoorcheshire.org.uk  


Oxford Owl - Online library with free ebooks – www.home.oxfordowl.co.uk 


Starting Well –www.startingwell.org.uk 


The Happiness Trap: FACE covid: How to respond effectively to the Corona crisis (May 2020) by Dr Russ 


Harris, www.thehappinesstrap.com 


The Sleep Council - www.sleepcouncil.org.uk 


Twinkl – www.twinkl.co.uk, home learning resources including emotion based work 


Young minds – www.youngminds.org.uk, online resources and support, parents helpline 0808 802 5544, there 


is also a young person’s crisis text line available 24/7 – support can be accessed by texting YM to 85258 


You may find this article helpful: 


https://youngminds.org.uk/blog/what-to-do-if-your-child-is-anxious-about-going-back-to-school/#breathing-


techniques-and-grounding-exercises 



http://www.annafreud.org/

http://www.anxietyuk.org/

http://www.mymind.org.uk/

http://www.autism.org.uk/

http://www.openthedoorcheshire.org.uk/

http://www.thehappinesstrap.com/

http://www.twinkl.co.uk/

http://www.youngminds.org.uk/

https://youngminds.org.uk/blog/what-to-do-if-your-child-is-anxious-about-going-back-to-school/#breathing-techniques-and-grounding-exercises

https://youngminds.org.uk/blog/what-to-do-if-your-child-is-anxious-about-going-back-to-school/#breathing-techniques-and-grounding-exercises
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ABC Analysis
Date____/____/____  Name of Person Observed:  ________________________________ Observer:  _________________________________


Behavior(s):  __________________________________________________________________________________________________________


Date Time Antecedent Behavior Consequence Possible Function
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Angela Lewis

Child and Educational Psychologist





Sensory Processing Checklist

Completed by teacher and parent together

Child’s name:				                Age in years and months: 

Parent:                                                                       Teacher:

School:					                Date:	

		

Indications of sensory overload  

                        

		

Observed:

Often  Sometimes  Not  



		

Poor concentration in the classroom

		







		

Can’t get started on written tasks or can’t continue tasks to completion

		







		

Hides, eg under tables, or did so as younger child 

		







		

Tries to leave the classroom

		







		

Finds it hard to sit still, physically very restless 

		







		

Has meltdowns or shows agitation in the classroom

		







		

Difficulties tuning in to whole class instructions

		







		

Doesn’t want to go into assembly or into hall for lunch

		







		

Stays on the periphery in the playground or runs round incessantly

		







		

Poor organisation 

		







		

Works significantly better outside of the classroom or with an adult 

		







		

Gets more tired than other children

		







		

Poor sleeping

		







		

Can’t bear supermarkets, shops or crowds

		







		

Doesn’t like family gatherings

		







		

Is easily over excited

		







		

Tactile sensitivities

		

Observed:

Often  Sometimes  Not





		

Strong dislike of certain textures on hands or face 

		







		

Insists on wearing the same clothes every day

		







		

Complains about labels  or seams or the feel of certain clothes

		







		

Wants to stay in same clothes all day long eg pyjamas or track suit

		







		

Unaware of heat, cold or pain

		







		

Can’t bear having hair washed or the shower or bath, or did so when younger

		







		

Problems when has to have a hair cut or did so when younger

		







		

Unaware when hands dirty

		







		

Wants to wear coat or fleece inside school or to keep the hood up

		







		

Likes  bedding to be heavy

		







		

Picks or scratches at skin, self harms

		







		

Likes to be hugged tightly

		







		

Likes to be rolled up in something, eg bedclothes

		







		

Insists on doing buttons or zips right up to the neck

		







		

Likes to sit with back pressed against something hard

		







		

Restless on chairs or carpet in school

		







		

Likes to stroke or touch certain textures

		







		

Likes to have something to fiddle with

		







		

Other
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Vestibular system - balance

                        

		

Observed:

Often  Sometimes  Not  



		

Moves awkwardly

		







		

Rocks when sitting or standing

		







		

Likes to spin or jump up and down

		







		

Extremely restless, always on the go

		







		

Constantly fidgets

		







		

Difficulties with stopping neatly or changing direction

		







		

Difficulties with the physical aspects of sport

		







		

Doesn’t like swings, slides or playground equipment, or didn’t when younger

		







		

Prefers head to be in upright position

		







		

Other

		







		

Taste sensitivities

                        

		

Observed:

Often  Sometimes  Not  



		

Won’t eat certain foods, very fussy eater

		







		

Refuses to try new food,  insists on eating the same food

		







		

Has to keep all foods on the plate separate and not touching

		







		

Has to eat food in certain order

		







		

Can’t bear toothpaste

		







		

Likes to lick objects, surfaces or people

		







		

Baulks or gags with certain food textures or did when younger

		







		

Other

		











		

Proprioceptor sensitivities – body awareness

                        

		

Observed:

Often  Sometimes  Not  



		

Clumsy, bumps into things

		







		

Doesn’t understand personal space

		







		

Difficulties with fine motor skills eg doing buttons, manipulating small objects

		







		

Handwriting difficulties

		







		

Drops or spills things

		







		

Difficulties getting round classroom spaces

		







		

Other

		







		

Visual sensitivities

                        

		

Observed:

Often  Sometimes  Not  



		

Blinks, rubs or covers eyes, or hits own eyes

		







		

Difficulties with depth perception eg catching or throwing balls

		







		

Likes to keep hood over head

		







		

Puts head down 

		







		

Fascinated by shiny things or bright lights

		







		

Gets engrossed in looking at particular things, doesn’t seem to hear when doing so

		







		

Likes to look closely at certain objects, twists them in front of eyes etc

		







		

Fascinated by things that spin, likes to spin things

		







		

Concentrates better in rooms without fluorescent lighting

		







		

Other

		











		

Odour  and smell sensitivities                   

		



Observed:

Often  Sometimes  Not  



		

Likes to sniff things or people

		







		

Dislikes smell of shampoo, toothpaste

		







		

Says  feeling sick but can’t explain why

		







		

Complains that other people have a smell

		







		

Dislikes particular rooms or areas in school though might be able to explain why

		







		

No sense of smell, even own body odours

		







		

Dislikes some materials used in school such as paint, glue sticks

		







		

Other

		







		

Auditory sensitivities

                        

		

Observed:

Often  Sometimes  Not  



		

Puts hands over ears 

		







		

Doesn’t like hand driers, vacuums cleaners etc or didn’t when younger

		







		

Complains of other people making sounds nobody else has noticed

		







		

Can hear sounds from a distance

		







		

Little eye contact when spoken to, listens better when not making eye contact 

		







		

Suddenly makes noises or makes repetitive noises

		







		

Own voice is too loud 

		







		

Doesn’t like singing or music

		







		

Other

		









About Sensory Processing Difficulties

Sensory processing describes the way our brains manage the non-stop information sent by our senses. For most children this is an automatic process which enables them to filter and prioritise the most relevant information. They can do so because they have developed sensory integration, meaning that their senses work together smoothly.

Children with sensory processing difficulties are likely to have an Autism Spectrum Condition. Their greatest difficulty in school is general sensory overload. They struggle to relate together the information from their different senses. For example where most children can filter out the background noise of the classroom, to sensory sensitive children this might sound as though loud sounds were coming directly into their ears from headphones. They also find it hard to use more than one sensory channel at a time, such as when they need to avoid eye contact in order to hear better when spoken to. Connor doesn’t get down to any written work. He seems to have understood the instructions and can tell me what he has to do but just sits there doing nothing. I have to keep going over to him every few minutes to keep him on task. His reading and spelling are good but he is just not achieving.



Sensory overload is not always easy to identify and understand. It can seem instead that the child has learning issues, is not motivated, does not want to work independently, or has emotional and behavioural difficulties. Sensory overload is the impact of the daily classroom buzz: children moving about, background conversations, the hum and flicker from artificial lighting, lots of colourful visual displays, bright computer screens, the whiteboard, changes of activity.  In this sensory-rich environment children with sensory processing difficulties struggle to filter and prioritise information and they can’t articulate why it is so stressful. Kyle has behaviour problems. He works at most for about twenty minutes then starts to leave his seat to wander about the room and ignores directions to return. He becomes more and more non-compliant, might hide under the table, then shouts that he is leaving and goes out of the room. He hides under coats or sits in the cloakroom and won’t come back. The TA has to coax him in and then he still won’t do his work. The other children are very wary of these meltdowns.



Sensory overload should be explored when a child appears at one extreme passive or confused and has an inconsistent performance, or at the other extreme has meltdowns and behaviour issues.  

Use the Sensory Processing Checklist.  This is best completed together with the child’s parent or carer, because they will have a wealth of information not known to school, such as sensitivities to clothing or food. Having this bigger picture helps to understand the child better.

The strategies suggested in the following pages can be used to write a Sensory Plan. This should be put in place for one term before consulting outside agencies. Options for advice are shown on the resources map overleaf. 

Resources Map

When the Sensory Plan has been in place for a term and further issues are highlighted then consult: 
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[image: ] Occupational Therapist

Sensory diet

Specialist advice



Autism Team

Specialist advice

Individual work with child

Staff training
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Educational Psychologist

 Consultation and assessment

Staff training



        Community Paediatrician

            Further assessment

                    Advice  

		

Books

		

Websites



		Sensational Kids – L Miller & D Fuller

		www.skybadger.co.uk/toys



		Living Sensationally – Winnie Dunn

		www.specialdirect.com



		The Sensory Team Handbook – N Mucklow

		www.tts-group.co.uk



		Sensory Integration and the Child – Jean Ayers

		www.spacekraft.co.uk



		The Out of Sync Child – C Kranowitz



		www.rompa.com 





Strategies for Sensory Difficulties

Sensory Overload  

· Provide an organised individual work station which the child can use whenever they want

· Use pop up partitions or privacy boards around the work station, keep visual stimulation to the barest minimum and the work station de-cluttered – see internet sites

· Site the work station somewhere quiet with natural lighting, use places outside of the classroom if necessary

· Use In and Out trays for the day or lesson’s activities, with cards showing each stage of the task

· Use visual timers for every activity and have a visual timetable

· Provide individual adult support to help with focus and ideas generation 

· Re-arrange the classroom so that moving around is easy to negotiate

· Have a quiet area in the classroom and for younger children try a small sensory hideout/tent – see internet sites

· Have a chill out room in school with a relaxing ambience and low level stimulation 

· Pattern the day with movement breaks. Have 5 minutes of large movements at least twice a day and plan these into the child’s timetable because it is so calming

· Agree a visual sign for the child to use to indicate feelings, such as a feelings thermometer or a five point scale with visual gradations of feelings, so that the child can produce this signal when stressed

· Agree a plan with the child to avoid meltdown such as a time out card, going outside for large movement activities, using the chill out room, working on computer

· Allow the child to enter school earlier or later than other children, to avoid sudden sensory overload from crowds and movement

· Make alternative arrangements for playtimes and lunchtimes so the child can remain indoors and occupied 



Tactile Sensitivities 

· Provide something to fiddle with or for younger children a soft toy to stroke

· Remove labels from clothing 

· Allow wearing T-shirts inside out for PE to avoid seams

· Consider allowing alternatives to complete school uniform eg allow jackets to be fully zipped up, no tie, polo shirts 

· Give warning when going to touch the child

· Use special cushions to sit on – see internet sites

· Use only soft touch clothing

· Allow wearing outdoor clothing indoors or use weighted clothing

· Use a weighted cushion over the legs – see internet sites

· Use weights in pockets, go for walk with weighted rucksack

· Provide a feely bag of objects which sooth the child

Vestibular Sensitivities   



· Trampolining 

· Sitting and lying on large therapy ball and rolling back and forth – see internet sites

· Balancing on a wobble board or a beam – see internet sites

· Bike riding

· Rocking equipment

· Use of swings, roundabouts and seesaws

· Teach the layout of the playground in sections and show how to run around each one 

· Hopscotch, hopping

· Bouncing balls, throwing and catching 





Taste Sensitivities



· Go along with taste preferences, never withhold food, allow the child to control 

· Take things slowly, think months rather than days

· Make a list of the kinds of foods preferred by the child, their textures, flavours, smells, colours and temperatures, then introduce other foods of similar textures, flavours, smells, colours and temperatures

· Don’t trick the child, always explain about new foods or food arrangements

· Make new foods more acceptable by telling the child that eg it is covered with ketchup, and gradually reduce the amount of ketchup

· If lumps and chewing are a problem, mash or puree food

· Alter the appearance and presentation of preferred food to get the child used to variety in how food looks

· Make new food more acceptable by using food colouring or using unusual temperatures or textures for new foods

· Desensitise by telling the child that a tiny amount of new food has been mixed in, then gradually increase the amount

· Desensitise over a number of weeks by placing small amount of new food on table but no pressure to eat, then use step by step approach over days and weeks to: bring the food closer, child to touch it,  smell it,  lick, then single taste without swallowing, and finally  eating

· Try bargaining: one mouthful only of new food followed by favourite food

· Use social stories and modelling

· Check whether eating arrangements are an issue – eg too socially demanding or noisy or the chair is uncomfortable 

· Check out your child’s nutrition with your GP - children can still be healthy when not eating a variety of food so a change of diet may not be necessary at all

Proprioceptor Sensitivities  



· Have daily timetabled breaks for large movement exercises because these calm the child and improve concentration

· Do heavy muscle work such a star jumps, arm circles, running, hula hoops, push ups against a wall, crawling 

· Give fidget toys 

· Use a special cushion for sitting

· Experiment with deep pressure vests – see internet sites

· Child to carry weights such as a stack of books for 20 minutes while walking  about

· Teach the one arm’s length rule for personal space

· Do fine motor activities such as threading and lacing

· At home use heavy bedding

· Do deep massage to shoulders and arms if the child can tolerate this

· Use firm hugs and holding if the child can tolerate this





Visual Sensitivities  



· Have an individual work station with blank background or low visual stimulation 

· Use natural light or low lighting

· Locate work station where there is no peripheral movement

· Place things at eye level

· Avoid using lots of gestures when talking to the child  

· Experiment with coloured overlays for reading

· Do tracking exercises to support eye movements for reading

· Practice catching and throwing to improve depth perception





Smell and Odours Sensitivities 



· Talk about odours with the child and find out which smells can’t be tolerated

· Remember to ask about odours when the child is behaving in an unusual way

· Take the child on an odour journey through the school to find out where the unpleasant sensitivities are located, including the toilets

· Be aware of your perfume and cologne smells 

· Allow the child to sniff things





Auditory Sensitivities  



· Locate individual work station in a quiet place

· Don’t insist on eye contact– it’s easier to listen when not having to look because of sensory interference from the visual channel

· Use visual supports for information because auditory information is more difficult to process

· Speak clearly  using short, simple grammatical structures

· Avoid moving hands when speaking to the child

· Take the child on an auditory journey of the school to find out which places are the most stressful

· Desensitise difficulties over assembly through a step by step approach which gradually builds up being in assembly all the time – this might be a lengthy process

· Allow child not to attend lessons such as singing and music if necessary

· Use MP3 player with personal headphones to listen to calming music

· Use of ear plugs

· Arrange for lunch in a quiet place

· Have alternative arrangements for playtimes, allow child to be indoors instead

· Prepare child beforehand for noisy situations

· Keep doors and windows shut   









The Sensory Friendly School

Take a sensory journey around the school and find out where:

· There is a great deal of noise and activity

· There are crowds and unpredictable movements

· There are areas which are always calm and quiet

· The light is intrusive

· There is a lot of visual stimulation on the surfaces

· The lighting is low and natural

· There are enclosed stress-free spaces

· There are strong odours

· Visual stimulation is reduced



· 
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SALT Indicators Checklist.doc
		Indicators list for identifying communication difficulties



		Young person’s name

		____________________

		Year group

		________________________



		Completed by

		____________________

		Date

		________________________



		

		



		Understanding language: Spoken rather than written language.

The pupil:

		Tick if applicable



		Has difficulties following long or complex instructions 


“You need to read the chapter and then identify the key ideas which you then need to write about, explaining why they are important.”

		



		Has better understanding in a 1:1 situation than in a group

Knows and understands what you say to him in 1:1 yet in a whole class or group situation is confused

		



		Watches and copies others when instructions are given

		



		Has difficulties recalling information or putting it into the right sequence

Unable to remember and recount last week’s episode of a ‘soap’ on T.V.

		



		Tends to take things literally 

When told “I’ll be back in a minute” literally expects the person to come back to them in 60 seconds

		



		Gives an inappropriate response to abstract language 

‘Keep your hair on’ results in them looking confused, or asking about their hair

		



		Repeats what you say rather than responding appropriately 

“What have you been reading?” – “I’ve been reading”

		



		Has difficulties understanding implied meaning 

‘I wouldn’t take my shoes off now’ meaning ‘Don’t take your shoes off’. Interpreted as you talking about yourself

		



		Is slow to learn new routines 

Finds it difficult to learn new ideas and language especially in sequence

		



		FORM: Structure of their communication e.g. word/picture/sign and syntax 


The pupil:



		Speaks too quickly 

So that others cannot follow what has been said

		



		Is not easy to understand 

When talking about spies says pies, when talking about yesterday uses ‘today I played football’

		



		Says the same word differently at different times 

Hospital: hotpital, hospital

		



		Stammers 

hesitates, repeats sounds/words, gets stuck

		



		Has difficulties with prepositions and tenses 

on, under, over, behind, etc. or tenses ran, running, will run

		



		Has difficulties using sentences with conjunctions 

including ‘and’, ‘because’, ‘so’, or uses these words too much

		



		May take a long time to organise words into a sentence 

Pauses for a long time before responding or stops mid sentence, searching for a word

		



		Misses out words or puts them in the wrong order 

“Last night football played park” for ‘last night I played football in the park’

		



		Has difficulties giving specific answers or explanations 

“I dunno, its kind of, something that’s, well you know…”

		



		Has difficulties recalling and sequencing events and ideas appropriately

Finds it difficult remember or tell a story, even a simple one

		



		CONTENT: Meaning of their message – semantics 


The pupil:



		Has limited vocabulary 

Uses same core vocabulary which could lead to excessive swearing

		



		Finds it hard to express emotions verbally 

Can’t explain how they are feeling or why

		



		Uses fluent clear speech which doesn’t seem to mean much 

“Came over to that place and did that you know”

		



		Has trouble learning new words 

Names of people and objects

		



		Cannot provide significant information to listeners 

Difficult for the listener to understand what their message is

		



		Uses made up words which are almost appropriate 

‘Window worker man’

		



		Overuses ‘meaningless’ words 

Thingy, whatever, and that

		



		USE: Purpose, function or reason for communication including pragmatics and social communication. 


The pupil:



		Has difficulties with eye contact or personal space 

Doesn’t make eye contact or gets too close to others

		



		Interrupts inappropriately 

Not aware of when it is and isn’t appropriate to say something

		



		Avoids situations which require words 

Social situations, reading out loud or presenting to others

		



		Is unable to vary language with the situation 


Uses the same language with peers, teachers and unfamiliar adults

		



		Attracts attention in inappropriate ways or without words 

Annoys others, fiddles with things, or sits quietly and does their own thing

		



		In conversation, moves from topic to topic for no obvious reason or finds it difficult to change the subject 

“Do I need to type this up, so can I go and talk to Sam, I like your earrings”

		



		Has difficulties taking turns in conversation

Always monopolises the conversation or doesn’t understand when someone has a different view and changes the focus

		



		Doesn’t ask questions or start a conversation


Sits quietly and waits for others to initiate verbal communication

		



		Doesn’t say if they can’t understand

Will continue doing what they are doing even if it isn’t what was asked for

		



		

		

		



		Would you want to refer for further more detailed assessment? 

		YES_____ 

		NO _____



		

		



		Additional comments:






		Signature:



		



		Adapted from work by Melanie Cross and Angela Sloan in Cross, M. (2004). Children with emotional and


behavioural difficulties and communication problems: There is always a reason. Jessica Kingsley Publishers.


Communication difficulties indicators checklist ©I CAN 2009 V2
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[bookmark: _GoBack]Paediatric Speech and Language Therapy Referral  Form

Please complete both sides of this form in full and return to: 

Therapy Services Department, Flat 50, ME Block, Residences, Leighton Hospital, Middlewich Road,

Crewe, Cheshire CW1 4QJ

Tel: 01270 278310  	email: CCICP.TherapyServices@mcht.nhs.uk

		Details of Client

		

		Details of Professionals Involved



		First Name: 

		

		Preschool/School







		Surname: 

		

		Class Teacher







		DOB: 

		Sex: M/F

		

		SEN Coordinator





		Address:





Tel: Mobile:                     

      Landline:  

		

		



		

		

		Health Visitor / School Nurse





		

		

		Other agencies  eg Audiology, ENT, EY’s

Including previous speech and language therapy















		



		G.P. & Surgery: 





NHS: Number:     

		

		







		Is the Child on a CP Plan / known to Social Care                                                               Yes / No

If Yes please give details   

 

                                  



		Language(s) spoken at home:                                                                     Interpreter

Does child or family need an Interpreter, if Yes please give specific requirements eg. 

Gender of Interpreter / language and dialect



		Yes    No









		Details of Referrer



		Name:



		Profession:



		Address:





		Signature:



		Telephone:



		Date:







		Consent to Referral by Parent/Carer



		Name:



Relationship to client:

		Signature:



Date:



		Parent consent MUST be obtained for referral to be accepted. Signed consent will indicate that the parent/guardians fully understand the reason for referral, consent to any treatment that may be required and agree for the Speech and Language Therapist (SLT) to liaise with other professionals.  As part of the provision of healthcare for a child, the SLT will share information about the child with other professionals (e,g, Health Visitors, Doctors, Teachers etc) in the best interests of the child.  The reason for referral will be discussed with parents at the initial appointment in order to obtain a parental view of the concerns stated.  For cared for children contact Social Care.









Client’s Name:………………………………………………………DOB:………………………………………… 



		Areas of Concern 

(Please describe Child’s level of functioning in each section)

		Any Concern



		Attention and Listening







		Y/N



		Play/Activity during unstructured times







		Y/N



		Comprehension – understanding of spoken language







		Y/N



		Expression – using spoken language







		Y/N



		Speech Sounds (in relation to age expectations)







		Y/N



		Stuttering/Stammering







		Y/N



		Social Interaction – turn taking, eye contact, conversational skills/ behaviour







		Y/N



		Eating / Drinking and Swallowing Concerns







		Y/N







		Additional Concerns or Comments

e.g. medical issues, health and safety issues for home visits, action taken in pre school/school i.e. IEP, general level of learning, relevant test scores/reading age, any additional observations



		



















		Please note: Incomplete/insufficient referrals will not be accepted and will be returned to referrer.







Central Cheshire Integrated Care Partnership (CCICP) is provided by Mid Cheshire Hospitals NHS Foundation Trust (MCHFT), Cheshire and Wirral Partnership NHS Foundation Trust (CWP), and 

the South Cheshire and Vale Royal GP Alliance.



image1.jpeg

NHS

Central Cheshire
Integrated Care Partnership







image14.emf
Strengths and Difficulties Questionnaire.pdf


Strengths and Difficulties Questionnaire.pdf
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Name of Child:


Completed by:


Relationship to child:


Date:


Strengths and
Difficulties
QUESTIONNAIRE 
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Strengths and
Difficulties


GUIDANCE 


ON USING 


QUESTIONNAIRES


19. Fuller discussion is vital for several reasons. Firstly, it is important to establish
level and nature of any difficulties more clearly. Information from other
sources is also relevant for this purpose. Secondly, the overall score may be
below the cut off point indicative of disorder, but there may still be issues
that are important to the respondent. The response to a single item might
provide the cue. Thirdly, it is crucial to understand how the child, parent and
other family members are responding to how the child is, or what the child
is doing/saying.


Scoring


20. This is explained on the sheet that accompanies the questionnaires.


21. Each item is scored 0, 1 or 2. Somewhat true is always scored 1, but whether
Not true and Certainly true are scored 0 or 2 depends on whether the item is
framed as a strength or difficulty.


22. The scoring sheet explains which item contributes to which subscales. 
The Pro-social scale is scored so that an absence of pro-social behaviour  
 scores low. A child may have difficulties but if they have a high 
Pro-social score the outlook for intervention is better.


23. The scoring sheet has a chart, which indicates which total scores are low,
average or high in the general population. High scores overall or for any
subscale point to the likelihood of a significant disorder, and/or a disorder 
of a particular type. They do not guarantee that there will be found to be 
a disorder when a more thorough assessment is conducted. Neither does 
a low score guarantee the absence of a problem, but the instrument is
useful for screening.


References
Goodman R (1997). The Strengths and Difficulties Questionnaire: A reseach note.
Journal of Child Psychology and Psychiatry. 38: 581–586.


Goodman R, Meltzer H and Bailey V (1998) The strengths and difficulties
questionnaire: A pilot study on the validity of the self-report version. European Child
& Adolescent Psychiatry. 7: 125–130.







9. The scales can be scored to produce an overall score that indicates whether
the child/young person is likely to have a significant problem. Selected
items can also be used to form subscales for Pro-social Behaviour,
Hyperactivity, Emotional Symptoms, Conduct and Peer problems.


Use


10. The questionnaires are of value in both assessments and for evaluating
progress.


11. They can give an indication of whether a child/young person is likely to
have a significant emotional or behavioural problem/disorder, and what
type of disorder it is. 


12. During piloting over half the children assessed scored above the cut-off
scores indicating a probable disorder.


13. The most common problems were Hyperactivity, Peer and Conduct
problems. These were identified in over half the children.


14. One social worker commented that the questionnaire ‘gave a more in-
depth look at the young person’. Another said that with the individual
child/young person it could be a springboard for therapeutic action, and
that it would be helpful, alongside work with the family, to monitor
progress.


Administration


15. The respondent whether parent, child or teacher needs to understand
where the use of the questionnaire fits into the overall assessment.


16. It is usually best if the respondent completes the questionnaire in the
presence of the social worker. Sometimes it will be necessary for the worker
to administer the scale verbally.


17. The scale takes about 10 minutes to complete.


18. It is preferable if full discussion is kept to the end, but there will be occasions
when what the respondent says while completing the scale should be
acknowledged immediately.


STRENGTHS AND DIFFICULTIES QUESTIONNAIRES


Background


1. Evaluation of children’s emotional and behavioural development is a central
component of social work assessment.


2. These questionnaires screen for child emotional and behavioural problems.
These scales are similar to older scales such as Rutter A & B Scales developed
for use by parents and teachers, but put a greater emphasis on strengths.


The Scales


3. The questionnaires consist of 25 items that refer to different emotions or
behaviours.


4. For each item the respondent marks in one of three boxes to indicate
whether the item is not true, somewhat true or certainly true for the child in
question.


5. On the back of each questionnaire are questions that aim to address
severity by scoring duration of the difficulties and their impact on the child,
themselves or others.


6. Children’s emotional and behavioural problems are not always evident in all
situations. When they are, the problem is usually more severe. As with the
Rutter scales, the Strengths and Difficulties Questionnaires have both
parent and teacher versions.


7. In young children, parents’ reports of their emotions and behaviour are
usually more reliable than those of the children themselves, but in
adolescence, parents are often unaware of their children’s emotional state.
There is therefore a Strengths and Difficulties questionnaire for young
people aged 11–16.


8. The Rutter scales were originally devised for children aged 9–10, and have
been shown to be valid for those aged 6–16. The Strengths and Difficulties
Scale covers ages 4–16, and there is an additional scale for children aged 
3–4. 


STRENGTHS AND DIFFICULTIES 2b
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Strengths and
Difficulties


SCORING


Interpreting scores and identifying need


The provisional bandings shown below have been selected so that roughly 80%
of children in the community do not have needs in these areas, 10% have some
needs, and 10% have high needs. 


LOW NEED SOME NEED HIGH NEED


Self completed


Total difficulties score 0–15 16–19 20–40


Conduct problems score 0–3 4 5–10


Hyperactivity score 0–5 6 7–10


Emotional symptoms score 0–5 6 7–10


Peer problem score 0–3 4–5 6–10


Pro-social behaviour score 6–10 5 0–4







SCORING THE SELF REPORT STRENGTHS AND DIFFICULTIES Conduct Problems Scale
QUESTIONNAIRE NOT TRUE SOMEWHAT TRUE CERTAINLY TRUE
The 25 items in the SDQ comprise 5 scales of 5 items each. The first stage of I get very angry 0 1 2
scoring the questionnaire is generally to score each of the 5 scales. Somewhat I usually do as I am told 0 1 2


true is always scored as 1, but the scoring of Not True and Certainly True varies I fight a lot 0 1 2
with each item. The score for each response category is given below scale by I am often accused of lying 0 1 2
scale. I take things 0 1 2


Pro-social Scale Peer Problems Scale
NOT TRUE SOMEWHAT TRUE CERTAINLY TRUE NOT TRUE SOMEWHAT TRUE CERTAINLY TRUE


I am considerate of others 0 1 2 I am rather solitary 0 1 2
I usually share 0 1 2 I have at least one good friend 0 1 2
I am helpful if 0 1 2 Other people … like me 0 1 2
I am kinder to younger 0 1 2 Other … people pick on me … 0 1 2
I often volunteer 0 1 2 I get on better with adults … 0 1 2


Hyperactivity Scale For each of the 5 scales the score can range from 0 to 10 provided all five items
NOT TRUE SOMEWHAT TRUE CERTAINLY TRUE have been completed. You can prorate the scores if there are only one or two


missing items.
I am restless 0 1 2
I am constantly fidgeting 0 1 2 To generate a total difficulties score, sum the four scales dealing with problems
I am easily distracted 0 1 2 but do not include the pro-social scale. The resultant score can range from 0 to
Thinks things out 0 1 2 40. Provided at least 12 of the relevant 20 items are completed, you can prorate
I see tasks through 0 1 2 the total if necessary.


Emotional Symptoms Scale
NOT TRUE SOMEWHAT TRUE CERTAINLY TRUE


I get a lot of headaches 0 1 2
I worry a lot 0 1 2
I am often unhappy 0 1 2
I am nervous in 0 1 2
I have many fears 0 1 2


STRENGTHS AND DIFFICULTIES 3b
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Multi-Agency Assessment Toolkit | IMPROVING PRACTICE, IMPROVING LIVES 


Voice of the child 


Guidance 2017 


“The child’s needs are paramount, and the 
needs and wishes of each child, be they a baby 
or infant, or an older child, should be put first, 
so that every child receives the support they 
need before a problem escalates.”   


Working Together to Safeguard Children March 2015 
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Every child has the right to express their views, 
feelings and wishes in all matters affecting 
them, and to have their views taken seriously 
and considered.  
Article 12 The United Nations Convention on the Rights of the Child  
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Introduction and context 
 


The principle of good practice is to ensure that children and young people’s views are heard 
and recognised. If you become concerned about a child or young person it may be useful to 
use some of the tools available in the multi-agency assessment toolkit . 
 
This guidance has been developed to provide workers with the underpinning principles to 
effective communication with children and young people and links to a range of tools and 
methods that may support them to capture the voice of the child within their practice.   
 
 


Considerations and first steps 


The following considerations are positive qualities, principles or approaches that underpin 
effective communication and aid workers ensuring the voice of the child is captured. 


 Be flexible in your approach. No one method or tool will work for every child 


 Workers must ensure they make sufficient time to spend with each child or young person 


 Need to establish a working relationship with the young person and engage their 
interest. (Establish ground rules and boundaries) 


 Develop trust and a rapport through non-intrusive questions.  


 Give the young person a good introduction to your role and duties to them 


 Consider how you could make the child more comfortable 


 It is important to have a variety of tools available to help  
communicate with children and young people 


 Workers need to work at the child’s pace and tailor their  
communication style to the best way of communicating  
with the individual 


 Understand their diversity needs, plus their interests  
and activities. For example, use open-ended  
questions or T.E.D questions1 to give them the  
opportunity to share  


 Activity based communication helps both children  
and young people feel more comfortable expressing  
their feelings, and helps build trust  


 


 
 
1 


TED Questions begin with Tell, Explain or Describe. Examples of TED “questions” Tell me more about that.  
Explain the situation to me. Describe that to me. 



http://cheshirewestlscb.org.uk/wp-content/uploads/2016/09/Multi-Agency-Assessment-Toolkit-FINAL-updated-08.09.16.docx
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Self-care and 
independence 


Progress and 
achievement 


in learning 


Voice of the child areas of consideration summary 


The following model has been developed to support practitioners to consider the different areas 
when gathering the voice of the child. Behind each heading there are a range of questions or 
prompts to consider.   


 
 
 
 
 


 
 
 
 
 


 
 


 
 


 
 


 
 
 
 
 
 
 


Health and 
wellbeing 


Aspirations 


Self-esteem 


Social and 
emotional 


development 


Family  
and social 


relationships 


The child 


Speech,  
language and 


communication 


Behavioural 
development 
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Using tools 


Many workers use tools to enable them to seek the views of children or to aid participation, 
enabling children to draw or write their views more freely than in direct conversation. 
 


Useful examples are available to assist workers but not intended to replace other good 
practice. Workers should plan ahead and adapt tools to suit particular children & young 
people or circumstances. There are no right answers to how to do this, just opportunities in 
the available tools and resources such as books, dolls and figures, drawing materials, and 
games. 
 


A wide range of tools are available to encourage us all and help with our direct work. Please 
take care and exercise professional judgement as they do not fit all children or all 
circumstances. They are intended as a guide and can be adapted for individual use. There 
are many more available and in use. Please share what you use yourself among teams and 
services. 
 


There are more formal tools used within organisations that form part of assessments or 
reviews such as those used with looked after children and young carers.  
 


“A court shall have regard in particular to –  
the ascertainable wishes and feelings of  
the child concerned considered in the  
light of his age and understanding”. 
Children Act 1989 
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Every child shall have the right to freedom 
of expression; this right shall include 
freedom to seek, receive and impart 
information and ideas of all kinds, regardless 
of frontiers, either orally, in writing or in 
print, in the form of art, or through any 
other media on the child’s choice.  
Article 13 The United Nations Convention on the Rights of the Child  
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Examples of tools and approaches 
 


 Bold text  (all ages)  
One of the simplest methods of ensuring the voice of the child is clearly visible through any 
assessment is to highlight or use bold text to represent the child or young person’s views, 
thoughts and feelings within any assessment or report.  
 


 Three houses / Three island exercise (6-11 age range) 
This takes the three assessment questions from the signs of safety model – what are we worried 
about/what is working well/what needs to happen – and puts them in the three houses / islands 
drawn to engage children in filling in their worries/good things/dreams.   
 


 My views (6-17 age range) 
This updated form can be used by workers to record a child or young person’s thoughts and 
feelings gathered through other methods or able to be used with older children and young 
people directly. This type of form has a number of direct questions that aim to identify the 
individual’s view of a current position and what they would like to see.  
  


 One page profiles (all ages) 
A one page profile captures all the important information about a person on a single sheet of 
paper under three simple headings: what people appreciate about me, what’s important to me 
and how best to support me. One page profiles are deceptively simple, and in this simplicity is 
their strength. They help us to support people better by: helping us build better relationships  
by truly understanding what really matters to the person in their life and the way they are 
supported to live it. Can be adapted to use with all ages and very useful when working with 
those with differences in their communication style. Examples and editable templates  
 


 



http://ies-news.info/wp-content/uploads/2017/01/Three-houses-activity-sheet.docx

https://www.nspcc.org.uk/services-and-resources/research-and-resources/2013/signs-of-safety-model-england/

http://ies-news.info/wp-content/uploads/2017/02/My-views-activity-sheet.docx

http://www.sheffkids.co.uk/adultssite/pages/onepageprofilestemplates.html

http://helensandersonassociates.co.uk/person-centred-practice/one-page-profiles/one-page-profile-templates/
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Further examples and useful links  
 
Cheshire West and Chester Autism Service 
Pupil Voice Resource Pack (all ages) 
Pupil Voice Resource Pack  
The Autism Service has developed a pack  
of tools to help collect the voice of the  
pupil for those with differences in their 
communication style. The pack contains 
twelve separate methods that can be  
used including templates. 
 
In My Shoes (2006) (4+ age)  
Child and Family Training  
In My Shoes is a paid for computer package 
and training that helps children and 
vulnerable adults communicate about their 
experiences, including potentially distressing 
events or relationships. It can be used in a 
wide range of circumstances, including 
interviews with children who have difficulties 
in expressing emotions, are hard to engage or 
have developmental delay  
 
Sheffkids (all ages)  
Sheffkids  
Home of Sheffield City Council Children’s 
Involvement Team. The team has developed a 
wide range of free to use resources in 
addition to some pay for materials all 
designed to support practitioners to engage 
and work with children and young people.  
 
ELSA Support Website (all ages) 
ELSA Support  
Extensive resource website aimed at those 
working with children and young people.  
Site contains both free and paid worksheets, 
activity plans and programmes of work that 
can be used with children and young people 
to enable them to express themselves and 
develop 
 
‘Say it your own way’. Children’s 
participation in assessments (2006) 
Barnardo’s/DfES  
This pack includes a range of practical 
resources to support professionals to give 
children a voice within assessments  


Children in Care Council (CICC) 
CICC 
Website designed by young people for young 
people. Providing accessible information and 
resources to looked after children/young 
people and care leavers in Cheshire West  
and Chester. 
 
Outcome Star (4+ age)  
Outcomes Star    
The Outcomes Star™ is a unique suite of 
licenced tools for supporting and measuring 
change when working with people. 
Organisations can pay for use of existing 
Outcomes StarS. The stars can prompt 
discussion with a young person on their 
current position and support identifying what 
they want to happen.  
 
Solution-focused practice toolkit (2015) 
NSPCC  
Helping professionals use the approach  
when working with children and young 
people. The solution-focused practice toolkit 
provides inspiration for worksheets and 
activities to use, adapt or devise for the 
children and young people you work with. 
 
My Needs, Wishes and Feelings Pack  
(all ages) CAFCASS 
Example of best practice this is an extensive 
pack of resources developed by CAFCASS to 
support its workers to enable and ensure that 
children and young people are able to express 
their views and feeling.   
 
Talking Mats 
Talking Mats  
Talking Mats is a social enterprise whose 
vision is to improve the lives of people with 
communication difficulties, and those close to 
them, by increasing their capacity to 
communicate effectively about things that 
matter to them. Range of free and to buy 
resources.  
 
 



http://ies-news.info/wp-content/uploads/2017/02/Pupil-Voice-RESOURCES-PACK-Feb-2017.pdf

http://www.childandfamilytraining.org.uk/

http://www.sheffkids.co.uk/adultssite/pages/communicrateworksheets.html

http://www.elsa-support.co.uk/

https://www.cafcass.gov.uk/media/293013/intranet4cafcass/DavWWWRoot/ce/policy_team/Shared%20Documents/EIP%20tools/DfES%20resources%20to%20work%20with%20children.pdf

https://cicc.org.uk/

http://www.outcomesstar.org.uk/

https://www.nspcc.org.uk/services-and-resources/research-and-resources/2015/solution-focused-practice-toolkit/

https://www.cafcass.gov.uk/leaflets-resources/our-work-with-children.aspx

http://www.talkingmats.com/
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Listening to Young Children (2003) 
Penny Lancaster and Vanessa Broadbent, 
ISBN-10: 0335213723 
The pack provides a conceptual framework 
for listening to young children. The key 
principles embedded in each of the elements 
of the resource are inclusion, participation 
and support. 
 
Communication and assessment apps for 
use with children and young people  
Child and Family Training   
Child and Family Training have developed  
a range of pay for apps designed to work on 
touch screen devices. They have been 
carefully designed to help a range of 
professionals engage in direct work with 
children.  
 
Understanding child development 
Research in practice 
Range of informative publications to support 
practitioners expand their understanding of 
child development including this link to a self-
guided learning section.  
 
Child and adolescent development 0-19 
Learning Wales  
Guidance and information site developed by 
the Welsh Government. Is a source for the 
latest education policy, guidance, research 
and more. Within the site there are a number 
of eLearning programmes including an 
extensive course on child development.   
 
Kids R Central “All About Me” 
All About Me 
An international example of good 
practice developed by the  institute of 
child protection studies at Australian 
Catholic University. This pack of 
resources was developed from the 
CAFCASS resources.  
 
 
 
 
 
 


Voice of the child: Evidence Review (2015) 
Research in practice 
The lived experiences of children, young 
people and families are a core element  
of the evidence that must inform our work, 
alongside research and practice expertise.  
 
 



http://www.childandfamilytraining.org.uk/101/Communication-and-assessment-apps

http://fosteringandadoption.rip.org.uk/topics/child-development/

http://learning.gov.wales/resources/improvementareas/child-adolescent-development/?lang=en

http://learning.gov.wales/resources/learningpacks/mep/module2/?lang=en#/resources/learningpacks/mep/module2/?lang=en

https://www.acu.edu.au/__data/assets/pdf_file/0008/352961/All_About_Me_booklet.pdfhttps:/www.acu.edu.au/__data/assets/pdf_file/0008/352961/All_About_Me_booklet.pdf

https://www.rip.org.uk/resources/publications/research-reviews-and-summaries/voice-of-the-child-evidence-review-2015
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Appendix 
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Voice of the child areas of consideration model 


The model will be reviewed and updated on an ongoing basis. To reflect recommendations and to 
share further good practice examples.  


Health and wellbeing 


Age range  0-5 years 6-11 years 12-18 years 
Special educational need 


and disability 


General 
prompts, 


questions to 
consider or 


methods to use  


Observations on the child – are they thriving, active, 
lively, tired and lethargic, development of motor skills, 


known health issues, likes and dislikes, diet 
(preferences / patterns) sleep, routines and play 


Observations, known 
health issues, diet 


(preferences / patterns) 
drug and alcohol 


awareness, sexual health 
awareness, risk taking 


behaviour etc 


 Same as for the 
respective age  


Possible tools, 
approaches to 


use 


WellComm  
Cheshire Child A 


Talker(CCAT)  
Development Timeline  


My views 
About me 


One page profiles 


My views 
One page profiles 


Chat Mats  
One page profiles  


 


Aspirations 


Age range  0-5 years 6-11 years 12-18 years 
Special educational need 


and disability 


General 
prompts, 


questions to 
consider or 


methods to use 


Observations and play. 
Likes and dislikes,  


Observations and play. 
Likes and dislikes, views 


of school / learning 
setting, direct questioning 


Direct questioning 


Observations and play. 
Likes and dislikes, views 


of school / learning 
setting, direct questioning 


Possible tools, 
approaches to 


use 
 


My views 
My journey tool  


One page profiles  


My views 
One page profiles  


One page profiles 


 


Behavioural development 


Age range  0-5 years 6-11 years 12-18 years 
Special educational need 


and disability 


General 
prompts, 


questions to 
consider or 


methods to use 


Observations and play: Can the child be calmed down when upset, if so how?  
How long does it take the child or young person to calm down?  


How does the child or young person react to behaviour management strategies which may be used?  
What makes the child or young person sad/angry? Likes/dislikes Is there a pattern to any behaviour which is 


displayed?  
Does the child or young person take risks? 


Possible tools, 
approaches to 


use 
Development Timeline 


Strengths & difficulties 
Risky Business Activity  


Good Day Bad Day 
worksheet 


 



http://www.nhs.uk/Tools/Pages/birthtofive.aspx

http://ies-news.info/wp-content/uploads/2017/02/My-views-activity-sheet.docx

http://ies-news.info/wp-content/uploads/2017/02/My-views-activity-sheet.docx

http://ies-news.info/wp-content/uploads/2017/02/Pupil-Voice-RESOURCES-PACK-Feb-2017.pdf

http://ies-news.info/wp-content/uploads/2017/02/My-views-activity-sheet.docx

https://www.nspcc.org.uk/globalassets/documents/publications/solution-focused-practice-toolkit.pdf

http://ies-news.info/wp-content/uploads/2017/02/My-views-activity-sheet.docx

http://www.nhs.uk/Tools/Pages/birthtofive.aspx

http://ies-news.info/wp-content/uploads/2016/09/Strengths-and-difficulties-questionnaire.pdf

http://www.sheffkids.co.uk/adultssite/documents/worksheets/Risky%20business.pdf

http://www.sheffkids.co.uk/adultssite/documents/Good%20Bad%20day%20template.pdf

http://www.sheffkids.co.uk/adultssite/documents/Good%20Bad%20day%20template.pdf
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Self-esteem, self-image and identity 


Age range  0-5 years 6-11 years 12-18 years 
Special educational need 


and disability 


General 
prompts, 


questions to 
consider or 


methods to use 


 
Observation of the child with older ones you can ask direct questions, Does the child tend to be 
happy/sad? 
Does the child recognise family members? What reactions does the child have to family members? 
How do they refer to themselves? Are they confident or apprehensive about in situations? Have you 
seen a change in their behaviours 


Possible tools, 
approaches to 


use 


ELSA Self Esteem 
Resources  


ELSA Self Esteem 
Resources  


Strengths & difficulties 
One page profiles 


Strengths & difficulties 
One page profiles 


ELSA Self Esteem 
Resources  


One page profiles 


 


Social and emotional development 


Age range  0-5 years 6-11 years 12-18 years 
Special educational need 


and disability 


General 
prompts, 


questions to 
consider or 


methods to use 


Observations and play. E.g. group / independent / sharing etc  How do they react to strangers? Does 
the child play- solitary, parallel, co-operative. Do they display strong attachments, what is the child or 
young person’s relationship like with peers  


 


Possible tools, 
approaches to 


use 


Leuven scales 
 


 
Relationship circles  


 
Relationship circles  


 


 


Family and social relationships 


Age range  0-5 years 6-11 years 12-18 years 
Special educational need 


and disability 


General 
prompts, 


questions to 
consider or 


methods to use 


Observations and play. Do they talk of family relationships / Self/ Roles/ Home /community?  
 


Possible tools, 
approaches to 


use 


Three houses 
Whos who activity  


Family trees  


Three houses  
Whos who activity  


Family trees 
Relationship circles  


My normal day (weekday and weekend) 
 


 


 



http://www.elsa-support.co.uk/category/free-resources/self-esteem-resources/

http://www.elsa-support.co.uk/category/free-resources/self-esteem-resources/

http://www.elsa-support.co.uk/category/free-resources/self-esteem-resources/

http://www.elsa-support.co.uk/category/free-resources/self-esteem-resources/

http://ies-news.info/wp-content/uploads/2016/09/Strengths-and-difficulties-questionnaire.pdf

http://ies-news.info/wp-content/uploads/2016/09/Strengths-and-difficulties-questionnaire.pdf

http://www.elsa-support.co.uk/category/free-resources/self-esteem-resources/

http://www.elsa-support.co.uk/category/free-resources/self-esteem-resources/

http://web.plymouth.gov.uk/documents-ldtoolkitleuven.pdf

http://www.helensandersonassociates.co.uk/person-centred-practice/person-centred-thinking-tools/relationship-circle/

http://www.helensandersonassociates.co.uk/person-centred-practice/person-centred-thinking-tools/relationship-circle/

http://ies-news.info/wp-content/uploads/2017/01/Three-houses-activity-sheet.docx

http://ies-news.info/wp-content/uploads/2017/01/Three-houses-activity-sheet.docx

http://www.helensandersonassociates.co.uk/person-centred-practice/person-centred-thinking-tools/relationship-circle/
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Self-care and independence 


Age range  0-5 years 6-11 years 12-18 years 
Special educational need 


and disability 


General 
prompts, 


questions to 
consider or 


methods to use 


Observations, What can the child do independently?  
Does the child have a desire to be independent? Does 
the child make choices? How the child does express 


his/her own choices? 


Observations, direct questioning 
 


Possible tools, 
approaches to 


use 
 


My views 
One page profiles My 


normal day (weekday and 
weekend) 


My views 
One page profiles My 


normal day (weekday and 
weekend) 


Relationship circles  
One page profiles 


 


Progress and achievement in learning 


Age range  0-5 years 6-11 years 12-18 years 
Special educational need 


and disability 


General 
prompts, 


questions to 
consider or 


methods to use 


Observations and play, 
ages and stages, Early 


Years foundation stages , 
 


School data, attendance, punctuality, attainment 
Observations of teachers or other workers 


Possible tools, 
approaches to 


use 


WellComm Assessment 
Cheshire Child A 


Talker(CCAT) 


Likes and dislike activities 
One page profiles 


Likes and dislike activities 
One page profiles 


Likes and dislike activities 
One page profiles  


 


Speech, language and communication 


Age range  0-5 years 6-11 years 12-18 years 
Special educational need 


and disability 


General 
prompts, 


questions to 
consider or 


methods to use 


Observations and play, school data, health data  


Observations and engagement in activities , school, 
school data, health data – how long can they 


concentrate for, do they have a favourite book how do 
they interact with peers  


Possible tools, 
approaches to 


use 


WellComm Assessment 
Cheshire Child A 


Talker(CCAT) 
   



http://ies-news.info/wp-content/uploads/2017/02/My-views-activity-sheet.docx

http://ies-news.info/wp-content/uploads/2017/02/My-views-activity-sheet.docx

http://www.helensandersonassociates.co.uk/person-centred-practice/person-centred-thinking-tools/relationship-circle/
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Every child has the right to express their views, 
feelings and wishes in all matters affecting 
them, and to have their views taken seriously 
and considered.  


Article 12 The United Nations Convention on the Rights  
of the Child  
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Sensitivity: PROTECT



		[bookmark: _GoBack]Getting it Right: Multi Element Support Plan 

Plan number:  ________





		Pupil Name:

		

		Date:

		



		Contributors to the plan:

		



		What are the incidents/behaviours that are causing concern?



		





What happens before and during incidents?







What happens before and during more successful times 







What happens after incidents and more successful times









		What are the child/ young person’s strengths, interests and successes?



		









		[bookmark: _Hlk495527302]Briefly summarise any difficulties and additional needs:



		









		Child’s views:



		What would you like to achieve?







What would you like help with?







Is there anything you are worried about?











		Parent(s) views:



		What would you like to achieve?







What would you like help with?







Is there anything you are worried about?









		Agreed goals/ targets (should be SMART):



		













		Environmental strategies 



This is where we try to create an environment that best matches the child’s needs, e.g. access to activities, use of language at the right level, routines within the setting.

		

















		Skills Development 



This is where we think about new skills we need to teach the child to replace the behaviour causing concern, e.g. how to ask for help, how to take turns, how to manage anxiety.  



		















		Reward Strategies 



If we want a child to change his/her behaviour, we need to provide a something to encourage the child to make the change.





		













		Responding to difficulties. 



We need to have a plan for: 

· When things are starting to go wrong, so we can intervene early to stop the situation getting worse. (Diversion, redirection, de-escalation)

· When things have gone wrong, to resolve the situation as quickly and safely as possible. (Keeping safe, recovery, repairing harm)

		













		Next Review date: 

(*At least termly)

		







Child signature:		___________________ 		Parent Signature:	___________________

Teacher signature:	___________________

Multi-Element Action Plan: Review



		Action plan reviewed by:

		



		Date:

		









		What were the concerns that led to you completing the multi-element action plan?



		















		



		What did you do?



		















		



		What differences have you noticed?



		















		



		Was there anything you planned to do/ change but did not do?



		















		



		What next?





			All targets achieved – no need for further action	

Continue with current plan/ strategies			

			Develop new multi-element action plan		

			Seek further external support/ advice				
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[bookmark: _GoBack]Behaviour Support Plan for ****** Year *

Date; *******    Review ******* 

*Write out the School rules as set out in the Behaviour Management Policy



		What strengths does **** demonstrate in school/at home?

		







		Why has **** decided that ***** needs the help of a Behaviour Support Plan?





		



		What will staff do to support ***** in demonstrating positive behaviour?





		



		What will ***** do to demonstrate positive behaviour?





		



		What will parents do to support ***** in demonstrating positive behaviour?





		







Signed;       Child …………………………………        Parent ………………………………………   Teacher …………………………………..  



Senior Leader ………………………………….
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Behaviour Management Plan - Primary.pdf


©	Stephen	Norwood	-	happylearners.info	


	 	
Name: 	 DOB:	


Behaviours	causing	concern:	
	


1. 	
	


2. 	
	


3. 	


Strategies:	
	


Class:	 Start	Date:	 Review	Date:	


Behaviour	1	Target:	


	


Sanctions:	
	


Rewards:	
		


Additional	Needs:		
	


COP	Stage:	


Other	agency	involvement:	
	


Primary	Need:	


Behaviour	Management	Plan	







©	Stephen	Norwood	-	happylearners.info	


	


Strategies:	
	


Behaviour	2	Target:	


	


Sanctions:	
	


Rewards:	
		


Strategies:	
	


Behaviour	3	Target:	


	


Sanctions:	
	


Rewards:	
		


Parental	Signature:	


	


Date:	


	


Page	2	of	2	
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Risk Assessment for *******

Rationale for the Risk assessment; Our first recorded incident of challenging behaviour was made on 16th May 2018 with ****** throwing a block at his peers. Since returning to school in September 2018 ****** has continued to demonstrate challenging and violent behaviour towards his peers, school staff and his environment. In order to safeguard ***** and the children in his class, the following steps are to be taken should ***** behaviour escalate.

		Anticipated Behaviour



		Action to reduce escalating behaviour



		Refusing to complete work/tasks set



		Ensure ***** is clear about what he needs to complete. Allow a short timed period of ‘colouring’ or completing jigsaws before completing work. Positive praise at every opportunity.





		Kicking peers





		At the start of each session, including playtime reinforce the school rule of respecting others. To use kind hands and kind feet.

If kicking happens, distract ***** with a colouring activity or a jigsaw and once he is calm, talk through expectations of behaviour and ensure there is a consequence.





		Running away from adults following a violent outburst

		Encourage ***** to go in the small room next to the classroom for time out. Once he is calm, talk through what he did, why it was wrong and expectations for returning to the classroom.



		Picking up chairs and aiming them at peers/ throwing them at peers

		Evacuate the classroom into the library until a senior leader can ensure ****** is calm and it is safe for the children and staff to return.





		Throwing classroom equipment, scribbling on children’s books, ripping paper.

		Evacuate the classroom into the library until a senior leader can ensure ****** is calm and it is safe for the children and staff to return.





		Violence towards a member of staff

		Evacuate the classroom into the library until a senior leader can ensure ****** is calm and it is safe for the children and staff to return.



		· Praise must be given to ****** at every opportunity. Each day must begin with sensory circuit work followed by a calm time before work is expected

· Read ****** mood before expecting him to attend assemblies – don’t force this.

· For each successful task completed, award ****** with a marble. After 4 marbles ****** has earned a treat of his choice (this will be chosen by ***** before he earns his marbles). 

· [bookmark: _GoBack]****** is to engage with our ELSA at least 3 times each week (30 mins each session)
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BEHAVIOUR PATHWAY (School Age)Child presenting with Behaviour Needs identified by GP, school nurse or school (see Notes 2)

Consider Early Parenting advice







[bookmark: _GoBack]

		If needed, obtain consent and refer to School Nurse to check EMIS records for medical history, vision, hearing, social care involvement, missed appointments and to offer advice and signpost to services to support sleep and parental mental health 



SENCO or Behaviour Lead to assess needs (eg. learning, sensory…) and complete SDQ













 Implement classroom/home strategies using resource pack. Consider SEN profile, TAF or referral to i-ART / parenting course, if appropriate.

Allow 3-6 months to monitor progress and include regular reviews e.g. 6 weeks



Allow 6 months to monitor



	







            If inadequate progress in spite of interventions and guidance from resource pack 





	

Consult with appropriate agencies e.g. Psychology Service, CAMHS, Paediatrician or Outreach Support



	SENCO or Behaviour Lead to further assess needs and refer appropriate agencies: 

· Features suggestive of ADHD or ASD (in primary schools) - refer to Community Paediatrician - please include information on next page  

· Autism Team

· Mental Health needs  or ASD (in secondary schools) – refer to  CAMHS 

· Language difficulties – refer to SALT  

· Learning or social emotional needs – consult with Educational Psychology Service 

· SLD and challenging behaviour – refer to Learning Disabilities CAMHS 

Consider interventions:

· Appropriate parenting course

· TAF /i-ART 

· Sleep management 







OR





  SEN 

Support

















                                             

Refer to Community Paediatrician to review and assess need if still required







	ADHD suspected:  Refer Community Paediatrics with reports, complete Conner’s Questionnaires +/- QB test +/- observation 



Refer ADHD Interventions 1.psycho education +/- medication

2. Individual or group 123 magic parent training 

2. Individual or group CBT, social skills training



Refer to CAMHS ASD Pathway if secondary school child with social communication needs

Refer to CAMHS if Mental Health Needs/ Intervention required 

Conduct Disorder interventions/ODD

1. 123 magic Group or individual parent training (3-11 years)

2. Classroom based emotional learning and problem-solving programs (3-7 years), Seal Project.

3. Individual or group social and cognitive problem-solving programs for children and young people 

Complex social emotional needs e.g. attachment difficulties →need for targeted therapeutic  intervention and nurturing provision

ASD Pathway: Community paediatrics if primary school child



















	

Complex Cases for Multi-agency Review



Introduction

The Behaviour Pathway has been developed in partnership with agencies. It encourages schools to identify children with behaviour / social emotional needs, address any learning and training needs, and put the appropriate strategies in place (based on the child’s needs) without waiting for a formal diagnosis. If a child does not make progress as expected, with parent’s consent, the school will make a referral to the community paediatric team, or consult with the appropriate agency, providing all the relevant information including professional reports. This will enable a more efficient assessment process. Schools can also work with parents to ensure consistency in approach across both settings.



* Disclaimer - The Behaviour Pathway is for children and young people in Cheshire West and Chester (CWaC) who are registered with GP services within the Cheshire and Wirral Partnership ONLY. Please check which GP practice the child/young person is registered with before referring. 

Children and young people registered with a GP within Mid Cheshire NHS / Vale Royal, or at Bunbury, Frodsham or Helsby practices (unless they live in Elton) are unable to access The Behaviour Pathway, however, schools are encouraged to use strategies within this document to support good practice.

NOTES:

1. Definition of behaviour needs:  Irritability, anti-social behaviour, inattention, impulsivity, hyperactivity, aggression, disruptive/defiant  behaviour including failure to follow instructions and truancy 

2. Initiate pathway and refer to community paediatrics if child has features suggestive of ASD (in primary school) or severe ADHD.



3. Severity Assessment Guide: 

Determining severity is a matter of clinical judgment. Severe ADHD is defined as when hyperactivity, impulsivity and inattention are all present in multiple settings, and when impairment is severe (that is, it affects multiple domains in multiple settings) e.g. 

· Severe impact on home life and

· Severe impact on friendships/social life and

· Severe impact on classroom learning

· No awareness of danger



4. Referral criteria for community paediatric team: Child with features of ASD (primary school age) or severe ADHD or child with behaviour difficulties who fails to make adequate progress after implementing strategies as recommended in resource pack, initiating TAF/ iART and offering parenting course as appropriate. Referral is to be made by school with all supporting information listed below



5. If a primary school child presents with social communication difficulties +/- rigid repetitive behaviours school to complete the current concerns form and refer directly to community paediatrics. If secondary school child GP to refer to CAMHS



6. Information required upon referral to community paediatric team: 

a. Referral and consent form explaining reason for referral and child’s details, appendix 1

b. If ADHD suspected please complete:

i. “Request for Information Form”, appendix 2

ii. ADHD-RS, parent and teacher, appendix 3

iii. +/- Analysed SDQ, parent and teacher,  both pages 1 and 2

c. If ASD suspected (or social communication difficulties) please complete “Current Concerns Form”, appendix 4

d. Strategies that are in place and progress report (this may be evidenced through an SEN Pupil Profile)

e. Professional reports



7. Please do not send confidential information by e-mail
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FORM Northwich Education Partnership Behaviour Triage.docx
[bookmark: _GoBack][image: C:\Users\Teacher\AppData\Local\Microsoft\Windows\INetCache\Content.Outlook\4ZD13MSR\NEP_Logo.jpg]

Northwich Education Partnership Behaviour Triage



		Date

		





		Gender and Year Group



		



		Main area of Behavioural Concern



		



		Is the child open to a TAF (ie, 2 or more unmet needs)



		



		Any appropriate Behaviour Management Training?



		



		Which Quality First Teaching Strategies have you/do you use?



		



		Has there been any SLT support/intervention?



		



		Have any additional services been accessed yet?



		



		Any other supporting information?





		



		

Actions from the triage session



· 
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Early Intervention Referral Form 2020.docx
[image: http://iwest.ourcheshire.cccusers.com/WhereweWork/communications/Documents/CWClogo_colour.jpg]







Education Access Team - Early Intervention Support Request

Please return via email exclusions@cheshirewestandchester.gov.uk include ‘Intervention Request’ in the subject   

(Requests are not accepted for children with an EHCP)  

(It is expected that appropriate evidence is provided with this request form)

		Name of Pupil: 



		Date of Birth

		NC Year:

		Date submitted:



		School: 

Referrer:               Designation:

Email:                    Phone number: 



		Please provide us with information that you have regarding the following



		Child Looked After (CLA)

		EHCP



		SEN Support/Register

		TAF

		Child in Need (CIN)/Child Protection (CP)



		

		(Note: we do not accept referrals for children who currently hold an EHCP)







		

		(Please include name of TAF lead)









		(Please include name of lead social worker)















		Brief summary of reasons for support: 









		Actions taken (or considered) prior to request for intervention: 



		Assessments: Please include copies of SEND profile (if applicable), one page profile, pen profile etc. 



		

		Yes/No

		Evidence

Yes/No



		Assessments have taken place to ensure the pupil has no underlying learning difficulties and in particular literacy levels are adequate to access all curriculum requirements.

		

		



		Any literacy difficulties have been addressed to enable adequate improvement in reading and writing skills.

		

		



		Procedures under the ‘graduated response’ have been followed.

		

		



		Have you identified this student meets the criteria for additional funding? 

		

		



		Has the student been supported through the schools own pastoral/discipline system?



		Has the school tracked and analysed the problem behaviours and when they occur?



		

		



		Has the student been consulted on what would help and their views used in solutions?



		

		



		Is there an IBP/support plan in place based on the analysis of the issues?



		

		



		Has there been access to and support in an ‘inclusion’ resource?

		

		



		Have you worked closely with parents on supporting the student’s behaviour in school?



		

		



		Are there external issues that are likely to have a significant impact on behaviour?



		

		



		Has the student had access to a Learning Mentor?

		

		



		Has the student had access to Counselling?

		

		



		Has the school provided additional access such as nurture based intervention or behaviour managed through Restorative Approaches?

		

		



		Engaging Wider Support



		The multi-agency approach has a clear action plan which is regularly reviewed.

		

		



		Has any outside agency worked with you to advise on supporting the student? 

Name current agency involvement.

		

		



		Has the Our Way of Working training been accessed by the school?

		

		



		Curriculum and Access



		Has the student’s curriculum programme and access been assessed for suitability and modified appropriately?

		

		



		Time



		Has there been enough time given for the support and interventions to have a measurable impact? 

		

		



		Has the pupil previously received support from our team?

		

		





It is not necessary that all the above actions have been put into place. However, these are key examples of the range of interventions and support systems available to schools. 



		Type of support requested



				





Outreach programme.  Individual ‘bespoke’ in-school 6 week intervention programme 1x 1hour weekly sessions.



		







Group work. 6 – 8 week programme of work to small groups (see information leaflet) 









		Expected outcomes of the intervention



		













		Details of student’s positive personal qualities, interests and achievements



		





[bookmark: _Hlk50019594]Please return this form to Wendy Williams - exclusions@cheshirewestandchester.gov.uk  Education Access Team Administration & Support Officer
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1. Background 


Managed moves are an agreement between two schools, the pupil and parent / 


carer, for a pupil to have a trial placement at a new school with a view to moving 


onto that schools roll if the trial is successful.  


There is no requirement from the DFE for schools to use managed moves. The 2017 


statutory guidance for exclusions states ‘A pupil can also transfer to another school 


as part of a ‘managed move’ where this occurs with the consent of the parties 


involved, including the parents’. 


In Cheshire West and Chester the Local Authority recommends that schools 


consider the use of managed moves; 


➢ as an alternative to permanent exclusions 


➢ when a pupil is at risk of exclusion and the home school feels there is a good 


chance of the managed move being successful 


 


2. Definition of a Managed Move 


A Managed Move is a formal agreement between two schools, the pupil and his / her 


parents / carers. The pupil will transfer to another school for a trial period of 12 


school weeks. If the move is deemed to be a success, at the end of this period, the 


pupil will formally transfer on to the roll of the proposed school. If during this period 


the move is unsuccessful the pupil will return to their home school. The move 


requires the agreement of the child’s parent, the head teacher of the child’s current 


school (home school), the head teacher of the proposed school (receiving school) 


and the Education Access Team (Local Authority). 


With parental agreement, schools are able to make their own informal (local) 


arrangements whereby a pupil has a trial period in another school. This would be 


outside of the agreed managed move process. School leaders will need to ensure 


that such provision is outlined in the relevant school policies e.g. admissions, 


behaviour and attendance. 


In such cases, during the trial period, the receiving school will need to keep a space 


available for any other school application that may be made. We recommend that 


any trial period lasts no longer than 16 weeks. 
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3. The Context for Managed Moves 


A Managed Move is never an early or first response when a pupil is failing at school 


because of his / her behaviour. It should be considered as part of a measured 


response to support the pupil’s emotional, social and behavioural needs. A managed 


move would not normally be appropriate when; 


➢ a pupil has a history of persistent absence 


➢ a parent is seeking a straightforward transfer to another school 


➢ the pupil is not on a school roll 


➢ the pupil would not return to the home school if the placement was 


unsuccessful (see also section 6 page 5) 


Occasionally a managed move may be suggested as a solution to issues raised 


through the TAF (team around the family), CIN (child in need), CP (child protection) 


and would be appropriate if the following criteria are met. 


Criteria for Managed Moves 


➢ The home school, family and other professionals involved with the pupil share 


the view that the home school has, at present, exhausted all reasonable 


strategies to prevent a permanent exclusion. 


➢ The home school, family and other professionals involved with the pupil share 


the view that the proposed school is likely to be able to offer something 


sufficiently different to make the Managed Move viable for example, the 


size/location of the school, a new peer group/teaching team/curriculum, 


depending on the particular issues at the home school. 


➢ There is a clear audit of the pupil’s strengths and capabilities that can form the 


core of a transition plan into the new school. 


➢ The family is committed to supporting the process. 


Head teachers should consider the use of Managed Moves in the context of the 


following; 


➢ The school’s behaviour and SEN policies which include a commitment to a 


range of responses to breaches of the school’s behaviour policy, including the 


involvement of outside agencies as appropriate. 


➢ Current government guidance ‘Exclusion from maintained schools, 


Academies and pupil referral units In England 2017’ which states that parents 


should never feel pressured into removing their child from a school under the 


threat of a permanent exclusion.’ 


In a small number of cases a crisis may precipitate unexpected and challenging 


behaviour where a managed move may need to be urgently considered. 
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4. The Process 


The head teacher of the home school should contact the parents to agree the 


appropriateness of a Managed Move in the first instance. It is important that parents 


understand the process and their responsibilities at this stage. (Appendix A – Guide 


for Parents) 


The head teacher of the home school is responsible for contacting the head teacher 


of a proposed school to request the move, setting out the reasons why he / she feels 


this move might work. This would generally be a school near to the pupil’s home or 


where there are available transport links. The proposed school can exceed their 


indicated admission number to accommodate a Managed Move. 


Once a proposed school has agreed to the move in principle the head teacher from 


the home school will notify the Local Authority by email to the Fair Access Panels’ 


inbox – fairaccesspanel@cheshirewestandchester.gov.uk 


It has been agreed that schools will not generally transfer funds across as part of the 


managed move. If there are exceptional circumstances where it is agreed funds will 


be transferred schools will arrange this themselves. 


Gathering Information 


The home school will have to gather information to inform the Managed Move 


meeting. This should include; 


The Pupils Views 


While it is expected that the pupil should attend some if not all of the Managed Move 


meeting and encouraged to express views freely and honestly, it may be difficult to 


do this during the formal meeting. Appendix B – Voice of the child may be useful to 


gather the pupil’s thoughts about the move. 


School Information 


The home school should complete Appendix C to include relevant data, evidence of 


all interventions and a summary of the current support. 


 


5. Managed Move meetings 


We recommend that the head teachers or someone from the senior leadership 


teams attend all Managed Move meetings. It may help wherever possible for an 


additional member of staff to attend to co-ordinate the support for transition. 



mailto:fairaccesspanel@cheshirewestandchester.gov.uk
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Practical arrangements 


➢ The Managed Move meetings are usually held at the proposed school 


➢ The home school is responsible for inviting parents and appropriate outside 


agencies giving ample advanced notice. 


➢ The meeting should be held at a time convenient to all, particularly the 


parents. 


Purpose of the managed move meeting is to; 


➢ Share an understanding of 


a. The reason for the move 


b. The factors that give the home school confidence the move will work 


➢ Set targets for the pupil and commitments by both schools , the parents and 


any agencies involved to help the success of the move 


➢ Clearly outline time lines and what will happen if the Managed Move is 


successful or not successful. 


➢ School staff should agree with parents whether and for how long the pupil 


should attend the meeting. A pupil’s non-attendance should not prevent the 


meeting from going ahead as some pupils find a meeting such as this too 


daunting. 


➢ The dates of the review meetings will be agreed. A formal review should be 


held after 6 weeks. The school may be holding less formal reviews regularly.  


➢ In exceptional circumstances the move may be extended for a further agreed 


number of weeks. Such circumstances involve events beyond the control of 


the pupil that may reduce the chances of targets being met such as family 


bereavement, illness, major change to family circumstances. 


The proposed school will need to be prepared to commit additional support from 


within the school resources as part of the Managed Move as appropriate.  


Monitoring 


A member of the proposed school staff will normally meet the pupil regularly to 


review progress to meet targets. This gives the pupil the chance to identify what has 


gone well and how to replicate success.  


During the Managed Move the proposed school should provide the home school with 


a weekly record of attendance. 


The key people who attended the original meeting will be invited to attend the 6 and 


12 week reviews to examine progress. 


Keeping pupil registers 
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During the Managed Move, the pupil remains on roll at the home school and the 


proposed school registers the pupil as dual registered. 


On the day after the final review meeting, if it has been agreed that the Managed 


Move has been a success, the pupil moves onto the roll of the proposed school and 


is taken off the roll of the home school. 


The proposed school will share this information at the next Fair Access panel. 


During the 6 week review 


➢ All commitments agreed at the initial meeting to be reviewed. 


➢ School staff will share reports about the pupil’s progress towards the targets. 


➢ Supporting agencies will report on the commitments they made. 


➢ Staff, parents and other professionals may make adjustments to their 


commitments if necessary. 


➢ The targets usually stay the same for the 12 week period but can be broken 


down into more achievable chunks to encourage success if necessary. 


➢ Focusing on solutions is key to success. If the current support does not meet 


the pupils needs further measures should be introduced at the review to 


support the place to be maintained. 


➢ Occasionally the targets set for the pupil at the outset will need to be changed 


because of new issues that have arisen. New targets can be introduced at 


any time without the need for an additional meeting. 


At the 12 week review 


➢ If the Managed Move is still in place by week 12 it is expected that the 


proposed school will deem it has been successful 


➢ A clear decision should be made at this point. 


➢ School staff may continue to support and monitor behaviour as in most cases 


the pupil will continue to need this despite the progress made. 


 


6.  What if the Managed Move Breaks Down? 


If the head teacher of the proposed school feels that the Managed Move is not 


working, they should; 


➢ Contact parents and the home school immediately – by phone if possible, 


followed up by a letter on the day of the decision detailing the reason for 


ceasing the move. (Sample letter – Appendix F) 


➢ Prepare a report for the home school detailing the support that had been 


provided as well as the attendance log. It will help the home school to plan for 


the pupils return if they know about strategies that had been partially 


successful as well as those which have not. 







 


Cheshire West and Chester Managed Move Protocol P a g e  | 7 


➢ The proposed school does not need to call a meeting when the Managed 


Move has broken down. At this point the home school takes the lead. 


➢ The home school will need to convene a meeting within 5 days to agree a 


transition plan for the pupil. 


➢ The head teacher of the home school will need to consider the reasons for the 


failure of the move and follow the exclusion guidance in respect of any days 


the pupil is not in school. 


➢ If the pupil behaves in a way that warrants a fixed term exclusion at the 


proposed school the head teacher should liaise with the head teacher of the 


home school to discuss the reasons for this. 


➢ If the pupil behaves in a way that would normally warrant a permanent 


exclusion at the proposed school, the head teacher of that school will 


generally decide to cease the Managed Move. The head teacher of the home 


school can then consider the information provided by the proposed school 


before making a decision as to what action they will take. 


 


7. Transfer of Finances 


 


When a Managed Move has been successfully completed and a student moves 


permanently onto the roll of another school, there will be a transfer of funds 


from the home school to the receiving school. This transfer of funds will be 


backdated from the first day of the Managed Move and equate pro-rata to the 


AWPU for the student at the home school. For example, if a Managed Move 


starts on 1st March and is successful, 50% of the AWPU for that student will be 


payable. If it starts on 1st December, 75% of AWPU will be payable.  We would 


expect this financial transfer to take place within 28 days.   


 


In the event that a Managed Move is unsuccessful there will be no transfer of 


funds. 


 


The home school to complete Appendix F for their own Finance Department to 


arrange the financial transfer.  
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Appendix A 
 


MANAGED MOVE GUIDE FOR PARENTS / CARERS 
 
Information leaflet and frequently asked questions to be shared with parents / carers to 
support them in making the decision regarding the Managed Move process.  
 


 
 
A Managed Move is a formal agreement between two schools, the pupil and his / her 
parents / carers. The pupil will transfer to another school for a trial period of 12 school 
weeks. If the move is successful, at the end of this period, the pupil will formally transfer on 
to the roll of the proposed school. If during this period the move is unsuccessful the pupil will 
return to their home school.  
 
The move requires the agreement of the child’s parent, the head teacher of the child’s 
current school (home school), the head teacher of the proposed school (receiving school) 
and the Education Access Team (Local Authority). 
 
A Managed Move is never an early or first response when a pupil is failing at school because 


of his / her behaviour. It should be considered as part of a measured response to support the 


pupil’s emotional, social and behavioural needs.  


 


 
Frequently Asked Questions: 


 


Q:  Will I be consulted over the managed move and the choice of school? 


A:  Yes, you will be consulted and your child’s school will request a managed move with your 
school preference. It should be noted that there is no guarantee that this is the school you 
will be offered for the managed move as there are a number of factors schools need to take 
into consideration.  The managed move cannot progress without your agreement.  
 


Q:  Once agreed, how soon will the move take place? 


A:  You will be sent a letter informing you of the agreed start date. 
 


Q:  Will my child and I be able to visit the new school prior to starting? 


A:  You will be invited in to an initial meeting at your child’s receiving school.  The meeting 
will be attended by a member of staff from your child’s home school and staff from the 
receiving school. The purpose of this meeting is to make sure a robust plan is in place for 
your child starting at their new school.  Please ensure you use this as an opportunity to ask 
any questions that you may have – both schools will want to make sure you and your child 
feel comfortable and confident in the process.  
 


Q:  Will transport be provided or help with the cost of transport? 


A:  Your child’s transport requirements for the new school will be discussed at the initial 
managed move meeting. If you live more than 2.9 miles from school then your child will be 
provided with transport.  Your child’s school will co-ordinate this for you. 
 


Q:  Will I get help with free school meals and uniform? 


A:  Your child’s entitlement to free school meals will transfer. There is no entitlement for 
school uniform however; your child’s home school will discuss this with you to assess if 
support can be provided.   
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Q: Who will be my child’s contact person be throughout this period? 


A:  At the initial managed move meeting it will be agreed who within school is the best 
person to support your child. This person will be your child’s key point of contact and will 
meet regularly with them. This gives your child the chance to identify what has gone well and 
any areas where they may need support.  
 


Q: Can I meet with my child’s new school during the Managed Move period? 


A: Formal managed move review meetings will take place at 6 and 12 weeks. These will be 
held at the receiving school and will also include a member of staff from your child’s home 
school. Informal meetings may be required between these times and will be arranged at a 
mutually convenient time for everyone. 
 


Q: What happens to my child’s education if the Managed Move does not work? 


A: If the head teacher of the receiving school feels that the Managed Move is not working, 
they should; 
➢ Contact parents and the home school immediately – by phone if possible, followed up by 


a letter on the day of the decision detailing the reason for ceasing the move. 
➢ The proposed school does not need to call a meeting when the Managed Move has 


broken down. At this point the home school takes the lead. 
➢ The home school will need to convene a meeting within 5 days with parent / carer and 


child to decide on next steps. 
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Appendix B 


MANAGED MOVE – INFORMATION SHEET 
 
Prior to set up meeting 
This form to be completed by the home school and brought to the initial Managed Moved 
Meeting 


 


Child’s Name: School: Year Group: 


 


Please tick in one 
box only for each 
category 


Overall good Overall satisfactory Overall poor 


 
Attainment 


   


 
Effort 


   


 
Attitude to staff 
 


   


 
Attitude to peers 


   


 
Homework 


   


 


Reasons for Managed Move – why might a move th this particular school be successful? 
 
 
 
 


Ethnicity 
 
 
 


Attendance Exclusions 
(current academic 
year) 


Internal Seclusion 
 


 


Names of relevant professionals Current level of involvement 
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 Measures taken by the school Level of success 


 
 
 
 
 
 
 
 
 
 
 
 
 
 


 


 


(Key stage 4) Subjects taken for GCSE and exam board 
 
 
 
 
 
 
 
 
 
 
 
 


Alternative curriculum arrangements currently in place 
 
 
 
 
 
 
 
 
 
 


 


Transport – It is the responsibility of the home school to liaise with the parent to 
ensure that the child will be able to get to the proposed school during and after the 
Managed Move period. 


How will the child get to the proposed 
school? 
 
 
 


Has the parent been involved in making 
transport arrangements for the Managed 
Move 
 
yes/no 
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Appendix C 


MANAGED MOVE INITIAL MEETING 


Date of Meeting: 
 


 


Child’s Name: 
 


 


Address: 
 
 
 
 
 


 


 


Name of home school:  


Home School Representative and contact 
details: 


 


 


Name of proposed school:  


Proposed School Representative and 
contact details: 


 


 


Reason for proposed move 
 
 
 
 
 
 
 
 


 


What do staff from home school know about the child that makes them think the managed 
move might be successful? 
 
 
 
 
 
 


 


What needs to happen for this Managed move to be successful? 


The child will: 
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The school will: 
 
 
 
 
 
 
Named contact for the child and parent: 


The child’s parent will: 
 
 
 
 
 
 


Other agency commitment to Managed Move: 
 
 
 
 
 


Start date and time: 
 
 


Transport arrangements: 
 
 
 


 


Date of interim review: Final Review: 
 


 


If the Managed Move fails: 
 
 
 
 
 


Attendees’ signatures: 


Parent: Child: 


Home school: Other: 


Proposed school: Other: 


 


Cc fairaccesspanel@cheshirewestandchester.gov.uk 


 



mailto:fairaccesspanel@cheshirewestandchester.gov.uk
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Appendix D 


MANAGED MOVE REVIEW MEETING 


Date of Meeting:  


Child’s Name:  


Address  
If changed since previous meeting 
 
 
 
 


 


 


Home School Representative and contact 
details: 


 


Proposed School Representative and 
contact details: 


 


 


Progress towards integration: 
 
 
 
 
 
 


 


School support including level of success to date: 
 
 
 
 
 
 
 


 


Child’s parent contribution to the move: 
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Other agency: 
 
 
 
 
 


 


Additional information: 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Outcome of review: 
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Date of next meeting: 
 
Cc 


 


Appendix E 


Sample letter in the case of a failed Managed Move 


Dear (Name of parent or Guardian) 


(child’s name)     (Date of birth) 


I have today made the decision to end the Managed Move arrangement that was set 


up with (name of home school head teacher) on (date of original Managed Move 


meeting) 


 


The reason for my decision is as follows: 


The reason for ceasing the Managed Move should be given in plain English. As 
in the case of a permanent exclusion, the head teacher should 


• Make it clear that any key incident has been investigated fully, 


• Check whether the incident was provoked by racial or sexual 
harassment 


• Allow the child to give their version of events 
 


 


The decision to end the move takes effect from (date). I enclose details of previous 


warnings, fixed term exclusions and other disciplinary measures that have been 


taken before today. 


I also include details of the support that was put in place eg 


• mentoring/pastoral support 


• academic support – adapted curriculum/timetable 


• specific behaviour management strategies 


(name of head teacher of home school) will be in touch to discuss what will happen 


next. 


If you would like more advice about Managed Move procedures please contact the 


Education Access Team Manager – 01244 976244 or email 


michaela.bridge@cheshirewestandchester.gov.uk 


Yours sincerely 



mailto:michaela.bridge@cheshirewestandchester.gov.uk
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Head teacher 


Copy to: fairaccesspanel@cheshirewestandchester.gov.uk 


Appendix F  


 


Transfer of Finances 


 


The home school should complete Appendix F for their own Finance Department to arrange 


the financial transfer. 


 


When a Managed Move has been successfully completed and a student moves 


permanently onto the roll of another school, there will be a transfer of funds from the 


home school to the receiving school. This transfer of funds will be backdated from the 


first day of the Managed Move and equate pro-rata to the AWPU for the student at the 


home school 


 


Pupil Name: 
 
 
 
 


DOB: Address: 


 
Date pupil went on roll:   
 


 
Home School 


 
Receiving  
School 


 
Managed Move 
Start Date 


 
Managed 
Move  
End Date 


 
% of AWPU 
will be 
payable 
 


 
 
(example) 


 
 
(example) 


 
 
(example – 1st 
March) 


 
 
(example 24th 
May) 


 
 
(example – 
50%) 


 
 
(example) 


 
 
(example) 


 
 
(example – 1st 
December) 


 
 
(example 23rd 
February) 


 
 
(example – 
75%) 


 


 


We would expect financial transfer to be made within 28 days. 



mailto:fairaccesspanel@cheshirewestandchester.gov.uk
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In the event that a Managed Move is unsuccessful there will be no transfer of funds. 
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Primary-RESPECT-A5-booklet-Print.pdf


Primary-RESPECT-A5-booklet-Print.pdf


t: 01606 868700
f: 01606 868712


www.cheshirefire.gov.uk


Cheshire Fire & Rescue Service 
Headquarters 


Winsford  Cheshire  
CW7 2FQ


Links with the National Curriculum:


Personal, social and health education key stage 2:


1. Developing confidence and responsibility and making the most
of their abilities


2. Preparing to play an active role as citizens


3. Developing a healthy, safer lifestyle


Please contact us to arrange a course for your school:


Prevention Team
Tel: 01606 868700


www.cheshirefire.gov.uk


Course available for pupils aged 9 to 11 years







RESPECT is an Alternative
Education Programme, offering
children the opportunity to take
part in fun, practical and positive
activities that help to encourage
communication and citizenship
skills. 


Cheshire Fire and Rescue Service is
now offering a ‘Primary RESPECT
Course’ to Year 5 and 6 pupils.
The programme is available for 8 children to take part in a two hour
session once a week for 5 weeks at school and the local fire station.


Further Information:


Primary RESPECT is a 5 week programme in line with the ethos of
engaging with children to boost confidence and self esteem. After
the course has completed we will celebrate the young people’s
achievements in an assembly.


Pupils will take part in activities such as
hose running, 'blind' trails, quizzes and roll
call. The experience is delivered in a similar
way to Fire Cadet training and each child
wears the same Fire Kit (junior size) as a
Firefighter. 


Overall, the programme generates a number of positive outcomes
for children, for example:


• Improving self discipline and respect for each other. 
• Raising aspirations and motivation.
• Increasing levels of self esteem by feeling part of a team.  
• Developing social skills by interacting with Fire Station staff,
team leaders and team mates. 


• Building an awareness of consequences of actions, reducing
likelihood for engagement in anti-social or risk-taking behaviour.


• Becoming more receptive to regular physical activity by taking
part in fun energetic games and hose running.


Feedback from Schools:


“All children thoroughly enjoyed the sessions and were able to
confidently demonstrate their learning to their teachers and
classmates back in school.”
Chris Humphries – Y5 Class Teacher, Christchurch CE Primary,
Warrington.


“Each one of the children with confidence issues enjoyed the course
and by the end were offering independent answers and thoughts up
to the group.”
Nicola Lattimer – Teaching Assistant, St Andrew’s Primary, Warrington.


“They (children) have gained confidence and team working skills.
Also, they enjoyed it (Primary Respect) and this has helped to
improve their self esteem.”
Mr O’Callaghan – Teacher, St Alban’s Primary, Warrington.






