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ABSTRACT 
Australians on the autism spectrum experience poorer educational outcomes than their 

non-autistic peers, highlighting the ongoing area of need that is the effective teaching of 

this student cohort. In addition, Australian teachers report requiring greater knowledge 

and expertise to include and educate students on the spectrum effectively. These reports 

are symptomatic of the wide and ongoing research-to-practice gap in autism and 

education. Bridging this gap requires existing knowledge to be tailored and contextually 

specific products and/or tools to be created that translate this knowledge in ways that 

can easily be learnt and applied by classroom teachers. The present study aimed to 

develop a tool – the Early Years Model of Practice (EY-MoP) – that translated 

knowledge regarding foundational educational practices for teaching students on the 

spectrum by providing access to essential knowledge and supporting decision-making 

for mainstream early years teachers. The methodological approach taken, Educational 

Design Research, is characterised by the cyclical development of a practical solution to 

a problem of practice accompanied by the generation of usable knowledge. As a result, 

this study comprised two stages and encompassed the development of successive EY-

MoP prototypes. 

Stage 1 consisted of the development of a complete prototype of the EY-MoP. A 

structured identify-sort-refine process was used to generate a working set of 31 

foundational practices (Prototype 1) drawn from the fields of autism, early childhood 

special education, and early childhood education. Five subject-matter experts deemed 

the practices to have content validity. The working set of 31 practices was refined in 

accordance with the experts’ feedback resulting in the construction of Prototype 2, 

which comprised 32 practices. Prototype 2 was evaluated via a survey of 129 early 

years teachers from Queensland, New South Wales, and Victoria. Results showed that 

more than 80% of teachers agreed that all 32 practices within Prototype 2 were 

recommended foundational practices for the teaching of young students on the 

spectrum, demonstrating the social validity of these practices. The working set of 32 

practices was further refined, resulting in the construction of Prototype 3. This 

prototype comprised 29 empirically-supported and socially-validated practices each 

accompanied by a 2-page brief providing detail on the practices. Stage 1, therefore, 

resulted in the construction of a complete EY-MoP prototype comprising 29 practices 

with both content and social validity. 
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Stage 2 involved the trialling the EY-MoP to establish its local viability and to explore 

potential indicators of effectiveness through a convergent mixed methods design. The 

trial comprised the use of the practice model by 18 Prep/Kindergarten teachers from 

metropolitan areas of Queensland, New South Wales, and Victoria. Survey and 

interview data were collected pre- and post-use of the practice model. Of the 18 

teachers, 8 used the model actively by working on a specific practice, 3 used the model 

superficially by reflecting on their current practice, 6 did not use the model, and 1 

withdrew from the study. Non-users identified time, workload, and a lack of 

professional support as barriers to MoP use. Participating teachers were of the 

impression that the EY-MoP was familiar, user-friendly, and beneficial. Active users 

reported negligible non-statistically significant increases in their use of the practices 

within the EY-MoP. Together, active and superficial users reported statistically 

significant increases in their knowledge, confidence, and overall self-efficacy. These 

teachers felt MoP use affirmed or augmented their existing knowledge and influenced 

their perceived confidence and capability with regards to the effective education of 

students on the spectrum. Perceived knowledge, confidence, and sense of efficacy were, 

therefore, potential indicators of effectiveness. Also arising from these results were the 

findings that the EY-MoP was contextually relevant and locally viable. 

This study resulted in the development of a novel model of practice for Australian 

educators teaching young school-aged students on the autism spectrum. The EY-MoP 

and the associated MoP design principles contribute to the future development and 

implementation of knowledge products to bridge research-to-practice gaps. Further 

research, however, is recommended to address the limitations of self-report and 

generalisability. Together, the findings and outputs of this study have implications for 

teacher practice and future knowledge translation activities. Finally, these outputs 

contribute to the provision of high-quality education to Australian students on the 

autism spectrum. 
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Autism 

Autism Spectrum Disorder (henceforth autism) is a neurodevelopmental condition 

characterised by social communication and interaction differences, together with 

restricted, repetitive patterns of behaviour, interests, or activities, which present in early 

childhood and occur over time and across settings (American Psychiatric Association 

[APA], 2013). Significant heterogeneity in characteristics and associated support 

requirements is seen and classified into three categories (requiring very substantial 

support, requiring substantial support, requiring support) for each of the two core 

domains (i.e. social communication, and restricted/repetitive behaviours and interests). 

Globally, the prevalence of autism has been estimated to be between 1:59 and 1:100 

with a higher male: female gender ratio of approximately 3-4:1 (Baio et al., 2018; 

Baron-Cohen et al., 2009; Christensen et al., 2016).   

Early years 

The early years of schooling in Australia are a sub-set of Early Childhood Education 

(Pendergast & Garvis, 2013) comprising the initial 3 years of formal education, with 

this period being recognised nationally as the first year of school (Prep in Queensland 

and Victoria and Kindergarten in New South Wales) to Year 2 (Australian Curriculum 

Assessment and Reporting Authority [ACARA], 2019; Department of Education and 

Training [DET] Queensland, 2017). The focus of the early years of learning is on the 

development of students’ language, literacy, numeracy, movement, and social-

emotional skills as well as their understanding and appreciation of the world around 

them. This period builds on the outcomes resulting from the use of the Early Years 

Learning Framework (EYLF; Department of Education Employment and Workplace 

Relations for the Council of Australian Governments [DEEWR], 2009), which 

comprises nationally consistent guidelines for programming in early childhood settings. 

  



 

  Annalise Taylor - June 2020                          xiv 

Empirically-Supported Practices 

Empirically-supported practices are discrete instructional strategies (i.e., focused 

intervention practices) that enable targeted instruction and teach specific skills and/or 

concepts to students on the spectrum (Odom, Collet-Klingenberg, Rogers, & Hatton, 

2010). These practices are explicit teacher behaviours that can be described and 

measured, such as the provision of a positive reinforcer in order to increase the 

frequency with which the desired behaviour occurs. Practices that meet predetermined 

and publicly-available evidence thresholds (e.g., a set number of randomised control 

trials) are classified as empirically-supported. Listings of empirically-supported 

practices have been published by, for example, the National Autism Center (2009, 

2015b) and the National Professional Development Center (Odom et al., 2010; Wong et 

al., 2015). 

Evidence-Based Practice 

Evidence-based practice, while sometimes used interchangeably with empirically-

supported practices, also refers to a broader decision-making framework and will be 

used in this way within the current program of research. Evidence-based practice 

encompasses the integration of the best available evidence with student characteristics 

and teacher expertise in order to make decisions regarding the education of individuals 

(West, McCollow, Kidwell, Umbarger, & Cote, 2013). The best available evidence is 

conceptualised as a continuum ranging from syntheses of all relevant and reliable 

research (e.g., randomised control trials) to individual studies with less experimental 

control such as cohort or case studies (APA Presidential Task Force on Evidence-Based 

Practice, 2006; Coleman et al., 2009). This approach to decision making is commonly 

referred to as a framework for evidence-based practice (Lubas, Mitchell, & De Leo, 

2016; Masters, 2018). The principle of evidence-based practice emerged from the field 

of medicine (Sackett, Rosenberg, Gray, Haynes, & Richardson, 1996) and was 

subsequently adopted by academics and practitioners in allied health and education 

(APA Presidential Task Force on Evidence-Based Practice, 2006; Lubas et al., 2016). 
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Foundational educational practices  

Foundational educational practices are the core components or essential features of 

educational programming for students on the spectrum, such as having a 

comprehensible and structured classroom. These broad practices underpin evidence-

based decision-making and provide the foundation for the effective implementation of 

empirically-supported practices (Iovannone, Dunlap, Huber, & Kincaid, 2003; Simpson 

& Crutchfield, 2015). Foundational educational practices typically comprise 

adjustments of the classroom environment, activities, and/or instruction that encourage 

student access to curriculum, engagement in learning activities, and academic and social 

achievement. These practices may differ from student to student based on need. To be 

readily understood by teachers and other staff, practices should be clearly defined and 

essential elements outlined (Division for Early Childhood [DEC], 2015; Soukakou, 

2012). 

Model of Practice 

Models of Practice (MoPs) are “generic approaches to the structuring and orchestration 

of learning activities. They express elements of pedagogic principle and allow 

practitioners to make informed choices” (Falconer et al., 2011, p. 104). Within this 

dissertation, MoPs are also referred to as practice models or models.
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1 INTRODUCTION 

1.1 The context for the present study 

Education underpins lifelong participation in society (Belfield & Levin, 2007). 

Accordingly, the efficacy, equity, and inclusiveness of students’ educational experience 

are paramount (United Nations Educational Scientific and Cultural Organization 

[UNESCO], 2017). Young Australians on the autism spectrum1, however, experience 

educational restrictions (92.3%) at a higher rate than individuals with other disabilities 

aged between 5 and 20 (76.1%; Australian Bureau of Statistics [ABS], 2018). Further, 

reasonable educational adjustments are not always made for these students by teachers, 

schools, or systems (S. Jones, Akram, Murphy, Myers, & Vickers, 2018). Of school-

aged students on the spectrum, 40.8% are educated in segregated settings such as 

special classes (19.9%) or schools (20%; ABS, 2018). Finally, 77.8% of students on the 

spectrum experience difficulties with communication, socialisation, or learning at their 

educational institution (ABS, 2018), and are perceived to be underperforming relative to 

their level of ability (Ashburner, Ziviani, & Rodger, 2010). Consequently, the 

educational inclusion and effective teaching of Australian students on the spectrum is 

the area of need addressed by the present study.  

 

________________________ 

1 Within this dissertation, the terminology of “on the autism spectrum/on the spectrum” will be used to 
refer to students with a diagnosis of autism, consistent with the style guide of the Autism CRC, which 
funded this research and the preferences of individuals on the spectrum (Kenny et al., 2016). 
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Teacher knowledge of the autism spectrum and autism-specific educational practices 

plays a role in the successful educational inclusion of this student cohort (Roberts & 

Simpson, 2016). Insufficient teacher professional development was identified by 

Australian parents, specialists, and teachers as a barrier to meeting the academic, 

behavioural, sensory, and social-emotional needs of students on the spectrum (Saggers 

et al., 2016). Conversely, regular funded autism-specific training was identified as an 

enabler of inclusion (Hersh & Elley, 2019). Teacher knowledge is a characteristic of 

effective teachers of students on the spectrum, meaning training in autism-specific 

knowledge and skills is critical both pre-service and in-service. While teacher 

knowledge is crucial, an Australian analysis of the 45 pre- and post-graduate early 

childhood and primary teaching programs offered in Queensland found that of the 295 

courses reviewed 51 discussed disability and/or inclusion and only 1 was autism-

specific (Coates, Lamb, Bartlett, & Datta, 2017). Further, Morrier, Hess, and Heflin 

(2011) found that less than 15% of the teachers surveyed received autism-specific 

training as undergraduates; and Corkum et al. (2014) found 7.1% of teachers surveyed 

took an autism-specific class, while 57.1% took a class on teaching students with 

disability. Together, these findings suggest that many teachers may not be adequately 

prepared to effectively teach students on the spectrum in an inclusive manner. The 

inconsistent provision of training in autism-specific knowledge and skills both pre- and 

post-graduation, therefore, is an identified barrier to the effective and inclusive teaching 

of students on the spectrum (Coates, Lamb, Bartlett, & Datta, 2017; Roberts & 

Simpson, 2016; Saggers et al., 2016; Vaz et al., 2015). 

The research-to-practice gap in autism and education refers to the discrepancy between 

the practices currently used in mainstream classrooms and what is known about autism-

specific educational practices and their efficacy (Guldberg, 2017; Parsons et al., 2013; 

Pellicano & Stears, 2011). Symptomatic of this gap is the low use of some educational 

practices with empirical-support by Australian teachers, as well as the continued use of 

some non-supported practices (Sulek, Trembath, Paynter, & Keen, 2019a). This gap 

persists despite research that quantifies foundational educational supports (Long & 

Simpson, 2017) and syntheses of practices with empirical support (see, e.g., National 

Autism Center [NAC], 2015a; Wong et al., 2014), which provide the field with 

guidance regarding effective intervention and pedagogical techniques. The research-to-

practice gap in autism and education, therefore, must be bridged because the effective 

education of students on the spectrum requires evidence-based practice and the 
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consistent use of practices with empirical support (Cook & Cook, 2013; Odom, 2009). 

Consequently, the dissemination and translation of autism-specific knowledge to bridge 

the research-to-practice gap is a priority both in Australia and internationally. This 

priority ensures that the best possible outcomes for students on the spectrum moving 

forward (Guldberg, 2017; Luskin-Saxby & Paynter, 2018). 

The present study addresses this research-to-practice gap in regard to the educational 

practices that support students on the spectrum in mainstream classrooms. This study 

was part of a larger project (see Section 1.5), which aimed to translate knowledge in 

order to enhance the teaching of students on the spectrum. The larger project had two 

streams: one focused on the entry to primary school (in which this study was 

embedded), and one on the entry to secondary school. 

1.2 Study aim and significance 

The study presented in this dissertation addressed the research-to-practice gap in autism 

and education by translating knowledge regarding foundational educational practices, 

which support the teaching of students on the spectrum in the early years of school. The 

aim of the study was to develop and trial a contextually specific and usable tool called 

the Early Years Model of Practice (EY-MoP), which supports the work of early years 

teachers educating students on the spectrum. Prep/Kindergarten comprises the first 

compulsory year of primary schooling in the eastern states of Australia (i.e., 

Queensland, New South Wales, and Victoria), and as students’ first experience of 

formal school-based education supports their adjustment and provides the foundation 

for ongoing learning and academic achievement (Sims, 2013). The development of the 

EY-MoP, therefore, centred on the translation and contextualisation of knowledge 

regarding foundational educational practices in order to support the teaching of 

Prep/Kindergarten students on the spectrum. 

The significance of the present study and the development of the EY-MoP relates to the 

translation of knowledge from original research, research syntheses, and systematic 

reviews regarding foundational practices, which is a novel approach. The vast majority 

of studies regarding the dissemination and translation of autism-specific knowledge 

have concentrated on focused intervention practices with empirical-support and their 

uptake and implementation with fidelity (see, e.g., L. Johnson, Fleury, Ford, Rudolph, 

& Young, 2018; Sam, Cox, Savage, Waters, & Odom, 2019). The EY-MoP, however, 
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addresses the conditions required for these focused intervention practices to be used in 

classrooms by providing the foundations for their selection and implementation. In 

addition, the EY-MoP was designed for mainstream teachers and did not assume 

knowledge of autism. Accordingly, the model translates knowledge regarding 

characteristics of autism as well as the associated educational supports, enhancing 

teacher knowledge in this critical area. Research regarding empirically-supported 

practices as well as foundational educational practices predominantly comes from the 

United States of America (NAC, 2009, 2015b; Wong et al., 2014). The 

contextualisation of this knowledge for the Australian context, including state-based 

education systems, therefore, is another important component of this study. Finally, the 

evaluation of these knowledge translation efforts is a key contribution of this work. 

1.3 Research questions  

The development of the EY-MoP comprised two stages which were guided by a set of 

research questions, see Table 1.1. Stage 1 comprised the development of the EY-MoP. 

This stage was conducted in accordance with Research Question 1, which guided the 

design, construction, and the first two evaluations of the EY-MoP. Stage 2 comprised 

the third evaluation of the EY-MoP by mainstream Prep/Kindergarten teachers with a 

student on the spectrum in their class who trialled the model. The trial was conducted in 

accordance with Research Questions 2.1-2.4 in order to ascertain teachers’ impressions 

of and experiences using the model as well as any changes in their knowledge, 

confidence, and sense of efficacy. 

Table 1.1 Guiding Research Questions for the Present Study 

Research Questions  
RQ 1 Which practices should be embedded in an EY-MoP to support teacher decision making in 

relation to the effective education of students on the autism spectrum as they move through the 
first year of school? 

RQ 2.1 What were Prep/Kindergarten teachers’ impressions of the EY-MoP? 
RQ 2.2 What were Prep/Kindergarten teachers’ reported experiences using the EY-MoP? 
RQ 2.3 Did use of the EY-MoP result in a reported increase in teacher knowledge and confidence? 
RQ 2.4 Did use of the EY-MoP result in a reported change in teacher efficacy? 

1.4 Autism in Australia 

Across their lifespans, Australians on the autism spectrum (n = 205 200 or 

approximately 1% of the population; ABS, 2018) experience poorer educational and 
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employment outcomes than those with or without other disabilities (ABS, 2018). 

Individuals on the spectrum graduate from tertiary and vocational education at a lower 

rate than their peers (with or without other disabilities), with only 8.1% of adults on the 

spectrum receiving a bachelor’s degree or higher compared to 16.1% of Australians 

with other disabilities (ABS, 2018). These rates of educational attainment are similar to 

those for individuals on the spectrum in the United Kingdom (Dillenburger, Jordan, & 

McKerr, 2016). As with rate of educational attainment, the participation of working-age 

Australians on the spectrum in the labour force (38%) is lower than for those with a 

disability (53.4%) and those without (84.1%; ABS, 2018). Further, 34.1% of working-

age people on the spectrum are unemployed, with recent Australian research finding 

that 53.7% of the unemployed adults on the spectrum surveyed would like paid work, 

while 45.2% of those on the spectrum who were employed reported they had greater 

skills than required for their current role (S. Jones, Akram, Murphy, Myers, & Vickers, 

2019). Education, especially tertiary or vocational, is a predictor of employment for 

adults on the spectrum (Migliore, Timmons, Butterworth, & Lugas, 2012). 

Competitive employment is a critical domain of quality of life of those on the spectrum 

(Bishop-Fitzpatrick et al., 2016). The remaining domains of quality of life for adults on 

the spectrum are social engagement and inclusion, contact with family, independent or 

semi-independent living, and good health both physical and mental (Bishop-Fitzpatrick 

et al., 2016). Quality of life for those on the spectrum is often poor, but social inclusion 

and education are positively associated with these outcomes (Chiang & Wineman, 

2014). These outcomes and associated economic and social impacts on the education, 

health, and social services systems at both a state and federal level provided the impetus 

and rationale for the establishment of the Cooperative Research Centre for Living with 

Autism (Autism CRC), which provided the financial support for the present study. The 

Autism CRC is a national, cooperative research effort focused on autism that aims to 

build long-term capacity through collaboration with the autism community, 

government, and 56 participant organisations (Autism CRC, 2019). Their program of 

work develops and fosters practices, programs, and other enablers that support those on 

the spectrum to reach their full potential across the early years (Program 1), school 

years (Program 2), and into adulthood (Program 3). Program 2 research, which the 

present study was situated within, focused on practices and programs that provide the 

foundations for inclusive education and enhance student outcomes as well as build 

teachers’ capacity to effectively educate all students. 
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1.5 Models of Practice (MoP) Project 

The present study was part of the larger Models of Practice (MoPs) Project (Project 

2.037) supported by the Autism CRC that aimed to translate knowledge in order to 

enhance the teaching of students on the spectrum in both primary and secondary school. 

The MoP project was a partnership between Griffith University which led the Early 

Years Stream of the project, Autism Spectrum Australia (Aspect; national service 

provider) which led the Middle Years Stream, as well as Autism Queensland and the 

AEIOU Foundation, which are also providers of autism-specific services. 

 

Figure 1.1 Graphical representation of Project 2.037 and the relationship with the present study. 

Figure 1.1 graphically represents Project 2.037 and shows how the present study is 

embedded within the Early Years Stream of the project. The Early Years Stream 

focused on translating knowledge regarding the education of students on the spectrum 

in early childhood and primary education settings, while the Middle Years Stream 

translated knowledge regarding strategies for teaching students on the spectrum in a 

secondary or high school environment. Consequently, this dissertation presents the 

development and trial of the EY-MoP by Prep/Kindergarten teachers from schools in 

metropolitan areas. The model was also trialled by Prep/Kindergarten teachers in 

regional and rural areas, as well as Year 1 teachers, but these data were not included in 
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this study. A third stage, comprising the fourth cycle of development, was also 

conducted by the researchers within the Early Years Stream. A paper presenting the 

qualitative findings concerning all Prep/Kindergarten and Year 1 teachers’ impressions 

of and experiences using the EY-MoP during the trial has been accepted for publication. 

In addition, a paper presenting integrated qualitative and quantitative findings 

concerning all teachers’ use of the EY-MoP and the associated impact on their reported 

knowledge, confidence, and sense of efficacy is under review. The details of these 

papers are: 

Beamish, W., Macdonald, L., Hay, S., Taylor, A., Paynter, J., & Tucker, M. (2020, in 

press). Trialling a Model of Practice for Australian teachers of young school-

aged children on the autism spectrum. International Journal of Disability, 

Development and Education. https://doi.org/10.1080/1034912X.2020.1774046 

Beamish, W., Taylor, A., Macdonald, L., Hay, S., Tucker, M., & Paynter, J. (2020, 

under review). Field-testing a Model of Practice for teaching of young school-

aged students on the autism spectrum. Research in Developmental Disabilities. 

As shown in Figure 1.1, this study was embedded within and comprised a major 

component of the Early Years Stream of Project 2.037. Consequently, the research 

design of multi-phase mixed methods, the development of a Model of Practice 

(although the design of the practice model was determined as part of Stage 1 of this 

study), and the trial of the model in the states of Queensland, New South Wales, and 

Victoria were guided by the parameters of the overarching project. In addition, some 

aspects of this study, such as the refinement of the practices within the EY-MoP were 

collaborative processes. In summary, the present study was part of a larger collaborative 

program of research that aimed to enhance the teaching of students on the spectrum in 

Australia. While the larger project placed parameters on the conduct of this study, the 

research presented in this dissertation was conducted by the PhD candidate. 

1.6 Overview of dissertation structure 

The present study, reported in this dissertation, comprises six chapters. The current 

chapter (Chapter 1) provides the context for this study; and details the aim, significance, 

and structure of the research. 
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Chapter 2 presents a review of the interconnected literature that underpins the present 

study. The first aspect of the literature reviewed regards the teaching of students on the 

spectrum with a focus on the practices that provide the foundation for evidence-based 

decision-making. The second aspect reviewed concerns teachers’ professional 

development. The third and final aspect reviewed pertains to approaches to the 

dissemination and translation of knowledge. A synthesis of these aspects of the 

literature with links to the present study concludes this chapter. 

An overview of the Educational Design Research approach taken in the present study is 

presented in Chapter 3. This overview presents the methodological approach taken and 

discusses its application. This chapter also presents the overarching research design as 

well as the specific method/s used to evaluate successive prototypes. 

Chapter 4 presents the development of the EY-MoP (Stage 1) which was guided by the 

first research question (i.e., Which practices should be embedded in an EY-MoP to 

support teacher decision making in relation to the effective education of students on the 

autism spectrum as they move through the first year of school?). This chapter begins 

with the development of the initial practice listing and its first validation comprising 

both method and results. Next, the first refinement of the practice listing, its second 

validation comprising method and results, and the second and final refinement of the 

listing are presented. The chapter concludes with a discussion of this stage. 

Chapter 5 presents the subsequent trial of the EY-MoP by Prep/Kindergarten teachers 

across metropolitan Queensland, New South Wales, and Victoria (Stage 2), which was 

guided by four research questions. These questions were: (1) What were 

Prep/Kindergarten teachers’ impressions of the EY-MoP? (2) What were 

Prep/Kindergarten teachers’ reported experiences using the EY-MoP? (3) Did use of the 

EY-MoP result in a reported increase in teacher knowledge and confidence? And, (4) 

Did use of the EY-MoP result in a reported change in teacher efficacy? This chapter 

comprises method, results, and discussion of the findings of Stage 2. 

The findings of the present study are discussed in Chapter 6. This chapter also outlines 

the limitations and associated further research, implications for practice, and 

contributions both practical (the EY-MoP) and conceptual (the MoP design principles) 

of the research presented in this dissertation. 
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2 LITERATURE REVIEW 

2.1 Introduction 

The present study aimed to develop a Model of Practice that supports the teaching of 

Prep/Kindergarten students on the autism spectrum in Australian mainstream 

classrooms. Hence this study is underpinned by three interconnected aspects of 

literature: (a) teaching students on the spectrum; (b) teacher professional development; 

and (c) dissemination and translation of knowledge. This review draws mainly from 

literature emerging from the United States of America (USA) and the United Kingdom 

(UK) as well as relevant Australian literature. 

There is a move in education towards the use of evidence to inform teaching, especially 

of students on the spectrum (Masters, 2018). The first aspect of this literature review, 

therefore, discusses the complexities of teaching students on the spectrum as well as the 

selection and application of effective educational practices. As evidence-based practice 

requires teachers to understand both the characteristics of autism and the empirical-

support for specific educational practices, the second aspect of this review discusses 

effective teacher professional development. The third and final aspect of this review 

discusses the dissemination and translation of knowledge in order to bridge the 

research-to-practice gap in autism and education. 

2.2 Teaching students on the autism spectrum 

The number of school-aged students on the spectrum has increased steadily with the 

percentage of Australians on the spectrum aged between 5 and 19 years of age rising 

from 2.5% of the same-age population in 2015 to 3.1% in 2018 (ABS, 2015, 2018). The 

majority of this cohort are consistently placed in mainstream classrooms and taught by 

mainstream teachers (ABS, 2018). This fact, coupled with the concurrent push for 

inclusive education, has influenced system-level expectations regarding the role of 

mainstream teachers as well as their capacity to effectively teach students with 

disability. At a federal level, the Alice Springs (Mparntwe) Education Declaration 
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commits Australian Governments and education systems to the provision of a high-

quality, inclusive education free from discrimination to all students (Education Council, 

2020). At a state level, the Queensland Department of Education (2018) has a policy of 

inclusive education that commits teachers in government schools to embedding 

inclusion within their everyday classroom practice and ensuring students with disability 

not only engage with the Australian Curriculum but achieve both academically and 

socially. The heterogeneous presentation of students on the spectrum, both with regard 

to their strengths and the supports required, means mainstream classroom teachers not 

only need to know how to teach students on the spectrum but also how to individualise 

their programming and practice to meet the needs of the students in their classroom 

(Able, Sreckovic, Schultz, Garwood, & Sherman, 2015). Further, knowledge of autism 

as a disability and how to effectively teach students on the spectrum has been identified 

as an enabler of inclusive education by both students and parents (All Party 

Parliamentary Group on Autism [APPGA], 2017) as well as teachers themselves (Ravet, 

2018). Teacher knowledge has also been shown to positively contribute to teachers’ 

attitudes regarding the inclusion of students with disability (Vaz et al., 2015), which is 

important because teachers’ attitudes influence both their practice (Monsen, Ewing, & 

Kwoka, 2014) and sense of efficacy (Engstrand & Roll-Pettersson, 2014). Teachers, 

therefore, are expected to have the knowledge required to include an increasing number 

of students on the spectrum with diverse learning needs in their classroom. 

The general public, including teachers, are aware of autism and some of the key 

characteristics and needs of individuals on the spectrum (Dillenburger, Jordan, McKerr, 

Devine, & Keenan, 2013; Vincent & Ralston, 2019). Greater teacher knowledge of 

these characteristics and the associated educational implications as well as practices and 

programs that support students, however, is required (Ravet, 2018; Saggers et al., 2016). 

This increase is needed because teacher knowledge of empirically-supported practices 

and how to use these practices in the classroom has not increased at the same rate as 

their awareness (Ravet, 2018; Vincent & Ralston, 2019). This increase is also needed 

because unsupported practices continue to be used by teachers (Morrier et al., 2011; 

Sulek et al., 2019a). These findings suggest further training and professional 

development opportunities are required for teachers to develop their knowledge 

regarding practices and programs that support the education of students on the 

spectrum. 
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The need to develop teacher knowledge was highlighted by the Australian Autism 

Educational Needs Analysis (ENA; Saggers et al., 2016). This analysis found that 

parents felt classroom teachers needed a greater knowledge of autism, a belief echoed 

by the teachers themselves who felt that they needed to know more about students on 

the spectrum and how to teach them. While the young people on the spectrum who 

participated in the study did not comment on teacher knowledge of autism, many of the 

school-based supports that they felt helped were educational practices that provided 

support for one or more of the key characteristics of autism. For example, being 

reminded of upcoming changes address the need for routine and structure and 

organisation and supports students’ executive function. In order to develop their 

knowledge of the characteristics and needs of students on the spectrum as well as of 

autism-specific educational practices, teachers indicated they required greater access to 

professional development opportunities such as face-to-face sessions by expert 

practitioners, coaching, and peer support including observation (Saggers et al., 2016). 

Further, teacher knowledge not only enhances the day-to-day teaching of students on 

the spectrum but also positively impacts teachers’ attitudes and their sense of efficacy 

(Forlin & Chambers, 2011; Vaz et al., 2015). There is a need, therefore, for Australian 

teachers to develop autism-specific knowledge via training and professional 

development opportunities. 

The need for teachers to develop their knowledge of the characteristics of autism and 

autism-specific teaching strategies is not unique to Australia. In a finding that aligned 

with those of Saggers et al. (2016), the All Party Parliamentary Group on Autism (2017) 

found teacher knowledge of autism was the foremost factor that would make schooling 

better for English students on the spectrum, a sentiment expressed by both students and 

their parents. A recent study from the UK into pre-service teachers’ knowledge of 

autism by Vincent and Ralston (2019) found that although the trainee teachers surveyed 

had a good understanding of autism as a disability they tended to underestimate their 

knowledge which has implications for their sense of efficacy. An earlier study from the 

USA, however, found that trainee teachers lacked basic knowledge regarding the 

characteristics of autism and the associated educational implications (Barned, Knapp, & 

Neuharth-Pritchett, 2011). While basic knowledge of autism may be increasing, as 

argued by Vincent and Ralston (2019), teacher knowledge of autism-specific teaching 

strategies as well as their knowledge or not that some practices are unsupported 

continues to be an area for development both in Australia and internationally (McNeill, 
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2019; Sulek et al., 2019a). In addition, autism-specific teacher knowledge as with all 

knowledge is susceptible to the Dunning-Kruger effect suggesting that teachers are 

likely to have self-evaluative misperceptions as well as misperceptions of the level of 

evidence supporting specific practices (McMahon, Stoll, & Linthicum, 2020; Paynter et 

al., 2020). There is a need, therefore, for teacher training and professional development 

opportunities that support the development of specialised knowledge with regard to the 

effective and inclusive education of this student cohort. 

The specialised knowledge required to include students on the spectrum, and with 

disability more broadly, has been conceptualised by Dally et al. (2019) as: (a) an 

understanding of the legislation, policy, and procedures underpinning inclusion in 

Australia; (b) a commitment to inclusion and collaborative decision-making; and, (c) 

the use of inclusive pedagogies including student-specific supports. The teaching of 

students on the spectrum, therefore, requires student-specific supports that comprise 

foundational educational practices and the selection and implementation of practices 

with empirical-support in accordance with an evidence-based decision making 

framework (Simpson & Crutchfield, 2015). Specialised knowledge of autism and 

autism-specific instructional strategies is important (APPGA, 2017; Roberts & 

Simpson, 2016); however, teachers also need to be able to apply that knowledge when 

making decisions regarding the education of students on the spectrum (Lubas et al., 

2016; Simpson & Crutchfield, 2015). Indicative of this, a recent study by Brock, Dynia, 

Dueker, and Barczak (2020) found that practices with empirical-support were 

underutilised by the classroom teachers surveyed. This study also found that the 

selection and implementation of these practices was a barrier to student achievement. 

The application of knowledge when making a decision is a critical component of 

evidence-based practice because this process requires the integration of knowledge 

regarding the best available evidence with student need and teacher expertise when 

making decisions (Lubas et al., 2016; West et al., 2013). This increased focus on the 

integration of knowledge, expertise, and student need is part of a larger move towards 

evidence-based decision making in education both in Australia (Masters, 2018) and 

internationally (Breckon, 2016). The frameworks and models that support this decision-

making process (see, e.g., Lubas et al., 2016; Spencer, Detrich, & Slocum, 2012) all 

facilitate the integration of the best available evidence with student characteristics and 

teacher expertise. However, the model outlined by Simpson and Crutchfield (2015) not 



Chapter 2: Literature Review 

13  Annalise Taylor - June 2020  

only facilitates this integration but also provides the groundwork for practice selection 

and implementation. 

Following the USA’s adoption of Multi-tiered Systems of Support, Australia is 

beginning to implement tiered systems of support as a way of targeting intervention and 

support based on data. These systems of support provide a framework for data-based 

instruction and intervention that include a tiered continuum of practice: universal, 

targeted, and individualised (Jimerson, Burns, & VanDerHeyden, 2015). 

Implementation of tiered approaches to behavioural support such as Positive Behaviour 

for Learning (New South Wales Department of Education, 2020; Queensland 

Department of Education, 2020) and School-Wide Positive Behaviour Support 

(Victorian Department of Education and Training, 2019) has occurred. The Queensland 

Department of Education (2019) also has a whole school approach to differentiated 

teaching and learning that becomes increasingly individualised, moving from universal 

differentiated and explicit teaching to focused teaching, and finally intensive teaching. 

The model for selecting empirically-supported practices presented by Simpson and 

Crutchfield (2015) aligns with this approach, as it comprises of universal foundational 

supports as well as a framework for decision-making that supports targeted and/or 

individualised instruction. This model, therefore, provides an appropriate conceptual 

framework for the review of practices with empirical support and foundational 

educational practices presented below. 

2.2.1 Selecting empirically-supported practices for teacher use 

As a decision-making framework, evidence-based practice has the potential to enhance 

educational provision for students on the spectrum (Lubas et al., 2016). Further, the 

implementation of empirically-supported practices with fidelity is associated with lower 

emotional exhaustion in teachers at the end of the school year (Ouellette et al., 2019). 

However, the diverse needs of students on the spectrum coupled with teachers’ 

awareness of evidence-based practice and knowledge of empirically-supported practices 

mean the day-to-day use of evidence in education does not always align with evidence-

based practice as described in the literature (Greenway, McCollow, Hudson, Peck, & 

Davis, 2013; Guckert, Mastropieri, & Scruggs, 2016). Teacher knowledge of evidence-

based decision-making frameworks and the empirical support for specific practices is, 

therefore, required. Also required is their consistent use of foundational educational 

practices. This section will present a model for selecting empirically-supported practices 
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for application. It will also discuss practices with empirical support and foundational 

educational practices along with teachers’ knowledge and use of them. 

Figure 2.1 portrays the model for selecting empirically-supported practices presented by 

Simpson and Crutchfield (2015). This model comprises three interdependent aspects 

underpinned by the universal or foundational supports, which must be in place for these 

practices to be selected and implemented successfully. The interdependent aspects are 

teacher knowledge of empirically-supported practices, teacher knowledge of individual 

students and their needs, and a decision-making process that is both collaborative and 

dynamic. 

 

Figure 2.1 Model for selecting empirically-supported practices (Simpson & Crutchfield, 2015, p. 

205). 

FIGURE REDACTED 
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Collaborative and responsive decision making that genuinely involves all stakeholders, 

namely teachers and teacher’s aides, families, and allied health professionals, as well as 

students on the spectrum, is crucial. This is because this approach to decision making 

ensures that the empirically-supported practices selected for implementation are those 

most likely to meet the needs of the student and fit within the wider program of 

classroom instruction as well as within home and community environments (LaBarbera, 

2017). The involvement of all stakeholders in collaborative decision making is 

consistent with best-practice in special education and is a key aspect of the Council of 

Exceptional Children’s (2014) recommended practices for the education of young 

children with disability. 

Teacher knowledge of specific students’ needs is an essential aspect of this decision-

making process because students on the spectrum are heterogeneous and consequently 

their adaptive and other behaviours, language, communication and social skills, and 

sensory needs vary widely (APA, 2013). Teacher knowledge of their students is 

developed over time and through repeated engagement with individual students and 

their families as well as allied health professionals. This knowledge is further enhanced 

by assessment of student knowledge, skills, and needs. 

Teacher knowledge of empirically-supported practices is another essential aspect of this 

decision-making process. Teachers not only need to know what the practice is but how 

and when to use it. They also need to understand the empirical-support for it and how to 

implement it with fidelity (Ouellette et al., 2019). Section 2.2.1.1 explores empirically-

supported practices and their use by teachers in greater detail. 

Teacher knowledge and use of foundational supports underpin this decision-making 

process. The foundational supports identified by Simpson and Crutchfield (2015) are 

teacher competence and training as well as the creation of a structured and 

comprehensible classroom in which differentiated educational programming and 

supports are provided. Section 2.2.1.2 explores these foundational educational practices 

as well as teacher knowledge and use of them in greater detail. 

The selection of empirically-supported practices for implementation is a multi-faceted 

process underpinned by specialised teacher knowledge. For that reason, teachers are 

required to know about their students and empirically-supported practices. They are also 

required to engage in collaborative and responsive decision-making and underpin their 
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classroom practice with foundational educational practices (Simpson & Crutchfield, 

2015). The following sections, therefore, present what teachers should know with 

regard to both empirically-supported and foundational educational practices. 

2.2.1.1 Empirically-supported practices 

The selection, implementation, and evaluation of practices with empirical-support in 

order to meet individual student need is an essential element of evidence-based practice 

(Lubas et al., 2016; West et al., 2013). This section explores what constitutes empirical 

support for a practice as well as teachers’ knowledge and use of empirically-supported 

practices. For a practice to be classified as an empirically-supported practice, it must fit 

the criteria or meet the standards defining an acceptable level and type of empirical 

support (Reichow, Volkmar, & Cicchetti, 2008). The Council for Exceptional Children 

(CEC) has standards for empirically-supported practices in special education that 

outline the criteria for classification as empirically-supported, while the National 

Autism Center (NAC) and the National Professional Development Center (NPDC) have 

established criteria especially for the purpose of determining empirically-supported 

practices in autism. Both the NAC and NPCD reviews are concerned with focused 

intervention practices. 

Table 2.1 presents the similar but different organisational criteria regarding what 

constitutes an empirically-supported practice. This table illustrates one of the 

challenging aspects of evidence-based practice, its operationalisation (Mesibov & Shea, 

2011). For example, the NAC excludes articles with mixed, neutral, or negative effects; 

the CEC excludes studies with negative effects but allows studies with mixed or neutral 

effects if there is a 3:1 ratio to studies with positive effects, and Wong et al. (2014) do 

not address the effect of studies in their criteria. While the criteria used by the NAC 

(2009) and Wong et al. (2014) differ, there is alignment with regard to the practices 

classified by each review as evidence-based. Both the NAC and NPCD reviews 

identified sets of evidence-based focused intervention practices that can be used when 

teaching specific skills and concepts to students on the spectrum.  
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Table 2.1 Comparison of Criteria for the Identification of Empirically-Supported Practices 

CEC (2014, p. 9) NAC (2015b, p. 35) NPDC (Wong et al., 2014, p. 
15) 

a. Must be supported by at least 
• two methodologically sound 

group comparison studies 
with random assignment to 
groups, positive effects, and 
at least 60 total participants 
across studies; 

• four methodologically sound 
group comparison studies 
with non-random assignment 
to groups, positive effects, 
and at least 120 total 
participants across studies; or 

• five methodologically sound 
single-subject studies with 
positive effects and at least 
20 total participants across 
studies;  

OR 
b. Meet at least 50% of criteria for 

two or more of the study designs 
described in (a).  
AND 

c. Include no methodologically 
sound studies conducted with 
negative effects and at least a 3:1 
ratio of methodologically sound 
studies with positive effects to 
methodologically sound studies 
with neutral/mixed effects.  

Several published, peer-
reviewed articles comprising: 
• group design or 4 single-

subject design (SSD) 
studies with a minimum 
of 12 participants for 
which there are no 
conflicting results  

OR 
• At least 3 group design 

or 6 SSD studies with a 
minimum of 18 
participants with no more 
than 10% of studies 
reporting conflicting 
results. Group and SSD 
methodologies may be 
combined.  

AND  
• Scientific Merit Rating 

Scale scores of 3, 4, or 5. 
AND 
• Beneficial intervention 

effects for a specific 
target.  

These may be supplemented 
by studies with lower scores 
on the Scientific Merit Rating 
Scale.  

• At least two high quality 
experimental or quasi-
experimental group 
design articles conducted 
by at least two different 
researchers or research 
groups.  

OR  
• At least five high quality 

single case design 
articles conducted by at 
least three different 
researchers or research 
groups and having a total 
of at least 20 participants 
across studies. 

OR 
• A combination of at least 

one high quality 
experimental or quasi-
experimental group 
design article and at least 
three high quality single 
case design articles 
conducted by at least two 
different research 
groups.  

The NAC’s two-phase National Standards Project developed a model for evaluating the 

educational and behavioural intervention practices for students on the spectrum aged 

from birth to 22 years of age in the literature. This model guided the identification of 

relevant scientific literature; the inclusion or exclusion of said literature from the review 

based on clear, predetermined rules; the evaluation of included studies using the 

Scientific Merit Rating Scale; and, the determination of the empirical support for each 

focused-intervention practice based on the criteria (NAC, 2009, 2015b). The first phase 

of the project established the empirical-support for behavioural and educational 

intervention practices by evaluating the scientific literature published between 1957 and 

2007. This phase resulted in the identification of 11 established or evidence-based 

practices, 22 emerging practices, and 5 unestablished possible ineffective or harmful 

ones (NAC, 2009). The second phase of the project used the same model to evaluate the 

new literature on these intervention practices published between 2007 and February 

2012 in order to update the Phase One findings. This phase resulted in the identification 
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of 14 established, 18 emerging, and 13 unestablished practices (NAC, 2015b). As the 

aim of the National Standards Project was to support decision making regarding 

practices used to intervene, the NAC passively disseminated this information by 

publishing a guide for teachers regarding the provision of appropriate interventions to 

students on the spectrum (NAC, 2015a). 

The NPCD also developed a process for identifying empirically-supported practices. 

This process guided the identification and evaluation of the literature on focused-

intervention practices published between 1997 and 2007and used with individuals on 

the spectrum from birth to age 22 (Odom et al., 2010). It also guided the extension of 

the original review by Wong et al. (2015), which incorporated literature published 

between 1990 and 2011. The first review identified 24 practices with empirical support, 

while the second identified 27 practices (Odom et al., 2010; Wong et al., 2015). The 

empirically-supported practices identified by Odom et al. (2010) and more recently 

Wong et al. (2015) have been actively disseminated by developing Autism Focused 

Intervention Resources and Modules (AFIRM) and making them freely available online 

for teachers engaging in professional learning (Sam et al., 2019). In addition, an in-

depth exploration of the empirically-supported practice identified by Wong et al. (2015) 

has been conducted by Fleury, Thompson, and Wong (2015) who looked only at those 

practices which targeted the school readiness skills of preschoolers on the spectrum. 

This exploration identified the skills addressed, the practices used, and where possible 

the specifics of what worked, where, and with whom enabling targeted knowledge 

translation to occur (see, e.g., Sulek, Trembath, Paynter, & Keen, 2019b). 

Figure 2.2 presents the commonalities and differences in the evidence-based focused-

intervention practices identified by these organisations. The 14 empirically-supported 

practices identified by the NAC (2009, 2015b) and the 27 practices identified by the 

NPDC (Odom et al., 2010; Wong et al., 2015), with a few exceptions, align. Of the 

evidence-based focused-intervention practices presented in Figure 2.2, language training 

overlaps with several of the empirically-supported practices identified by Wong et al. 

(2015), while exercise, functional communication training, Picture Exchange 

Communication Systems, and technology-aided instruction were identified as emerging 

practices by the NAC (2015b). The remaining three practices (comprehensive 

behavioural treatment for young children, functional behaviour assessment, and 

structured playgroups) were identified by at least one of these reviews. The consistency 
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of the practices identified as evidence-based, even though different methods were used, 

highlights the strength of the scientific literature with regards to focused-intervention 

practices. 

 

Figure 2.2 Comparison of NAC (2015) and NPDC (Wong et al., 2015) practices with empirical 

support (NPDC, 2019). 

In conclusion, the empirically-supported focused-intervention practices identified by the 

NAC (2009, 2015b) and the NPDC (Odom et al., 2010; Wong et al., 2015) comprise 

those meeting evidence thresholds defined by the respective organisations. These 

reviews, therefore, comprise the best available evidence with regards to the teaching of 

students on the spectrum (Lubas et al., 2016; Simpson & Crutchfield, 2015). As alluded 

to previously, knowledge of these practices and the empirical support for them is 

needed for classroom teachers to use these practices. The following section, therefore, 

explores teacher knowledge and use of these empirically-supported practices. 
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2.2.1.1.1 Teacher knowledge and use of empirically-supported practices 

Specialised knowledge of the best available evidence is required for teachers to make 

evidence-based decisions regarding the teaching of students on the spectrum. This 

evidence is currently the NAC (2015b) and the NPDC (Wong et al., 2015) reviews and 

the practices with empirical support that they comprise. Knowledge alone, however, is 

not enough to ensure teacher use of practices with empirical support. The extent to 

which the teachers endorse the aim, procedures, and results of practice use (i.e., social 

validity) also plays a role in the selection and implementation of these practices 

(Callahan et al., 2017; Kazdin, 2005; Wolf, 1978). This section discusses teacher 

knowledge and use of empirically-supported practices as identified by the NAC (2015b) 

and the NPDC (Wong et al., 2015), as well as, the value placed on the practice aim, 

enactment, and outcomes by teachers. 

Knowledge of practices with empirical support is an essential element of evidence-

based decision-making (Lubas et al., 2016). In a 2019 study by McNeill (2019), North 

Carolinian special education teachers (n = 130) self-reported on their knowledge of the 

27 empirically-supported practices identified by the NPDC (Wong et al., 2015). The 

percentage of teachers who knew about a practice ranged from 99.2% for reinforcement 

to 61.5% for pivotal response training; with 10 practices reportedly known by >90% of 

teachers, 8 by more than >80%, 7 by more than 70% and 2 by more than 60% (McNeill, 

2019). An Australian study by Sulek et al. (2019a) found mainstream teachers self-

reported some knowledge of the 19 empirically-supported practices that Fleury et al. 

(2015) found supported the transition to primary school. Sulek et al. (2019a) found 

teacher knowledge was greatest with regard to visual supports, and lowest with regard 

to video modelling. The authors also found knowledge of unsupported practices, such as 

music and touch therapy, were also reported by teachers. Of the 13 practices known by 

80% or more of the special education teachers surveyed by McNeill (2019), the 

classroom teachers surveyed by Sulek et al. (2019a) only had sound knowledge of 

visual supports. However, the four practices with the highest self-reported knowledge 

from both studies (reinforcement, prompting, modelling, and visual supports) were the 

same (McNeill, 2019; Sulek et al., 2019a). Note, these practices were also the most 

commonly used to support student achievement of individualised goals (Brock et al., 

2020). While a direct comparison cannot be made, these results highlight the variability 

of teacher knowledge regarding of empirically-supported practices. In addition, both 

studies relied on self-report, meaning teachers’ actual knowledge of specific practices 
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and how to use them when teaching students on the spectrum was not ascertained. 

While knowledge alone is not sufficient for implementation, it is an important 

foundation for the use of empirically-supported practices (McNeill, 2019; Sulek et al., 

2019a). 

Social validity (i.e., the extent to which end-users endorse the acceptability and 

relevance of practices to their constituent communities; Kazdin, 2005; Reichow, 2011; 

Wolf, 1978) is another factor, which influences the use of empirically-supported 

practices by teachers. Callahan, Henson, and Cowan (2008) socially validated the 

essential components of autism-specific interventions namely individualized 

programming, data collection, empirically-demonstrated strategies and interventions, 

active collaboration, long-term outcomes, which comprise the IDEAL Model. 

Consequently, the social validity of the practices with empirical-support identified by 

the NAC (2009) and the NPDC (Wong et al., 2015), which align with the components 

of the IDEAL Model (Callahan et al., 2008), range from high to very high when rated 

by teachers, administrators, and parents on a 7-point scale. A recent review by Callahan 

et al. (2017), however, found that there was evidence of the measurement of social 

validity in only 26.7% of the 821 articles cited by the NAC (2009) and the NPDC 

(Wong et al., 2015). In addition, social validity is, among other things, context and end-

user specific, meaning not all practices are considered socially valid with regard to all 

end-users and all goals. For example, of the 44 cited articles on extinction, only 1 study 

reported measuring social validity and the measure used did not validate the use of the 

practice in natural contexts including the manipulation of the independent variable by 

existing staff (Callahan et al., 2017). 

McNeill (2019) explored the social validity of the 27 empirically-supported practices 

identified by the NPDC (Wong et al., 2015) by asking 130 North Carolinian special 

education teachers to rate the acceptability, feasibility, and contextual alignment of 

these practices on a 6-point scale. Of the 27 practices, 25 had agreement or strong 

agreement about acceptability, feasibility, and contextual alignment while the remaining 

two practices structured playgroups and pivotal response training had slight 

disagreement in terms of social validity. The practices with the highest social validity, 

namely modelling and visual supports were also some of the most frequently used. 

Teachers surveyed by Sulek et al. (2019a) indicated that some practices such as visual 

supports and modelling were somewhat or definitely applicable to their classroom while 
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other practices such as video modelling and self-management were only somewhat or 

not at all applicable. Across these studies (McNeill, 2019; Sulek et al., 2019a) the 

empirically-supported practices with the greatest level of social validity (i.e., visual 

supports, reinforcement, prompting, and modelling) were the practices teachers knew 

the most about. Knowledge of practices may increase social validity because 

understanding is higher or, conversely, may indicate that teachers seek out information 

on the practices they feel are socially valid. 

Practices with empirical support that are known, and valued by most teachers, are those 

found to be most used. For example, >90% of special education teachers use 

reinforcement and prompting on a daily basis (McNeill, 2019) and, on average, 

mainstream teachers use visual supports daily (Sulek et al., 2019a); with self-reported 

teacher knowledge of these practices being high and all practices having social validity 

(Callahan et al., 2017; McNeill, 2019; Sulek et al., 2019a). The findings of these studies 

are consistent with those of Borders, Bock, and Szymanski (2015) who found that the 

familiar practices such as modelling and prompting, which were perceived to be 

effective by most teachers, were also the most used. These findings are also consistent 

with those of Kerns et al. (2019), who found practices that were familiar and seen as 

useful were the ones used most frequently to support school-aged youth on the 

spectrum. 

Familiar practices that are perceived as useful, however, are used by classroom teachers 

even though they are unsupported. For example, a study by Hess, Morrier, Heflin, and 

Ivey (2008) found that while teachers were using some practices identified as evidence-

based, they were also using practices that had limited support or were not 

recommended. In addition, recent Australian studies by Paynter et al. (2017) and Sulek 

et al. (2019a) found that while professionals used empirically-supported practices that 

they knew, they concurrently reported using other familiar unsupported practices. 

Together these findings indicated that teacher knowledge of the empirical-support for a 

specific practice alone is not enough to reduce or stop the use of unsupported practices. 

In conclusion, teacher knowledge of empirically-supported is correlated with their use, 

as is the social validity of practice (McNeill, 2019; Sulek et al., 2019a). Developing 

teacher knowledge of practices and the empirical-support for them is crucial to the 

success of evidence-based decision-making and practice. As outlined in the decision-

making model presented by Simpson and Crutchfield (2015), the selection and 
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implementation of empirically-supported practices are underpinned by foundational 

supports. The forthcoming section presents these foundational practices and discusses 

teacher knowledge and use of them. 

2.2.1.2 Foundational educational practices 

The broad educational practices that comprise the core components or essential features 

of educational programming for students on the spectrum provide the foundation for 

evidence-based decision making and support the inclusion of students on the spectrum 

(Guldberg, 2010; Iovannone et al., 2003; Simpson & Crutchfield, 2015). The 

identification and validation of recommended practices for early childhood special 

education occurred predominantly in the 1990s (Odom, McLean, Johnson, & 

Lamontagne, 1995) and early- to mid-2000s (McLean, Snyder, Smith, & Sandall, 2002), 

but decreased as evidence-based practice became a research priority (see, e.g., Odom et 

al., 2005; Simpson, 2005). While the vast majority of practice listings relate to the 

education of students with disability inclusive of those on the spectrum and are from the 

USA (e.g., the high leverage and recommended practices developed by the Council of 

Exceptional Children), Australian practice listings have also been developed for young 

children with developmental disabilities accessing early childhood special education 

services and children on the spectrum transitioning to school (Beamish, 2008; Beamish, 

Bryer, & Klieve, 2014). More recently, however, Simpson and Crutchfield’s (2015) 

model situated these foundational educational practices within an evidence-based 

decision making model; and Long and Simpson (2017) identified those practices 

recommended by teachers for supporting elementary students on the spectrum. This 

section discusses the identified foundational educational practices and their alignment 

with inclusive educational practices. 

Simpson and Crutchfield (2015) identified three broad practices that provide the 

foundation for evidence-based decision-making regarding the teaching of students on 

the spectrum. These practices are structured and consistent classroom environments, 

individualised programming, and well-trained teachers. Structured and consistent 

classroom environments are associated with clear expectations, supports both visual and 

environmental, and consistent routines. Individualised programming is associated with 

the use of selected empirically-supported practices to address student-specific 

educational targets. Finally, competent and well-trained teachers are associated with 

knowledge of autism and use of autism-specific strategies and supports as well as a 
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philosophical commitment to the inclusion and education of students on the spectrum. 

These three practices are consistent with those identified by Hurth, Shaw, Izeman, 

Whaley, and Rogers (1999), Iovannone et al. (2003), and Long and Simpson (2017) as 

well as the National Research Council (NRC; 2001). The practices identified by these 

studies are disability-specific practices, strategies, supports, and/or program elements 

for teaching students on the spectrum. Published work by Harrower and Dunlap (2001) 

and Crosland and Dunlap (2012) were reviewed for consistency with the educational 

practices identified by Simpson and Crutchfield (2015) but because they referred to 

specific instructional strategies rather than broad practices they were not included in this 

section. Work by Lindsay, Proulx, Scott, and Thomson (2014) was also considered but 

not included because the strategies identified were approaches to teaching students on 

the spectrum rather than broad classroom practices. 

Table 2.2 Characteristics of Selected Publications Identifying Foundational Educational Practices 

for Students on the Spectrum 

Authors Year Publication 
type  

Research type  Focus  

Hurth et al. 1999 Journal 
article   

Original research which 
identified, defined, described, 
and validated common program 
elements using sequential mixed-
methods 

Common elements across 
comprehensive early 
intervention (birth to age 8) 
programs  

National 
Research 
Council  

2001 Report Review of the program 
description materials and peer-
reviewed data for 10 
comprehensive programs  

Common elements across 
comprehensive early 
intervention (birth to age 8) 
programs 

Iovannone et 
al.  

2003 Journal 
article  

Review of publications 
identifying core elements of 
educational programs  

Core elements of a 
curricular foundation for 
school-age students on the 
spectrum 

Long and 
Simpson 

2017 Journal 
article   

Original research which 
identified fundamental elements 
and supports for elementary-aged 
students on the spectrum using a 
survey  

Foundational educational 
supports for elementary-
aged students on the 
spectrum 

Table 2.2 presents the characteristics of the four publications that identify foundational 

educational practices for young students on the spectrum, which were reviewed for 

consistency with those practices identified by Simpson and Crutchfield (2015). All 

publications were from the USA. Of the four publications, three were published 

between 1999 and 2003 and one in 2017. This distribution of publication dates aligns 

with the increasing focus on evidence-based practice and identifying empirically-

supported practices. 
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Hurth et al. (1999) identified nine common elements of comprehensive early 

intervention programs for children on the spectrum. Six elements were part of these 

programs. The agreed-upon elements were: (a) start intervening early, (b) personalise 

services delivered, (c) plan and systematically teach skills, (d) use specialised curricula 

that foster students’ communication, language, play and social skills, (e) engage 

students in focused-teaching activities, and (f) involve families. Each of these elements 

was considered integral to the programs surveyed. A further three elements were part of 

some, but not all, of the programs: organised and logical classroom environment, 

Developmentally Appropriate Practices (DAP; Copple & Bredekamp, 2009), and 

intervention in natural environments. The nine common elements identified by Hurth et 

al. (1999) were included in the review by Iovannone et al. (2003) when identifying areas 

of agreement regarding effective educational practices for students on the spectrum. 

The NRC (2001) also identified common elements of comprehensive early intervention 

programs; however, they reviewed program description materials and peer-reviewed 

data, rather than developing a list and then surveying programs as completed by Hurth 

et al. (1999). Eleven program elements were identified, and the review committee 

concluded that the programs reviewed had more in common than they had different. The 

common elements were: (a) early intervention, (b) intensive intervention, (c) family 

involvement, (d) specialised and well-trained staff, (e) assessment is purposeful and 

ongoing, (f) skills are systematically taught in accordance with the curricula, (g) highly 

supportive environments, (h) curricula foster communication, social and play, self-help 

skills as well as skills in other key developmental areas, (i) generalisation and 

maintenance of skills are planned for, (j) individualised programming, and (k) 

transitions between educational settings are planned and supported. As with the 

elements identified by Hurth et al. (1999), those identified by the NRC (2001) were 

included in the review by Iovannone et al. (2003). 

A review of four contributions to the literature regarding foundational education 

practices by Iovannone et al. (2003) identified six common practices: (a) individualised 

programming and service provision, (b) systematic instruction, (c) organised and logical 

classroom environment, (d) specialised curricula that develop communication, 

language, and social skills, (e) thinking functionally about behaviour, and (f) family 

involvement. The foundational educational practices identified effectively summarise 

the areas of agreement regarding teaching students on the spectrum. 
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The identification of foundational practices was addressed in a novel way by Long and 

Simpson (2017) who used scenarios to identify those educational practices seen as 

underpinning classroom practice for students on the spectrum. Nine domains of 

practice, accompanied by defining elements, were identified by participating 

practitioners. The first domain, collaborative teaming, was defined by a team approach 

to problem-solving. The second domain, human and other resources, was characterised 

by ongoing professional development. The third domain, classroom structure, was 

defined as an organised environment with visual supports. Academic, pre-academic, and 

cognitive supports characterised by targeted assessment and individualised 

programming comprised the fourth domain, while individualised social skills supports 

that incorporate peers comprised the fifth domain. The sixth domain, behaviour support, 

was defined by a functional approach with documented planning. Communication 

supports (seventh domain) comprised the provision of augmentative and alternative 

communication accompanied by ongoing professional support; and sensory supports 

(eighth domain) were characterised by assessment, individualised supports, and 

collaboration with other professionals. Finally, the ninth domain comprised of family 

involvement. These practice domains are consistent with the foundational practices 

identified by Iovannone et al. (2003) and Simpson and Crutchfield (2015); however, the 

identification of academic and cognitive supports, as well as the addition of sensory 

supports, extends what is considered foundational with regard to the education of 

students on the spectrum. 

Table 2.3 compares the 35 foundational educational practices within these publications 

with the foundational supports identified by Simpson and Crutchfield (2015) in order to 

identify the common practices. Classroom environment is structured and 

comprehensible, and educational programming and supports are individualised were 

recognised as broad practices by all sources. Families are partners in the child’s 

education, and specialised curriculum address key developmental areas such as 

communication, social, and self-help skills were recognised as broad practices by four 

of the five sources. Classroom instruction and skill development are systematic, which 

included the use of empirically-supported practices and progress monitoring, was 

identified as a practice by three sources, while earliest possible start to intervention and 

school, time at school is spent engaged in educational activities, teachers are competent 

and highly trained, and a functional approach is taken to student behaviour were 

identified by two sources. Practice is developmentally appropriate, educational setting 
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is inclusive, transitions between settings are effective, and sensory supports are 

provided were practices identified by a single source.  

Table 2.3 Commonalities Between Publications Identifying Broad Educational Practices for 

Students on the Spectrum 

Study/  
broad practices  

Foundational 
Supports 
(Simpson & 
Crutchfield, 
2015) 

Program 
Elements  
(Hurth et 
al., 1999)  
 

Program 
Elements  
(NRC, 
2001) 

Program 
Components 
(Iovannone et 
al., 2003) 

Support 
Domains 
(Long & 
Simpson, 
2017) 

Earliest possible start to 
intervention and 
school  

 X X   

Time as school is spent 
engaged in 
educational 
activities   

 X X   

Families are partners in 
the child’s 
education 

 X X X X 

Teachers are competent 
and highly trained 

X  X  X 

Classroom environment 
is structured and 
comprehensible   

X X X X X 

Educational 
programming and 
supports are 
individualised  

X X X X X 

Classroom instruction 
and skill 
development are 
systematic  

 X X X  

Specialised curriculum 
addresses key 
developmental 
areas  

 X X X X 

A functional approach 
is taken to student 
behaviour  

   X X 

Practice is 
developmentally 
appropriate  

 X    

Educational setting is 
inclusive 

 X    

Transitions between 
settings are 
effective  

  X   

Sensory supports are 
provided 

    X 

Altogether, 13 broad practices were identified, 9 of which were considered to be 

common as they were identified by two or more sources. All of these practices are 

considered socially valid as they align with one or more of the practices within the 
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IDEAL Model (Callahan et al., 2008). Finally, the identified supports are consistent 

with the elements of best practice in educational provision identified by Parsons et al. 

(2011), and the keys to effective early intervention identified by Prior, Roberts, Rodger, 

Williams, and Sutherland (2011). 

These foundational supports align, in the main, with the preconditions for inclusion 

outlined by Guldberg (2010). The unique child theme is associated with individualised 

programs, the learning and development theme is associated with competent and 

committed teachers, and the enabling environments theme is associated with structured 

and consistent classrooms, and the theme of the positive relationships is associated with 

the collaborative decision-making process. In addition, the key developmental areas of 

communication and language, social understanding and skills, learning with and 

through peers, and overt teaching of play behaviours for young students on the spectrum 

provide foci for individualised programming (Guldberg, 2010; Simpson & Crutchfield, 

2015). Further, a comparison of these foundational supports and the inclusive practices 

discussed by Lynch and Irvine (2009) highlights the alignment between them, with 

collaboration, instructional practices, and student supports consistently appearing. 

Hence the foundational educational supports identified by Simpson and Crutchfield 

(2015) also support inclusion as they align with notable preconditions or commonalities 

(Guldberg, 2010; Lynch & Irvine, 2009). 

The inclusive teacher practices of collaboration and teamwork, determining progress, 

instructional practices, and social, emotional, and behavioural support identified by 

Finkelstein, Sharma, and Furlonger (2019) are consistent with the common foundational 

supports for students on the spectrum presented in Table 2.3. Collaboration and 

teamwork align with families are partners in the child’s education, and teachers are 

competent, collaborative and highly trained. Organisational practices align with 

classroom environment is structured and comprehensible. Elements of educational 

programming and supports are individualised, and classroom instruction and skill 

development are systematic align with aspects of both instructional practices and 

determining progress. Finally, specialised curriculum addresses key developmental 

areas, and a functional approach is taken to student behaviour both align with social, 

emotional and behavioural practices. The alignment between these practices draws 

attention to the synchronicity between effective and inclusive classroom practice. 

Further, a structured classroom environment, teacher knowledge and positive 
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disposition, and individualised supports were identified by parents and teachers of 

Australian students on the spectrum as being characteristics of effective classrooms 

(Saggers et al., 2016). Together, these findings emphasise the importance of 

foundational supports. 

In conclusion, the foundational educational practices that enable evidence-based 

decision-making and the teaching of students on the spectrum have been identified, and 

social validity data shows that they are valued by teachers. These practices comprise 

universal supports with regards to teaching students on the spectrum (Long, 2018) and, 

as such, should be embedded in every classroom teacher’s daily practice. As with 

empirically-supported practices, however, teacher knowledge of the practices is 

essential to their use. The following section discusses teacher knowledge and use of 

these practices in their classrooms.  

2.2.1.2.1 Teacher knowledge and use of foundational educational practices 

The identified foundational educational practices (see Table 2.3) underpin evidence-

based decision-making with regard to the teaching of students on the spectrum, meaning 

teacher knowledge and use of these practices is critical. This section discusses what is 

known with regard to teacher knowledge and use of these supports with students on the 

spectrum.  

An evaluation of the NRC’s recommendations regarding the characteristics of effective 

educational programs and services by Tincani, Cucchiarra, Thurman, Snyder, and 

McCarthy (2014) found state-level special education administrators agreed with 

recommendations regarding individualised educational programming and supports, 

systematic classroom instruction and skill development, and specialised curriculum 

addressing key developmental areas. Administrators reported, however, that these 

recommendations had only been somewhat implemented. Further, staff training and the 

use of empirically-supported practices and programs were the least implemented 

recommendations from the perspective of both administrators and families of students 

on the spectrum (Tincani et al., 2014). In addition, the Strategies and Techniques for 

Effective Practices in Schools (STEPS) Program provided training and ongoing 

mentoring regarding the use of foundational educational practices when teaching 

students on the including those identified by the NRC (2001). This intervention 

significantly increased teachers’ perceived knowledge and use of these universal 

supports (Maddox & Marvin, 2013). Together, the findings of these studies suggest the 
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development of teacher knowledge regarding foundational practices is required for their 

use in classrooms to increase. 

This suggestion is supported by Hendricks (2011) who explored Virginian special 

education teachers’ knowledge and use of individualisation and support practices as 

well as practices for behaviour management and communication, social skills, and 

sensory-motor development. Teachers’ knowledge of these practices was found, on 

average, to range from low to intermediate, while their practice use was found to be 

consistently low. More recently a survey by Stokes et al. (2017) on the practices used 

Australian teachers and principals to educate students on the spectrum identified 

strategies that contributed to a classroom environment that is structured and 

comprehensible were frequently referred to, but the other foundational supports were 

not referred to as often. These findings suggest that teachers know about and use some 

but certainly not all foundational supports and, once again, highlight the need to develop 

teacher knowledge. 

These findings suggest that knowledge regarding foundational supports has not been 

effectively disseminated or translated. An argument supported by a review of the titles 

of publications citing those identifying foundational supports (i.e., Hurth et al., 1999; 

Iovannone et al., 2003; Long & Simpson, 2017; National Research Council [NRC], 

2001), which found evidence of some passive dissemination such as articles or book 

chapters aimed at end-users (see, e.g., Dunlap, Iovannone, & Kincaid, 2008; Long, 

2018). Some evidence of active dissemination such as teacher professional development 

and training in the practices was also found (Maddox & Marvin, 2013). Teacher 

professional development and training in foundational educational supports and their 

application, therefore, is required for these practices to be disseminated and knowledge 

of and use by teachers to increase. 

2.2.2 Concluding comment on teaching students on the spectrum 

Teaching involves the application of specific practices in order to facilitate teacher 

interactions with both students and content and to mediate the interaction between the 

student and the content (Ball & Forzani, 2009; Lampert, 2010). The identification and 

dissemination of effective practices such as empirically-supported practices and 

foundational education practices for teaching students on the spectrum, therefore, is 

vital. The presentation of a model for selecting and implementing empirically-supported 
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practice (Simpson & Crutchfield, 2015), including the identification of autism-specific 

educational practices in Section 2.2.1, highlighted that even though these practices have 

been identified teacher use varies widely. Without foundational educational supports in 

place, however, practices with empirical support cannot be effectively selected and 

implemented, and evidence-based teaching cannot take place. In addition, there is a gap 

in teacher knowledge reading foundational educational practices. This gap is evidenced 

by the Australian Autism Educational Needs Analysis (Saggers et al., 2016), which 

found that clear, consistent rules, routines, and transitions, as well as organisation, were 

seen by students as characteristic of an ideal classroom; while teachers identified that 

further professional learning was required in these and other areas. Teacher professional 

development and learning, therefore, is crucial. The following section discusses the 

features of effective professional development, the effects of professional development, 

and the factors that influence the conduct and outcomes of professional development. 

2.3 Teacher professional development 

Professional development is an effective mechanism for the enhancement of teacher 

knowledge and practice. As outlined in Chapter 1, there is a gap between research and 

practice in autism and education. Training that develops teachers’ autism-specific 

specialised knowledge and practice, therefore, is required. This section explores the 

form and foci of training in autism-specific knowledge and skills before delving into the 

elements and outcomes of effective professional development. 

Professional development comprises “any activity that is intended partly or primarily to 

prepare paid staff members for improved performance in present or future roles in the 

school” (Little as cited in Desimone, 2009, p. 182). These activities can be either 

discrete or embedded. Discrete or traditional professional development activities 

comprise workshops, seminars, and conferences (Desimone, 2009; Lieberman, 1995). 

Embedded or non-traditional professional development comprises activities such as 

coaching, mentoring, observation of self or others teaching, reflection on practice, and 

active participation in professional learning communities or communities of practice. 

These activities are informed by the work of teaching, meaning engagement with school 

improvement initiatives as well as the development of school-level frameworks also 

constitutes embedded professional development (Desimone, 2009; Lieberman, 1995). 

Both discrete and embedded professional development activities comprise active 
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dissemination of knowledge (Dearing & Kreuter, 2010), which is important because 

many of the studies that train teachers in empirically-supported practices have 

dissemination or knowledge translation as an aim or driver (see, e.g., Pasco et al., 2014; 

Stoesz et al., 2016). The ongoing need for teachers to develop their knowledge and 

skills regarding the effective education of students on the spectrum, suggests that future 

professional development activities must not only disseminate knowledge but also 

ensure that it is taken up by teachers. Consequently, the forms and foci of autism-

specific professional development activities undertaken by teachers both in Australia 

and internationally are of interest. 

Autism-specific professional development that enhances teacher knowledge and use of 

practices with empirical-support most commonly comprises individual instruction using 

a variety of approaches to coaching and support, although training can also comprise 

self or group instruction (Alexander, Ayres, & Smith, 2015). For example, group 

instruction and coaching comprised critical elements of the teacher training in pivotal 

response training studied by Suhrheinrich (2011); and consultation and coaching 

comprises critical elements of the Collaborative Model for Promoting Competence and 

Success (COMPASS; Ruble, Dalrymple, & McGrew, 2010; Ruble & McGrew, 2015). 

While the majority of the studies reviewed by Alexander et al. (2015) used one of these 

types of instruction, 7 studies used 2 or more types of instruction to build teacher 

knowledge and skills. Of the 23 studies, 2 met the research quality criteria outlined by 

the What Works Clearinghouse and 14 included data from teachers working with 

students on the spectrum. Regarding the teaching students on the spectrum more 

broadly, the needs analysis (Saggers et al., 2016) found that the most helpful types of 

autism-specific professional development undertaken by Australian teachers were 

attendance of autism-specific conferences, experience teaching students on the 

spectrum, and collegial support. Experience teaching students on the spectrum and 

collegial support were also identified by Canadian teachers as being a frequently 

accessed, useful source of information regarding the teaching this unique student cohort 

(Corkum et al., 2014). In addition, a state wide survey of teachers from Georgia found 

that the types of training most frequently undertaken were workshops (full- or half-day), 

hands-on training while teaching students on the spectrum, and self-directed learning 

(Morrier et al., 2011). Autism-specific teacher professional development involves a 

variety of activities and approaches. Insight into the forms that are both effective and 

preferred by teachers, therefore, is required. 
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Studies of the form and associated impact of autism-specific teacher professional 

development activities provide insight into what is effective, what teachers value, and 

what they will engage with. These data also inform the planning of future professional 

development activities. For these activities to be successful, however, the needs and 

preferences of classroom teachers must be identified and used to inform the 

development of training. For example, the future professional development activities 

preferred by Australian teachers were face-to-face training delivered off-site, 

workshops, observation of peers’ practice both in the classroom and online, and 

coaching (Saggers et al., 2016). A study from the USA by Brock, Huber, Carter, Juarez, 

and Warren (2014) found workshops, off-site intensives, professional reading both 

online or printed, and state-level conferences were perceived to be of benefit. Another 

study by Corkum et al. (2014), however, found hands-on training such as peer 

observation, mentoring, and workshops were the most useful types of training. Across 

these studies, the types of professional development consistently identified by teachers 

as both useful and preferred were workshops and peer observation. Workshops should, 

however, be accompanied by some form of active learning such as coaching, 

consultation, or mentoring if they are to have the desired impact on practice (Desimone, 

2009; Stahmer et al., 2015). 

The foci of autism-specific professional development also vary. Morrier et al. (2011) 

explored the training undertaken by teachers with regard to empirically-supported 

practices, while Alexander et al. (2015) reviewed studies that trained teachers of 

students on the spectrum in practices with empirical-support. Knowledge of 

empirically-supported practices and how to implement them with fidelity is a regular 

focus of studies that seek to develop the practices of teachers of students on the 

spectrum (see, e.g., Howlin, Gordon, Pasco, Wade, & Charman, 2007; Mandell et al., 

2013; Suhrheinrich, Rieth, Dickson, Roesch, & Stahmer, 2019; Sulek et al., 2019b). 

Training in a specific program or approach and the underpinning practices is another 

common focus. For example, Probst and Leppert (2008) evaluated the provision of 

training on the Treatment and Education of Autistic and Communication related 

handicapped CHildren (TEACCH) program, and Stahmer et al. (2015) explored 

teachers’ implementation with fidelity following training of three empirically-supported 

practices within the Strategies in Teaching based on Autism Research (STAR) program. 

The final, frequent focus is the development of teacher understanding of autism and 

foundational educational practices and other supports for behaviour and communication 
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for use in mainstream classrooms (see, e.g., Maddox & Marvin, 2013; Nolan & Hannah, 

2019; Pas et al., 2016; Rakap, Jones, & Emery, 2015). The content of teacher 

professional development regarding the education of students on the spectrum, 

therefore, is as varied as its forms. 

Consistently identified foci of autism-specific professional development are the 

characteristics of autism and practices or strategies that meet the academic, behavioural, 

communicative, sensory, and social/emotional needs of students on the spectrum 

(Corkum et al., 2014; Saggers et al., 2016). These findings are consistent with those of 

Able et al. (2015), who identified teacher understanding of autism as well as the 

strategies that support access and engagement in learning and enable social inclusion as 

necessary foci. The common foci of teacher professional development, therefore, are: 

(a) the nature of autism, and (b) the strategies or supports that meet the needs of 

students on the spectrum and facilitate access, inclusion, engagement, and learning. 

The form and foci of professional development that is intended to prepare teachers for 

improved teaching of students on the spectrum are pertinent. However, it is the 

effectiveness of those activities and the associated acquisition of knowledge and 

practice that are of import. Accordingly, the following section presents the Conceptual 

Framework for Effective Professional Development (Desimone, 2009) and discusses the 

elements and outcomes of effective autism-specific professional development. 

2.3.1 Effective professional development 

Effective professional development is required for teachers to develop the specialised 

knowledge and skills they need to teach students on the spectrum. While the form and 

foci of training in autism-specific knowledge and skills may vary, the core components 

that determine the effectiveness of these development activities should not. This section 

presents a conceptual framework, which identifies the core components of effective 

professional development and outlines the impact of activities on teacher attributes and 

practices as well as student outcomes. 

Figure 2.3 presents the Conceptual Framework for Effective Professional Development 

(Desimone, 2009). This framework supports the design of teacher professional 

development as well as the way in which the resultant activities are evaluated. It posits 

that effective professional development has a content focus, includes opportunities for 

active learning, aligns with teachers’ current knowledge and practice as well as policy, 
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takes place over time, and involves the participant’s colleagues. The framework also 

posits that professional development with these critical elements should increase teacher 

knowledge and skills as well as change attitudes and beliefs. Consequently, these 

improved attitudes and increased skills should lead to changed instruction and improved 

student learning. The efficacy of these elements and outcomes of professional 

development are both, however, influenced by contextual factors. Accordingly, this 

framework informs the design of professional development activities as well as the 

approach to evaluation. 

 

Figure 2.3 Conceptual Framework for Effective Professional Development (Desimone, 2009, p. 

185). 

The efficacy of professional development and the impact on both teacher capacity and 

student learning is crucial to efforts to enhance teacher knowledge and practice 

regarding teaching students on the spectrum. The Conceptual Framework for Effective 

Professional Development (Desimone, 2009) provides the lens through which the 

literature on autism-specific professional development is discussed and enables the 

exploration of the core components and outcomes. Section 2.3.1.1 discusses the 

elements identified by Desimone (2009) and how they have been applied to autism-

specific professional development. Secondly, Section 2.3.1.2 presents the impact of 

training in this specialised knowledge on both students and teachers. Finally, Section 

2.3.1.3 explores the contextual factors that influence uptake and outcomes of autism-

specific professional development activities. 

2.3.1.1 Elements of effective professional development 

Training in autism-specific knowledge and practice, which affects teacher change and 

student outcomes is underpinned by the elements of effective professional development. 

These elements are: (a) a focus on content, (b) active learning, (c) coherence, (d) 

sustained duration, and (e) collective participation (see Figure 2.3; Desimone, 2009). 
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Autism-specific professional development is underpinned by the consistency of 

activities and the resources, which comprises a sixth specialised element of effective 

professional development. 

Effective professional development supports the acquisition of the knowledge and 

skills, which enhance the teaching of learning area content to specific groups of students 

(Desimone, 2009). Foci of autism-specific professional development include 

understanding of autism and foundational educational practices and other supports for 

use in mainstream classrooms; knowledge of practices with empirical-support and their 

implementation; specific programs or approaches and the practices that underpin them; 

and, individualised programming (Alexander et al., 2015; Nolan & Hannah, 2019; 

Probst & Leppert, 2008; Ruble et al., 2010). These foci develop teacher knowledge of 

the educational implications of autism, including access to and engagement with 

learning area content. These foci also develop teacher knowledge of autism-specific 

educational practices as well as the skills required to implement them. Further foci 

include the teaching of academic knowledge and skills such as reading (El Zein, Solis, 

Vaughn, & McCulley, 2014; Plavnick, Thompson, Englert, Mariage, & Johnson, 2016), 

writing (Asaro-Saddler, Arcidiacono, & Morris Deyoe, 2017; Pennington & Delano, 

2012), and mathematics (Cox & Root, 2018; Rockwell, Griffin, & Jones, 2011) to 

students on the spectrum using autism-specific educational practices. For example, both 

modelling and visual supports have been used to teach writing to students on the 

spectrum (Asaro-Saddler et al., 2017). In contrast, comprehensive programs for students 

on the spectrum can supplement the teaching of academics. For example, the Center on 

Secondary Education for Students With Autism Spectrum Disorder (CSESA) program 

not only developed students’ peer and social competence and self-regulation but 

provided the foundations and fostered academic literacy and independence in order to 

enhance access to and engagement with the curriculum (Odom, Duda, Kucharczyk, 

Cox, & Stabel, 2014). Alternatively, the ASD Nest program incorporated social learning 

and social communication and self-regulation instruction into everyday learning 

experiences in order to enhance the inclusion and academic achievement of students on 

the spectrum (Koenig, Feldman, Siegel, Cohen, & Bleiweiss, 2014). The applicability of 

autism-specific educational practices to the teaching of learning area content is the focus 

of some professional development and comprehensive programs but not all (Alexander 

et al., 2015). Future autism-specific professional development should, therefore, 
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consistently develop teacher understanding of the applicability of their learning to the 

teaching of learning area content to students on the spectrum in their class. 

Effective professional development incorporates active learning, meaning it should 

comprise embedded or blended activities (Desimone, 2009). Autism-specific 

professional development frequently incorporates active learning with some of the most 

common and most useful activities being hands-on training and individual instruction 

supported by coaching (Alexander et al., 2015; Morrier et al., 2011). The COMPASS 

model (Ruble et al., 2010; Ruble et al., 2018) is an established intervention comprising 

embedded teacher professional development that provides multiple opportunities for 

active learning. The model incorporated protocol-based consultation and coaching 

(Ruble, McGrew, & Toland, 2013). Coaching both face-to-face and web-based that 

adhered to the COMPASS model had a positive impact on teaching quality and student 

outcomes (Ruble & McGrew, 2015). Further, coaching has been consistently identified 

as crucial to the development or enhancement of teacher practice and the associated 

improvement of student outcomes (see, e.g., Odom et al., 2014; Pas et al., 2016; 

Suhrheinrich, 2011). For example, Stahmer et al. (2015) found regular coaching over 

time was required for teachers to implement with fidelity, practices with empirical-

support such as functional routines. Active learning is an identified element of effective 

autism-specific professional development. Future autism-specific professional 

development should, therefore, incorporate active learning activities such as structured 

consultation and coaching. 

Effective professional development aligns with teacher attitudes and beliefs as well as 

school- and system-level approaches and policies (Desimone, 2009). Alignment 

increases teacher uptake of autism-specific educational practices. For example, the 

intuitive appeal of discrete trial training and the alignment of the practice with teachers’ 

approach to teaching, influenced the intensity with which they used it (Locke et al., 

2019). Alignment of professional development activities with teacher attitudes and 

beliefs is complex; however, efforts have been made to align autism-specific practices 

and programs with the overarching pedagogical approach. For example, Warash, Curtis, 

Hursh, and Tucci (2008) conceptualise Applied Behaviour Analysis (ABA) and 

associated practices as developing the foundational skills required for students with 

disability to engage with the play and project-based approach to education of Reggio 

Emilia. The alignment of professional development with school- and system-level 



A Model of Practice for Supporting the Teaching of Students on the Autism Spectrum When They Start School 

 Annalise Taylor - June 2020 38 

approaches and policies also influences implementation success (Fixsen, Naoom, Blase, 

& Friedman, 2005). Alignment was addressed by K. Jones and Howley (2010) who 

consulted with the local authority when developing their program for supporting student 

interactions and associated teacher training model resulting in the increased 

commitment of schools and individual teachers to the program. Alignment was also 

addressed by Odom et al. (2014) who built relationships with school leadership teams 

and supported these teams to implement policies that facilitated the implementation of 

the CSESA program. The alignment of autism-specific professional development with 

teachers’ attitudes and beliefs and existing approaches and policies enhances the 

efficacy of the activity. Future autism-specific professional development should, 

therefore, prioritise alignment. 

Effective professional development takes place over time and incorporates a large 

number of contact hours (Desimone, 2009). The intensity of teacher professional 

development reviewed by Alexander et al. (2015) ranged from a high of 18 hours to a 

low of 1.5 hours, while the duration ranged from 1 to 5 days across studies of varying 

lengths. Embedded professional development with coaching as a critical component 

lends itself to sustained duration and intensity. Intensive and ongoing training coupled 

with coaching over-time support implementation with fidelity and generalisation of 

practices with empirical support such as discrete trial and pivotal response training 

(Stahmer et al., 2015; Suhrheinrich, 2011). For example, Keen, Paynter, Simpson, 

Sulek, and Trembath (2017) provided early interventionists with structured consultation 

(i.e. observation and coaching with performance feedback) sessions until the 

participants implemented descriptive praise with fidelity, which took between four and 

eight sessions. The efficacious COMPASS model provides professional development 

that is sustained in both duration and intensity because it comprises an initial 

consultation and four coaching session across a 26 week period (Ruble & McGrew, 

2015; Ruble, McGrew, Toland, Dalrymple, & Jung, 2013). Autism-specific professional 

development that is sustained in both duration and intensity enhances teacher practice. 

Future, autism-specific professional development should, therefore, have high contact 

hours preferably 20 or more and take place over time. 

Effective professional development encourages collective participation and shared 

learning (Desimone, 2009). Collective participation enables collegial engagement and 

professional dialogue, both of which can change attitudes and beliefs and build 
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knowledge and skills. For example, teachers report learning strategies for teaching 

students on the spectrum from their peers (Morrier et al., 2011). The participation of co-

workers supports long-term change as teachers work together to improve their practice; 

however, Douglass, Carter, Smith, and Killins (2015) found only 26.5% of early 

childhood educators took part in professional development with a peer. Autism-specific 

professional development regularly includes group instruction (Alexander et al., 2015) 

but ascertaining if those participating are colleagues can prove difficult. For example, 

the teachers who took part in the randomised control trial of the COMPASS model were 

from the same school district, so it is probable that some worked together, but that data 

was not provided (Ruble, McGrew, Toland, et al., 2013). While Stahmer et al. (2015) 

stated, that participating teachers were from different schools within the same school 

district. The importance of a team approach to the implementation of programs in 

schools was acknowledged by Odom et al. (2014) who considered teaming as an 

essential element of the program and a crucial aspect of implementation. The 

participation of co-workers in autism-specific professional development encourages 

collegial engagement and professional dialogue and has the potential to influence the 

efficacy of the activity. Future, autism-specific professional development should, 

therefore, encourage collective participation and a team approach to implementation. 

Effective autism-specific professional development comprises consistent activities and 

supporting resources (Koenig et al., 2014; Pellecchia et al., 2015). Protocols or scripts 

ensure that professional development activities are delivered consistently. For example, 

protocols guided the consultation and coaching included in the COMPASS model 

(Ruble, McGrew, Toland, et al., 2013) and scripted training sessions were provided by 

Keen et al. (2017) as part of the structured consultation process. With regard to 

consistency of supporting resources, both Kasari and Smith (2013) and Wood, McLeod, 

Klebanoff, and Brookman-Frazee (2015) consider manuals detailing the key 

components of a practice or program crucial implementation aids. As did Ho, Lam, 

Sam, and Arthur-Kelly (2018), who determined materials that detailed the practices and 

their implementation were essential elements of the professional development package. 

In addition, self-directed professional development such as the Autism Focused 

Intervention Resources and Modules (AFIRM) rely on detailing a practice and 

providing supplementary resources that support understanding and application for their 

success (Sam et al., 2019). Training protocols and implementation manuals enable 

autism-specific educational practices to be adopted and implemented with fidelity by 
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teachers. It is recommended, therefore, that future autism-specific professional 

development incorporate consistent activities and supporting resources. 

In conclusion, the efficacy of autism-specific professional development is influenced by 

its consistency; focus on teaching learning-area content; alignment with school- and 

system-level approaches and policies; and inclusion of active learning, sustained 

duration, and collective participation (Desimone, 2009; Kasari & Smith, 2013). While 

autism-specific professional development frequently includes active learning and 

sustained duration, the relevance of the knowledge or skill to the teaching of learning-

area content and its alignment with school and system-level policies are less frequently 

included in these activities. Collective participation is also less frequently included in 

autism-specific professional development. It is recommended, therefore, that future 

autism-specific professional development incorporate these elements. 

2.3.1.2 Outcomes of effective professional development 

Effective autism-specific professional development builds teachers’ knowledge and 

skills and enhances their attributes, such as confidence and sense of efficacy. 

Consequently, these enhancements improve teaching and subsequently, outcomes of 

students on the spectrum (see Figure 2.3; Desimone, 2009). A review by Alexander et 

al. (2015) of the 14 of the 23 studies regarding the provision of training in the use of 

empirically-supported practices to teachers that included data from teachers working 

with students on the spectrum, found that 93% reported positive student outcomes and 

7% reported mixed. These findings are consistent with the review of teacher training in 

special education conducted by Brock et al. (2017), who estimated 83% of training 

positively impacted initial teacher implementation and 79% impacted maintenance. 

Therefore, autism-specific professional development can lead to positive change. This 

section presents the impact of professional development on teacher knowledge, 

confidence and sense of efficacy, use of practices, and student outcomes. 

Teacher knowledge should be affected by professional development (Desimone, 2009). 

When teachers engage in effective autism-specific professional development, they 

enhance their knowledge of educational implications of autism together with autism-

specific educational practices. This knowledge improves the teaching of students on the 

spectrum and boosts student outcomes (Ravet, 2018; Roberts & Simpson, 2016). There 

is a positive relationship between prior autism-specific training and teacher knowledge 

of autism (Corona, Christodulu, & Rinaldi, 2016). Further, training in the characteristics 
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of autism and related educational practices has been shown to increase teacher 

knowledge (Corona et al., 2016; Leblanc, Richardson, & Burns, 2009). Evaluation of a 

state-wide teacher training and technical assistance program by Maddox and Marvin 

(2013) found teacher professional development comprising a combination of workshops 

and ongoing mentoring enhanced teacher knowledge and skills regarding the use of 

empirically-supported practices in classrooms. Autism-specific professional 

development, therefore, has been shown to improve teacher knowledge of the 

characteristics of autism as well as how to teach students on the spectrum using 

practices with empirical support. 

Professional development should build teachers’ confidence and enhance their sense of 

efficacy (Desimone, 2009). When teachers engage in effective autism-specific 

professional development, they improve their confidence and efficacy regarding 

implementing specific educational practices, teaching students on the spectrum, and 

inclusively educating students with disabilities. Prior training in autism and autism-

specific educational practices is associated with a greater sense of efficacy; but 

undertaking training in autism-specific strategies also increases teacher efficacy 

regarding the education of students on the spectrum (Corona et al., 2016). Professional 

development that enhances teacher knowledge and skill with regard to autism and the 

use of autism-specific practices in mainstream classrooms has been shown to positively 

impact on teacher confidence with regard to practice implementation (Gebbie, 

Ceglowski, Taylor, & Miels, 2012; Maddox & Marvin, 2013; Suhrheinrich et al., 2019). 

Further, a recent study by Love, Findley, Ruble, and McGrew (2020) found there was a 

positive relationship between teacher sense of efficacy with regards to teaching students 

on the spectrum and teacher engagement and student outcomes. The provision of 

training comprising both workshops and mentoring in effective educational practices for 

teaching students on the spectrum increased teachers’ confidence that they could use 

those practices in their classroom (Maddox & Marvin, 2013). In addition, training in 

pivotal response training increased teacher confidence with regard to the 

implementation of the focused-intervention practice in their classroom (Suhrheinrich et 

al., 2019). A qualitative study by Gebbie et al. (2012), found that following training in 

behaviour management and access to an online community of practice, participating 

teachers reported feeling more confident in managing challenging behaviours in their 

classrooms. Autism-specific professional development, therefore, has been shown to 
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build confidence and enhance the sense of efficacy of teachers educating students on the 

spectrum. 

Teacher practice should be affected by professional development (Desimone, 2009). 

When teachers engage in effective professional development, they implement, maintain, 

and generalise their use of autism-specific educational practices. Training in autism-

specific educational practices can increase teacher use of these practices with fidelity 

(Alexander et al., 2015). Professional development in autism and foundational 

educational practices comprising a combination of workshops and mentoring that takes 

place over time was found to increase teachers’ use of these practice in their classrooms 

(Maddox & Marvin, 2013). In addition, training in instructional interactions as well as 

feedback via coaching provided by Martin, Drasgow, and Halle (2015) increased and 

subsequently maintained the number of instructional interactions between teachers and 

students on the spectrum. Training in the STAR program (Mandell et al., 2013; 

Pellecchia et al., 2015; Stahmer et al., 2015) has been shown to increase teacher 

implementation with fidelity of discrete trial training, functional routines, and pivotal 

response training. However, increases in implementation with fidelity are not consistent 

(Pellecchia et al., 2015) and time, training, and coaching are required for fidelity to 

reached and maintained (Stahmer et al., 2015). Further, both Coogle, Ottley, Storie, 

Rahn, and Burt (2017) and Tekin-Iftar, Collins, Spooner, and Olcay-Gul (2017) found 

coaching increased and maintained teacher utilisation of embedded learning 

opportunities and simultaneous prompting procedures respectively. Finally, an 

Australian study by Keen et al. (2017) demonstrated that the provision of initial training 

complemented by structured consultation increased participants’ use with fidelity of 

descriptive praise and in two out of three cases maintained it. Autism-specific 

professional development can increase the use with fidelity of autism-specific 

educational practices by teachers, enhancing their overall classroom practice. 

Professional development that affects teacher practice should subsequently enhance 

student outcomes (Desimone, 2009). When teachers engage in effective autism-specific 

professional development, they improve their practice by using autism-specific 

educational practice with fidelity, which subsequently enhances student outcomes. For 

example, ongoing teacher implementation with fidelity of the STAR program or 

Structured Teaching as a result of training, led to enhanced student achievement with 

regard to cognitive ability as measured by the Differential Ability Scales (Mandell et al., 
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2013). Increased student achievement as measured by cognitive ability was also found 

by Pellecchia et al. (2015) as a result of the implementation with fidelity of pivotal 

response training following professional development. In relation to academic 

achievement, teacher implementation and ongoing use with fidelity of simulation 

prompting procedure had a positive effect on student acquisition, maintenance, and 

generalisation of learning-area content (Tekin-Iftar et al., 2017). Finally, teacher 

training using the COMPASS model enhanced individualised planning and 

consequently, student achievement of their personalised goals (Ruble, McGrew, Toland, 

et al., 2013). Autism-specific professional development improves the implementation 

and ongoing use with fidelity of autism-specific educational practices by teachers, 

which can enhance student outcomes of cognitive ability, academic achievement, and 

personalised goals. 

In conclusion, autism-specific professional development has the potential to build 

teachers’ knowledge and skills and improve their teaching (Alexander et al., 2015; 

Desimone, 2009). Autism-specific professional development comprising an initial 

workshop or series of workshops followed by individualised support via coaching, 

consultation, or mentoring has been found to have the greatest impact on teacher 

practice and student outcomes (Maddox & Marvin, 2013; Ruble, McGrew, Toland, et 

al., 2013; Stahmer et al., 2015; Tekin-Iftar et al., 2017). It is recommended that future 

autism-specific professional development incorporate active learning and take place 

over time; because these elements enable the provision of ongoing support to those 

teachers seeking to develop their practice. 

2.3.1.3 Factors that influence the effectiveness of professional development  

The effectiveness of autism-specific professional development is influenced by a variety 

of factors (see Figure 2.3; Desimone, 2009). Identified influencing factors include the 

importance of the aim and relevance of the training to individual teachers (i.e., social 

validity) attributes including attitude toward the professional development activity and 

burnout, and school climate and leadership (Desimone & Garet, 2015). These factors 

are consistent with the Framework for Effective Implementation (Durlak & DuPre, 

2008), which posits that the efficacy of an intervention such as autism-specific 

professional development is influenced by the development activities, individual 

teachers, and the school, as well as the overarching education system. This section 
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presents the known factors that influence the effectiveness of autism-specific 

professional development. 

The congruence of the focus of autism-specific professional development with current 

classroom practice and relevance to individual teachers influences effectiveness 

(Desimone & Garet, 2015). In addition, it is easier for a teacher to develop and apply 

procedural or task-specific knowledge such as the use of graphic organisers or visual 

supports than learning-area knowledge such as how to teach place value (Desimone & 

Garet, 2015). Autism-specific professional development can enhance the teaching of 

students on the spectrum by increasing classroom teachers’ use with fidelity of 

empirically-supported practices (see, e.g., Ruble & McGrew, 2015; Stahmer et al., 

2015; Suhrheinrich et al., 2019). Consequently, the focus of these development 

activities is on the development and application of procedural knowledge. It is also 

easier for teachers to change or extend an existing practice than it is to implement a new 

practice. Further, teachers are more likely to implement a new practice or change an old 

one if it addresses a need or problem of practice that they have. The COMPASS model 

is an example of autism-specific professional development that addresses this factor by 

front-ending the consultation and developing individualised goals based on need (Ruble 

et al., 2010; Ruble & McGrew, 2013; Ruble et al., 2018). Another example is the 

training in structured teaching provided by Probst and Leppert (2008), which addressed 

classroom management concerns regarding the teaching students on the spectrum. 

Finally, the intuitive appeal of empirically-supported practice to classroom teachers as 

well as the divergence of the practice with current classroom practices were identified 

by Locke et al. (2019) as aspects of an individual factor (teacher attitude) that 

influenced the implementation of these practices. The effectiveness of autism-specific 

professional development, therefore, is influenced by the focus on building procedural 

knowledge regarding the use of practices with empirical-support as well the congruence 

and relevance of these practices. 

Teacher attributes such as attitudes, pre-existing knowledge and skills, and sense of 

efficacy can influence the effectiveness of autism-specific professional development 

(Desimone & Garet, 2015). The roll-out of the ASD Nest program was impeded and the 

effectiveness impacted by the need to change teachers’ attitudes towards the inclusion 

of students on the spectrum and build their knowledge and use of effective behaviour 

management strategies; because teacher engagement and subsequent change took up to 
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4 years (Koenig et al., 2014). Teacher knowledge of autism and empirically-supported 

practice were found by Suhrheinrich et al. (2019) to influence the implementation of 

practices with fidelity. While Locke et al. (2019) found teachers’ attitudes regarding the 

use of specific practice with empirical-support in their classroom was another factor that 

influenced the effectiveness of autism-specific professional development. Teachers’ 

sense of efficacy regarding teaching students on the spectrum was positively associated 

with student outcomes when teacher practice was developed using the COMPASS 

model. In addition, teacher stress and burnout were associated with lower teacher 

efficacy and consequently decreased student outcomes (Ruble & McGrew, 2015). The 

factors of teacher attitude, knowledge, and sense of efficacy influence effectiveness of 

autism-specific professional development that aims to change practice. 

School culture and climate can influence the efficacy of autism-specific professional 

development by affecting teachers’ response to the activity. N. Williams et al. (2019) 

explored the relationship between school climate and culture and use with fidelity of 

empirically-supported practices and found that it was positive. Essentially, teachers who 

were satisfied and committed to their school were more likely to implement with 

fidelity empirically-supported practices (in this case, discrete trial and pivotal response 

training) when they came from a school with a positive climate that was responsive to 

change and expected a high level of competence from them (N. Williams et al., 2019). 

Another study by the same research group, however, found there was no relationship 

between school climate and culture and frequency of practice use (Locke et al., 2019). It 

may, therefore, mean that school climate and culture facilitate teacher engagement with 

autism-specific professional development, signifying that this factor has the potential to 

influence the overall effectiveness of the professional development activity. 

School leadership can influence the effectiveness of autism-specific professional 

development by affecting teacher engagement with, and application of, professional 

development (Desimone & Garet, 2015). For example, school leaders’ backing of the 

application of the COMPASS model in their schools by supporting teacher participation 

in professional development, providing adequate resources, and facilitating 

collaboration was associated with decreased teacher burnout and increased intention to 

collect goal achievement data (Ruble & McGrew, 2015). Furthermore, school 

implementation climate, which is an element of school climate and culture more 

broadly, is associated with the leadership profile of the school leader (Stadnick et al., 



A Model of Practice for Supporting the Teaching of Students on the Autism Spectrum When They Start School 

 Annalise Taylor - June 2020 46 

2019). For example, Stadnick et al. (2019) found 71% of leaders of schools with a 

positive implementation climate where the use of empirically-supported practices with 

fidelity was prioritised had an optimal leadership profile characterised by integrity, 

shared values and goals, clear expectations, and personalised response to staff needs. 

However, no relationship has been found between school leadership and the frequency 

of practice use (Locke et al., 2019). Thus, taken together, these studies indicated school 

leadership indirectly supports the implementation of empirically-supported practices 

with fidelity by positively affecting the school implementation climate and reducing 

teacher burnout. 

System-level factors such as politics, policy, and funding can also influence the 

effectiveness of teacher-focused interventions such as autism-specific professional 

development (Desimone, 2009; Durlak & DuPre, 2008). The importance of these three 

factors to the effectiveness of professional development was highlighted by Koenig et 

al. (2014), who outlined the role parental lobbying of district superintendents with 

regard to the provision of appropriate public education to students on the spectrum 

played in the establishment and subsequent funding by the New York City Department 

of Education of the system-wide ASD Nest initiative. The influence of context, in this 

case, the policy that that majority of students on the spectrum should be inclusively 

educated was also discussed by Nolan and Hannah (2019). These authors note that this 

context provided the impetus for the development and delivery of training in the 

characteristics of autism and autism-specific educational practices to early childhood 

educators, teachers, and support assistants in one Scottish Local Authority. Finally, 

Sulek, Trembath, Paynter, Keen, and Simpson (2017) found staff turnover impacted the 

use with fidelity of empirically-supported practices by staff providing autism-specific 

services. These findings are consistent with those of Desimone and Garet (2015) who 

found high staff turnover influenced teacher engagement with and actioning of 

professional development. Thus, taken together, these studies indicate politics and 

policy influence what professional development is provided to whom and when, as well 

as how teachers are engaged with it. These factors, therefore, influence the effectiveness 

of autism-specific professional development. 

In conclusion, the effectiveness of autism-specific professional development can be 

influenced by a range of teacher, school, and system factors (Desimone, 2009; Durlak & 

DuPre, 2008). Many of the identified factors, such as teachers’ attitudes and sense of 
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efficacy or the principal’s leadership style, are difficult to influence but worth targeting; 

meaning they are often a focus of autism-specific professional development. Further, 

these factors provide insight into the contextual influences that impact both positively 

and negatively the outcomes of what may be similar professional development 

approaches. Future autism-specific professional development should, therefore, address 

identified teacher, school, and system factors so that their impact is maximised. 

2.3.2 Concluding comment on teacher professional development 

Autism-specific professional development has the potential to build teachers’ 

knowledge and skills, improve their teaching, and enhance student outcomes 

(Alexander et al., 2015). It is recommended, therefore, that the Conceptual Framework 

for Effective Professional Development (Desimone, 2009) guide the design and 

construction of future professional development activities as well as their evaluation. 

Further, autism-specific professional development should advance teachers’ knowledge 

of the characteristics of autism as well as autism-specific educational practices in order 

to meet students’ sensory, social-emotional, behavioural, and academic needs (Saggers 

et al., 2016). Building teacher knowledge and use of autism-specific educational 

practice requires knowledge from a variety of fields including early intervention, special 

education, and allied health, especially psychology, to be integrated and subsequently 

contextualised for use by teachers. Knowledge translation (i.e., the tailoring of 

knowledge to create a tool or product for a specific audience that addresses a specific 

problem of practice) and dissemination, therefore, is critical (Elsabbagh et al., 2014; 

Hott, Berkeley, Raymond, & Reid, 2018). The following section discusses the 

dissemination and translation of knowledge and how these strategies can be used to 

bridge the research-to practice-gap with regard to the effective education of students on 

the spectrum. 

2.4 Dissemination and translation of knowledge  

The dissemination and translation of autism-specific knowledge is an acknowledged 

area of need (Cook, Cook, & Landrum, 2013; Elsabbagh et al., 2014; Odom, Hall, & 

Suhrheinrich, 2019). Symptomatic of this need is the identified and frequently discussed 

gap between research and practice regarding the effective education of students on the 

spectrum (see, e.g., Guldberg, 2017; Parsons et al., 2013). A recent survey of general 

and special education teachers from Ohio (n = 99) regarding their use of empirically-
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supported practices found 50% described an approach to individualised programming 

for their students on the spectrum, which included one or more practices with empirical-

support. The teachers surveyed also reported the identification of the practices and 

programs that both met students’ needs and had empirical-support was challenging and 

was as a barrier to student progress (Brock et al., 2020). These findings highlight the 

real-world impact of the research-to-practice gap in autism and education. A recent 

systematic analysis of studies regarding effective educational practices for students with 

learning disabilities, emotional/behavioural disorders, and autism found less than a third 

of articles reviewed made efforts to translate intervention research into teacher practice 

(Hott et al., 2018). Further, L. Johnson et al. (2018) found of the articles reviewed most 

partially or superficially reported the information needed to translate empirically-

supported practices into practice. Together, these findings highlight the need to 

disseminate and translate autism-specific educational research effectively. This section 

defines dissemination and knowledge translation and discusses the application of these 

processes to autism-specific educational research, especially bridging the research-to-

practice gap in autism and education. 

2.4.1 Dissemination of knowledge 

Dissemination comprises a series or set of deliberate, strategic activities that increase 

the availability and subsequent reach of information regarding a practice, program, or 

intervention (Dearing & Kreuter, 2010; Owen, Glanz, Sallis, & Kelder, 2006). 

Activities designed to increase the availability of knowledge can be active or passive. 

Passive dissemination comprises the provision of information for end-users to find and 

apply, while active dissemination not only provides information but also intentionally 

communicates it to end-users (Dearing & Kreuter, 2010). Articles and research reports 

in journals aimed at researchers can be found online, but only if the end-user is 

searching for them, thus they all comprise passive dissemination. Articles in journals 

and presentations at conferences aimed at practising teachers as well as professional 

development activities such as workshops all comprise active dissemination. Active 

dissemination alone is not enough to bridge the gap between research and practice. The 

knowledge must also be diffused, meaning knowledge regarding the innovation must be 

adopted, implemented, and maintained. Hence dissemination must be intentional, and 

strategies must be in place to support end-users’ uptake and application of the 

knowledge (Dearing & Kreuter, 2010; Dingfelder & Mandell, 2011). The SUCCESs 
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model (Heath & Heath, 2007) was put forward by Cook et al. (2013) as an approach to 

the dissemination of knowledge and bridging the research-to-practice gap. This model 

posits that for knowledge to be understood, remembered, and applied it should be 

presented in a way that is simple, unexpected/surprising (i.e., catches the end-user’s 

interest), concrete, credible, emotional, and use stories. In addition, the factors that 

influence application or adoption of knowledge namely relative advantage, 

compatibility, complexity, trialability, and observability should be taken into account 

when planning for dissemination and diffusion (Dingfelder & Mandell, 2011). 

Successful dissemination of knowledge, therefore, is active and intentional and includes 

strategies that support uptake and application of knowledge so that research is translated 

into practice. 

The research-to-practice gap in autism and education means the dissemination and 

subsequent diffusion of autism-specific knowledge are crucial. Passive dissemination of 

this specialised knowledge has been undertaken by the NAC, which developed a guide 

for educators (NAC, 2015a) that is available online but must be sought out by 

practitioners. This guide supports the selection and implementation of practices with 

empirical support with students on the spectrum. In contrast, information regarding 

empirically-supported practices that was originally presented by Wong et al. (2014) has 

been translated and actively disseminated via the online Autism Focused Intervention 

Resources and Modules (AFIRM), although teacher knowledge of this resource is 

required for dissemination to take place. These modules, when evaluated by Sam et al. 

(2019), were found to be both relevant and useful and increase end-users’ knowledge of 

practices with empirical-support. While the dissemination of autism-specific knowledge 

online is common, it is worth noting that the knowledge shared is not always 

empirically-supported or aligned with best-practice (Stephenson, Carter, & Kemp, 

2012). Active dissemination of autism-specific knowledge has also been undertaken 

face-to-face. For example, via the teaching of the Early Start Denver Model to 24 

community early interventionists using an abridged workshop style training is an 

example of active, community-based dissemination of high-quality information that 

increased practitioner knowledge and use with fidelity of the strategies (Vismara, 

Young, & Rogers, 2011). Dissemination of autism-specific knowledge has been 

undertaken by a wide variety of people in numerous ways, with active dissemination 

activities impacting knowledge and in some cases practice. As knowledge must be 
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compatible with existing practice and be presented in appropriate ways, the next section 

discusses the contextualisation of knowledge via translation. 

2.4.2 Translation of knowledge 

Knowledge translation is a “dynamic and iterative process that includes synthesis, 

dissemination, exchange and ethically sound application of knowledge” (CIHR, 2016, 

pp. Knowledge Translation - Definition section, para. 1). This process addresses the gap 

between what is known about best practice and implementation in the real world. It is 

concerned with contextualisation or tailoring knowledge in response to an identified 

problem in order to enhance practice in an ongoing and sustainable way (Bennett & 

Jessani, 2011). Knowledge translation can be uni- or multi-directional. Uni-directional 

knowledge translation has much in common with dissemination resulting in diffusion 

because the knowledge moves from the expert to the practitioners who then apply it. 

However, it is not the same because prior to the knowledge being shared by the expert, 

it is tailored to address a context-specific problem. In contrast, multi-directional or 

integrated knowledge translation meaningfully engages end-users in the research 

process from the beginning so that the resultant knowledge is both relevant and usable 

and addresses real-life problems of practice (Bowen & Graham, 2013; Kothari & 

Wathen, 2017). The process of knowledge translation has been conceptualised in a 

variety of ways (see, e.g., Bennett & Jessani, 2011; Bowen & Graham, 2013; Graham et 

al., 2006); however, the framework proposed by Graham et al. (2006) has been applied 

to the translation of disability-specific knowledge (Dew & Boydell, 2017; Luskin-Saxby 

& Paynter, 2018). This framework, therefore, is presented and its application to the 

translation of autism-specific knowledge discussed because it is a mechanism that can 

be used to address known gaps between research and practice. 

Figure 2.4 presents the Knowledge to Action (KTA) Framework. This framework 

comprises knowledge creation and application (i.e., the action cycle) and conceptualises 

the relationship between these two complementary aspects of the process (Graham et 

al., 2006). Knowledge creation portrays the distillation or refinement of research 

knowledge in preparation for its application. The framework envisions original research 

or first-generation knowledge being synthesised (second-generation knowledge) and 

subsequently tailored to become a knowledge product or tool (third-generation 

research). The action cycle presents an approach to the application or implementation of 

knowledge that begins with the identification of a problem and the selection of a 
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knowledge product or tool to address it. The cycle then addresses implementation via 

preparation, initial use, evaluation, and ongoing use of the product or tool. 

Consequently, the dynamic, iterative, and multi-directional process that is knowledge 

translation can be conceptualised and subsequently undertaken using the KTA 

Framework. 

 

Figure 2.4 Knowledge to Action Framework (Graham et al., 2006, p. 19). 

Knowledge translation, as a process, has been increasingly used by researchers in the 

field of autism to address the research-to-practice gap highlighted by the requirement to 

teach using practices supported by the best available evidence (Elsabbagh et al., 2014). 

The KTA Framework, as part of an integrated approach to knowledge translation, was 

used by Dew and Boydell (2017) to address the gap in Australian practitioners’ 

knowledge regarding the provision of therapy to people with disability. The authors 

concluded the integration of knowledge translation into research was a worthwhile 

endeavour; however, clear communication and resourcing were required for translation 

activities to have an impact. Integrated or multi-directional knowledge translation has 

also been effectively applied to the collaborative production of an anxiety treatment for 
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students on the spectrum, which sought to refine the structure of the program as well as 

identify barriers to and enablers of program use (Kester & Lucyshyn, 2019). Finally, 

Luskin-Saxby and Paynter (2018) proposed the KTA Framework be applied to the 

translation of knowledge regarding the use of empirically-supported practices in early 

intervention for Australian children on the spectrum in order to enhance the 

effectiveness and speed of the translation. More broadly, international collaboration 

between researchers as a mechanism for the successful contextualisation (translation), 

dissemination, and diffusion was proposed following a review of studies published in 

special education journals (B. Collins, Olçay-Gül, & Tekin-Iftar, 2017). The KTA 

Framework has been successfully used in Australia to translate disability-specific 

knowledge. The framework, therefore, provides a viable approach to the 

contextualisation of autism-specific knowledge and bridging the research-to-practice 

gap in autism and education. 

2.4.3 Concluding comment on dissemination and translation of knowledge  

The dissemination, diffusion, and translation of knowledge drawn from empirical 

studies facilitate the bridging of the research-to-practice gap in autism and education. 

For this to occur, however, dissemination must be active, systematic, and include plans 

for diffusion. In addition, dissemination should take place in simple, unexpected, 

concrete, credible, emotional, and story-based ways that take into account relative 

advantage, compatibility, complexity, trialability, and observability (Cook et al., 2013; 

Dingfelder & Mandell, 2011). The successful dissemination of autism-specific 

knowledge first, therefore, requires the knowledge to be contextualised (i.e., translated) 

for effective professional development and subsequent teacher uptake to occur (Bennett 

& Jessani, 2011). The KTA framework (see Figure 2.4; Graham et al., 2006) presents an 

approach to the translation of knowledge that applies increasingly tailored and 

contextualised knowledge to an identified need or problem of practice in order to 

address the need and increase the use of the identified knowledge by end-users, in this 

case, teachers. The application of the KTA Framework to autism-specific knowledge 

prior to its systematic dissemination enables highly contextualised knowledge to be 

shared with those that need it and will apply it to their classrooms. The translation of 

knowledge prior to its dissemination, therefore, is a necessary step when addressing the 

knowledge gap in autism and education. 
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2.5 Synthesis, with links to the present study  

Across the lifespan, Australian students on the autism spectrum have poorer outcomes 

than their peers with or without disabilities. In addition, 92.3% of these students 

experience educational restrictions and 77.8% of students on the spectrum experience 

difficulties with communication, socialisation, or learning at their educational institution 

(ABS, 2018). A barrier to the effective education of students on the spectrum is teacher 

knowledge (Roberts & Simpson, 2016). For that reason, teachers have identified greater 

knowledge of autism as a disability and autism-specific educational practices as an 

enabler of the effective education of students on the spectrum (Able et al., 2015; 

Saggers et al., 2016). Consequently, there is a need to develop mainstream teachers’ 

knowledge and skills in this area to build their capacity and improve their teaching of 

this student cohort. This section, therefore, synthesised what is known about teaching 

students on the spectrum, effective professional development for teachers, and 

translating knowledge for use by teachers as well as articulated the links between these 

aspects of the literature and the present study. 

The effective education of students on the spectrum requires specialised knowledge 

regarding the characteristics and educational implications of autism as well as autism-

specific educational practices both foundational and focused-interventions (Roberts & 

Simpson, 2016; Simpson & Crutchfield, 2015). This specialised knowledge supports 

evidence-based practice, which requires teachers to integrate the best available evidence 

with student characteristics and teacher expertise when making decisions. It also 

highlights the importance of the consistent use of foundational educational practices 

(universal supports), which underpin the selection and implementation of focused-

intervention practices. Teacher knowledge and use of the empirically-supported 

focused-intervention practices identified by the NAC (2015b) and the NPDC (Wong et 

al., 2014) varies (see, e.g., Brock et al., 2020; McNeill, 2019; Sulek et al., 2019a). 

However, less is known about teacher knowledge and use of the foundational 

educational practices identified by Simpson and Crutchfield (2015) and others (Hurth et 

al., 1999; Iovannone et al., 2003; Long & Simpson, 2017; NRC, 2001). Hence, there is a 

need for research regarding teacher knowledge and use of foundational educational 

practices. 
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Autism-specific knowledge and skills can enhance the teaching of students on the 

spectrum. Professional development that builds teachers’ knowledge and capacity, 

therefore, is crucial. Desimone (2009) conceptualised effective professional 

development as activities that have a content focus, include opportunities for active 

learning, align with teachers’ current knowledge and practice as well as policy, take 

place over time, and involve collective participation. While evidence of these six 

elements in autism-specific professional development has been found (see Section 

2.3.1.1), consistent inclusion of all elements in Australian training in autism-specific 

knowledge and skills is required. Effective autism-specific professional development 

builds teachers’ knowledge, confidence, and efficacy; improves their practice, and 

enhances their students’ outcomes. These outcomes, however, are influenced by a 

variety of teacher, school, and system factors. It is recommended, therefore, that future 

autism-specific professional development be contextualised to increase alignment and 

ensure teachers’ problems of practice are addressed. 

The present study sought to address the need to build mainstream Prep/Kindergarten 

teachers’ autism-specific knowledge and skills in order to improve the teaching of 

students on the spectrum by creating the Early Years Model of Practice (EY-MoP). The 

creation of the EY-MoP requires knowledge regarding foundational educational 

practices to be tailored and contextualised with the intention of creating a setting-

specific product or tool, which constitutes effective professional development. The 

knowledge creation aspect of the KTA framework (Graham et al., 2006) provides the 

mechanism by which the practice model can be produced. The application of this 

approach to the knowledge regarding foundational educational practice for students on 

the spectrum should enable relevant first- and second-generation knowledge to be 

tailored in a way that meets the needs of mainstream Prep/Kindergarten teachers. In 

addition, the creation of a tool that constitutes effective professional development means 

teachers’ decision-making and practice regarding the education of students on the 

spectrum should be enhanced. In conclusion, the development of the EY-MoP sought to 

address the research-to-practice gap in autism and education by supporting the decision-

making and subsequent practice of mainstream teachers with a student on the spectrum 

in their Prep/Kindergarten class. 
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3 METHODOLOGICAL 
OVERVIEW 

3.1 Introduction 

The present study aimed to translate the knowledge regarding foundational practices for 

teaching young children on the autism spectrum by developing a usable product which 

supported teacher decision making. The approach taken to the conduct of this multi-

stage study was Educational Design Research (EDR). This approach influenced the 

research design (multi-phase mixed methods), data collection methods, and research 

outputs. This chapter details the rationale for the application of EDR as well as the 

features, outputs, and phases of the approach. Research design and methods are then 

introduced. 

3.2 The methodological approach: Educational Design Research 

Educational Design Research is characterised by the iterative development of practical 

solutions to problems of practice and the concurrent generation of usable theoretical 

understandings (McKenney & Reeves, 2019; Plomp, 2013). EDR is grounded in the 

work of Brown (1992) on design experiments, A. Collins (1992) on the design science 

of education, and van den Akker and Plomp (1993) on development research. This 

methodological approach is an established approach to research in the fields of 

curriculum, learning and instruction, subject-specific pedagogy, technology in 

education, and teacher education (Plomp & Nieveen, 2013). Following a survey of the 

field, The Design-Based Research Collective (2003) concluded that design-based 

research – which encompasses design experiments, design science of education, and 

development research – was an established methodology which could be used to 

address complex educational problems. Consistent with this, Kelly (2004) conducted a 

similar survey of design research in education and concluded that design research was 

an established methodology. Subsequently, both design-based research and design 

research in education have been regularly applied to educational research (see, e.g., 
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Bakker, 2018; Getenet & Goff, 2017; Juuti, Lavonen, & Meisalo, 2016). EDR as 

defined by van den Akker, Gravemeijer, McKenney, and Nieveen (2006), encompasses 

both design-based research and design-research in education while positioning the 

context – education – at the heart of the research being conducted. The centrality of the 

context and the application of the work of McKenney and Reeves (2019) to the present 

study informed the decision to use the term EDR to refer to the methodological 

approach taken in the present study. 

EDR, as an approach, is pragmatic (i.e., results in usable knowledge and solutions), 

theoretically orientated (i.e., guided by and results in theory), interventionist (i.e., 

changes/solves a problem of practice), collaborative (i.e., involves end-users), iterative 

(i.e., comprises cycles of development), and responsively grounded (i.e., guided by end-

users, previous development cycles, and theory); and results in theoretical and practical 

outputs which are advanced simultaneously and synergistically (McKenney & Reeves, 

2014, 2019; Plomp, 2013; van den Akker et al., 2006). EDR, therefore, is an approach 

that addresses educational problems of practice in a pragmatic manner by developing an 

intervention and generating associated theoretical understandings in collaboration with 

end-users. 

EDR lends itself to the aim of the present study (i.e., translation of knowledge) because 

it is collaborative, responsively grounded, and has dual practical and theoretical outputs. 

Knowledge translation activities are guided by implementation science (Fixsen et al., 

2005; Odom, 2009; Odom, Cox, & Brock, 2013), which includes models for the 

dissemination and implementation of research such as the Knowledge to Action 

Framework (Dew & Boydell, 2017; Graham et al., 2006; Tabak, Khoong, Chambers, & 

Brownson, 2012). As outlined in Chapter 2, section 2.4.2, this framework comprises 

two processes: knowledge creation and application. Knowledge creation is concerned 

with the tailoring of original research (first-generation knowledge) and research 

syntheses (second generational research) in order to create a context-specific product or 

tool (third-generation knowledge) – a process that is conceptualised but not 

operationalised (Graham et al., 2006). EDR, with its practical output and generic model 

(see Figure 3.2) is an ideal approach to the operationalisation of this process in the 

present study. In addition, the theoretical output/s (e.g., design principles) provide the 

fundamental understanding required for others to operationalise the process in a similar 

way in the future. 
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For knowledge translation to take place, methodologies that value rigorous evidence-

based practice and incorporate practitioner expertise such as EDR and participatory 

research should be used (Guldberg, 2017). EDR is an ideal approach because it is 

responsively grounded, with both theory and practice informing the conduct of the 

research as well as its outputs. This supposition is supported by the work of G. Smith, 

Schmidt, Edelen-Smith, and Cook (2013) who proposed EDR as an approach to 

knowledge translation in the field of special education because it values both evidence 

and expertise. 

Effective knowledge translation requires genuine collaboration with end-users because 

products coming from or developed in partnership with users, are seen as socially valid 

and are more likely to be implemented (Dew & Boydell, 2017; G. Smith et al., 2013). 

Currently, social validity is infrequently established and not always taken into 

consideration when identifying autism-specific educational practices for implementation 

(Callahan et al., 2017). Further strengthening the applicability of the methodological 

approach to the present study, therefore, is the identification and translation of 

educational practices for classroom use in collaboration with end-users, which is a key 

feature of EDR. In summary, the knowledge-to-practice gap in autism and education, 

when viewed through the lens of knowledge translation, is suited to being addressed by 

the collaborative approach of EDR. 

3.3 Features of EDR 

This section defines the six key features of EDR: pragmatism, theoretical orientation, 

interventionism, collaboration, iteration, and responsive grounding. It also explores the 

presentation of these features in this study. 

3.3.1 Pragmatic 

Pragmatism, the overarching feature of EDR, relates to the generation of both usable 

knowledge of and solution/s to problems of educational practice; or as Plomp (2013) put 

it, the value of the product lies in and is measured by its real-world practicality and 

usability. For example, Juuti et al. (2016) argued that their research regarding Materials 

Around Us (Loukomies, Lavonen, Juuti, Meisalo, & Lampiselkä, 2016) was pragmatic 

because it was iterative and resulted in the generation of novel knowledge, as well as, a 

genuine solution to a complex educational problem. They also argued that their work 
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was in the pragmatic tradition because it facilitated the mutual coordination of action 

via communication and shared activity. The present study was pragmatic because it 

addressed translation of knowledge regarding effective practice in autism and education 

in such a way that a usable product, the EY-MoP, and reusable knowledge comprising a 

set of MoP design principles were developed. 

3.3.2 Theoretically orientated 

Theoretical orientation is conceptualised by Plomp (2013) as the contribution of a 

conceptual framework and associated theoretical understandings to the design of a 

prototype. Plomp (2013) further conceptualised theoretical orientation as the 

contribution of the understandings that arise from prototype evaluation to theory 

building. This conceptualisation of theoretical orientation is echoed by McKenney and 

Reeves (2019). These authors highlighted the importance of theory-informed design 

occurring prior to the generation of new knowledge or the extension of existing 

knowledge. As knowledge is extended, it should become progressively more stable, a 

process described by Euler (2017) as concretisation. Within the present study, the 

design of the EY-MoP was based on the conceptualisation of Models of Practice as put 

forward by Falconer and Littlejohn (2009) following the Mod4L project (Falconer, 

Beetham, Oliver, Lockyer, & Littlejohn, 2007), as well as the construct of practice 

frameworks presented by Connolly (2007). These fundamental understandings informed 

the refinement of the initial design requirements and propositions. The development of 

the EY-MoP was also informed by the Conceptual Framework for Effective 

Professional Development (Desimone, 2009) with regard to the generation of the 

detailed design specifications; and the knowledge creation aspect of the KTA 

Framework (Graham et al., 2006) with regard to the tailoring and contextualisation of 

the identified knowledge. Finally, the theoretical understandings that arose from the 

recurrent evaluations of the EY-MoP enabled the MoP design principles to be refined. 

In summary, the present study drew from existing theoretical understandings and led to 

the conceptualisation of new ones. 

3.3.3 Interventionist 

The development of an intervention which addresses a real-world educational problem 

is a characteristic of EDR (McKenney & Reeves, 2019; Plomp, 2013). Within EDR, 

intervention is the generic term used to refer to educational products, processes, 
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programs, or policies resulting from the systematic design and evaluation that comprises 

the research – usually a development study (Plomp, 2013). Interventions should be 

robust and sustainable and have a positive impact on practice (McKenney & Reeves, 

2019; Walker, 2006). For example, the research conducted by Van Houte, Devlieger, 

Schaffler, Remerie, and Vanderlinde (2013) resulted in a professional development 

programme (primary output) as well as multiple secondary outputs including a 

handbook and observation guide, and outcomes for teacher practice. The present study 

comprised development research, and for that reason, the resultant intervention was the 

EY-MoP – an educational product. The iterative and systematic development of the EY-

MoP resulted in a product that presented tailored and contextualised knowledge 

regarding effective educational practices for young students on the spectrum in a way 

that was easy for mainstream early years teachers to understand and use. In addition, use 

of the practice model was associated with positive outcomes. 

3.3.4 Collaborative 

Active and genuine participation of and collaboration with end-users, especially 

practitioners, is a characteristic of EDR (McKenney & Reeves, 2014, 2019; van den 

Akker et al., 2006). Practitioner involvement in development research ensures: (a) the 

problem addressed is a genuine problem of practice; (b) the emerging intervention 

addresses the problem in a way that values practitioners’ expertise; and, (c) the 

intervention developed is usable and of use to practitioners (McKenney & Reeves, 

2019; Wagner, 1997). In addition, practitioner involvement increases the likelihood that 

the intervention will be socially valid and successfully implemented (Callahan et al., 

2017; Plomp, 2013). Finally, researcher-practitioner collaboration is an increasingly 

important aspect of research in autism and education (see, e.g., Macleod, Lewis, & 

Robertson, 2014; Pellicano & Stears, 2011). McKenney and Reeves (2019) proposed 

that the three forms of researcher-practitioner cooperation (data extraction agreement, 

clinical partnership, and co-learning agreement) put forward by Wagner (1997) be used 

to structure collaboration within EDR. The collaboration with practitioners within the 

present study was characterised by the formation of a data extraction agreement. This 

agreement was typified by researcher reflection and practitioner action, with outputs 

contributing to improved practice (Wagner, 1997). The centrality of this framework and 

the associated researcher-practitioner collaboration in the design of this study, 
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highlights its collaborative nature while also providing the foundation for it to be 

responsively grounded. 

3.3.5 Iterative 

A systematic approach to the development process is characteristic of EDR (Burkhardt, 

2006; Plomp, 2013; Simonsen, Bærenholdt, Scheuer, & Büscher, 2012). Consequently, 

the process is often cyclical or iterative in nature, meaning the phases of 

analysis/exploration, design/construction, and evaluation/reflection are undertaken 

multiple times during the research. Teräs and Herrington (2014), for example, designed, 

evaluated, and then redesigned their postgraduate certificate program in order to create 

an authentic e-learning experience. The present study was informed by the Generic 

Model for Conducting Design Research in Education (McKenney & Reeves, 2019); and 

the approach taken to the development of the EY-MoP was rapid prototyping (Visscher-

Voerman, Gustafson, & Plomp, 1999). The result being that the design/construction and 

evaluation/reflection phases were cycled through multiple times because the evaluation 

of each prototype was followed by time redesigning the product. 

 

Figure 3.1 Cyclical nature of the present study. 

Figure 3.1 graphical represents these cycles and the associated iterations of the product 

under development. The cyclical approach to this study highlights its iterative nature 

while also providing the foundation for it to be responsively grounded. 
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3.3.6 Responsively grounded 

Characteristic of EDR is responsive grounding, which ensures that the research is highly 

contextualised; and that the outputs are moulded by participant expertise, field testing 

and the literature (McKenney & Reeves, 2019). While long-running EDR projects may 

result in generalisable outputs, early-stage or small-scale projects are considered 

successful when they result in outputs that can be used by the communities they were 

created in collaboration with (Plomp, 2013; Walker, 2006). The development of a 

geometry course for Indonesian primary schools comprising a teacher guide and student 

books is an example of small-scale, responsively grounded EDR. Development, in this 

case, included front-end analysis and two prototyping cycles which were conducted in 

collaboration with teachers, and the assessment of the prototype by five schools 

resulting in a practical and effective product which met the needs of students, teachers, 

and schools (Fauzan, Plomp, & Gravemeijer, 2013). The responsive grounding of the 

present study is shown by the redesigns of the EY-MoP based on engagement with the 

practice model by participants. These refinements resulted in a usable product that met 

the needs of end-users while still incorporating the literature. 

3.4 Outputs of EDR 

EDR yields practical and theoretical outputs. This section builds upon the definition of 

theoretical orientation and interventionism when examining these outputs and their 

presentation in the present study. 

3.4.1 Practical output 

The practical outputs arising from EDR comprise solutions to complex real-world 

educational problems. Products resulting from EDR are highly contextualised; however, 

the development and testing of successive approximations do facilitate generalisation 

(McKenney & Reeves, 2019; Plomp, 2013). For an intervention (practical output) to be 

considered a contribution, it must provide a usable and effective solution to the problem 

of practice (Plomp, 2013). The development of practitioner knowledge and skills 

following their participation in the research is an additional practical output of EDR. 

Hence it was anticipated that the primary practical output of the present study would be 

the EY-MoP, and the secondary output would be an increase in trial participants’ 

knowledge. The EY-MoP was classed as an educational product that contributes to the 
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field of teacher development because it supported teacher decision making and guided 

teacher practice. The development of an educational product or program that contributes 

to the field of teacher development is consistent with published EDR studies. For 

example, Gynther (2016) both supplemented and personalised professional development 

for teachers via a Massive Open Online Course, while Van Houte et al. (2013) 

developed a professional development program for early childhood teachers. 

3.4.2 Theoretical output 

The theoretical outputs of EDR can describe, explain, or predict a phenomenon as well 

as prescribe the developmental process for further iterations of the phenomenon. They 

range in scale from local and context-specific to high-level and synthesised. While 

individual studies do not result in high- or even mid-level theory, they do result in 

insights that when combined over time and viewed collectively can become theory 

(McKenney & Reeves, 2019). The systematic construction and evaluation of prototypes 

can contribute to theory building via the generation or extension of theoretical 

propositions or prescriptive/normative theory such as design principles. Design 

principles are heuristic; meaning they support the development of a specific type of 

intervention without guaranteeing success. They enable future researchers to create a 

similar product by guiding the selection and application of relevant knowledge and 

understandings throughout the development process (McKenney & Reeves, 2019; 

Plomp, 2013). Principles can be presented in different ways with the formula published 

by van den Akker (1999) being one, and the structure proposed by Euler (2017) being 

an example of another. It was anticipated that the theoretical output of the present study 

would comprise MoP design principles (local-level prescriptive theory) because the 

design of the EY-MoP was guided by a set of design principles comprising initial 

design requirements and propositions. These principles were informed by the elements 

of a practice model outlined by Falconer, Finlay, and Fincher (2011) and the 

conceptualisation of practice frameworks by Connolly (2007), and then refined based on 

the conduct and resultant outcomes of the development process. The expectation was 

that the use of design principles when developing the EY-MoP would lead to the 

creation of a conceptually coherent and usable product. 
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3.5 Phases of EDR 

The planning and conduct of the present study was informed by the Generic Model for 

Design Research in Education (McKenney & Reeves, 2019). This model, as shown in 

Figure 3.2, comprises three phases: (a) analysis/exploration, (b) design/construction, 

and (c) evaluation/reflection. Phases can be revisited a number of times across the 

lifespan of a project (McKenney & Reeves, 2014, 2019; Plomp, 2013). The 

characteristics and elements of each phase are detailed below, along with their 

operationalisation. 

 

Figure 3.2 Generic model for EDR (McKenney & Reeves, 2019, p. 83).  

3.5.1 Analysis/exploration phase 

The analysis/exploration phase of EDR is concerned with problem definition and 

investigation. Analysis comprises: (a) initial orientation in relation to the problem of 

practice, the context, and the stakeholders; (b) systematic review of the relevant 

literature both academic and grey; and, (c) field-based investigation of the problem. 

Exploration includes site visits, professional meetings and networking; which, together, 

refine the researchers’ understanding of the problem as well as any existing partial or 

unsuccessful solutions (McKenney & Reeves, 2019). This phase provides the 

foundation for the design/construction and evaluation/reflection phases by ensuring the 

problem addressed is genuine, and the proposed solution is likely to be successful. 
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As stated in Chapter 1, section 1.5, the present study was part of Autism CRC Project 

2.037. Consequently, the analysis/exploration phase was the initial project planning 

undertaken by the project team in collaboration with stakeholders (e.g., autism-specific 

service providers, teachers) as part of the grant writing process. Planning also 

encompassed the solution exploration aspect of the design/construction phase. This 

phase began with the ascertainment of the problem and context and a review of the 

literature. Potential solutions were generated and considered. This phase concluded with 

the determination of the intervention form and the development of initial design 

requirements and propositions. Understandings regarding the problem (ineffective 

and/or non-inclusive education of students on the spectrum in Australia caused, in part, 

by the research-to-practice gap in that area), context (translation of knowledge regarding 

the education of students on the spectrum in the early and middle years), and solution 

(Model of Practice) formed the backbone of the grant. These understandings also 

provided the parameters within which the present study, focused on the early years, was 

conducted.  In summary, this phase provided the foundation and the parameters for this 

study, which began with the design of the EY-MoP. 

3.5.2 Design/construction phase 

The design/construction phase of EDR is concerned with the planning and creation of 

successive prototypes. Design comprises solution exploration and mapping. Solution 

mapping involves generating and refining design requirements, propositions, and 

specifications in order to create a skeleton design/s. The skeleton design, in turn, 

informs the construction of an initial prototype (McKenney & Reeves, 2019). These 

activities are underpinned by a design paradigm which could be artistic, communicative, 

instrumental, or pragmatic (Visscher-Voerman et al., 1999). Stage 1 of the present study 

comprised of the design, construction, and revision (following evaluation) of successive 

prototypes of the EY-MoP. This stage began with the definition of design principles 

(i.e., design requirements and propositions) which ensured the development of the EY-

MoP was informed by theory (Euler, 2017; van den Akker, 1999). The conceptual 

elements of the design/construction phase, including the design paradigm and MoP 

design principles are detailed below. 

3.5.2.1 Design paradigm 

The pragmatic design paradigm articulated "what constitutes good design and good 

designing" (Visscher-Voerman et al., 1999, p. 17) when developing the EY-MoP. This 
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paradigm is characterised by interactivity and repeated cycles of tryouts and revisions 

(i.e., rapid prototyping). It places the real-world environment in which the product will 

be implemented along with its end-users at the heart of the design process. It also 

contends that products must both work and be useful to more than one user group 

(Visscher-Voerman et al., 1999). Within the present study, the pragmatic design 

paradigm was evident in: (a) the rapid prototyping approach taken to the development 

of the intervention which resulted in the construction of multiple prototypes both partial 

and complete; (b) successive redesigns of the prototypes based on the evaluation of the 

product by end-users; and (c) the development of the EY-MoP. In summary, the design 

paradigm informed both the approach taken to product development, and the role played 

by and value placed on evaluation of successive prototypes by end-users. 

3.5.2.2 Design of the EY-MoP 

The problem of practice, context, and potential solution were analysed, explored and 

subsequently determined during the planning of Project 2.037. The present study, 

therefore, commenced with the solution exploration aspect of the design/construction 

phase. The primary design context was the translation of knowledge regarding autism 

and education. This study, however, focused on the translation of knowledge regarding 

the education of young children on the spectrum. Table 3.1 presents the proposed 

solution and initial design requirements and propositions. Accordingly, the solution to 

be designed was a Model of Practice for early years teachers known as the Early Years 

Model of Practice (EY-MoP). This solution was to be an accessible framework 

comprising practices with a research-base that informed teacher decision making and 

practice. 

Table 3.1 Proposed Solution and Initial Design Requirements and Propositions 

 Current study  
Proposed solution Model of Practice (MoP) 

Initial design requirements 
Accessible source of information 
Support teacher decision making 
Guide teacher practice 

Initial design propositions  
Practice framework 
Comprise research-based practices 

Together, design requirements and propositions provide the conceptual architecture 

required for prototype development. The initial design requirements and propositions 

(see Table 3.1), however, needed refinement and elaboration prior to the construction of 
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the first EY-MoP prototype. A review of the literature on Models of Practice resulted in 

the required understanding of the solution. The review determined that the phrase 

Models of Practice (capitalised) was found only in the learning design literature 

(Falconer et al., 2007; Falconer et al., 2011; Falconer & Littlejohn, 2009; Goodyear, 

2005) and should be discriminated from models of practice (lower case) which was used 

non-specifically to refer to a way of doing things (see, e.g., Cara, 2009; Hopkins, 2016; 

Laleka, 2019; Smets, Morris, & Greenwood, 2012). The review also determined that 

Models of Practice were defined as “generic approaches to the structuring and 

orchestration of learning activities. They express elements of pedagogic principle and 

allow practitioners to make informed choices” (Falconer et al., 2011, p. 104). Practice 

models can be inspirational (designed for teaching) or runnable (designed for learning). 

Falconer and Littlejohn (2009) proposed that the purposes for and situations in which 

teachers might use learning designs, such as Models of Practice, are those in which 

detailed specification of sequencing is not required but insight into the intrinsic and tacit 

aspects of teaching is. While Goodyear (2005) intimated that instead of thinking of 

learning designs as a blueprint or lesson plan, the designs should be considered two 

loosely connected processes (the intent and the action) that are inextricably linked. 

Falconer and Littlejohn (2009) also proposed that Models of Practice should: (a) inspire 

practice use and subsequently change practice, (b) be universally applicable, (c) 

grounded in authentic practice, (d) and detail practice sequence and orchestration. The 

requirements put forward by Falconer and Littlejohn (2009) were incorporated when 

refining the present study’s design requirements and propositions. 

The conceptualisation of practice frameworks put forward by Connolly (2007) was also 

adopted and subsequently adapted to form two refined design propositions. The first 

proposition was that the Model of Practice should present an approach to the effective 

and inclusive education of Prep/Kindergarten students on the spectrum while providing 

a clear understanding of the what and the how. The second was that the model should 

provide a theoretically informed logic, including triggers for practice use. 

Underpinning the five design propositions is the understanding that the EY-MoP will 

comprise a set of practices. A practice was defined as the deliberate adjustment of the 

classroom environment, activities, and instruction in ways that encourage access, 

engagement, and achievement, through supports that might differ from student to 
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student (Snyder & Ayankoya, 2015; Soukakou, 2012). To be considered a practice, the 

item must be clearly described and commonly understood in the literature and field. 

Table 3.2 Refined Design Requirements and Propositions 

Refined Design Requirements Refined Design Propositions 
Accessible source of information Presents an approach, and provides clear 

understanding of the what and the how 
Grounded in authentic practice 

Inspire practice use and subsequent practice 
change 

Universally applicable (i.e., generic) 

Support teacher decision making Provides a theoretically informed logic including 
triggers regarding practice usage 
Detail practice sequence and orchestration 

Table 3.2 presents the refined design requirements and propositions. The requirements 

were that the EY-MoP be an accessible source of information, support teacher decision 

making, and inspire practice use and subsequent change. The propositions were that the 

EY-MoP present an approach that is universally applicable (i.e., generic), grounded in 

authentic practice, and detail practice sequence and orchestration, as well as provide a 

theoretically informed logic regarding use. Together, the refined design requirements 

and propositions, form the MoP design principles (i.e., the fundamental understandings 

underpinning the construction of the practice model). Table 3.3 presents these design 

principles. 

Table 3.3 MoP Design Principles 

MoP design principles 
Principle 1: Accessible source of information 
Principle 2: Inspire practice use and subsequent practice change 
Principle 3: Support teacher decision making 
Principle 4: Presents an approach, and provides clear understanding of the what and the how 
Principle 5: Grounded in authentic practice 
Principle 6: Universally applicable (i.e., generic) 
Principle 7: Provides a theoretically informed logic including triggers regarding practice usage 
Principle 8: Detail practice sequence and orchestration 

Detailed design specifications were generated following the refinement of the design 

requirements and propositions. These specifications provide the detail needed to 

construct a working prototype. The proposition that the EY-MoP present a coherent set 

of practices (an approach) was operationalised as the alignment of the practices within 

the model with the organisers of Belonging, Being, and Becoming from the Early Years 

Learning Framework (EYLF) published by Department of Education Employment and 

Workplace Relations for the Council of Australian Governments [DEEWR] (2009). The 
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national adoption of the EYLF meant that early years teachers were familiar with it. The 

alignment of the practices within the model with the framework made sure that the 

practices within the EY-MoP were consistent with policy and prevalent early years 

pedagogies ensuring the approach presented was coherent (Desimone, 2009). The 

proposition that the EY-MoP present a coherent set of practices (an approach) was 

further operationalised by limiting the number of practices within the EY-MoP to 40 in 

order to enhance uptake of the product and the component practices (Beamish, 2008; 

Beamish et al., 2014). 

The proposition that the EY-MoP be grounded in authentic practice was operationalised 

in two ways. First, the proposition was operationalised as comprising practices with a 

research base. Research-based practices are defined here as those that have been proven 

effective and are supported by evidence in the research literature (Odom et al., 2005; 

Snyder & Ayankoya, 2015). This definition was detailed as those practices that have a 

research base comprising peer-reviewed studies that used methodologically sound and 

high-quality designs and demonstrated positive effects on specific student and/or 

teacher outcomes (Snyder & Ayankoya, 2015). The detailed definition was important 

because it ensured that ineffective practices (i.e., those without a supporting research 

base or with evidence that they do not change outcomes) were not included. Second, the 

proposition was operationalised as comprising practices with social validity. Social 

validity was defined as end-user endorsement of the acceptability and relevance of 

practices to the constituent community (Kazdin, 2005; Wolf, 1978). It is important 

because practitioner endorsement is crucial to the uptake of practices (Beamish et al., 

2014; Callahan et al., 2008; McLean et al., 2002). Together, these specifications ensure 

that the practices within the EY-MoP are supported by both the research and the field – 

key to both their authenticity and their use by teachers. 

The intention that the EY-MoP be universally applicable or generic was operationalised 

by using a teacher – what – how format when presenting the practices within the model. 

This format is also used to present the DEC Recommended Practices (DEC, 2014) and 

the DAP examples (Copple & Bredekamp, 2009). It was chosen because it enabled 

teachers to imagine the practice in use in the classroom. 

The propositions that the EY-MoP provide a theoretically informed logic for practice 

use and detail the sequence and orchestration of practices were operationalised as the 

specification was that each practice should be accompanied by a practice brief. Falconer 
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et al. (2011) stated that Models of Practice should be generic, inspirational, and detail 

sequence and orchestration. They also stated, however, that only two of the three 

seemed to be possible within a single design. The decision, therefore, was made that the 

EY-MoP would have a matrix comprising educational practices that were both generic 

and inspirational; and a two-page brief per practice would provide detail regarding 

sequence and orchestration. The design for the practice briefs was guided by that of 

bundles as put forward by Falconer et al. (2011). Bundles provide the information 

required by teachers when deciding if they should implement a practice. They also 

provide information on the what, the why, and the how. The specification that each 

practice within the EY-MoP be accompanied by an associated practice brief was 

enhanced by the specification that the format used was that of a bundle (Falconer et al., 

2011). The accompaniment of each practice with a practice brief ensured that the EY-

MoP had consistent supporting resources (Koenig et al., 2014; Pellecchia et al., 2015). 

In summary, the detailed design specifications presented in Table 3.4 are that the EY-

MoP will comprise fewer than 40 practices with a research base and social validity 

presented using the standardised Teacher – what – how format and aligned with the 

organisers from the EYLF. Further, each practice will be accompanied by a practice 

brief (i.e., modified bundle). 

Table 3.4 Design Specifications 

Refined Design Propositions Design Specifications 

Presents an approach, and provides a clear 
understanding of the what and the how 

Align practices with the organisers of Belonging, Being, 
and Becoming from the EYLF (DEEWR, 2009)  
Fewer than 40 practices  

Grounded in authentic practice 
Practices with a research base 
Practices with social validity  

Universally applicable (i.e., generic) Practices presented using standardised Teacher - What - 
How format 

Provides a theoretically informed logic including 
triggers regarding practice usage Practice brief to accompany each practice.  
Detail practice sequence and orchestration 

3.5.2.3 Construction of the EY-MoP 

The rapid prototyping approach taken to the construction of the EY-MoP was 

characterised by the creation of increasingly functional concrete prototypes for 

evaluation by end-users in ever more complex ways (Visscher-Voerman et al., 1999). A 

structured identify-sort-refine procedure was used to generate foundational educational 

practices for inclusion in the first (partial) prototype of the EY-MoP. This method, 
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which provided a vehicle knowledge to be tailored, was used because it allowed for the 

triangulation of practices. It also ensured generated practices were related to each other 

and, when viewed collectively, presented a coherent approach to the education of 

students on the spectrum that was both effective and inclusive. On the other hand, the 

construction of both Prototypes 2 and 3 focused on the refinement of these practices. 

The construction of Prototype 3 also included the development of the practice briefs 

needed to complete the prototype. In summary, the rapid prototyping approach taken to 

the design/construction phase resulted in the construction of successive and increasingly 

complete prototypes – a key element of this study. 

3.5.3 Evaluation/reflection phase 

The evaluation/reflection phase of EDR is concerned with the appraisal of intervention 

prototypes and the concurrent consideration of the implications for the construction of 

revised prototypes. Prototype evaluation encompasses: (a) planning which comprises 

focus establishment, question framing, strategy selection, method determination, and 

planning documentation; (b) fieldwork which comprises instrument preparation, 

participant engagement, and data collection; and, (c) meaning making which comprises 

data analysis and consideration and reporting (McKenney & Reeves, 2019). Reflection 

can be organic and/or structured. The phase (alpha, beta, or gamma) and the focus of 

evaluation activities are determined by the stage of product development and overall 

research progress. 

Alpha testing is primarily concerned with the establishment of soundness and the 

exploration of feasibility in relation to the intended product. Soundness is related to the 

conceptualisation of the design and how those ideas are embodied by the prototype. In 

contrast, feasibility is positioned in relation to the potential impact of product use. 

Alpha testing and the associated criteria, as defined by McKenney and Reeves (2019), 

align with the evaluation criteria associated with the development or prototyping phase 

outlined by Plomp (2013). Beta testing, on the other hand, is concerned with the local 

viability and institutionalisation of the product when used in context. Local viability is 

defined as the extent to which the intervention brings about the intended practices when 

implemented by end-users; and, institutionalisation is the sustainability of the 

intervention over time (McKenney & Reeves, 2019; Nieveen & Folmer, 2013; Plomp, 

2013). Beta testing can also explore the potential effectiveness and impact of a project 

or tool. Notably, these foci align with the criteria of practicality, relevance, 
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sustainability, and effectiveness put forward by Plomp (2013) and Nieveen and Folmer 

(2013) to guide the summative evaluation of an intervention. 

The conduct of the evaluation/reflection phase, which was cycled through three times 

within the present study, was informed by the completeness of the constructed prototype 

(McKenney & Reeves, 2019; Plomp, 2013). Partial prototypes (Prototypes 1 and 2) 

were alpha tested while the complete prototype (Prototype 3) was beta tested. As 

recommended by McKenney and Reeves (2019), testing aims and prototype 

completeness informed the selection of the strategies used to evaluate the prototypes. 

Table 3.5 shows the relationship between the phase of development and the type of 

testing conducted. It is important to note, that as a rapid prototyping approach was 

taken, the evaluation of successive prototypes occurred relatively quickly (Visscher-

Voerman et al., 1999). 

Table 3.5 Phase of Testing and Product Completeness of the EY-MoP 

 Intended Product Implemented Product 
Prototype 1 

(partial) 
Prototype 2 

(partial) 
Prototype 3  
(complete) 

Alpha testing Soundness X   
Feasibility   X  

Beta testing  Local viability    X 

3.6 Study research design and methods 

The design of the research and the methods used in successive evaluation/reflection 

phases were guided by the methodological approach of EDR. As the strategies and 

method/s used to evaluate successive prototypes were determined the completeness of 

the prototype and the associated phase of testing, the study’s research design was 

multiphase mixed methods. This research design is characterised by the sequential 

collection of data using multiple methods (qualitative, quantitative, or mixed) over a 

period of time (Creswell, 2014). This design is suited to the evaluation of a product such 

as the EY-MoP, and to EDR more broadly because it enables a wide variety of data to 

be collected using a variety of methods across multiple phases. In addition, the 

collection of different types of data on the same phenomenon, namely the EY-MoP, 

enabled it to be evaluated from more than one perspective. 
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Figure 3.3 Research design for the present study. 

Figure 3.3 presents this study’s multiphase mixed methods research design using the 

mixed methods annotation system (Morse, 2003). The evaluations of Prototypes 1 and 2 

(Stage 1), namely content and social validation, comprised predominately quantitative 

survey research (primary method) with some qualitative comment data (secondary 

method) with both annotated as QUAN (qual). By comparison, the trial of Prototype 3 

comprised convergent parallel mixed methods in which qualitative interview data and 

quantitative survey data were collected concurrently and valued equally. The trial was 

annotated as QUAL+QUAN. The present study, therefore, is annotated as QUAN (qual) 

→ QUAN (qual) → QUAL + QUAN. Figure 3.3 shows the importance of successive 

prototypes to the design with prototypes being redesigned and constructed following 

each evaluation. A detailed explanation of the methods used to evaluate Prototypes 1, 2, 

and 3 is presented below. 

3.6.1 Stage 1 

The aim of Stage 1 was to develop a complete prototype of the EY-MoP for trial by 

teachers. The stage comprised the design/construction and evaluation of two partial 

prototypes (Prototypes 1 and 2), and the construction of a complete prototype 

(Prototype 3). Consequently, the evaluation phase was that of alpha testing. As shown 

in Table 3.5, alpha testing was visited twice and focused on the establishment of 

soundness and the exploration of the feasibility of the intended product. As the EY-MoP 
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comprised a set of practices, the primary research activity was the generation and 

subsequent validation of practices by both subject-matter experts and practitioners. The 

research question was: 

RQ 1   Which practices should be embedded in an EY-MoP to support teacher decision 

making in relation to the effective education of students on the autism spectrum 

as they move through the first year of school? 

Both McKenney and Reeves (2019) and Plomp (2013) recommend that testing of partial 

prototypes comprise expert appraisal and judgment. The evaluation of Prototype 1, 

therefore, aimed to establish its soundness via expert judgement. Expert judgement was 

sought because, at this early stage, critical external review could discover fatal flaws in 

the design and recommend improvements. In addition, the appraisal could confirm that 

design elements are coherent and that the product has internal consistency. In contrast, 

the evaluation of Prototype 2 aimed to socially validate the practices using practitioner 

judgement while exploring the feasibility of practice implementation. Practitioner 

judgement was sought for three reasons. First, practitioners are the experts in relation to 

their context. Second, the design specifications will require the practices within the EY-

MoP to be socially validated by practitioners. Third, the social validation of the 

practices ensured that they aligned with practitioners’ current classroom practice (i.e., 

were coherent; Desimone, 2009). The overarching strategy used was expert judgement. 

The use of this strategy enabled both content and social validity to be established as 

well as the feasibility of practice use to be explored. 

3.6.1.1 Evaluation 1: Methods 

The strategy used to alpha test Prototype 1 was expert appraisal and judgement. As this 

strategy aimed to establish the soundness or logic of the design, the method used was 

that of content validation. Content validity is the extent to which the content of an 

instrument or measure is congruent with its purpose (Delgado-Rico, Carretero-Dios, & 

Ruch, 2012; Polit & Beck, 2006; Yaghmaei, 2003). By validating the content of the 

practices, their relevance was able to be established, ensuring the logic of the design 

(Nieveen & Folmer, 2013; Plomp, 2013). The approach taken to content validation was 

the one outlined by Polit, Beck, and Owen (2007). This method enabled (a) the 

collection of required rating and comment data; (b) the relevance of individual items to 

overarching construct to be measured; (c) data analysis to use an established method 

and be corrected for chance agreement; and, (d) decisions regarding practice 
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inclusion/exclusion and revision to be made based on item- and scale-level content 

validity indices and comment data (Polit et al., 2007). Further rationale for the use of 

this method was that it had previously been used to validate an Australian educational 

practice listing for teachers (Dally & Dempsey, 2015). 

The method outlined by Polit et al. (2007) establishes consensus, on the part of subject-

matter experts, regarding the relevance of each item. This consensus was achieved by 

rating each practice on a 4-point Likert-type scale (1 = not relevant, 2 = somewhat 

relevant, 3 = quite relevant, 4 = highly relevant); and subsequently calculating Item-

level Content Validity Indices (I-CVIs) and Scale CVIs (S-CVIs). I-CVIs are calculated 

by dividing the number of experts who rate an item as quite or highly relevant by the 

total number of experts. I-CVIs of .78 or greater are considered excellent. S-CVIs can 

be computed in two different ways: average (S-CVI/Ave), or universal agreement (S-

CVI-UA). S-CVI/Aves are calculated by averaging the I-CVIs while S-CVI/UAs are 

calculated by determining the number of items awarded a rating of 3 or 4 by all experts 

(Polit et al., 2007). It is recommended that the S-CVIs be computed using the S-

CVI/Ave method; as acceptable values can be achieved with any number of experts and 

the risk of chance disagreements is accounted for. In addition, S-CVI/Ave provides data 

regarding the performance of each practice. For S-CVI/Aves to be considered 

acceptable, they must be .90 or higher. Therefore, for a construct to be considered to 

have excellent content validity, it should comprise only items with an I-CVI or .78 or 

higher and have a S-CVI/Ave of .90 or higher. In summary, the conduct of a survey 

using this method enables the soundness of the EY-MoP to be established while 

gathering feedback regarding the content of the practice model from experts. 

3.6.1.2 Evaluation 2: Methods 

The strategy used to alpha test Prototype 2 was practitioner appraisal and judgement. It 

was used because the primary aim of this evaluation was to establish the social validity 

of the practices within the model, ensuring the relevant design specification was met. 

Social validity also indicates the extent to which individual end-users are likely to 

implement the intervention or practice (Callahan et al., 2017) enabling the feasibility of 

practice use to also be explored (the secondary aim of this evaluation). The method used 

to socially validate the practices within Prototype 2 was the one used by Beamish 

(2008) and Odom et al. (1995) to socially validate practices within Australian and 

American practice listings, respectively. This method was used because: (a) it is an 
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established method which has been used to socially validate practice listings in the field 

of Early Childhood Special Education and Early Intervention (ECSE/EI) both nationally 

and internationally; (b) as a survey, it could be used to collect the required rating data as 

well as additional comment data from practitioners; and, (c) data analysis used an 

established method and could be interpreted using a rigorous international benchmark 

(W. Williams, Fox, Thousand, & Fox, 1990). 

The method outlined by Odom et al. (1995) and used subsequently by McLean et al. 

(2002) and Beamish (2008) establishes the level of practitioner’s agreement that the 

practice in question is recommended for use with the target audience. This is achieved 

using a Likert-type scale (strongly agree, agree, disagree, strongly disagree, no 

opinion, don’t understand). The level of agreement was established by calculating the 

percentage of participants who indicated they strongly agreed or agreed that a practice 

was recommended. For a practice to be considered socially valid, the agreement level 

should be at or above the international benchmark of 80% recommended by W. 

Williams et al. (1990) and used by Beamish (2008) and Beamish, Meadows, and Davies 

(2012). Practitioners’ comments enabled the feasibility of practice use to be explored. In 

summary, the conduct of a survey using this method enables the social validity of the 

practices within the EY-MoP to be established while exploring the feasibility of practice 

use and gathering feedback regarding the content and wording of practices from 

practitioners.  
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3.6.2 Stage 2 

Stage 2 comprised the evaluation of the first complete prototype (Prototype 3). As the 

evaluation phase was that of beta testing (see Table 3.5), a trial was used to appraise the 

use in context of the EY-MoP (McKenney & Reeves, 2019; Nieveen & Folmer, 2013). 

The trial established the local viability of the model and identified potential indicators 

of effectiveness as conceptualised in the Framework for Effective Professional 

Development (Desimone, 2009). The research questions were: 

RQ 2.1 What were Prep/Kindergarten teachers’ impressions of the EY-MoP? 

RQ 2.2 What were Prep/Kindergarten teachers’ reported experiences using the EY-

MoP? 

RQ 2.3 Did use of the EY-MoP result in a reported increase in teacher knowledge and 

confidence? 

RQ 2.4 Did use of the EY-MoP result in a reported change in teacher efficacy? 

3.6.2.1 Evaluation 3: Research design 

Convergent parallel mixed methods, characterised by the parallel collection of both 

qualitative and quantitative data, were used to answer the research questions and 

establish the local viability of the EY-MoP (Creswell, 2014). The use of parallel 

convergent mixed methods enabled data to be collected pre- and post-use of the EY-

MoP. The collection of data in this way facilitated the identification of potential 

indicators of effectiveness and articulated the embodiment of the MoP design principles 

(Creswell, 2014; McKenney & Reeves, 2019). In addition, the collection of data from 

multiple sources offsets the inherent weaknesses of a single data set by enabling the 

integration of highly contextualised and objective data (Palinkas et al., 2011). Klingner 

and Boardman (2011) also highlighted the importance of context when trying to bridge 

the research-to-practice gap and the role that mixed methods play in gathering that data. 

Finally, this design with mixed methods procedures was used because it comprised an 

acknowledged conventional approach to evaluation research in education (Hall, 2013; 

Maxcy, 2003; Onwuegbuzie & Leech, 2005). Convergent parallel mixed methods have 

previously been used by Koh, Tan, Hong, and Tee (2018), in their design-based 

research study, to evaluate the trial of an intervention. 
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Figure 3.4 Research design for Stage 2. 

Figure 3.4 graphically represents the research design and shows that both qualitative 

and quantitative data were collected pre- and post-use of the EY-MoP, and then 

analysed, compared/related then integrated before being interpreted. The design for the 

trial itself (i.e., the initial trial of the EY-MoP) involved providing participating teachers 

with access to the EY-MoP and, where allocated, professional support and asking them 

to use the model in their classroom for an 8-week period. Practitioners’ use of the 

practice model for an extended period addressed the need for professional development 

to take place over time, and the provision of professional supported addressed the need 

for distributed contact hours (Desimone, 2009). Access to the EY-MoP was via a 

website which enabled the interconnected nature of the practice model to be effectively 

represented while acting as a portal to the model and the practice briefs. Professional 

support was provided to a sub-set of participants because research into the uptake of 

interventions by practitioners shows that the provision of professional support (i.e., 

training and technical assistance) enhances not only the uptake of interventions (Durlak 

& DuPre, 2008) but also the maintenance and generalisation of the target practices. 

Further, the provision of support ensured that the sub-set of participants were engaged 

in active learning (Desimone, 2009). The intention was that the provision of support 

would facilitate participants’ use of the EY-MoP. This intention was informed by the 

work of Roy, Vanover, Fueyo, and Vahey (2012), which included the provision of 

professional support to teachers implementing an intervention. They found that 

participants attributed the success of the intervention to the support they received. In 

summary, the initial trial of the EY-MoP comprised the use of the practice model by 

participants for an 8-week period with or without support; and, the collection of 

qualitative and quantitative data both pre- and post-use of the model. 
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3.6.2.2 Evaluation 3: Methods 

The methods used to gather data in this study were phone interviews and online surveys 

(Creswell, 2014). These methods: (a) did not unduly impact participants’ work, (b) 

enabled the collection of data from participants in vastly different geographic locations 

(Klieve et al., 2010; Oltmann, 2016), and (c) suited concurrent data collection at more 

than one point in time. These methods were used to collect complementary qualitative 

and quantitative data in relation to the four research questions. 

Interviews are an effective and frequently used way of obtaining qualitative data on a 

phenomenon (Alvesson & Ashcraft, 2012; Brinkmann, 2014). In this study, 

participating teachers’ perceptions of and experiences using the EY-MoP were 

explored. Interviews were considered appropriate because they explore participants’ 

lived experiences in a descriptive and highly contextualised manner (Alvesson & 

Ashcraft, 2012; Kvale, 2007). Accordingly, the position on interviewing taken within 

this research was localism. Localism emphasises the importance of context in the 

analysis and subsequent reporting of interview data and aligns with both the 

overarching paradigm of pragmatism and the methodological approach of EDR 

(Alvesson & Ashcraft, 2012; Hall, 2013; McKenney & Reeves, 2019). Semi-structured 

interviews characterised by the use of an interview guide comprising multiple, 

sequential questions were used because they enabled the researcher to make use of the 

“knowledge-producing potentials of dialogues” (Brinkmann, 2014, p. 286) while still 

collecting consistent and comparable qualitative data (Bernard, 2000). Interviews were 

conducted over the phone and at a time identified by the teacher, ensuring that data 

collection did not unduly impact their work. Nevertheless, phone interviews do have 

acknowledged limitations regarding the capture of body language and other non-verbal 

cues (Oltmann, 2016). 

Surveys, as a data collection method, are an established way of obtaining quantitative 

data on a phenomenon including before and after measures of potential indicators of 

effectiveness (Creswell, 2014). Collection of this data is consistent with the uses for 

questionnaires/checklists within EDR and practice studies more broadly (Beamish, 

2008; McKenney & Reeves, 2019). Self-administered questionnaires were used as the 

collection of data online, and in teachers’ own time, complemented the collection of 

interview data via phone at an arranged time. The reliance on self-report data is an 

acknowledged weakness of this method. However, self-report was considered an 
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acceptable procedure as the data sought related to perceived rather than actual impact 

(Bernard, 2000; Creswell, 2014). A strength of self-administered questionnaires, related 

to the conduct of this study, was the ability to collect data using Likert-type response 

formats for many questions without unduly fatiguing the participants. Surveys, 

therefore, were used because they were quick and easy for participants to complete and 

provided consistent data. 

3.7 Synthesis 

This chapter positions the present study as an EDR project, as illustrated by the iterative 

development of the EY-MoP in response to a real-world problem of teacher practice. 

The study comprised three cycles of development and included two alpha tests (content 

and social validation) and one beta test (initial trial) of the EY-MoP. The cyclical, 

iterative nature of the study and its influence on the research design are highlighted by 

the presentation of method, results, and discussion. Results are presented in accordance 

with the stages of research in the following two chapters. Accordingly, Chapter 4 

presents the construction of MoP prototypes and the evaluation of Prototypes 1 and 2, 

while Chapter 5 presents the evaluation of Prototype 3. 
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4 STAGE ONE 

4.1  Introduction 

This chapter presents Stage 1 of the present study. The aim of this stage was to develop 

a complete prototype of the EY-MoP in accordance with the MoP design principles. 

The guiding research question was: 

RQ 1 Which practices should be embedded in an EY-MoP to support teacher 

decision making in relation to the effective education of students on the autism 

spectrum as they move through the first year of school? 

Stage 1, as shown in Figure 4.1, comprised: (a) the construction and evaluation of 

Prototype 1, (b) the construction and evaluation of Prototype 2, and (c) the construction 

of Prototype 3. As rapid prototyping approach was taken to the development of the EY-

MoP (Visscher-Voerman et al., 1999), successive approximations of the EY-MoP were 

constructed and subsequently validated over a calendar year. Stage 1 ethical clearance 

was obtained from the Human Research Ethics Committee, Griffith University (Ref. 

No. 2016/564).  

 

Figure 4.1 Key Stage 1 activities. 

4.2 Prototype 1: Construction 

The design of the EY-MoP (see Chapter 3, section 3.5.2.2) encompassed the refinement 

of the design specifications and propositions (MoP design principles) and the 

formulation of detailed design specifications. While the construction of Prototype 1, 



Chapter 4: Stage One 

81  Annalise Taylor - June 2020  

presented in this section, comprised the creation of: (a) a skeleton design, and (b) the 

EY-MoP matrix via the generation of practices for inclusion in the model. 

4.2.1 Skeleton design  

The skeleton design drew together the detailed design specifications outlined in Chapter 

3 (see Chapter 3, Table 3.4) to form a coherent and cohesive frame for construction of a 

practice model comprising a MoP matrix and practice briefs. Table 4.1 presents the 

MoP matrix skeleton design which, as per the design specifications, was concerned with 

the alignment of fewer than 40 foundational practices, presented using the Teacher – 

what – how format, with the organisers of Belonging, Being, and Becoming from EYLF 

(DEEWR, 2009). 

Table 4.1 EY-MoP Matrix Skeleton Design 

Early Years Model of Practice (EY-MoP) 
A set of 30-40 educational practices that support the teaching of students on the spectrum in 

mainstream early years classrooms 
Belonging Being Becoming 

10-13 research-based, socially-
validated foundational 
educational practices presented 
using the Teacher - what - how 
format that relate to the creation 
of an inclusive and structured 
classroom through the 
modification of the physical, 
behavioural, and social-
emotional elements of the 
learning environment. 

10-13 research-based, socially-
validated foundational 
educational practices presented 
using the Teacher - what - how 
format that relate to social-
emotional learning and 
development coupled with a 
preventative approach to 
challenging behaviour. 

10-13 research-based, socially-
validated foundational 
educational practices presented 
using the Teacher - what - how 
format that relate to the 
assessment and delivery of the 
Australian Curriculum with a 
focus on communication, 
literacy, and numeracy. 

For practices to be aligned, however, these organisers had to be defined. As the EYLF 

(DEEWR, 2009) was designed for use with all students in the early years, this 

conceptualisation of the organisers was supplemented by the Centre for Health 

Promotion’s conceptualisation of the organisers as the essential components of Quality 

of Life (QoL) for children and adults with developmental disabilities (Raphael, Brown, 

& Renwick, 1999; Renwick & Brown, 1996). This supplementation of the original 

conceptualisation of the organisers by DEEWR (2009) ensured the approach presented 

in the EY-MoP was both holistic and met the specific needs of students on the 

spectrum. Table 4.2 presents the conceptualisations of the organisers by DEEWR 

(2009) and Renwick and Brown (1996) as well as the definitions used in the present 

study. These definitions enabled the skeleton matrix design (see Table 4.1) to present an 

approach to the teaching of students on the spectrum. 
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Table 4.2 Conceptualisation of the Organisers: Belonging, Being, and Becoming 

 Belonging Being Becoming 
EYLF (DEEWR, 
2009, p. 7) 

Experiencing belonging 
– knowing where and 
with whom you belong 
– is integral to human 
existence. Children 
belong first to a family, 
a cultural group, a 
neighbourhood and a 
wider community. 
Belonging 
acknowledges 
children’s 
interdependence with 
others and the basis of 
relationships in defining 
identities. In early 
childhood, and 
throughout life, 
relationships are crucial 
to a sense of belonging. 
Belonging is central to 
being and becoming in 
that it shapes who 
children are and who 
they can become.  

Childhood is a time to 
be, to seek and make 
meaning of the world. 
Being recognises the 
significance of the here 
and now in children’s 
lives. It is about the 
present and them 
knowing themselves, 
building and 
maintaining 
relationships with 
others, engaging with 
life’s joys and 
complexities, and 
meeting challenges in 
everyday life. The 
early childhood years 
are not solely 
preparation for the 
future but also about 
the present. 

Children’s identities, 
knowledge, 
understandings, 
capacities, skills and 
relationships change 
during childhood. They 
are shaped by many 
different events and 
circumstances. 
Becoming reflects this 
process of rapid and 
significant change that 
occurs in the early years 
as young children learn 
and grow. It emphasises 
learning to participate 
fully and actively in 
society. 

QoL Model (Renwick 
& Brown, 1996, p. 82) 

Belonging is concerned 
with the fit between 
individuals and their 
various environments. 

Being encompasses the 
most basic aspects of 
who people are as 
individuals. 

Becoming focuses on 
the purposeful activities 
in which individuals 
engage in an attempt to 
realize their goals, 
aspirations, and hopes. 

Present study Belonging relates to the 
creation of an inclusive 
and structured 
classroom through the 
modification of the 
physical, behavioural, 
and social-emotional 
elements of the learning 
environment.  

Being relates to social-
emotional learning and 
development, coupled 
with a preventative 
approach to 
challenging behaviour. 
 

Becoming relates to the 
assessment and delivery 
of the Australian 
Curriculum with a focus 
on communication, 
literacy, and numeracy. 
 

Table 4.3 presents the skeleton practice brief design which as per the design 

specification was based on the bundle format outlined by Falconer et al. (2011). The 

briefs had to provide teachers with a rationale for practice use as well as information on 

the what, the why, and the how. This bundle format, therefore, was modified by 

swapping the order in which this bundle and the problem statement were presented and 

renaming them the practice and how does it help respectively. It was also modified by 

dividing the way it works is into what is it, how does it work, and how do I do it. Finally, 

it was changed by adding where can I go to find out more and the Australian 

Professional Standards for Teachers (APST). 
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Table 4.3 Practice Brief Skeleton Design 

Practice brief component Component function 
The practice Re-statement of the practice within the EY-MoP 
How does it help? Outline of the issue/s to which the practice responds as well as the 

rationale for practice use 
What is it? Definition of practice elements 
How does it work? A description of what is involved with practice use 
How do I do it? Implementation checklist 
It works better if? Key criteria for success 
It does not work if? Pitfalls or undesirable situations  
How will I know it is working? Ways to check the desired result has been achieved 
Where can I go to find out more? Several high-quality external, online readings or resources 
Australian Professional Standards 
for Teachers (APST) 

APSTs that relate to the practice 

In summary, the skeleton design comprising a MoP matrix (Table 4.1) and practice 

briefs (Table 4.3) provided the mechanism by which the detailed design specifications 

were drawn together to form a Model of Practice for early years teachers working with 

students on the spectrum. This skeleton EY-MoP met the design requirements that the 

EY-MoP be an accessible source of information, inspire practice use and subsequent 

practice change, and support teacher decision making. 

4.2.2 Practice generation 

The EY-MoP skeleton design provided the foundation for the construction of Prototype 

1. As the development of practice briefs was dependent on the construction of the 

matrix, the first EY-MoP prototype comprised only the matrix meaning it was a partial 

prototype. A review of the skeleton matrix design, however, showed that for the matrix 

to be constructed a set of 30-40 foundational educational practices needed to be 

generated. The construction of Prototype 1, therefore, comprised the generation of the 

required practices using a structured identify-sort-refine process (Beamish et al., 2014). 

This three step-process ensured that the total number of practices within Prototype 1 

came to no more than 40, enabling the design specification to be met. As the focus of 

construction was on the tailoring of first and second-generation knowledge regarding 

the education of young school-age children on the spectrum, it was underpinned by the 

knowledge creation aspect of the KTA Framework (Graham et al., 2006). This aspect of 

the framework is concerned with the distillation of knowledge in order to create a 

product or tool (i.e., third-generation knowledge) that is both useful to and usable by 

end-users. The practice generation procedure, therefore, facilitated the tailoring of 

pertinent pieces of created (i.e., discrete pieces of research) and synthesised knowledge 
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(i.e., systematic reviews and practice listings), namely first and second-generation 

knowledge, in order to construct Prototype 1. 

4.2.2.1 Identify 

The first step of the practice generation procedure was concerned with the identification 

of pertinent research both first and second-generation which could be subsequently 

sorted and refined. As the aim of the EY-MoP was to support teacher decision making 

regarding the education of early years students on the spectrum, the first- and second-

generation research identified related to Early Childhood Education (ECE), Early 

Childhood Special Education (ECSE), and autism. The identification of knowledge 

from these unique fields ensured the practices that comprise the EY-MoP matrix, while 

complex and specialised, were triangulated. All identified research had to comprise or 

be informed by peer-reviewed studies that used methodologically sound and high-

quality designs and demonstrated positive effects on specific student and/or teacher 

outcomes. 

Initially, the project team identified established ECE and ECSE practice listings. To be 

considered for inclusion, practice listings had to be comprehensive, research-based, and 

from reputable sources. Confirmatory literature searches were used to ensure all 

relevant listings were found. This process resulted in the identification of a practice 

listing from the field of ECE (viz., the Pyramid Model practices; Hemmeter, Ostrosky, 

& Fox, 2006). These practices are supported by methodologically sound, peer-reviewed 

studies that demonstrated positive effects on specific student outcomes (Fox & 

Hemmeter, 2014; Hemmeter et al., 2006). Consequently, the 28 Pyramid Model 

practices, as presented in the associated Inventory of Practices for Supporting Social 

Emotional Competence (Center on the Social and Emotional Foundations for Early 

Learning [CSEFEL], 2013), were marked for inclusion. 

The search and find process also resulted in the identification of a practice listing from 

the field of ECSE (viz., Division for Early Childhood [DEC] Recommended Practices) 

and a complementary guideline from the field of ECE (viz., Developmentally 

Appropriate Practice [DAP]). DAP (National Association for the Education of Young 

Children [NAEYC], 2009) is considered complementary because the DEC 

Recommended Practices (2014) extend these universal or foundational early childhood 

practices. The DEC Recommended Practices (2014) are research-based (B. Smith et al., 

2002; Snyder & Ayankoya, 2015); therefore, the 66 Recommended Practices were 
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marked for inclusion. In contrast, the DAP guidelines provide a framework for best 

practice that is informed by research on child development and early childhood 

education (NAEYC, 2009). Consequently, the 116 Kindergarten practice examples (i.e., 

for use with students aged 5-6 years) within the DAP listing (Copple & Bredekamp, 

2009) were marked for inclusion as they supplemented the 66 DEC Recommended 

Practices (2014) already marked for inclusion. While both the practices within the 

CSEFEL inventory (2013) and the DEC Recommended Practices (2014) are intended 

for use with children from birth to age 5; they were deemed eligible for inclusion as 

children start school in Queensland, New South Wales, and Victoria aged, on average, 

between 4.5 and 5.5 years. A total of 210 ECE and ECSE practices, therefore, were 

drawn from the identified listings and inventory. 

No autism-specific practice listings comprising foundational practices were identified. 

Therefore, the nine common foundational educational practices for the teaching of 

students on the spectrum identified in Chapter 2, section 2.2.1.2 were marked for 

inclusion. These practices (see Chapter 2, Table 2.3) are: (a) classroom environment is 

structured and comprehensible, (b) educational programming and supports are 

individualised, (c) families are partners in the child’s education, (d) specialised 

curriculum address key developmental areas such as communication, social, and self-

help skills, (e) classroom instruction and skill development are systematic, (f) earliest 

possible start to intervention and school, (g) time at school is spent engaged in 

educational activities, (h) teachers are competent and highly trained, and (i) a 

functional approach is taken to student behaviour (Hurth et al., 1999; Iovannone et al., 

2003; Long & Simpson, 2017; NRC, 2001; Simpson & Crutchfield, 2015). The nine 

identified foundational educational practices for the teaching of students on the 

spectrum were drawn from three journal articles and a report, all of which were peer-

reviewed. Both the articles and the report comprised or were informed by peer-reviewed 

studies that used methodologically sound and high-quality designs. Together, these 

autism-specific educational practices comprise universal supports that enable evidence-

based decision-making and provide the foundation for the effective education of 

students on the spectrum. The nine practices marked for inclusion, therefore, align with 

the ECE and ECSE practices previously identified. 

The two-step identification process resulted in 219 practices being marked for inclusion 

Prototype 1. Of those 219 practices, 144 were from the field of ECE (CSEFEL, 2013; 
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NAEYC, 2009) which supplemented the 66 from the field of ECSE (DEC, 2014) which, 

in turn, aligned with the nine autism-specific practices. As stated previously, the 

identification of practices from each field ensured the practices included in the EY-MoP 

were those most likely to meet the needs of all students, not just those on the spectrum. 

The 219 practices tagged for inclusion were the set of practices put forward for sorting. 

4.2.2.2 Sort 

Next, the working set of practices (n = 219) was scrutinised by the candidate for 

alignment with the organisers of Belonging, Being, and Becoming from the EYLF 

(DEEWR, 2009). This process ensured the practices within the model when viewed 

collectively, presented a coherent approach to the teaching of young school students on 

the spectrum. According to the skeleton matrix design (see Table 4.1), practices that 

related to: (a) the creation of an inclusive and structured classroom via modifications to 

and adjustment of the of physical, social-emotional, and behavioural elements of the 

learning environment were classified as Belonging; (b) social-emotional learning and 

development and/or a preventative approach to challenging behaviours were classified 

as Being; and, (c) the assessment and delivery of the Australian Curriculum with a focus 

on literacy, numeracy, and communication were classified as Becoming. Practices, such 

as those related to family involvement, that did not align with the organisers were 

excluded, reducing the set of working practices to 163 practices. Of those 163 practices, 

34 were classified as Belonging, 29 as Being, and 100 as Becoming. The alignment of 

the practices with the organisers was cross-checked by two members of the project team 

with expertise in early intervention and early childhood special education for coherent 

alignment. This process was collaborative, and a consensus approach to decision-

making was used. 

4.2.2.3 Refine 

The refinement of the working set of practices (n = 163) involved their distillation until 

the set comprised fewer than 40. Practices were reviewed for: (a) overlap and 

duplication and, as required, their combination; (b) clear alignment with the organisers 

as well as the coherence of the practices within the organiser and, as required, their 

combination or deletion; and, (c) clarity and readability and, as required, their editing. 

This review was collaboratively undertaken by the project team using a consensus 

approach to decision making. Practices were reworded to using the Teacher – what – 

how format ensuring they were standardised. Practice refinement, as undertaken by the 
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project team, was a multifaceted and collaborative process which resulted in 31 

practices being included in Prototype 1. Table 4.6 presents the 10 Belonging practices 

within Prototype 1, Table 4.5 presents the 9 Being practices, and Table 4.4 presents the 

12 Becoming practices. Note, each practice was assigned a short identifier, which will 

be used to denote the practice in-text throughout this dissertation. For example, the 

identifier systematic instruction was assigned to the practice teachers explicitly and 

systematically teach students what they need to know and do. 

Table 4.4 Becoming Practices within Prototype 1 (n = 12) 

Practice Identifier  Practice  
Diagnostic 
assessment 

Teachers use a variety of assessment materials and strategies to learn what 
their students know and can do and use this information to inform their 
planning.    

Systematic 
instruction 

Teachers explicitly and systematically teach students what they need to know 
and do.  

Academic feedback Teachers give explicit instructional feedback to students on their learning and 
behaviour.  

Formative 
assessment 

Teachers monitor student learning using a variety of materials and strategies 
and use this information to adjust their teaching to meet the needs of the 
students.  

Summative 
assessment 

Teachers use a variety of summative assessment tasks to find out what their 
students have learnt.  

Self-help skills Teachers cultivate independence by teaching self-help skills and providing 
frequent opportunities for students to practise them.   

Communication 
skills 

Teachers ensure students have access to and are explicitly taught an effective 
method of communication (i.e., spoken language or AAC).  

Opportunities for 
communication 

Teachers foster communication by responding to students’ communicative 
attempts and communicating with the student using their preferred method of 
communication.  

Speaking & listening Teachers cultivate speaking and listening skills by creating opportunities for 
students to actively listen to and converse with others in many contexts on 
topics of interest to the child.  

Reading Teachers provide explicit systematic reading instruction in the areas of 
phonological awareness, phonics, fluency, vocabulary, and comprehension.  

Writing Teachers build written expression by providing students with scaffolding to 
help structure their writing and encouraging students to write for a variety of 
purposes and to have a go a spelling the words they need.  

Numeracy Teachers encourage students to view and describe their world mathematically 
and provide explicit mathematics instruction which systematically builds on 
students’ existing knowledge. 
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Table 4.5 Being Practices within Prototype 1 (n = 9) 

Practice Identifier  Practice  
Student 
engagement  

Teachers foster students’ sense of who they are by actively listening and 
responding to student ideas and recognising the efforts of all students.   

Model interaction Teachers model positive interaction with others.  
Foster friendships Teachers foster friendship skills by embedding opportunities for social interaction 

into activities, routines, and transitions. 
Friendship skills Teachers build friendship skills by teaching the required play and social skills and 

providing multiple opportunities for students to practice them. 
Emotional literacy Teachers nurture students’ emotional literacy by modelling recognising, 

expressing, and responding to their own and others’ feelings, and supporting 
students as they begin to do the same.  

Self-regulation Teachers foster self-regulation by teaching students strategies they can use to stay 
calm when they are feeling angry or anxious.   

Social problem 
solving 

Teachers build students’ ability to solve social problems by systematically 
teaching them the problem-solving process and encouraging them to try to solve 
problems as they arise.  

Peer modelling Teachers use peers to model, reinforce, and build on students’ developing social-
emotional skills.  

Behaviour 
management 

When challenging behaviour is displayed, teachers identify activities, events, 
interactions, reactions, and other contextual factors that frequently occur before, 
during, and after the behaviour. Teachers modify activities and the physical and 
social environment to reduce the likelihood of the challenging behaviour 
occurring. 

 

Table 4.6 Belonging Practices within Prototype 1 (n = 10) 

Practice Identifier  Practice  
Student 
interaction 

Teachers cultivate meaningful relationships by interacting warmly, respectfully, 
and caringly with every student.   

Behavioural 
Feedback 

Teachers give frequent positive attention, encouragement, and feedback to every 
student.  

Active 
supervision 

Teachers provide a safe and secure learning environment with attentive 
supervision.  

Accessible 
classroom 

Teachers carefully plan the physical layout of the learning environment making 
sure all spaces are clearly defined and can be accessed by every student. 

Organised 
classroom 

Teachers organise the physical environment, materials, and activities in ways that 
encourage social interaction.   

Clear directions Teachers give clear directions and allow every student time to respond.  
Rules and 
consequences 

Teachers establish, teach, and reinforce class rules, and consistently follow 
through with consequences.  

Routines Teachers provide structure and consistency by establishing, teaching, and 
consistently using routines (e.g., going to the toilet, taking a break). 

Schedules Teachers ensure the learning environment is structured and predictable by 
preparing and consistently using class and/or individual schedules.   

Transitions Teachers provide structure and predictability by carefully preparing students for 
all transitions (e.g., making sure they know what to do and when to do it).   
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4.2.3 Resultant prototype 

Prototype 1 (see Appendix A), as a result of the structured identify-sort-refine 

procedure, was a partial prototype comprising 31 foundational educational practices (10 

within Belonging; 9 within Being; 12 within Becoming). Prototype 1 addressed the 

following design specifications: (a) less than 40 practices, (b) practices presented using 

a standardised format, (c) practices aligned with the organisers from the EYLF, and (d) 

a research base for all practices. The 31 practices that comprised Prototype 1 were 

subsequently put forward for content validation. 

4.3 Prototype 1: Evaluation 

The evaluation of Prototype 1 involved content validation using the method outlined by 

Polit et al. (2007). In this study, content validity was the degree to which the practices 

within the EY-MoP represents foundational practices for teaching young school-aged 

students on the spectrum. Validity was established by expert consensus regarding the 

relevance of the practices to the aim of the model. The method used to evaluate 

Prototype 1 as well as the results are now described. 

4.3.1 Method 

The processes associated with the evaluation of Prototype 1 are outlined here. These 

processes are instrument preparation, participant engagement, and data collection and 

analysis. 

4.3.1.1 Instrumentation 

An online survey was used to collect the required data (Creswell, 2014). The survey 

(see Appendix D) comprised a Participant Information and Consent Package, 

demographics, and a content validity question set. The first page of the survey consisted 

of the Participant Information and Consent Package and enabled informed consent to be 

obtained prior to completion of the survey. Demographic questions comprised age, 

gender, geographic location, qualifications, role, and experience working with students 

on the spectrum. The content validity question set had three parts, one for each 

organiser (i.e., Belonging, Being, and Becoming). Each part included a context 

statement, series of rating-based questions, open-ended questions, and a ranking 

question. The context statement overviewed the practice (e.g., Belonging practices 
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support the creation of an inclusive and structured classroom through the modification 

of the physical, behavioural, and social-emotional elements of the learning 

environment). The questions asked experts to rate the relevance of each practice with 

item responses according to a 4-point Likert type scale (1 = not relevant, 2 = somewhat 

relevant, 3 = quite relevant, 4 = highly relevant) recommended by Polit et al. (2007). 

The open-ended questions sought comment regarding each practice’s importance, 

feasibility, sustainability, and wording, so essentially suggested improvements. Finally, 

experts were asked to rank, in order of importance, the practices within each organiser. 

The means of these rankings were used to evaluate the relative importance of the 

practices. 

4.3.1.2 Participants 

The targeted participant group were subject-matter experts (Lynn, 1986; Polit et al., 

2007) defined as those with masters or doctoral qualifications and extensive experience 

in autism and education, early childhood education, and/or special education. A 

combination of experts from industry and academia were sought, ensuring a variety of 

perspectives were included in the validation process. Experts were drawn from the 

project team’s networks. As expert appraisal comprised critical external review, 

participants could not belong to the project team. Once identified, experts were 

contacted by a member of the project team and asked if they would consider using their 

expertise by participating in the survey. Five experts completed the content validity 

survey. The number of participants was deemed sufficient, as Polit et al. (2007) 

recommended the use of three to five experts. All experts were female, aged between 30 

and 65, and lived in regional New South Wales (n = 1) or metropolitan Queensland (n = 

4). This aligned with the identified geographical focus of the larger study, which took 

into account the fact that these eastern states encompass the majority of the Australian 

population (ABS, 2016). All experts identified as teachers and were qualified at a 

masters (n = 4) or doctoral (n = 1) level and had extensive (between 8 and 30+ years) 

classroom experience and academic experience in autism and education, early childhood 

education, and/or special education. 

4.3.1.3 Data collection and analysis 

Data collection was completed in one month and comprised completion of the content 

validity survey. An online survey was administered using LimeSurvey. Data were 
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downloaded and imported into IBM SPSS Statistics 25, cleaned, and screened. All 

digital data were stored securely on a University server. 

Relevance ratings were analysed and the item- and scale-level CVIs calculated using the 

method outlined by Polit et al. (2007), as outlined in Chapter 3, section 3.6.1.1. 

Practices with an I-CVI or .78 or higher kept, as were the organisers with S-CVI/Aves 

of .90 or higher (Polit et al., 2007). Practices or organisers with I-CVIs or S-CVI/Aves 

below these thresholds were marked for revision or deletion. 

Importance rankings of the practices within each organiser were analysed, and the mean 

importance of each practice calculated. These data complemented the previously 

computed I-CVIs and were considered when reviewing practices marked for revision or 

deletion. For example, a practice with a low I-CVI but high mean importance (i.e., 

closer to mean rating of most important namely 1) would be considered for revision, 

while a practice with a low I-CVI and low mean importance (i.e., closer to 10 or 12 or 

last depending on the area) would be considered for deletion. As experts were asked to 

comment on the importance, feasibility, sustainability, and wording of each practice, 

these comments were reviewed and categorised as revision or no-revision. Comments 

were considered when reviewing the practices tagged for revision or deletion. Note 

recommended revisions were considered even if a practice had an I-CVI of .78 or 

greater and high mean importance (noting closer to 1 indicated a higher ranking of 

importance). The computation of I-CVIs and mean importance rankings, as well as the 

coding of experts’ comments, enabled data to be triangulated in order to inform the 

second design and construction phase. 

4.3.2 Results 

The evaluation of Prototype 1 aimed to validate that content of the practices within the 

EY-MoP. Of the 31 practices, 25 had an I-CVI of 1 and 6 had an I-CVI of 0.8. All 31 

practices were deemed to have excellent content validity (Polit et al., 2007). Based on 

this data, no practices were tagged for revision. S-CVI/Aves were also calculated for 

each of the organisers as well as the entire model. All three organisers had S-CVI/Aves 

that met the threshold for acceptability (0.9 or higher). Belonging had a S-CVI/Ave of 

0.94, Being had one of 0.96, and Becoming had one of 0.98. The EY-MoP had an 

overall S-CVI/Ave of 0.96. The EY-MoP, therefore, is considered to have excellent 

content validity, as it comprised 31 practices with an I-CVI or .78 or higher, and each 
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organiser, as well as the model as a whole, had a S-CVI/Ave of .90 or higher (Polit et 

al., 2007). The mean importance rankings of the practices within Prototype 1 ranged 

from 2 (high) to 10.6 (low). Four Belonging, three Being, and six Becoming practices 

had high mean importance rankings of 2 to 4.8. While three Belonging, one Being, and 

four Becoming practices had low importance rankings of 7 to 10.6. These seven 

practices (organised classroom, clear directions, transitions, engagement, summative 

assessment, reading, writing, and numeracy) were marked for revision. Appendix E 

presents the I-CVIs and meaning importance for each practice with Prototype 1. Finally, 

experts commented on 24 of the 31 practices within Prototype 1 (10 from Belonging; 7 

from Being; 7 from Becoming). Of those 24 practices, 12 were marked for revision. 

Table 4.7 presents illustrative comments regarding the 12 practices recommended for 

revision. In the main, these comments focused on the scope and wording of the 

practices. 

In summary, triangulation of data (i.e., I-CVIs, mean importance rankings, experts’ 

comments) resulted in 15 practices (8 from Belonging; 3 from Being; 4 from Becoming) 

being recommended for revision as part of the first redesign of the EY-MoP and the 

construction of Prototype 2.  



Chapter 4: Stage One 

93  Annalise Taylor - June 2020  

Table 4.7 Comments Regarding Prototype 1 Practices Recommended for Revision 

Practice Identifier Illustrative Quote/s 
Student 
interaction 

“Three attributes identified. Important for a teacher to be respectful with each 
student. Warm and caring are subjective and teachers may have different 
perspectives of these terms” (Expert A) 

Behavioural 
feedback 

“Depending on the student, of course this can be very valid. Positive attention and 
encouragement increase the child's engagement in positive behaviours and 
learning. This is of course individualised for children with ASD to work with 
their preferences and reinforcers” (Expert E) 

Active 
supervision 

“A highly relevant practice that is a key requirement of the work that teachers do. 
In regards to wording individuals could have different understandings of what 
'attentive' supervision means” (Expert C) 

Accessible 
classroom 

“A well laid out room helps contribute to successful students  Teachers need to be 
aware that less is what is needed for many students on the spectrum” (Expert B) 

Organised 
classroom 

“Competing demands on classroom teachers makes this practice less relevant than 
others” (Expert C) 

Clear directions “Time is against many teachers with this, however, again it is essential, where 
possible. Allowing additional time to process information and respond 
accordingly is a high priority. Using a range of communication tools to support 
children's understanding of instructions is crucial” (Expert E) 

Rules and 
consequences 

“Follow through with support, fostering skill development and resilience… 
Consequences is too general a term” (Expert D) 

Schedules “I use schedules when teaching routines and identifying transitions. The wording 
implies play activities may be structured using schedule which I view as less 
relevant. From experience it is more sustainable to use schedules consistently for 
specific selected activities/tasks” (Expert A) 

Transitions “May not be feasible to prepare for 'all' transitions. Despite planning the 
unexpected sometimes happens. Having daily routines (previously mentioned) 
will provide structure and predictability” (Expert A) 

Emotional literacy “Important for teachers to recognise their feelings and responses. Not sure if 
always appropriate to recognise these in class” (Expert A).  

Behaviour support “Highly relevant. Question feasibility. Many teachers currently don't have these 
skills. Difficult to rank this item as it is a whole approach” (Expert A) 

Reading “Students must have fundamentals of communication before beginning 
systematic reading instruction” (Expert B) 

4.4 Prototype 2: Construction 

The construction of Prototype 2 involved the refinement of the practices within the EY-

MoP matrix. Consequently, the second prototype was a partial one comprising only the 

matrix. Evaluation of Prototype 1 resulted in 15 practices (8 from Belonging; 3 from 

Being; 4 from Becoming) being recommended for revision. These practices were 

subsequently reviewed for both clarity and feasibility and, as required, combined, 

divided, or reworded. Table 4.8 presents the practices as worded in both Prototype 1 and 

2. Practice refinement was a collaborative process undertaken by the project team and 

took more than a month. The process was straightforward as refinements related to 

practice clarity. For example, the words natural and logical were added to rules and 

consequences highlighting the importance of consequences being non-punitive. The 
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refinement process resulted in 9 of the 15 practices (4 from Belonging; 1 from Being; 4 

from Becoming) recommended for revision left unchanged, while 6 practices were 

reworded (4 from Belonging; 1 from Being), and the behaviour management practice 

was divided into two distinct practices: ABC analysis and modify environment. An 

additional Belonging practice, interaction, was also reworded. 

Table 4.8 Practices as Worded in both Prototype 1 and Prototype 2 

Practice 
Identifier 

Prototype 1 Practice 
Identifier 

Prototype 2 

Interaction Teachers cultivate meaningful 
relationships by interacting 
warmly, respectfully, and 
caringly with every student. 

Interaction Teachers cultivate meaningful 
relationships by interacting 
positively and respectfully with 
every student. 

Active 
Supervision 

Teachers provide a safe and 
secure learning environment 
with attentive supervision. 

Active 
Supervision 

Teachers provide a safe and 
secure learning environment 
with active supervision. 

Clear Directions Teachers give clear directions 
and allow every student time to 
respond.  

Clear 
Directions 

Teachers give clear directions 
and allow students time to 
respond.  

Rules and 
Consequences 

Teachers establish, teach, and 
reinforce class rules, and 
consistently follow through with 
consequences. 

Rules and 
Consequences 

Teachers establish, teach, and 
reinforce class rules, and 
consistently follow through with 
natural and logical 
consequences. 

Transitions Teachers provide structure and 
predictability by carefully 
preparing students for all 
transitions (e.g., making sure 
they know what to do and when 
to do it).   

Transitions Teachers provide structure and 
predictability by carefully 
preparing students for 
transitions (e.g., making sure 
they know what to do and when 
to do it).   

Emotional 
Literacy 

Teachers nurture students’ 
emotional literacy by modelling 
recognising, expressing, and 
responding to their own and 
others’ feelings, and supporting 
students as they begin to do the 
same. 

Emotional 
Literacy 

Teachers nurture students’ 
emotional literacy by modelling 
recognising and responding to 
expressed emotions.   

Behaviour 
Support 

When challenging behaviour is 
displayed, teachers identify 
activities, events, interactions, 
reactions, and other contextual 
factors that frequently occur 
before, during, and after the 
behaviour. Teachers modify 
activities and the physical and 
social environment to reduce the 
likelihood of the challenging 
behaviour occurring. 

ABC analysis When challenging behaviour is 
displayed, teachers identify 
events, interactions, reactions, 
and other contextual factors that 
occur before, during, and after 
the behaviour.  

 - Modify 
environment 

Teachers modify activities and 
the physical and social 
environment to reduce the 
likelihood of challenging 
behaviour occurring. 
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4.4.1 Resultant prototype  

As a result of content validation and practice refinement, Prototype 2 (see Appendix B) 

was a partial prototype comprising 32 foundational educational practices (10 within 

Belonging; 10 within Being; 12 within Becoming), which were subsequently put 

forward for social validation. 

4.5 Prototype 2: Evaluation 

The evaluation of Prototype 2 comprised the social validation of the practices within the 

model, ensuring the relevant design specification was met. Social validation also 

enabled the feasibility of practice use by mainstream early years teachers to be explored. 

The method used was the one used by Beamish (2008) and Odom et al. (1995) to 

validate practices within Australian and American practice listings, respectively. This 

section presents the method used to evaluate Prototype 2, followed by the results. 

4.5.1 Method 

This section details the methodological processes used to socially validate the practices 

within the EY-MoP. These processes are instrument preparation, participant 

engagement, and data collection and analysis. 

4.5.1.1 Instrumentation 

An online survey was used to collect the required data (Creswell, 2014). The survey 

(see Appendix F) comprised participant information and consent, demographics, and a 

social validity question set, including open-ended questions. As with the content 

validity survey, the presentation of the information and consent package on the first 

page of the survey enabled informed consent to be obtained prior to completion of the 

survey. Demographics comprised: (a) age, (b) gender, (c) geographical location, (d) 

sector, (e) highest degree earned, (f) years of teaching experience, and (g) experience 

with students on the spectrum. The social validity question set had three parts, one for 

each organiser (i.e., Belonging, Being, and Becoming). Each part comprised a context 

statement, ratings of agreement, and an open-ended question. The context statement 

overviewed the practice (e.g., Being practices support social-emotional learning and 

development and a preventative approach to challenging behaviour). The series of 

questions asked participants to rate their agreement with the statement that the listed 



A Model of Practice for Supporting the Teaching of Students on the Autism Spectrum When They Start School 

 Annalise Taylor - June 2020 96 

practice represented a recommended practice for teaching young school-aged students 

on the spectrum. The 6-point Likert-type scale (strongly agree, agree, disagree, 

strongly disagree, no opinion, don’t understand) specified by Odom et al. (1995) was 

used to gather the rating data for each practice within the organiser. An open-ended 

question asking participants to comment on the importance, feasibility, sustainability, 

and wording of the practices within each organiser was also included. 

4.5.1.2 Participants 

Odom et al. (1995) and Beamish (2008) validated the practices within their practice 

listings with a variety of practitioner groups (e.g., teachers, therapists, and parents). In 

the present study, however, only one participant group (mainstream early years 

teachers) was targeted. This was due to the EY-MoP being designed specifically for 

mainstream early years teachers; therefore, social validation should be completed by the 

same. The criteria for participant involvement were: (a) be a mainstream early years 

teacher with a student on the spectrum in their class; and (b) come from New South 

Wales, Queensland, or Victoria, which aligned with the geographical focus of the larger 

study. 

Participant engagement comprised the recruitment of practitioners from the target 

population. Teachers who met the criteria were invited to complete the social validation 

survey via advertisements in the Queensland College of Teachers e-news; and, e-mailed 

to teachers by Autism Spectrum Australia (Aspect), Catholic Education Melbourne 

(CEM), and the Victorian Department of Education and Training (DET); and, placed on 

Autism Queensland’s Facebook page, and Aspect’s Facebook and Twitter pages. The 

advertisement was also emailed to teachers by Independent Schools New South Wales. 

In total, 277 teachers working within early years education were recruited as evidenced 

by the provision of consent. Of these 277 teachers, only 130 completed the entire 

survey. The 147 incomplete responses were discarded because they were blank or 

comprised of demographic information only. An additional response was discarded 

following screening, as rating and comment data contradicted each other, meaning 129 

early years teachers were included as participants. Note, the number of participants is 

consistent with sample sizes in other Australian social validation research in the area of 

special education (see, e.g., Beamish, 2008; Beamish et al., 2014). Table 4.9 presents 

the demographic data of the 129 teachers who participated in the social validity survey. 
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Table 4.9 Characteristics of Participating Early Years Teachers (n = 129)  

Characteristic Number Percent  
Age    

Under-30 25 19.4 
30-39 40 31.0 
40-49 36 27.9 
50-59 21 16.3 
Over-60 6 4.7 

State   
Queensland 52 40.3 
New South Wales 49 38 
Victoria  19 14.7 

Area   
Metropolitan 67 51.9 
Regional 49 38 
Rural and Remote 13 10.1 

Sector    
Catholic 16 12.4 
Government 82 63.6 
Independent 30 23.3 

Highest qualification    
Bachelor Degree 83 64.3 
Graduate Certificate 7 5.4 
Graduate Diploma 15 11.6 
Master Degree 22 17.1 
Doctoral Degree 1 .8 

Years teaching    
Less than 1 year 3 2.3 
2-5 years 28 21.7 
6-10 years 30 23.3 
11-20 years 30 23.3 
More than 20 years 34 26.4 

Years teaching Prep/Kindergarten   
Less than 1 year 19 14.7 
2-5 years 45 34.9 
6-10 years 13 10.1 
11-20 years 14 10.9 
More than 20 years 12 9.3 

Years teaching students on the spectrum   
Less than 1 year 6 4.7 
2-5 years 41 31.8 
6-10 years 34 26.4 
11-20 years 35 27.1 
More than 20 years 11 8.5 

4.5.1.3 Data collection and analysis 

Data collection took place over a 6-month period and comprised the completion of the 

social validity survey. As with the content validity survey, LimeSurvey was used when 

administering the survey and access to the survey was distributed via a hyperlink 
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embedded in the advertisement. Once the survey was closed, data were downloaded and 

imported into IBM SPSS Statistics 25, cleaned, and screened. Data were stored securely 

on a university server. 

Agreement ratings were analysed using the method outlined by Odom et al. (1995) to 

calculate the level of agreement that the practices were recommended. Mean practice 

ratings were also calculated. The level of agreement was established by calculating the 

percentage of participants who indicated they strongly agreed or agreed that a practice 

was recommended, with practices being considered socially valid if they meet the 80% 

benchmark recommended by W. Williams et al. (1990) and used by Beamish (2008) 

and Beamish et al. (2012) in Australia. Levels of agreement were also calculated for 

each organiser. In addition, Cronbach alpha coefficients for each organiser were 

calculated and subsequently used to verify the internal consistency of both the 

organisers and the EY-MoP, with an alpha of .8 or higher considered an appropriate 

indicator of reliability (Bernard, 2000; A. Field, 2013). 

Numerical values were given to each response category (i.e., strongly agree = 1 to 

strongly disagree = 4) so that the mean ratings could be calculated for individual 

practices as well as each organiser. Mean ratings provided a complementary view of the 

percentage agreement as they identified practices with the strongest level of agreement. 

Comment data were encapsulated using a word or short phrase (descriptively coded; 

Saldaña, 2016) enabling a summary of the topics discussed by participants to be 

developed. 

4.5.2 Results 

The evaluation of Prototype 2 aimed to establish the social validity of the practices 

within the EY-MoP while exploring the feasibility of practice implementation. Table 

4.10 presents the percentage agreement and mean ratings of the organisers and 

individual practices within Prototype 2 provided by survey respondents. All 32 practices 

within Prototype 2 had levels of agreement above the rigorous international benchmark 

of 80% (Beamish et al., 2014; W. Williams et al., 1990). Of the 32 practices, 29 had an 

agreement level above 90%, 9 had a level above 95%, and three (summative assessment, 

reading, and writing) had a level below 90% but above 85%. A complementary view of 

how participants rated individual practices was provided by mean ratings, which ranged 

from 1.2 to 1.6. Of the 32 practices, one practice had a rating of 1.2, three had a rating 
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of 1.3, 16 had a rating of 1.4, 10 had a rating of 1.5, and two practices (summative 

assessment and numeracy) had a rating of 1.6. The four practices (summative 

assessment, reading, writing, and numeracy) with an agreement level below 90% and/or 

a mean rating of 1.6 were marked for revision (noting ratings ranged from strongly 

agree = 1 to strongly disagree = 4 and higher ratings indicated lower agreement). 

Table 4.10 Percentage and Mean Agreement with Practices within Prototype 2 

Practice Identifier Percentage Agreement Mean Agreement SD 
Interaction 96.1% 1.29 .589 
Behavioural feedback 93.8% 1.46 .662 
Active supervision 96.9% 1.32 .559 
Accessible classroom 92.2% 1.52 .708 
Organised classroom 90.7% 1.56 .946 
Clear directions 94.6% 1.42 .646 
Rules and consequences 96.1% 1.43 .623 
Routines 96.9% 1.40 .631 
Schedules 93% 1.50 .675 
Transitions 93% 1.43 .671 
Engagement 93.8% 1.49 .663 
Model interaction 97.7% 1.32 .573 
Foster friendships 93.8% 1.42 .760 
Friendship skills 93.8% 1.44 .636 
Emotional literacy 96.1% 1.41 .594 
Self-regulation 94.6% 1.36 .612 
Social problem solving 94.6% 1.50 .750 
Peer modelling 95.3% 1.43 .902 
ABC analysis 92.2% 1.45 .801 
Modify environment  93% 1.53 .674 
Diagnostic assessment 93% 1.50 .697 
Systematic instruction 90.7% 1.54 .989 
Academic feedback 92.2% 1.52 .800 
Formative assessment 95.3% 1.43 .609 
Summative assessment 89.1% 1.60 .847 
Self-help skills 96.9% 1.41 .581 
Communication skills 91.5% 1.51 .791 
Opportunities for communication 94.6% 1.45 .625 
Speaking and listening 93.8% 1.52 .760 
Reading 89.9% 1.49 1.00 
Writing 89.9% 1.49 1.13 
Numeracy 90.7% 1.67 .940 
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Comment data analysis found that 23 practices (7 within Belonging; 7 within Being; 9 

within Becoming) had remarks regarding practice feasibility and sustainability from one 

or more participants. Table 4.11 presents comment data regarding Belonging practices 

from Prototype 2, Table 4.12 presents data regarding Being practices, and Table 4.13 

presents data regarding Becoming practices. The majority of the comments were 

positive and related to either practice importance or use. For example, one teacher wrote 

the practices were “well worded and easy to comprehend.” For six practices (accessible 

classroom, schedules, transitions, self-regulation, systematic instruction, and speaking 

and listening), however, comments highlighted considerations in relation to practice use 

which were addressed when constructing the practice briefs for Prototype 3. 

Table 4.11 Comment Data Regarding Belonging Practices from Prototype 2 

Practice 
Identifier 

Number of 
Comments 

Illustrative Quote/s 

Interaction 1 “I believe that creating relationships and understanding the inquiry 
needs of individuals students is key to promoting inclusive 
environment” (Participant 26) 

Active 
supervision 

1 “Young children and children with special needs respond to 
consistency, repetition and positivity” (Participant 67) 

Accessible 
classroom 

7  “As well as social interaction students require a space to be alone and 
peaceful away from others” (Participant 99) 

Clear 
directions 

3 “The statement about clear directions is true. But I want my students to 
be self-directed. So sometimes I might not give clear directions. In fact 
sometimes I will deliberately not give clear directions. I might even 
give confusing directions on purpose and ask students to solve the 
puzzle. BUT this occurs in a gradual release way so that by the time 
students get to this point, they have been taking small steps toward this 
point” (Participant 47) 

Routines 7 “Routines, direct instructions and consistency are paramount in teaching 
children with ASD” (Participant 114) 

Schedules 15 “I think we just need to be mindful to also teach for unexpected change 
and how to deal with that… To allow for this I always had a blank card 
in my visual schedule that in time moved to different time slots” 
(Participant 27) 

Transitions 3 “… transitional changes need to be practised…” (Participant 61) 
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Table 4.12 Comment Data Regarding Being Practices from Prototype 2 

Practice 
Identifier 

Number of 
Comments 

Illustrative Quote/s 

Model 
interaction 

2 “I believe modelling is paramount for ASD students and this so falls 
on the 'too hard basket'; basically too often the classroom structures 
do not give students the opportunities to be sustainable in their own 
environment” (Participant 48) 

Foster 
friendships 

3 “How to be a good friend isn't necessarily taught as most students can 
easily pick up the skills. A focus on this would be beneficial for all!” 
(Participant 7) 

Friendship 
skills 

1 “Social stories and explicit teaching of social skills including making 
and maintaining friendships should be routine good teaching 
practice” (Participant 72) 

Self-
regulation 

2 “Students in the early years need to be taught co-regulation of 
behaviours. They cannot do it on their own just yet, just like their 
same aged peers. They need to know who/where/how to seek help or 
comfort” (Participant 64) 

Peer 
modelling 

2 “Peer-to-peer learning is vital” (Participant 28) 

ABC analysis 1 “Challenging behaviours can be, once student is calm, a teachable 
moment” (Participant 28) 

Modify 
environment  

6 “When challenging behaviour is displayed it would be nice if teacher 
could identify events, interactions etc. BUT this may not be feasible 
in a class of 20 or more students and when other students are scared, 
hurt or at risk or harm…” (Participant 82) 

Fourteen teachers commented on the importance of the model as a whole. One teacher 

wrote “all [practices are] vital and should be normal teaching practice” while another 

commented that “all of these practices will benefit a student with Autism when 

implemented well, and with the needs of that specific student, both as an individual and 

as a student with Autism, are at the forefront of decision-making.” A Prep teacher 

consolidated these ideas when she wrote: 

These practices are consistent within a prep setting. I find it easier to have one 
set of expectations and teach to the whole class. I have two students on the 
spectrum (different), and together with each of these students we teach the class 
about why they are different and why their learning programs are a bit different. 
We use visuals a lot in the classroom as it also helps the others to learn as well. 

These comments indicate practices are viewed by early years teachers as important and 

usable with students on the spectrum and potentially other students in their classes.  
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Table 4.13 Comment Data Regarding Becoming Practices from Prototype 2 

Practice Identifier Number of 
Comments 

Illustrative Quote/s 

Diagnostic 
assessment 

1 “modified assessment and strategies are constantly offered to all in 
an effective differentiated classroom” (Participant 103) 

Systematic 
instruction 

4 “I think it's important to remember in a prep setting that if your on 
a topic and a "teaching moment" arises for students to connect with 
a learning concept or skill and are ready to comprehend it then you 
just run with it even if it's off topic.  In the early years, some of the 
most positive learning experiences are the unplanned ones.  So 
sometimes learning is not always systematic and planned and 
thought out it could be a discussion from an experience on the 
weekend by a student that creates a deep and meaningful learning 
conversation and experience for the whole class” (Participant 96) 

Academic 
feedback 

2 “Teachers give explicit instructional feedback to students on their 
learning and behaviour is really important and using such 
opportunities can help to build meaningful rapport between 
teachers and students” (Participant 82) 

Summative 
assessment 

2 “I do not believe that the assessments are adjusted in a timely 
fashion to allow students to reveal full potentials.  Usually, the 
adjustments are made at the end after the teaching has been done in 
a certain way…  If a student needs an adjusted assessment it often 
reflects that they need adjustments, however minor, throughout the 
teaching” (Participant 95) 

Communication 
skills 

4 “It is important teachers focus on communication and social skills 
especially for students with autism” (Participant 100) 

Opportunities for 
communication 

4 “Communication is often difficult… a student can display their 
own interests which can be used as a springboard for 
communication” (Participant 99) 

Speaking and 
listening 

1 “I also believe it is important to teach students to converse in 
topics that are not of interest to them and how to converse 
appropriately about these topics also” (Participant 89) 

Reading 2 “Literacy and mathematical learning requires supporting resources 
and visuals to be developed to engage and interest each particular 
student. Multi-sensory meaningful activities are developed to 
maximise learning - this involves intensive preparation, 
imagination and knowledge of students” (Participant 84) 

Numeracy 3 “Some of these areas e.g. mathematics I do not see a great deal of 
the practices in the classroom” (Participant 95) 

Analysis of comment data also resulted in the identification of topics related to the 

feasibility (i.e., potential cost) of practice use. Five teachers commented on the 

centrality of student need to practice use. One teacher commented: 

The individual needs of each student will impact and inform the pace and rate in 
which they learn and acquire new skills. Understanding of where students are at 
in their learning is important, while also holding high but appropriate 
expectation for students. We must always look forward to 'where to next' and 
provide the support and guidance required for student to make gains forward 
however small or large the gain, however long it takes. 

Teachers also identified time, funding, the Foundation curriculum, class size and layout 

potential obstacles to practice use. Time, or lack thereof, was identified by six teachers 

as an obstacle to practice use. One teacher wrote, “need some time to plan these 
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activities and as no time is given it is very difficult with a class of 28 plus and 3-4 

children with these needs as well as other children with specific needs.” As with time, 

lack of funding was identified by four teachers as a hindrance to practice use. One 

teacher wrote, “you don't get any extra in your classroom budget to create or buy these 

specific resources for the ASD child in your class so you have to decide for the class to 

miss out on something else or spend your own.” Twelve teachers felt the ‘crowded’ 

nature of the Foundation curriculum was an obstacle to practice use. One participant 

wrote, “I agree with these principles it would be interesting to see teachers 

implementing this day in day out with the exceptionally crowded curriculum we have.” 

Another teacher wrote: 

Prep teachers are often saddled with curriculum constraints and limited 
modification of formative assessments due to Government expectations of 
delivering a fast-paced curriculum. Children who need extra support are 
sometimes provided it but are often 'left behind' if they are slower to grasp 
concepts than others. 

The finale obstacles to practice use, class size and layout, were highlighted by six 

teachers. One teacher wrote “they are great but also rather idealistic in terms of the 

reality of the school environment - timetable changes [and] small classroom spaces…” 

while another added, “often it's the class size or grouping which impacts on safety for 

these students, something the class teacher has little control over.” Identified obstacles 

to practice use were marked for consideration when planning the trial of Prototype 3. 

Conversely, the three enablers to practice use identified by teachers were planning, 

training, and support. Six teachers commented on the importance of planning to practice 

use. One teacher wrote “good and thorough planning ensures these practices are met” 

while another simply wrote, “planning is vital.” Support from administration, special 

education teachers, and/or teacher’s aides was perceived as an enabler to practice use, 

with 12 teachers commenting on the need for it. One teacher wrote “support from 

colleagues and administration have a large part to play” while another wrote, “with the 

process of diagnoses in the early years is long and involved which makes it difficult to 

allow for extra staffing to ensure educators have the chance to deeply engage with the 

child and consistently follow through with every action.” The final enabler of practice 

use was training which was identified by 11 teachers. One teacher wrote “special needs 

is not an area that generally gets a lot of attention in school PD” a point addressed by 

another teacher who commented that “training for all these wonderful strategies need to 
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be provided.” As with the obstacles, enablers of practice use were marked for 

consideration when planning the trial of Prototype 3. 

In summary, the practices within the EY-MoP were deemed socially valid as the levels 

of agreement for all 32 practices were above the stringent international benchmark of 

80% (W. Williams et al., 1990). The social validation of the practices also meant the 

relevant design specification was met. In addition, comment data highlighted the 

importance of the practices while identifying considerations with regard to the 

construction of Prototype 3. 

4.6 Prototype 3: Construction 

The construction of Prototype 3 resulted in the construction of a fully functional 

prototype (MoP matrix and practice briefs). Construction comprised the refinement of 

the practices within the EY-MoP matrix and the production of practice briefs to 

accompany them. Essentially, practice brief production involved creating a two-page 

brief for each practice using the specified format (see Table 4.3), which addressed the 

remaining design specification. The evaluation of Prototype 2 raised considerations for 

the production of the practice briefs for Prototype 3 in relation to 10 practices (3 within 

Belonging; 1 within Being; 6 within Becoming). These considerations were taken into 

account when producing the relevant practice briefs. 

Practice brief production resulted in 19 practices being refined (2 within Belonging; 7 

within Being; 10 within Becoming). Thirteen of those practices had minor revisions 

made to their wording in order to enhance clarity (see Appendix G). The remaining six 

practices that overlapped were combined and refined to form three practices to more 

clearly define their scope. Table 4.14 presents the combined practices as worded in 

Prototype 3. As with the construction of Prototype 2, the construction of Prototype 3, 

especially practice refinement, was a collaborative undertaking of the project team. 
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Table 4.14 Combined Practices for Prototype 3 

Practice Identifier Prototype 2 Practices  Practice Identifier Prototype 3 Practices  
Behavioural 
feedback 

Teachers give frequent 
positive attention, 
encouragement, and feedback 
to every student.  Provide feedback 

on learning and 
behaviour 

Teachers give frequent 
encouragement and 
feedback to students on their 
learning and behaviour. 

Academic 
feedback  

Teachers give explicit 
instructional feedback to 
students on their learning and 
behaviour.  

Foster friendships Teachers foster friendship 
skills by embedding 
opportunities for social 
interaction into activities, 
routines, and transitions. 

Teach friendship 
skills 

Teachers build friendship 
skills by providing 
systematic instruction in 
play and social skills 
coupled with multiple 
opportunities for practice. 

Friendship skills Teachers build friendship 
skills by teaching the 
required play and social 
skills and providing multiple 
of opportunities for students 
to practice them. 

Communication 
skills 

Teachers ensure students 
have access to and are 
explicitly taught an effective 
method of communication 
(i.e., spoken language or 
AAC).  Teach 

communication 
skills 

Teachers ensure students 
have access to and are 
systematically taught an 
effective means of 
communication, including 
alternatives to spoken 
language 

Opportunities for 
communication  

Teachers foster 
communication by 
responding to students’ 
communicative attempts, and 
communicating with the 
student using their preferred 
method of communication. 

4.6.1 Resultant prototype  

Prototype 3 (see Appendix C), as a result of practice brief production and associated 

practice refinement, was a complete prototype comprising 29 foundational educational 

practices (10 from Belonging; 9 from Being; 10 from Becoming) with accompanying 

briefs. At the time of construction, Prototype 3 addressed all the design specifications. 

The prototype, therefore: (a) comprised less than 40 practices, (b) presented practices 

using a standardised format, (c) aligned practices with the organisers from the EYLF, 

(d) comprised only socially-validated practices with a research base, and (e) included an 

accompanying practice brief for each practice. Appendix H presents the informing 

research-based sources for each practice within the third prototype of the EY-MoP. 
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4.7 Discussion 

Stage 1 resulted in the development of a complete prototype of the EY-MoP and led to 

findings regarding the content and social validity of the 29 practices, including teachers’ 

thoughts regarding their use. Discussion, therefore, focuses on how the design 

specifications were addressed in the skeleton design and prototypes both partial and 

complete. The implications arising from the alpha testing of Prototypes 1 and 2 for the 

beta testing of Prototype 3 are also discussed. The limitations of the present study 

inclusive of Stage 1 are discussed in Chapter 6. 

4.7.1 Addressing of the design specifications 

The design specifications that arose from the MoP design principles were: (a) practices 

within the model to align with the EYLF organisers (DEEWR, 2009), (b) practices to 

number no more than 40, (c) practices to be research-based, (d) practices to be socially 

valid, (e) practices to be presented using the standardised Teacher-what-how format, 

and (f) each practice to have a related practice brief. The skeleton design (see Table 4.1 

and Table 4.3) drew together these specifications to conceptualise an EY-MoP that 

comprised a set of 30-40 practices each accompanied by a practice brief and related to 

the creation of an inclusive and structured classroom (Belonging), social-emotional 

learning and development (Being), and the assessment and delivery of the Australian 

Curriculum (Becoming). As rapid prototyping the approach taken to the development of 

the EY-MoP (Visscher-Voerman et al., 1999), the discussion concentrates on the way/s 

in which the design specifications are addressed in the first complete prototype. 

The presentation of the practices using the standardised format and their alignment with 

the EYLF (DEEWR, 2009) organisers ensured the EY-MoP presented a universally 

applicable approach to the teaching of students on the spectrum while providing a clear 

understanding of the what and the how. The inclusion of 29 practices in the EY-MoP 

ensured that the framework was an accessible tool for teacher decision making. This 

conclusion is supported by the work of Beamish (2008) and more recently Beamish et 

al. (2014), both of which propose that listings comprising fewer than 40 practices are 

considered manageable by teachers and, therefore, are more likely to be used. The 

alignment of the practices with organisers from the EYLF (DEEWR, 2009) and the 

presentation of practices using the Teacher-what-how format, also used to present the 

DEC Recommended Practices (2014) and the DAP examples (Copple & Bredekamp, 
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2009), ensured the model was familiar to teachers and aligned with current classroom 

practice. Comments regarding the importance of the EY-MoP, together with comments 

that the practices within the model comprised good practice and were consistent with 

early years settings also suggested teacher familiarity with the practices. The importance 

of familiarity with the practices is highlighted Kırkgöz (2008) who found that 

familiarity with an educational innovation enhanced teachers’ implementation. Further, 

the alignment of teacher professional development activities such as the EY-MoP with 

current classroom practice enhances the potential efficacy of the model (Desimone, 

2009; Locke et al., 2019). The efficacy of these design elements was marked for 

exploration during beta testing (Stage 2). 

As the practices within Prototype 3 were socially validated and had a research base, 

they were deemed authentic in accordance with the operationalisation of the design 

principle outlined in Chapter 3, section 3.5.2.2. It was imperative practice be research-

based because practices with empirical support are those most likely to be effective and 

consequently have a positive impact on student outcomes (Farley, Brock, & 

Winterbottom, 2018; Fink Chorzempa, Smith, & Sileo, 2018; Lubas et al., 2016). On 

the other hand, social validation of the practices was considered necessary as practice 

validity increases the likelihood of practice use by teachers (Callahan et al., 2017). 

Teacher endorsement of the practices within the EY-MoP was strong, meeting the 

stringent international benchmark of 80% (W. Williams et al., 1990). The high-level of 

endorsement is consistent with national (Beamish, 2008; Beamish et al., 2014) and 

international (McLean et al., 2002; Odom et al., 1995) social validation research. The 

impact of including only authentic (socially valid and research-based) practices in the 

EY-MoP was also marked for exploration during beta testing. 

All practices within the EY-MoP were accompanied by a practice brief which provided 

a logic for and detail regarding practice use. The briefs were two-page modified bundles 

(Falconer et al., 2011). As the briefs were developed as part of the construction of 

Prototype 3, they were not to be commented on or used by teachers in Stage 1. The 

ability of these briefs to provide a theoretically informed logic for practice use as well 

as detail regarding the sequence and orchestration of practices was marked for 

exploration for the first time in Stage 2. The impact of the practice briefs on the efficacy 

of the EY-MoP as teacher professional development was also marked for exploration. 
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In summary, the design specifications that arose from the MoP design principles 

informed the construction of a complete prototype of the EY-MoP, which had the 

potential to have a positive impact on teacher attributes and practice. Accordingly, the 

trial of EY-MoP explored its effectiveness as well as the contribution of specific aspects 

of the design to that efficacy. 

4.7.2 Implications for the trial 

Teachers’ commented on obstacles of MoP use when evaluating Prototype 2. Identified 

obstacles included time, funding, the Foundation curriculum, and class size and layout. 

These obstacles, particularly time and funding, are consistent with previous findings 

regarding barriers to the implementation of educational practices and interventions 

(Beamish, 2008; Ostmeyer & Scarpa, 2012; Werts, Carpenter, & Fewell, 2014; W. 

Williams et al., 1990). Administrative support, training, and goodness of fit between 

current practice and the new practice/intervention have been identified as supporting the 

implementation and sustaining the use of educational practices or interventions 

(Forman, Olin, Hoagwood, Crowe, & Saka, 2009; Ruble & McGrew, 2015; Stahmer et 

al., 2015; W. Williams et al., 1990). These supports are consistent with those identified 

by participating teachers, namely planning, training, and administrative and collegial 

support. Training and support, as part of an intervention support system, have been 

identified by Durlak and DuPre (2008) as key intervention characteristics that enable 

effective implementation. These characteristics, along with provider characteristics and 

community factors, were considered when planning the trial of Prototype 3. 

4.8 Synthesis 

Stage 1 comprised the design and construction of successive prototypes of the EY-MoP 

as well as the evaluation Prototypes 1 and 2 (alpha testing). This stage resulted in the 

development of a complete prototype of the EY-MoP, which was considered to have 

both content and social validity. Stage 1 results have been published and can be found 

in this location: 

Taylor, A., Beamish, W., Tucker, M., Paynter, J., & Walker, S. (early online). 

Designing a model of practice for Australian teachers of young school-age 

children on the autism spectrum. Journal of International Special Needs 

Education, 1-13. https://jisne.org/doi/abs/10.9782/18-00017 
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5 STAGE TWO 

5.1 Introduction 

This chapter presents Stage 2 of the present study and outlines the methods used to 

evaluate Prototype 3 as well as the results and subsequent discussion. As the aim of 

Stage 2 was to evaluate the use of the EY-MoP in classrooms by teachers, the guiding 

research questions were: 

RQ 2.1 What were Prep/Kindergarten teachers’ impressions of the EY-MoP? 

RQ 2.2 What were Prep/Kindergarten teachers’ reported experiences using the EY-

MoP? 

RQ 2.3 Did use of the EY-MoP result in a reported increase in teacher knowledge and 

confidence? 

RQ 2.4 Did use of the EY-MoP result in a reported change in teacher efficacy? 

Convergent parallel mixed methods were used to evaluate the trial of the EY-MoP, 

enabling the local viability of the model as well as potential indicators of effectiveness 

to be simultaneously explored. Figure 5.1 graphically represents the elements of the 

trial. Key activities related to the implementation of the EY-MoP and data collection 

took place across over 4-months. Implementation comprised of access to the practice 

model and, for a subset of participating teachers, the provision of professional support. 

Data collection comprised of the completion of two surveys and two interviews: one of 

each at Time 1 (T1) and at Time 2 (T2). Ethical clearance for the trial was obtained 

from the Human Research Ethics Committee, Griffith University (Ref. No. 2016/851). 

In addition, gatekeeper approvals were obtained from the Queensland, New South 

Wales, and Victorian state education systems as well as five Catholic dioceses and one 

independent school. 
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Figure 5.1 Graphical representation of the EY-MoP trial elements. 

5.2 Method 

The processes of instrumentation, recruitment, implementation of the EY-MoP, data 

collection, and data analysis, which were undertaken when evaluating of Prototype 3 

(see Chapter 3, section 3.6.2 for the research design and rationale for the methods used) 

are detailed below. 

5.2.1 Instrumentation 

Semi-structured phone interviews and online surveys were used to collect qualitative 

and quantitative data on Prep/Kindergarten teachers’ use of the EY-MoP in their 

classrooms. 

5.2.1.1 Interviews 

The semi-structured interviews were used to obtain consistent and comparable 

qualitative data on participating teachers’ impressions of and experiences using the EY-

MoP. They were also used to gather information regarding teachers’ knowledge, 

confidence, and capability regarding the education of students on the spectrum 

(Alvesson & Ashcraft, 2012; Bernard, 2000; Brinkmann, 2014). Instrument preparation 

comprised the development of guides for Interviews 1 and 2. These guides consisted of 

a set of sequential questions, that when used to discuss the topics of interest with 

participants provided the interviewer with clear instructions. Guide development was 

informed by Kvale’s (2007) advice regarding scripting interviews which stated that 

effective interview questions should enable knowledge production (thematic 

contribution) and encourage researcher/participant interaction (dynamic contribution). 

For that reason, the research questions were translated into interview questions to 
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provide thematic knowledge while contributing dynamically to the research-practitioner 

conversation. Consideration was also given to Creswell’s (2014) interview guide 

components and Bernard’s (2000) recommendations regarding the centrality of probing 

to successful interviewing. Finally, continuity of questioning was taken into 

consideration when developing both interview guides. 

The guide for Interview 1 (Appendix N) comprised 21 questions that sought to ascertain 

the context in which the EY-MoP would be used, the participating teachers’ perceptions 

of the practice model, how the teacher intended to use the model in their classroom, and 

what they hoped to gain from participation in the project. The guide for Interview 2 

(Appendix O) comprised 22 questions and required those participants who used the EY-

MoP to answer one set of questions, while those who did not use the model to answer 

another. For those who used the EY-MoP, questioning focused on accessibility of the 

model, how they used it in their classroom and with their students, as well as, overall 

perceptions of the model. Questions regarding the affordances and barriers to use of the 

EY-MoP were also included. For those who did not use the EY-MoP, questioning 

focused on the contextual factors that constrained their use of the model as well as their 

overall perceptions of the model. 

5.2.1.2 Surveys 

Online surveys were used to collect data on teachers’ knowledge and confidence, self-

efficacy, and frequency of practice use as well as ratings of and comments on their 

experiences using the EY-MoP. Instrument preparation comprised of the development 

of Surveys 1 and 2. Development was informed by Bernard’s (2000) advice regarding 

the construction of survey items. Survey development comprised the identification of 

validated scales, and building of question sets using established response categories as 

well as the development of open-ended questions. 

Survey 1 (Appendix P) comprised demographic questions, ratings of knowledge and 

confidence, the long form of the Teachers’ Sense of Efficacy Scale (Tschannen-Moran 

& Hoy, 2001), a question set regarding the frequency with which practices were used, 

and the identification of practices for implementation. The survey also included a set of 

open-ended questions. Survey 2 (Appendix Q) comprised of the same rating scales and 

question sets as in Survey 1, as well as, selected questions from the Coach-Teacher 

Alliance Scale (S. Johnson, Pas, & Bradshaw, 2016). Also included were questions 

regarding the frequency with which teachers accessed the EY-MoP and practices briefs 



A Model of Practice for Supporting the Teaching of Students on the Autism Spectrum When They Start School 

 Annalise Taylor - June 2020 112 

as well as ratings of the usefulness of the practice briefs. A series of open-ended 

questions regarding participating in the project completed the survey. Both surveys 

were built and administered using LimeSurvey, an open-source application hosted by 

Griffith University. 

The collection of detailed demographic data facilitated the consideration of key 

variables when analysing both surveys and interviews. Demographic questions 

comprised age, gender, qualifications held, years teaching, and years of experience 

teaching students on the autism spectrum. Additional demographic data, including 

geographic location, employing sector, and Index of Community Socio-Educational 

Advantage (ICSEA) values, were also collected. 

Teacher efficacy was measured because those with a strong sense of efficacy are more 

likely to be open to new ideas and to trying new things with the aim of better meeting 

students’ needs (Bandura, 1977; Tschannen-Moran, Hoy, & Hoy, 1998). The Teachers’ 

Sense of Efficacy Scale (TSES; Tschannen-Moran & Hoy, 2001) was used because it 

measures personal teaching efficacy across a range of teaching tasks. The scale 

measures teachers’ sense of efficacy regarding instructional strategies (factor one), 

classroom management (factor two), and student engagement (factor three). This scale 

has 24 items (long form), and item responses are according to a 9-point Likert-type 

scale (1 = nothing, 3 = very little, 5 = some influence, 7 = quite a bit, 9 = a great deal). 

The scale has construct validity and good internal consistency for the subscales 

(Cronbach’s alpha = 0.87 to 0.91; Tschannen-Moran & Hoy, 2001). Likewise, in the 

present study, the scale (Cronbach’s alpha = 0.91) and subscales (Cronbach’s alpha = 

0.81 to 0.91) showed good internal consistency at both T1 and T2. As stated in Chapter 

4, section 4.5.1.3, a Cronbach’s alpha of .8 or higher was considered an appropriate 

marker of reliability for a scale or subscale. 

The frequency with which participating teachers used the practices within the EY-MoP 

was captured via a customised question set. The question set had 29 items – one for 

each practice within the EY-MoP –  and item responses were according to response 

categories used by Odom et al. (1995). These response categories were used because 

they have previously been used in recommended practice studies both in Australia and 

internationally (Beamish et al., 2012; McLean et al., 2002; Odom et al., 1995). The 

response categories were extended to include the percentage of time used in order to 

enhance the consistency of participant responses. The response categories were: (a) 
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frequently meaning the practice is used more than 80% of the time when applicable, (b) 

sometimes meaning the practice is used approximately 50% of the time when 

applicable, (c) rarely meaning the practice is used less than 20% of the time when 

applicable, (d) never meaning the practice is not used at all even when applicable, and 

(e) not applicable meaning the practice is not pertinent to the participant’s classroom 

practice. The resultant scale had a Cronbach’s alpha of 0.84 at T1 and 0.88 at T2, with 

these data indicating the scale had good internal consistency. The Cronbach’s alpha for 

the sub-scales of Belonging, Being, and Becoming, however, ranged from 0.45 to 0.8 at 

T1 and 0.55 to 0.82 at T2 indicating that these sub-scales showed poor internal 

consistency at T1, T2, or both. Consequently, the analysis focused on the total scale 

score only. 

Teachers’ perceptions of professional support were measured using questions drawn 

from the Coach-Teacher Alliance Scale (S. Johnson et al., 2016). This scale has been 

used to measure the alliance between coaches and primary and middle school teachers 

implementing empirically-supported practices, and the sub-scales show an acceptable to 

a high level of consistency and consequently reliability (S. Johnson et al., 2016). As 

participating teachers were provided with professional support rather than coaching, 

many of the questions within the scale were not relevant. Of the 33 questions, 10 related 

to the support provided and were used to quantitatively evaluate it. Questions focused 

on communication, collaboration, and capacity building as well as the provision of 

practical feedback and strategies (e.g., the professional support increased my knowledge 

of the practices). The 5-point Likert-type scale comprising the response categories of 

never, seldom, sometimes, often, and always was retained. As a sub-set of teachers 

received professional support, only five teachers completed this question set, resulting 

in a scale with zero variance items and poor internal consistency (Cronbach’s alpha = 

0.403). Consequently, the scale was not included in the final analysis. Participants’ 

responses to individual scale items, however, were analysed using descriptive statistics. 

5.2.2 Participants 

The aim of the present study was to develop a practice model that supported teacher 

decision making regarding the education of students on the spectrum in their first year 

of mainstream primary school. The target participant population, therefore, was 

mainstream early years teachers with one or more Prep/Kindergarten students on the 

spectrum in their class. As the evaluation of Prototype 3 comprised a trial, purposive 
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sampling was used. This type of sampling enabled the recruitment of participants who 

met set criteria without the need for them to be representative of the target population 

(Bernard, 2000). The criteria were: (a) live in Queensland, New South Wales or 

Victoria; (b) be employed by a participating education system; (c) work in a 

metropolitan school, (d) teach Prep/Kindergarten; and, (e) have a student on the 

spectrum enrolled in their mainstream class. Queensland, New South Wales and 

Victoria were identified as sites for the initial trial because of the geographical focus of 

the larger study which was determined by the fact that the organisations that were 

providing the professional support Autism Queensland and Autism Spectrum Australia 

(Aspect) provided services to these three states. Participating education systems were 

determined to be those from whom ethical clearance was obtained. 

Following ethical clearance, recruitment emails comprising of a cover letter, flyer, and 

school-level Information and Consent Sheets (see Appendix I) were sent to all school 

principals within the participating education systems. E-mails stated that for schools to 

participate, they must have at least one Prep/Kindergarten classroom with a student/s on 

the spectrum enrolled, as well as a teacher who expressed interest in participating in the 

project. Once school level consent was received, Teacher Information and Consent 

Packages (see Appendix J) were distributed to interested teachers. Note, participating 

teachers were eligible for a $35.00 grocery store voucher upon completion of Survey 2 

to thank them for their contribution to the project. This was considered fair 

compensation for the teachers’ investment of time and energy in the trial. In addition, it 

was considered non-coercive and was included in the ethical approval. A total of 21 

teachers across 11 schools were recruited in metropolitan areas of Queensland, New 

South Wales, and Victoria ensuring, where possible, collective participation was 

enabled. Of the 21 teachers recruited, one did not meet the recruitment criteria because 

she had a segregated Prep/Kindergarten class; therefore, her data were excluded. 

Appendix K presents the characteristics of the recruited schools. Of the 11 schools, 2 

were in New South Wales, 4 in Queensland, and 5 in Victoria. Seven schools were run 

by the state government, three were catholic, and one was independent. The majority of 

schools (n = 9) had an Index of Community Socio-Educational Advantage score that 

was average (1 000) or higher. The total number of students ranged from 200 to 900; 

however, one P-12 school had in excess of 1 200 students. These data indicate the trial 
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sites variety with regard to system, size, and socio-economics status. Table 5.1 presents 

the characteristics of the teachers (n = 20) from the recruited schools. 

Table 5.1 Characteristics of Participating Prep/Kindergarten Teachers (n = 20) 

Characteristic Number Percent  
Age    

Under-30 8 40 
30-39 3 15 
40-49 4 20 
50-59 5 25 

State    
New South Wales 2 10 
Queensland 9 45 
Victoria 9 45 

Sector    
Catholic 6 30 
Government 13 65 
Independent 1 5 

Highest qualification    
Bachelor Degree 14 70 
Graduate Diploma 4 20 
Master Degree 2 10 

Years of teaching experience    
1-3 years 4 20 
4-9 years 8 40 
10-15 years 3 15 
16+ years 5 25 

Years of experience teaching Prep/Kindergarten   
< 1 year 4 20 
2-5 years 10 50 
6-9 years 3 15 
> 10 years 1 5 
No response  2 10 

Experience teaching students on the autism spectrum   
Yes 19 95 
No 1 5 

Undertaken autism-specific professional development   
Yes 12 60 
No 8 40 

Twenty Prep/Kindergarten teachers from metropolitan schools, with one or more 

students on the spectrum, enrolled in their class participated in the trial of the EY-MoP. 

All teachers were female, and the majority held a bachelor degree (n = 14). The bulk of 

the participants were aged under 30 (n = 8) and had been teaching between 4 and 9 

years (n = 8). Two participants were from New South Wales with the remaining 18 

equally distributed between Queensland (n = 9) and Victoria (n = 9). Of the 20 teachers, 

13 worked in the government sector, 6 in the Catholic sector, and a single teacher at an 
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independent school. Finally, while 19 participants had taught a student on the spectrum, 

only 12 had taken part in autism-specific professional development. 

Of the 20 participating teachers, all completed Survey 1, 18 completed Interview 1, and 

17 completed Interview and Survey 2. Table 5.2 presents the pseudonyms and other key 

details for the 18 teachers who completed both Survey and Interview 1. These 

pseudonyms will be used when presenting qualitative results. Further, the type of user 

enabled the integration of qualitative and quantitative analyses and, consequently, will 

be used when presenting results. Active use was defined as engagement with the EY-

MoP, inclusive of relevant practice briefs, on two or more occasions accompanied by 

the selection and development of one or more practices within the model. Superficial 

use was defined as the use of the EY-MoP matrix to reflect on practice. Non-use was 

defined as no use of the EY-MoP in the classroom. 

Table 5.2 Details of Participating Prep/Kindergarten Teachers (n = 18)  

Pseudonym Age Highest 
Level of 
Education 

Years of 
Teaching 

Taught 
student 
on the 
spectrum 

Autism 
Specific 
PD 

No. of 
students on 
the 
spectrum in 
their class 

Type of 
User 

Professional 
Support 

Elizabeth Under-30 Bachelor 1-3 years Yes No 3 Active Yes 

Karen 50-59 Graduate 
Diploma 

4-9 years No No 1 Active Yes 

Samantha Under-30 Graduate 
Diploma 

4-9 years Yes No 2 Non-user No 

Sarah Under-30 Bachelor 4-9 years Yes Yes 2 Non-user No 

Jennifer 30-39 Bachelor 10-15 years Yes No 1 Non-user No 

Michelle  40-49 Bachelor 4-9 years Yes No 2 Superficial No 

Jessica Under-30 Bachelor 1-3 years Yes Yes 1 Active Yes 

Melissa 40-49 Graduate 
Diploma 

4-9 years Yes Yes 4 Superficial No 

Brittany Under-30 Bachelor 4-9 years Yes Yes 1 Superficial No 

Amy 40-49 Bachelor 16+ years Yes Yes 1 Active No 

Lisa 50-59 Bachelor 16+ years Yes No 1 Non-user No 

Susan 50-59 Bachelor 16+ years Yes No 1 Non-user No 

Emily Under-30 Bachelor 4-9 years Yes Yes 3 Non-user No 
Mary 50-59 Masters 16+ years Yes Yes 2 Active No 

Ashley Under-30 Bachelor 1-3 years Yes No 3 Active Yes 

Amanda Under-30 Bachelor 1-3 years Yes Yes 2 Active Yes 

Kimberly 40-49 Bachelor 10-15 years Yes Yes 2 Active No 

Stephanie 30-39 Bachelor 10-15 years Yes Yes 1 N/A No 

5.2.3 Implementation of the EY-MoP 

Implementation of the EY-MoP comprised the provision of access to the practice model 

and, where allocated, professional support. In return, participating teachers were 
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expected to use the EY-MoP for an 8-week period. Initially, teachers were provided 

with access to the EY-MoP via the project website, which represented the 

interconnected nature of the practice model while acting as a portal to the model and the 

practice briefs. Early teacher feedback, however, indicated that the website was hard to 

navigate and did not provide the level and type of access desired by teachers. A 

hyperlinked version of Prototype 3 was subsequently e-mailed to participating teachers. 

This document allowed teachers to view the MoP matrix and then open the associated 

practice brief by clicking on the practice of interest in the matrix. The document also 

allowed them to save it to their desktop enabling offline access. Teachers were 

instructed to use the EY-MoP in the way that best supported their decision making and 

practice in relation to the effective education of the students on the spectrum in their 

classroom. 

A subset of participating teachers was provided with support from specialists in autism 

education in order to facilitate teacher use of the EY-MoP. Professional support was 

provided because it addressed the need for active learning to take place and increased 

the likelihood of teachers implementing the new practices (Desimone, 2009; Durlak & 

DuPre, 2008; Keen et al., 2017; Suhrheinrich, 2011). Support was provided by specialist 

staff (e.g., Psychologists, Special Education Teachers) from Aspect and Autism 

Queensland and focused on the selection and implementation of one or more practices 

within the EY-MoP. For some teachers, the support took the form of two 2-hour face-

to-face sessions while for others, the support was provided via an online meeting and 

video conferencing tool (e.g., GoToMeeting, Skype, or Zoom) and matched for 

intensity, also consisting of two 2-hour sessions. Face-to-face and online support were 

provided because Ruble, McGrew, Toland, et al. (2013) found that the provision of 

consultation using either mode was effective and that they impacted outcomes in a 

similar fashion. Further, the provision of coaching online or using technology has 

increased over time as have studies of the approach’s efficacy (see, e.g., Artman-

Meeker, Hemmeter, & Snyder, 2014; Coogle et al., 2017) Hence the trial included the 

evaluation of the impact of both types of support on teachers’ use of the EY-MoP. The 

focus for the support, therefore, was on discussing and supporting the implementing of 

the practices within the EY-MoP. The first support session comprised training activities 

such as exploration of the practice model, discussing the practices, and goal setting, 

while the second session comprised of technical assistance activities such as 
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troubleshooting and goal revision or extension. Sessions took place over a 2-month 

period. 

Prior to the trial, Autism Queensland and Aspect staff took part in a support provision 

training session. This session served two purposes: (a) to familiarise the supporting staff 

with the EY-MoP, practices within it, and the associated practice briefs, and (b) provide 

instructions regarding the ‘dos and don’ts’ of support provision (see Appendix L). 

When providing professional support, staff were instructed to focus on teacher practice 

rather than student support. They were also instructed to focus on explaining the 

practices within the model and, where appropriate, enhancing the content of the practice 

briefs. Recommended strategies included discussion and reflection, co-planning with 

the teacher regarding their focus, and goal setting. Finally, they were asked to complete 

a record sheet (see Appendix M) following each session to provide confirmation of the 

support provided, strategies used, and practices focused on. Professional support could 

be provided before, during, or after school, depending on the preference of the teacher 

and the provision of release time. 

Once both school and teacher level consent had been obtained, and additional 

demographic data obtained via Survey 1, schools were selectively allocated to one of 

three groups based on geographic location and number of teachers participating in the 

study. These groups were: (a) face-to-face professional support, (b) online professional 

support, and (c) information only. This process resulted in participating teachers (n = 5) 

from four schools being allocated face-to-face support, teachers (n = 7) from three 

schools being allocated online, and teachers (n = 6) from the remaining three schools 

being allocated information only. The allocation of professional support at a school 

level constrained the time and travel required of supporting professionals and ensured 

they were not unduly burdened by their participation in this study. 

Five teachers were allocated face-to-face support, and seven were allocated online 

support. However, only those allocated face-to-face support took part in their sessions. 

Of the seven teachers allocated online support, one withdrew following Interview 1 and 

the remaining six teachers from two schools indicated in Interview 2 that workload and 

consequently time were the main reasons they did not engage with the professional 

support available. Teachers also indicated that difficulties organising sessions with their 

support person due to the limited time slots available and technological difficulties had 

impacted on their engagement. Challenges communicating at the larger project level 
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with the staff providing the professional support meant that these issues were not 

discovered until teachers participated in Interview 2 and were consequently unable to be 

addressed prior to completion of the trial. In summary, five participating teachers were 

provided with face-to-face professional support to facilitate their use of the EY-MoP, 

while 13 teachers only had access to the MoP matrix and practice briefs. 

5.2.4 Data collection 

Data collection comprised the completion of Surveys 1 and 2 and participation in 

Interviews 1 and 2. Data were collected in the following order Survey 1, Interview 1, 

Interview 2, and Survey 2 with use of the EY-MoP falling between Interviews 1 and 2. 

Participating teachers were invited to complete Survey 1 during the first month of the 

trial. Following the completion of Survey 1, participants were e-mailed an invitation to 

book Interview 1 using an online scheduling tool integrated with the researcher’s 

calendar. Upon booking, participants were sent copies of the interview guide minus the 

probe questions and a copy of the EY-MoP matrix. Interviews were via telephone and 

recorded using free, open-source audio software. Phone interviews were used as some 

participants were located over 1500 kilometres away from the researcher. The duration 

of Interview 1 was approximately 30 minutes. 

Participants were invited to participate in Interview 2 halfway through the third month 

of the trial. The process for booking and participating in Interview 2 was the same as 

that used for Interview 1; however, the interview was slightly shorter running between 

10 and 30 minutes depending on participant’s use or not of the model. Upon completion 

of Interview 2, participants were invited to complete Survey 2. The interviews were 

transcribed verbatim and the transcriptions cross-checked by the researcher and each 

participant. All data files were stored securely on a university server. 

5.2.5 Data analysis  

In accordance with the research design, qualitative and quantitative data were analysed 

concurrently. For the evaluation of Prototype 3, units of analysis (all data resulting from 

an individual teacher) were seen as empirical cases. As all cases were examples of the 

same phenomenon (i.e., the use of the EY-MoP), the data set comprised a theoretical 

case enabling comparison between empirical cases as well as the generation of 
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overarching themes. The present study, therefore, comprised 20 empirical cases which 

formed a single theoretical case (Bazeley, 2013). 

Analysis of the data collected, interview and survey, aimed to answer the Stage 2 

research questions by concurrently analysing all data and then comparing and/or 

relating the results (Creswell, 2014). Interview transcriptions alongside participant 

responses to open-ended survey questions and a classification sheet drawn from the 

survey data were imported into QSR International’s NVivo12 software in order to 

facilitate the template analysis (Brooks, McCluskey, Turley, & King, 2015) of the 

qualitative data. Survey data, on the other hand, were imported into IBM SPSS 

Statistics 25, cleaned, screened, and analysed using descriptive statistics and non-

parametric analyses. 

5.2.5.1 Qualitative analysis  

Qualitative data were analysed using template analysis (Brooks et al., 2015); a form of 

thematic analysis (TA; Braun, Clarke, Hayfield, & Terry, 2019). Template analysis falls 

within the codebook school of TA (Braun et al., 2019). This type of analysis has a 

similar (i.e., structured) approach to coding as coding reliability TA but shares an 

underlying philosophy with reflexive TA. Template analysis emphasises the use of 

hierarchical coding while encouraging themes related to the research question/s to be 

drawn from the data (Brooks et al., 2015). In addition, it does not distinguish between 

descriptive themes (i.e., domain summaries) and interpretive themes (i.e., patterns of 

shared meaning) or prescribe the position of said theme types within the coding 

structure (Brooks et al., 2015; King, 2012). 

Template analysis, as defined by Brooks et al. (2015), was deemed an appropriate 

analytical method for use within this stage of the research for two reasons: (a) the 

method has been used to analyse like data sets comprising interview transcripts and 

open-ended survey questions (see, e.g., Cassell, Nadin, Gray, & Clegg, 2002; Tetley, 

Lee, Nazroo, & Hinchliff, 2018); and (b) the method is highly flexible and can be 

adapted to both the philosophical underpinnings of a study (pragmatic design paradigm) 

as well as its needs (the evaluation of Prototype 3). With regard to this study, the use of 

a priori themes within template analysis enabled practical concerns such as evaluation 

criteria to be addressed while still facilitating the exploration of the richest aspects of 

the data in as much depth as possible (Brooks et al., 2015). The use of template analysis 
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as an analytical method was deemed appropriate for both practical and conceptual 

reasons. 

King (2012) outlines the main procedural steps associated with template analysis which 

are: (a) become familiar with the accounts to be analysed; (b) conduct preliminary 

coding of the data; (c) organise the emerging themes into meaningful clusters, and begin 

to define how they relate to each other within and between these clusters; (d) define an 

initial coding template; (e) apply the initial template to further data and modify as 

necessary; and, (f) finalise the template and apply it to the full data set. Within this 

study, the analytical and conceptual process outlined by King (2012) was enhanced by 

the coding methods outlined by Saldaña (2016). The six-step analytical process 

undertaken is presented below. 

Step 1: Become familiar with the accounts to be analysed. Familiarisation with the data 

began with the cross-checking of the transcriptions (n = 35) as this provided an 

opportunity for the researcher to engage in an initial reading of the data. Bazeley (2013) 

discusses the purpose of data familiarisation along with strategies for doing so. The 

author posits that because transcription forms a critical aspect of familiarisation 

multiple, active readings of the data are required if the transcription is not completed by 

the researcher. In addition to the active reading of transcriptions, Bazeley (2013) 

recommends that researchers should engage, reflect, and connect with their data as part 

of their initial explorations. This process enables the researcher to build a picture of the 

data set while developing a framework for further analysis. Key strategies used by the 

researcher, therefore, were repeated readings and purposeful play (i.e., the preliminary 

exploration of the data set). Purposeful play occurred as the transcripts were re-read 

alongside the research questions and the interview guides. 

Step 2: Carry out preliminary coding of the data. Preliminary coding comprised the 

identification of anything in the data that might contribute to the researcher’s 

understanding (Brooks et al., 2015). As the data set was relatively small, and 

participants’ interview responses were disparate, all interviews were coded. Preliminary 

coding consisted of two rounds, one deductive and one inductive. The first round of 

coding comprised structural coding (Saldaña, 2016) of the data using a priori (i.e., 

deductive) codes. Structural coding was used because it is most often used to categorise 

or organise data from semi-structured interviews and open-ended survey questions in 

order to facilitate further analysis of specific aspects (Saldaña, 2016). The a priori codes 
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used in this round comprised of the major concepts within the interview guides and the 

EY-MoP, which were developed into a codebook. While the codes developed for 

Interview 1 were closely related to the interview questions, the codes for Interview 2 

were more closely related to the concepts focused on within the interview than the 

individual questions. This change in focus from question to idea level was due to the 

less structured nature of Interview 2. The second round of coding comprised of 

descriptive coding (Saldaña, 2016) both within and across the previously established a 

priori codes. The aim was to generate, from the data itself, descriptive codes that 

identified and linked related content. Descriptive coding was considered appropriate as 

insight into participants minds was not required, and it can be used to compare data 

across time points. This round of coding resulted in the generation of multitudinous 

codes that were both helpful and relevant to the analysis. A codebook was exported at 

the end of this round. The deductive and inductive coding of the data using first 

structural and then descriptive coding facilitated the preliminary coding of the data 

(Brooks et al., 2015; King, 2012). 

Step 3: Organise the emerging themes into meaningful clusters. The structural (Round 

1) and descriptive coding (Round 2) generated numerous, diverse codes roughly 

organised into like content. The organisation of the codes did not provide the clarity of 

content required when searching for meaningful clusters; therefore, the organisational 

categories were refined and renamed into three classes of information: (1) perceptions 

of the EY-MoP, (2) use of the EY-MoP, and (3) outcomes resulting from use of the EY-

MoP. Miscellaneous codes were allocated to a separate category for later consideration 

of their relevance to the research questions. Clustering of preliminary codes required the 

researcher to refocus the analysis on meaningful, high-level concepts. The main 

activities undertaken during this phase were the sorting and collating of the existing 

codes in order to create “meaningful groups within which hierarchical and lateral 

relations between themes can be defined” (King, 2012, p. 436). Initially, the codes 

within each organisational category (e.g., thoughts on the EY-MoP) were sorted and 

collated. This process enabled codes with the same or similar content but attached to 

differing structural codes to be collated. Disparate codes and those with a small number 

of comments were set aside for reconsideration following the generation of an initial 

template. Again, a codebook was exported at the end of this round. 
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Step 4: Define an initial coding template. As stated previously, all transcripts (n = 35) 

were coded, ensuring the initial coding template accounted for the nuance in the data 

set. Development of the initial coding template began during the previous phase while 

organising codes into meaningful clusters and exploring the relationship between said 

clusters (Brooks et al., 2015; King, 2012). To facilitate the definition of this template 

the researcher reviewed the extracts coded to each organisational category (e.g., 

impressions of the EY-MoP) and the codes used to organise them; while taking note of 

the clusters of meaning that answered each research question. These notes provided the 

base for the template. The coding template (see Appendix R) comprised of five 

organisational categories with themes and sub-themes aligned to each. It is important to 

note, that conceptualisation of themes as patterns of shared meaning or domain 

summaries was dependent on the content within, as well as, the organisational category. 

For example, every day, good practice is a pattern of shared meaning while planned use 

of the EY-MoP is a domain summary. Within the initial template, patterns of shared 

meaning are in the blue text and domain summaries are in the green. No integrative 

themes were defined at this stage. As the a priori codes were structural in nature they, 

as a general rule, were not included in the initial template. In summary, the initial 

template comprised of 43 themes across 5 categories. The definition of the initial coding 

template enabled the systematic analysis of all interview and survey comment data. 

Step 5: Apply the initial template to further data and modify as necessary. The initial 

coding template was applied to the qualitative data set and, as expected, inadequacies in 

the template were identified. The researcher, therefore, modified the initial template as 

necessary. Modification of the template took the form of insertion, deletion, merging, 

scope change (e.g., a top-level theme changed to a sub-theme), and organisational 

change (King, 2012). Altogether, 25 modifications were made to the template: 4 

insertions, 2 deletions, 7 merges, 6 scope changes, and 6 organisational changes. The 

most notable modification was the organisational change that involved the deletion of 

the fifth organisational category. Other notable modifications include the merging of 

remind and reflect in both planned and actual use and the insertion of barriers to use of 

the EY-MoP and improvements to the EY-MoP. 

Step 6: Finalise the template and apply it to the full data set. Prior to template 

finalisation, the template was critically compared with the coding of the wider project 

data set. This critical comparison ensured that the patterns of meaning within the data 
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were consistently identified and reported on by more than one researcher. This 

comparison was one of two validation strategies used to establish the quality of the 

analysis. The other was triangulation. As this was a mixed-methods study, the 

quantitative survey data regarding participants’ knowledge, confidence, and self-

efficacy as well as on their frequency of practice use was checked for alignment with 

the themes relating to those aspects. These checks indicated the analysis was of 

sufficient quality and consistency. The final template (see Appendix S) had four 

organisational categories (impressions, reported experiences, knowledge and 

confidence, and self-efficacy) comprising numerous themes. 

5.2.5.2 Quantitative analysis 

Quantitative survey data were analysed using descriptive and non-parametric statistics. 

The type of data collected (ordinal) and outputs resulting from the screening informed 

the type of statistical analysis used and the tests conducted. Established key dependent 

variables were Teacher’s Knowledge and Confidence regarding the effective education 

of students on the spectrum at T1 and T2. As these variables were ordinal and 

comprised a single item each, they could not be transformed into continuous variables 

via the creation of a mean score. On the other hand, the key variables associated with 

the Teacher’s Sense of Efficacy Scale (i.e., Teacher’s Sense of Efficacy, Efficacy in 

Student Engagement, Efficacy in Instructional Strategies, and Efficacy in Classroom 

Management) were created by computing the unweighted means of the items that load 

on to each factor as well as for teachers’ overall sense of efficacy. For frequency of 

practice use, unweighted means of the items that load on to the factors of Belonging, 

Being, and Becoming, as well as for the overall scale, were created. This resulted in the 

generation of four key variables (i.e., EY-MoP Practice Use, Belonging Practice Use, 

Being Practice Use, and Becoming Practice Use). An additional variable (i.e., 

Implemented Practice Use) was created from the data associated with teachers’ 

frequency of practice use. This variable was the unweighted mean of the practices (n = 

18) implemented by active users, as reported in their T2 interviews. These practices 

were interact with every student, provide feedback on learning and behaviour, give 

clear directions, consistently use schedules, prepare students for transitions, teach 

friendship skills, model emotional literacy, teach self-regulation, use peer-mediated 

instruction, conduct an ABC analysis, modify environment to reduce behaviour, assess 

student knowledge, provide systematic instruction, monitor student learning, assess 

student learning outcomes, teach communication skills, teach speaking and listening, 
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and teach reading. This subscale had a Cronbach’s Alpha of .867 at T2 indicating good 

internal consistency. In summary, key variables comprised 4 ordinal variables 

(Knowledge and Confidence), and 12 continuous variables (Teachers’ Total Sense of 

Efficacy, Efficacy in Student Engagement, Efficacy in Instructional Strategies, Efficacy 

in Classroom Management, Frequency of use of practices within the EY-MoP, and 

Frequency of use of implemented practices). Data were collected at T1 and again at T2. 

5.2.5.3 Integration of analyses 

Integration of qualitative and quantitative data is an essential element of mixed methods 

research (Bazeley, 2017). Accordingly, selected themes and sub-themes arising from the 

analysis of the qualitative data, namely the types of user (i.e., active, superficial, or non-

user), became key independent variables. These variables were subsequently used for 

quantitative analyses, as evidenced by the presentation of results in Section 5.3.3. The 

integration of analyses enabled comprehensive, multi-faceted conclusions to be drawn 

regarding the viability and impact of the EY-MoP as well as the embodiment of the 

MoP design principles. 

5.3 Results 

The evaluation of Prototype 3 generated complementary qualitative and quantitative 

data which were compared and, where relevant, integrated to answer the research 

questions. These findings are presented in relation to data screening, participant 

demographics, impressions of the EY-MoP, experiences using the EY-MoP including 

practice use, knowledge and confidence, and sense of efficacy. 

5.3.1 Data screening 

Missing data were screened. At T2, three teachers did not complete the survey resulting 

in 15% missing data. The data were missing completely at random (Little’s MCAR 

Test, χ2 (8) = 7.285, p = .506). Data screening revealed the presence of both outliers and 

violations of normality. Non-parametric analyses (Wilcoxon signed-rank test; Exact 

Sign test where violations to assumptions of symmetrical distributions of differences 

scores), therefore, were used for the relevant analyses. Effect sizes were calculated for 

all analyses that used the Wilcoxon signed-rank and Exact Sign tests in order to 

establish the magnitude of the observed effects. Cohen’s criteria were used to interpret 

these effect sizes with a classification of (a) negligible when r is below .1; (b) small 
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when r is between .1 and .3; (c) medium when r is between .3 and .5; and, (e) large 

when r is above Cohen’s benchmark of .5 (Cohen, 1988). 

Further data screening revealed the presence of monotonic relationships between some 

T1 and T2 variables, Spearman's rank-order correlation (i.e. non-parametric correlation) 

was therefore used to evaluate the strength and direction of the association between 

variables. While the comparison between those teachers with EY-MoP access only (n 

=12) and those who received professional support (n = 5) had been planned, these were 

not conducted due to the small sample size resulting in insufficient power for these 

analyses. However, comparisons between the changes over time for all teachers and 

those teachers who used the EY-MoP either actively and/or superficially were 

conducted. Cohen’s criteria as outlined above were used it interpret rs in order to 

determine the size of the effect (Cohen, 1988). 

5.3.2 Impressions of the EY-MoP 

RQ 2.1. What were Prep/Kindergarten teachers’ impressions of the EY-MoP? 

Participating Prep/Kindergarten teachers’ impressions of the EY-MoP arose from the 

analysis of interview and survey comment data. The results, therefore, will be presented 

using an analytic narrative. Figure 5.2 graphically displays the identified impressions 

about the familiarity, user-friendliness, and beneficence of the EY-MoP. 

 

Figure 5.2 Teachers’ impressions of the EY-MoP by theme and sub-theme. 
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5.3.2.1 Familiar 

Participating teachers’ first impression of the EY-MoP was that it was familiar. The 

alignment of the practices with the organisers within the EYLF (DEEWR, 2009) 

contributed to this impression. Kimberly, for instance, remarked “I love that it's aligned 

with the Early Years Learning Framework and those areas of Belonging, Being and 

Becoming… and I think it's super helpful, particularly in a Prep classroom, to be using 

that framework.” She went on to say “the things in there are definitely very familiar to 

me, and they’re part of effective teaching, so I’m familiar with them… they’re part of 

becoming an effective teacher, but I have never aligned them in those three areas.” 

Karen also made that observation stating that “I’ve come from childcare and just as I 

was leaving childcare they brought in that experimental model, and it had Belonging, 

Being, Becoming, and… that’s how I programmed… so that’s why it was familiar to 

me.” 

Thirteen teachers remarked on the familiarity of the practices within the EY-MoP 

contributing to this impression. Representative quotes, therefore, are presented. Ashley 

commented, “I could relate to a lot of it; so a lot of it is stuff that I do find that I do put 

into my classroom that does make the integration from the [autism specific class] into 

my class successful.” Susan pointed out that “these are the sorts of things we try our 

best to do; as a teacher, as an effective teacher, this is the stuff you're aiming for, and 

you're always thinking along these lines.” She went on to say, “they're all sorts of things 

that I’ve been told over the years, or have read over the years, or have done over the 

years.” This registers with Mary’s comment “I was familiar with them… all of those 

things belong in my little bag of tricks, you know, that ‘I’ve used this’, or ‘I’ll try that’, 

you know, and it was good to have actually a little refresher.” Melissa explained why 

the practice model appeared familiar, saying: 

I hadn't seen this model before, but just glancing and skimming through it, it 
just- it's exactly what we do as teachers in the classroom. It's making sure that 
the kids, it's building those relationships to start with and making them feel 
comfortable, and trusting, and all those things, and then it's teaching the skills, 
and then it's encouraging that independence to utilise skills in everyday life at 
school, analysing and monitoring and evaluating how they’re going. So it kind 
of reminded me of how we teach.  

In summary, participating teachers felt that the practices within the EY-MoP were 

familiar and that they were illustrative of what teachers do to meet the needs of the 

students in their class. 
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5.3.2.1.1 Meets the needs of students on the spectrum 

While the fact that the EY-MoP comprised practices that met the needs of students on 

the spectrum was taken as read by all participating teachers; four teachers highlighted 

the applicability of the practices to this cohort. Amy, in Interview 1, observed: “yes, this 

is practical, and they're the three areas that, you know, that kids on the autism spectrum 

need you know, it’s so important for them to have those three areas there for the 

teachers to focus on.” This observation was mirrored by Emily, who in Interview 1 

commented: “I really liked how it incorporates everything to do with the, with an ASD 

student.” A sentiment she restated in Interview 2 where she said “the thing that I got out 

of it's the three areas, I think that they're fantastic because it really does just narrow it 

down to what a child really needs” adding “they need to feel like they belong, they need 

to have a sense of being, and they need be able to become.” 

5.3.2.1.2 Not just for students on the spectrum 

The second sub-theme related to participating teachers’ impression that the practices 

within the model were not just for students on the spectrum; because all teachers (n = 

18) referred, either directly or indirectly, to their impression that the practices within the 

model met the needs of more than just students on the spectrum. Interestingly, six 

conveyed this impression in both Interview 1 and 2. While eight teachers made a note of 

it only in Interview 1, three only in Interview 2, and one teacher in Survey 2. The 

strength of this impression is conveyed by the fact that all teachers referred to this 

impression with a third of those referring to it more than once. 

Nine teachers made direct reference to this impression. Representative quotes are 

presented. Lisa remarked, “I don’t think it [the EY-MoP] just applies for kids on the 

spectrum either; I think you should be able to use some of these on some other kids with 

special needs.” An opinion extended by Jessica who said, “there's aspects in all of it that 

children in Foundation will benefit from so it's actually not just children on the 

spectrum, but it will be good to have, you know, for all children in Foundation.” 

Emily’s response epitomised this theme expressing, “this model is great as I do not feel 

it suits just autistic students but rather all students in the cohort but added value to those 

who are on the spectrum.” 
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The remaining nine teachers made indirect references to this impression most often 

relating to their use of the practices within their classroom. Karen’s comments regarding 

her use of Being practices illustrates this. 

So... positive interaction, we’re always working on that, we’re working on 
positive interaction [unclear]... so we do 5 fairly well; resolve problems- yeah, 
the problem solving: we’re still working on that; still developing that sort of 
[unclear], “Why, why are you thinking that?”- I find most students, as soon as 
you ask why they think that they’re wrong. So getting that right: I keep assuring 
them “No, I don’t think you’re wrong; I want to know why you think that”... the 
Students Develop Social and Emotional Skills... yeah, that Number 8, I’m 
having problems with, with two of the kids, but not necessarily [student on the 
spectrum]. Yeah, we try to do Number 9; sometimes we’re a bit rusty on that. 
We’re a bit slow to pick things up. 

In summary, all participating teachers conveyed the impression, either directly or 

indirectly, that the practices within the EY-MoP were suitable for or could be used with 

more than just students on the spectrum. This was best explained by Amanda who said 

“because [the] matrix itself isn't centred, it isn't directly for, you know, specific children. 

It's not... it's very broad in the sense that it can be used for any classroom, and [with] 

any child.” 

5.3.2.2 User-friendly  

The user-friendliness of the EY-MoP was the second impression reported by 

participating teachers; with comments relating to the practice model being easy to 

understand and use. Ease of understanding was illustrated by teacher comments 

regarding the readability and logical nature of the EY-MoP. Five teachers commented 

that the practice model was easy to read. Mary noted in Interview 2 that the model “is so 

easy to read, and whoever wrote it is very matter-of-fact not just using big words.” 

Jennifer added that the EY-MoP matrix is “short and sharp” and “it can’t be any clearer 

than that.” In addition, four participants remarked that the EY-MoP was written in a 

sensible way. For example, Amy observed, “when I read the EY-MoP, it made a lot of 

sense to me, and I thought it was written in a very logical way.” Amy also commented 

that the model “is practical and they [the organisers] are the three areas that, you know, 

kids on the autism spectrum need.” Ease of use was illustrated by teacher comments 

regarding the accessibility of the practice model. Kimberly, for instance, remarked “it's 

so easy to access, you know, you just click on a hyperlink and it opens up… I just think 

it's really, you know, very accessible for teachers.” While, in Survey 2, Mary 

commented on the ease of using the model saying “great ‘go-to and try this’ model” and 
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Jennifer noted the model “is easy to understand and use; I like the simplicity and 

flexibility of it.” In summary, these comments highlight the user-friendly nature of the 

EY-MoP. 

5.3.2.3 Beneficial tool 

The beneficial or valuable nature of the EY-MoP was the third impression reported by 

participating teachers. Of the eight active users of the EY-MoP, seven commented that 

the practice model was helpful or useful. Amy observed that the EY-MoP was helpful 

and that it would “be useful again… just as a reminder for me of all the, you know, all 

the different areas and just the tips.” Mary stated that using the EY-MoP is “the best 

other thing that I've been asked to do because it's benefited the children, it's benefited 

me; and I've got a great resource that's here, that's self-explanatory, easy to read.” She 

also called the EY-MoP a “good resource.” A sentiment echoed by Karen, Jessica, and 

Ashley. Kimberly stated, “if you actually think about this as a tool that's going to help 

you through your week and your day… it's really valuable.” Amanda found the EY-

MoP “really, really beneficial” adding “it's a good place to go, if I'm unsure, to find 

what it is that I'm struggling with and to help me plan out my thoughts.” Interestingly, 

five of the teachers who used the model superficially or not at all, felt that while they 

did not use the model to its full potential, as it was a valuable tool for either themselves 

or others in the future. Brittany observed the EY-MoP was “a really good guide of what 

you're doing in the classroom” adding “I can just refer to it and see I'm actually meeting 

each of the points for each practice; so, I have found it helpful.” While Emily, who did 

not use the model, commented “I like the idea of it, and I'd love to implement it” adding 

“I definitely do think it has value because I definitely like the three stages; I definitely 

like how they've been... yeah, the statements to describe the stages.” Finally, Jessica 

commented the EY-MoP “gives teachers strategies and somewhere to go to develop 

goals.” In summary, the EY-MoP was perceived by participants to be a useful tool that 

supported teachers – the epitome of beneficial. 

5.3.2.3.1 Benefit to early career teachers 

The impression that access to the EY-MoP would benefit preservice and/or graduate 

teachers, while distinct, falls under the impression that the practice model was a 

beneficial tool. This impression, therefore, was classified as a sub-theme. Amy 

articulated the value of the model for graduate teachers commenting “I think this has 

been good for me, but for new teachers, this would be so, so very important” adding 
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“knowledge is power, so if you've got these stepping stones…. to understand the 

background, the foundations, more clearly, it's going to give you more confidence when 

you're communicating with the kids and it's got to be a win-win from there.” 

The sentiment that the EY-MoP should be made available to preservice and graduate 

teachers was best expressed by Melissa and Mary. Mary stated that “I just feel that this 

is such a good document and it should be at every university” and Melissa stated, “I 

think [this model] would be really good for our graduate teachers, and we get a lot of 

grads, first year out grads at this school because we're such a big school, you know.” 

This sentiment was mirrored by Samantha, Michelle, Brittany, and Susan, although 

Samantha and Susan had some reservations regarding graduate teachers’ capacity to 

integrate the usage of the EY-MoP with their existing responsibilities. For example, 

Samantha commented “I think graduate teachers have so much on their plate that… they 

do their best to take up anything” adding “they'd be keen, but at the same time it'd be 

one of those things where, unless they're told they have to do it, they might not just get 

it and run with it anyway.” 

Elizabeth and Brittany enhanced the impression that access to EY-MoP would be of 

benefit to preservice and graduate teachers. Brittany, who used the EY-MoP with a 

preservice teacher placed in her classroom, observed that “she found it really helpful 

with when she had to teach my kids for eight weeks.” While Elizabeth, a second-year 

teacher who actively used the EY-MoP with support, felt she benefited from using the 

practice model saying, “I think I've gained a fair bit of knowledge about, like, a lot of 

things that I didn't, I wasn't aware of.” In summary, the beneficial nature of the EY-MoP 

is, in part, due to the applicability of the model to preservice and graduate teachers. 

5.3.3 Experiences using the EY-MoP 

RQ 2.2 What was Prep/Kindergarten teachers’ experiences using the EY-MoP? 

Participating teachers’ experiences using the EY-MoP are presented next. Teachers used 

the practice model in one of three ways: actively, superficially, or not at all. Results are 

presented with regard to each of the usage patterns. Also presented, are results regarding 

the frequency with which teachers accessed the practice model and related practice 

briefs. Data were integrated with regard to the research question, and the results are 

presented accordingly. 
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5.3.3.1 Intended use of the EY-MoP 

Participating teachers indicated, in Interview 1, that they planned to use the EY-MoP to 

develop or to reflect. Of the 18 teachers, 6 teachers intended to develop their practice, 5 

intended to reflect on their practice, and 7 intended to both develop and reflect on their 

practice. Teachers who planned on using the model to develop their practice (n = 13) 

discussed focusing on a practice or practices that they would like to do better or use 

more. Illustrative of this is Elizabeth’s statement “I’ll probably just pick out a few 

things… probably just two or three… that I want to focus on, and that would be my 

focus for the term… Yeah, just seeing how I can implement in the classroom.” Teachers 

who planned to use the model to reflect on their practice (n = 12) discussed that. For 

example, Kimberly commented: 

I would really like, I guess to, to consider this as a system… something that I 
can pick up and refer to, to develop my own practice and to consider what's 
happening for those children in my class… Can I use this model to think about 
what's happening with my classroom environment? Is there something that I’m 
not thinking about here that I could be thinking of? So, to inform my practice 
and to use as reflection, really. 

To summarise, participating teachers intended to use the EY-MoP to work on a focus 

practice or practices that they would like to do better or use more, as well as to reflect 

on their current practice to “just to be sure that you are doing all these things” (Melissa). 

5.3.3.2 Selection of practices for implementation 

In Interview 1, when asked to indicate which practice within the EY-MoP they might 

focus on and why participating teachers signalled that practice selection was in response 

to student need and/or the desire to develop their own practice. Of the 18 teachers, 12 

indicated that their selection of at least one practice occurred in response to student 

need. Illustrative of this thought process was Elizabeth’s comment regarding her focus 

on teaching communication skills: 

Yeah, probably that one, because we've got quite a few children in my class that 
don’t use their words to communicate, or they don’t know how to approach a 
situation, like the child with ACC, and a few others in my class, don’t know how 
to approach kids, how to play, and that sort of thing as well. So probably that 
one. 

This is similar to Brittany who selected provide an organised classroom because her 

student on the spectrum was “really struggling with interacting with other students 

because he becomes really upset and frustrated easily by them, especially if they're not 

listening to him because he wants to control the noise.” 
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Of the 18 participants, 17 indicated that practice selection came from the desire to 

improve their practice in a specific area/s. Jessica, for example, selected consistently use 

schedules because: 

…this is something that I struggle with because things change so quickly all the 
time, and we need to be flexible, but I do understand how important it is for 
children to know what's happening in the day, and what's coming up next, and so 
I’d really like to try and be more structured and stick to this. Yeah, so that would 
be something that I’d be interested in doing. 

Similarly, Kimberly remarked, regarding model emotional literacy, “I was unsure… 

because I know I spent a little bit of time just looking up that term emotional literacy, 

so… I think that’s probably an area that I could focus on.” To summarise, participating 

teachers identified focus practices based on both student need and a desire to improve a 

specific aspect of their practice; with the majority (n = 12) selecting practices in 

response to both student need and their own desire to improve their practice. 

5.3.3.3  Accessing the EY-MoP  

Following the trial of the EY-MoP, data (as reported by the participating teachers) 

showed that one teacher never accessed the practice model. Ten teachers (50%) 

accessed the model infrequently (1 to 4 times), four accessed it sometimes (5 to 9 

times), and two accessed it frequently (10 or more times). Further, responses revealed 

that five (25%) teachers never accessed the practice briefs, seven (35%) accessed them 

1 to 4 times, three (15%) 5 to 9, and two (10%) 10 or more times. Of those who 

accessed the practice briefs during the trial (n = 12), one teacher (8.3%) found the 

practice briefs not useful, seven (58.3%) found them somewhat useful, and four (33.3%) 

found them very useful. 

5.3.3.4 Active users’ experiences 

Of the 18 participating teachers, eight actively used the EY-MoP. Of these eight, three 

used the model independently, while five received professional support. The 

independent, active users had been teaching for 10 or more years while the five 

supported users had been teaching for less than 10 years with four of them working for 

between 1 and 3 years. Active use for both groups, however, was characterised by 

engagement with the EY-MoP, inclusive of relevant practice briefs, on two or more 

occasions accompanied by the selection and development of one or more practices 

within the model. The usage pattern is described by Jessica in this exchange: 
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I accessed it the way in which my coach and I had initially accessed it. We 
looked at the strand [organiser] I wanted to focus on and then, like, the specific 
little indicators [practices]. Like, the, I was like, "this is what I want to work on", 
and then I... we developed some goals, and then I'd just keep referring to it to see 
if I could extend to other ones. Like, so, one was the, the literacy one, because 
he was coming in for literacy. So, then... like, he was doing reading groups, so 
then I started moving to… the peer-related one… 'cause he was quite competent 
with the literacy… I've moved on to building those relationships with the people 
in our class. 

The pattern is also described by Mary, who “used it is just to keep an eye on what I'm 

focusing on and other things that came up” adding “during planning, and especially for 

the teacher focus group… I was able to get my learning intentions and success criteria 

from there.” Practices developed by the teachers were focused on in response to student 

need or their desire to improve. Use of the EY-MoP and the development of one or 

more practices within it was perceived by users to result in outcomes for themselves 

and/or their students. In addition, three of the eight active users stated the EY-MoP 

affirmed their existing knowledge and practice regarding the effective education of 

students on the spectrum. For example, Amy remarked “reading all through it has just, it 

just, makes me, you know, it reminds me of things, it makes me realise, ‘yes, I'm on the 

right track, I'm doing the right thing’, gives me confidence to continue doing certain 

things.” A sentiment echoed by Kimberly, who remarked that the practices within the 

model “serve to reaffirm the practices that are already happening.” In summary, active 

users of the EY-MoP engaged with all aspects of the EY-MoP as they worked to 

develop a specific practice/s. 

5.3.3.4.1 Professional Support 

Five active users of the EY-MoP received face-to-face professional support. Active 

users’ responses to the selected questions (n = 10) from the Coach-Teacher Alliance 

Scale (S. Johnson et al., 2016) indicated that these five teachers always felt: (a) the 

support professional communicated effectively, (b) the support professional and I 

worked together collaboratively, (c) the time spent working with the support 

professional was effective and productive, (d) the support professional helped build my 

capacity to implement the practices, (e) the support professional provided me with 

practical and useful feedback and strategies, (f) I had enough time available to 

participate in the support process, (g) the support professional provided helpful 

information, (h) I would recommend the support to another teacher, and (i) my overall 

reaction to the support was positive. Four of the five teachers always felt the support 
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increased their knowledge of the practices, while one felt it often increased their 

knowledge. When asked what format of support would be most helpful, the teachers 

indicated that face-to-face contact would be the most helpful with follow-up sessions, 

observations of practice, follow-up observations of practice, and support regarding 

practice implementation being regarded as useful formats by at least one of the five 

teachers. 

In Interview 2, when asked about the professional support received, teachers’ reactions 

were positive. Overall, the support provided revolved around the contextualisation and 

operationalisation of practices within the EY-MoP. Teachers indicated the support 

provided in the first session focused on goal setting using the EY-MoP as well as the 

examining of the practices and the provision of supporting strategies or resources. 

Jessica articulated this focus when discussing the goal-setting process: 

[Support provider] was, like, very helpful developing the goals. She kept me on 
track and asked lots of questions to really make them specific, which was great 
'cause I wasn't too sure what I wanted out of it really. So, yeah, she was very 
good, and then, like, any questions I had she had information and resources that 
she could give to me straight away and stuff, which was awesome. 

The above anecdote is enhanced by Amanda’s observation that “she just kind of, you 

know, she asked all the right questions and got me to think about things critically, and 

in relation to the matrix and what my goals were for the kids, and all of that kind of 

stuff.” While Elizabeth talked about the examining of the focus practices and the 

provision of related strategies or resources, saying “we looked through the Model of 

Practice to see where that fit in, and then broke it down and came up with strategies and 

resources to use in the classroom.” 

Teachers indicated that the support provided in the second session focused on technical 

assistance (e.g., troubleshooting) or reflection. Ashley, for example, recounted: 

So, then the second one, we spoke about how the goals had gone and the 
strategies that we put in place, whether or not I was going to adjust them, keep 
them, or so on, or change them completely kind of thing. And, yeah, just had, 
like, some more conversations around maybe what else I could be doing, or what 
I could've changed. 

As did Karen, who noted that for “the second one, she came back, and she touched base 

about [Name]; we talked about the break card mainly” to which she added, “we actually 

talked about a whole range of different children, and how good those break cards were 

for a whole range of children.” In conclusion, the support provided by professionals 

involved goal-setting and technical assistance with the examination of specific practices 
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and the associated provision of strategies and resources a consistent feature. The support 

constituted active learning and was perceived to be “incredibly practical” (Amanda). 

The professional support provided was considered as valuable, as indicated in the 

previous paragraph. The value of the support to teachers was conveyed by their 

description of the support as well as what they personally gained from it. For example, 

Ashely found the support was “really, really good.” Karen reported that “the extra 

strategies were the best thing” and then she went on to say the support “made you feel a 

bit better about your practices, and maybe straightened a few practices out.” While 

Elizabeth felt the value lay in both the resources and strategies obtained as well as the 

way of thinking stating “even if next year's class is different – I'll know how to 

approach it.” Further, Amanda, when reflecting on the professional support, said “I 

think that it was really beneficial to have that time to just discuss… and talk it all out, 

and it be – this might sound quite egocentric – but it being centred around my students' 

needs.” She went on to say “I don't think I've ever had something that I've seen so much 

practical benefit from to my personal practice in my classroom.” 

For all the participants who received professional support, the value of the support 

specifically related to the conversations they had with their support professional. Ashley 

felt “the conversations we had were always rich and like meaningful” while Karen 

stated, “I just quite liked having chats to people about... from the outside and getting 

different perspectives.” Amanda discussed the way in which these conversations 

developed saying  

I really respected the way that [support person] was able to lead…. and direct 
the conversation but it still be very, very centred around what my students’ needs 
were. She asked all the right questions and got me to think about things 
critically, and in relation to the matrix and what my goals were for the kids. It 
was really well guided and incredibly practical. 

Elizabeth also commented on depth and the guided nature of the conversations saying 

“she was kind of guiding me to think more, and I had come up with an idea, and she 

would… [make] you think deeper and deeper about the resource and if it was going to 

work or not.” While Ashely appreciated the way in which the practices were elaborated 

on during the process commenting “this sounds silly but having her there to kind of 

elaborate on them. I think if I was purely looking at it on my own, I don't know whether 

I would have got as much out of it.” In summary, participating teachers who received 
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professional support alongside access to the EY-MoP formed the impression that it was 

valuable and that the value lay in the rich conversations that took place. 

5.3.3.4.2 Practice briefs 

Of the eight active users, seven used the practice briefs when looking for detail on or an 

explanation of practices within the EY-MoP. Amy, for example, “particularly wanted to 

go through the, you know, the assessment part of things with the Becoming” resulting in 

her going “through all ten parts” and then going “back a couple of times to probably 

three different areas.” She went on to comment upon her engagement with the practice 

briefs that “just generally it made me realise that I am doing a lot of assessing of 

[Name]… probably more than I realised because I'm, you know, taking anecdotal notes 

and writing down observations.” Mary, on the other hand, “actually printed” the 

practice briefs “just to flick over so when in teacher group, you can just mark it off and 

tick it.” While Stephanie remarked, “you just click on a hyperlink, and it [the practice 

brief] opens up, and there's a whole heap of ideas there and links to other resources as 

well.” 

The above participants (i.e., Amy, Mary and Stephanie) all used the EY-MoP 

independently, while the following participants (i.e., Elizabeth, Karen, Ashley, and 

Amanda) were all supported in their use of the EY-MoP. Ashely, for example, only 

accessed the practice briefs with her support person in order to “get a little bit more in-

depth with those goals we were setting.” As did Karen who, along with her support 

professional, was looking for “a bit more depth to see what we could work out would be 

really beneficial and worthwhile for [Name] in particular.” Elizabeth, on the other hand, 

used the practice briefs “just to kind of review, so I knew what I was doing in the 

classroom” adding “I just went back and looked through, and looked more at the, what 

it is - where it tells you what it is - and how to do it.” Although Elizabeth felt the 

practice briefs “gave you a lot of information” she felt that “some of them could be, 

like, a bit confusing and overwhelming but then with the coaching, it kind of helped 

break it down a little bit, so it wasn't as daunting.” Mary, on the other hand, felt the 

addition of anecdotes or vignettes to the practice briefs would enhance their usability 

remarking that “to have people that have used it [the EY-MoP] and go, ‘you know what, 

this is how I use it, or how I have used it, it's one of many ways’… I think that would 

just be just really good.” This observation was supported by two non-users who actively 

engaged with the practice model and associated briefs but did not end up using it. Lisa, 
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for example, suggested, “if you do, like, anecdotes for, you know, when Child A does 

this, try this.” She also suggested the addition of “little short video clips because I think 

sometimes they might need to, a teacher might need to, see… how to read the signals 

from a child.” Together these comments indicate that practice briefs were used to obtain 

or to extend understanding of a specific practice. They also indicate the briefs would be 

enhanced by the provision of vignettes or video examples. 

While six teachers indicated they used the practice briefs, only four commented on their 

usefulness. Elizabeth and Amy thought the briefs were informative and that exploring 

the practices and how they supported students on the spectrum was very helpful. Both 

teachers also thought the sections on “how to do it” as well as “what to do and what not 

to do” were particularly useful. Although Susan (a non-user) also thought the practice 

briefs gave the reader “a nice, general, easy to read understanding.” She felt “the actual 

practice briefs if you had to read every single one of them… would just be too much.” 

Mary, on the other hand, felt the practice briefs were useful because they gave her “lots 

of ideas and different references.” Although, she also commented that “it was really 

easy to understand because it is like: ‘how does it work?’ you know ‘how do I do it?’ 

and just all of the links.” Together the comments indicate the usefulness of the practice 

briefs relates to the detail that users were provided with regarding the implementation of 

specific practices. 

5.3.3.4.3 Selection of practices for implementation 

All active users focused on developing one or more practices within the model, with 

practice selection guided firstly by student need and secondly by a desire to improve. Of 

the eight teachers, four selected practices based on student need, three selected practices 

based on both need and desire to improve, and one selected practices based on desire 

alone. Four of the five teachers who used the EY-MoP with professional support 

selected practices based solely on student need. Mary, for example, focused on teaching 

friendship skills based on student need 

… it actually changed to teaching friendship skills. That’s actually what became 
a bigger need. So, I chose not to continue with the other one, like, as being the 
main, and taking up teaching friendship skills because he became quite 
possessive. To the point of, like, no one else can talk, or touch, or be near that 
person. And, so, you know, we just had to establish, you know, like, through 
role-play and practice, etc... what was acceptable, you know, and just using 
words, you know, like "sharing", and "we don't belong to anyone", and, do you 
know, just that kind of thing. But again, what was written, on the PDF [Matrix 
with links to Practice Briefs], was so good. 
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While Kimberly who, in Interview 1, selected model emotional literacy as a practice to 

focus on based on a desire to develop an understanding of the concept spoke about her 

continued focus on the practice saying “it was just kind of a goal… when I was doing 

my weekly planning, and I would choose something to focus on” adding 

So, I decided to make, basically, the development of emotional literacy a bit of 
focus of my weekly circle time. So, through stories and songs and stuff, but I 
guess, aside from that, I would... Because I had accessed the model and looked 
at those practice briefs, I kind of caught myself using my words to get more 
from the children during times of, you know, problem-solving and conflict 
resolution. 

In summary, active users of the model primarily identified practices for development 

based on student need with a desire to improve one’s own practice articulated only by 

those who had been teaching for four or more years. 

5.3.3.4.4 Frequency of practice use 

Participating teachers were asked to rate the frequency with which they used the 

practices within the EY-MoP on 5-point Likert-type scale (0 = Not applicable to 4 = 

Frequently). Table 5.3 presents the mean frequency of practice use scores at T1 and T2 

for all teachers (n = 20) and for active users (n = 8) only. Scores are presented for the 

use of all practices within the EY-MoP. As changes in the frequency of practice use 

over time in response to access to the EY-MoP could only be possible for those who 

used the EY-MoP (i.e. active users), statistical comparisons were made for active users 

only. The frequency with which active users utilised all practices within the EY-MoP at 

T2, increased for four teachers, decreased for two, and remained the same for two. 

There was a small non-significant increase in teachers’ use of all practices within the 

EY-MoP (Mdn = .035) at Time 2 (Mdn = 3.931) when compared to Time 1 (Mdn = 

3.862), Wilcoxon signed-rank test, z = .734, p = .463, r = 0.18. 

Table 5.3 Frequency of MoP Practice Use 

 T1 T2 
 All teachers 

(n = 20) 
Active users 
(n = 8) 

All teachers 
(n = 17) 

Active users 
(n = 8) 

 Mean SD Mean SD Mean SD Mean SD 
EY-MoP 3.788 .179 3.845 .128 3.906 .144 3.866 .201 

Active users were asked to indicate, which of the 29 practices they implemented during 

the trial. Data from Interview 2 showed that the practices consistently identified by 

these teachers as their focus for development during the trial (i.e., implemented 
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practices) were: interact with every student, provide feedback on learning and 

behaviour, give clear directions, consistently use schedules, prepare students for 

transitions, teach friendship skills, model emotional literacy, teach self-regulation, use 

peer-mediated instruction, conduct an ABC analysis, modify environment to reduce 

behaviour, assess student knowledge, provide systematic instruction, monitor student 

learning, assess student learning outcomes, teach communication skills, teach speaking 

and listening, and teach reading. At T1, the mean score for the use of implemented 

practices by active users was 3.806 (SD = .157) while the mean score at T2 was 3.833 

(SD = .21). For four teachers, the frequency of implemented practice use increased from 

T1, while three teachers’ scores decreased, and the score of the last teacher remained the 

same. There was a small non- significant increase in the frequency with which teachers 

used the implemented practices (Mdn = .06) at T2 (Mdn = 3.89) when compared to T1 

(Mdn = 3.83), using a Wilcoxon signed-rank test, z = 0.677, p = .498, r = .17. 

5.3.3.4.5 Perceived outcomes of EY-MoP use 

Of the eight active users of the EY-MoP, seven (two independent, five supported) 

believed that their use of the practice model positively impacted themselves and/or their 

students. Use of the practice model was perceived to have had the following positive 

impacts on participants: access to additional strategies and resources, new ways of 

responding to students, clearer delivery of instructions, integration of early childhood 

practice, data-based decision making, implementation of a visual schedule, and 

increased confidence when reporting. Mary’s experience is illustrative of this: 

This helps you. This helps you write your reports… I swear to you, I swear to 
you, there's words in there, and phrases, that we're able to tweak and say, you 
know, "he was able to do this", you know. So, it really is going to help, like I 
said, learning intentions success criteria, but also report writing was made, for 
him in particular. I always leave him till last, and I did him first. I actually did 
him first…I was proud of myself too, for doing him first, but it's because 
everything was here, I'm telling you. Everything's here. 

Use of the model was perceived to have had the following positive impacts on students: 

improved transition experience, independent use of buddy system, attempted self-

regulation, invited to peer’s birthday party, sitting during group time, using a break 

card, engaging with a wider variety of activities when playing, independently engaging 

with a reward system, using a visual schedule, and engaging in writing. Elizabeth’s 

experience is illustrative of this: 

…there were a few kids in my class that were getting lost during rotations, but, 
like, just wandering around and didn't know where they had to go, and you had 
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to direct them - so, we came up with some resources in the classroom that I 
found worked really well. We had a visual timetable for the kids, so they could 
see where they were going and on what day they were doing each activity. And 
we also had team like flags on each table, so each group knew exactly what table 
they were at. And we also changed the transition process that... how we moved 
them from the carpet to the activities, and I've found that's worked amazing 
since we did that. So, yeah… It was amazing. Like, one of the little girls [student 
on the spectrum] who normally, when we transitioned, she'd say, "Oh, I feel 
sick", or that sort of thing, and then, once we've implemented that, we haven't 
had any problems with transitioning at all. 

In conclusion, active users of the EY-MoP perceived use of the model resulted in 

positive impacts for both themselves and their students. 

5.3.3.5 Superficial users’ experiences  

Of the 18 participating teachers, 3 superficially used the EY-MoP. All superficial users 

had between 4 and 9 years of teaching experience and rated both their knowledge and 

confidence at Time 1 as moderate or high. Superficial usage was characterised by the 

use of the EY-MoP matrix to reflect on practice. Illustrative of this usage pattern is 

Michelle who remarked “I've got the print out here, but, yeah, I don't sort of use it as a 

checklist, or anything like that, because we do cover a lot of it anyway, on a day-to-day, 

or term, basis” adding, when asked how she used it, “oh, just to read over it and refresh, 

and as a reminder of doing, making sure you're covering everything.” As is Melissa who 

stated, “I did actually scan through it a couple of times, probably twice I would say, just 

to see that I'm on the right track.” Superficial users of the EY-MoP believed that there 

were barriers to active use of the model. For example, all three users did not engage 

with the allocated professional support, and this led to them identifying lack of support 

as a barrier. Brittany, for example, commented “I think the coaching would have been 

really helpful, probably for all schools that are doing this” adding “I think, yeah, that 

[unclear] built on our strategies and practices in the classroom.” While Michelle also 

noted that time was a barrier to use remarking, “I think it was a bit of the time restraints 

and trying to get everything done also with our everyday teaching and commitments, 

and assessments, and reporting; just everything of the everyday teaching world, I think, 

made it quite difficult.” Two superficial users believed the provision of professional 

support to future users of the EY-MoP would enhance their experience with Michelle 

commenting “having coaching, or hands-on, would be a good way of doing it, it's just a 

matter of the timing and where you squeeze it in with everything else that goes on.” In 
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conclusion, superficial users of the EY-MoP reflected on their practice using the matrix 

with time and lack of support acting as barriers to more active use. 

5.3.3.6 Non-users’ comments 

Six participating teachers did not use the EY-MoP. Of these teachers, three had been 

teaching for between four and nine years, one for between 10 and 15 years, and two for 

over 16 years. Lack of support was identified as a barrier to use by three of the six non-

users. In addition, four non-users identified time or lack thereof as a barrier to using the 

practice model. Illustrative of both these barriers is Jennifer’s observation “so, I think 

unless it's modelled, or with support, because once again it falls back at our school on 

the classroom teacher, there's no SEP teacher coming in to model lessons or anything, 

and you just run out of time.” Finally, the accessibility of the EY-MoP was identified as 

a barrier by two non-users. Emily, for example, commenting “oh, I didn't realise; oh, 

they are hyperlinked. I just… saw this image before, I didn't realise it… came up as a 

PDF.” While Lisa remarked “the other teacher and I, we both looked into it a couple of 

weeks ago, and I said, ‘look, can you find anything else anywhere that goes into a little 

bit more explicit information?’, and she couldn't either.” Lack of support and time were 

also identified as barriers to use by superficial users; however, accessibility of the 

practice model was a barrier only for non-users. 

As well as identifying barriers to usage, non-users were asked to identify why they did 

not use the practice model. Four teachers indicated that it was not a priority. Samantha, 

for example, commented, “to be honest, like, I haven't really used it in the classroom” 

adding “there's so many things, obviously you're aware, that we have to do in the 

classroom so… unless it's forced upon us, yeah, it's not really a priority.” One teacher 

indicated that the information within the EY-MoP was not needed at the time but might 

be useful in the future. While another felt that the information did not meet her specific 

needs at the time, remarking “I did really look through all of it, and I've got the practices 

and all that sort of stuff… I found that it wasn't addressing my needs… so, I didn't go 

back” (Lisa). Non-users felt the provision of professional development and professional 

support would enhance the experience of future EY-MoP users. For example, 

Samantha, commented “I guess what would help it to be more user-friendly is to 

actually… have training, like, proper training around it… be made understood the 

benefit of using it and why we need to use it for our kids.” While Sarah stated that “in 

the future, it would be better if we had coaching, like, someone that came out to the 
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school and helped us with it… if, like, if you want this to be a priority.” In summary, 

the six non-users experienced barriers with regard to their use of the EY-MoP but also 

identified a clear reason for their lack of use. They also identified the provision of 

professional development and support as enablers of future EY-MoP use. 

5.3.3.7 Intended future use 

Participating teachers’ intention to use the EY-MoP in the future was ascertained post-

engagement with the EY-MoP. Of the 17 teachers, 5 active users and 2 superficial users 

indicated that they would continue to use the practice model. These teachers indicated 

that they would use the EY-MoP as a reminder of practice. Amy, for example, 

commented “I think it'll be useful again… you know, just as a reminder for me of all 

the, you know, all the different areas and just the tips and, yeah, I think it's something 

definitely that can be revisited.” Melissa, on the other hand, planned on using the EY-

MoP with her fellow Prep teachers saying: 

We've actually got planning day next week for term one of next year, and I 
actually plan on presenting this model on that day, but then again after the 
holidays in case it gets forgotten, to all the teachers in our team, and we're a 
team of seven Prep classes next year, pretty big, and yeah, presenting it to the 
team and going through it with them, and looking at that progression. Look, it's 
nothing... it's nothing that we don't do already. It's just much more explicit this 
model, and kind of like a bit of a checklist. So, we're doing all these things to 
settle the kids in and, you know, okay, they're settled in, so now let's develop that 
sense of Being, and have a look at the different ways we can do that. Reminders, 
I guess. 

Mary shared that she would still be teaching Prep but at a new school adding “I'm so 

excited, because I've got this, and I'll think, ‘oh my gosh’, you know, because they're a 

bit, lower, in socioeconomic status, and I honestly believe that this will work for all 

children, for all children.” In summary, both active and superficial users indicated they 

would use the EY-MoP in the future but, predominately, as a reminder of good practice. 

5.3.3.8 Willingness to share the EY-MoP 

Participating teachers’ willingness to share the EY-MoP with their colleagues was 

canvased post-access to the model. Of the 17 participants who took part in T2 data 

collection, 15 felt the EY-MoP was worth recommending to or sharing with the 

colleagues and teachers of students in the spectrum in the early years more broadly. Of 

those 15 teachers, 9 were motivated to share the EY-MoP with others because they 

believed that it had value or was helpful. For example, Kimberly indicated that she 

“would talk to them [colleagues] about the model as a tool to guide their planning, and 
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their practice, and their reflection.” While Ashley observed, “when you're coming from 

older grades coming down to Kindergarten, I think that would be a very useful tool to 

have.” Finally, Mary stated she would “absolutely” recommend to the EY-MoP to her 

colleagues; adding “if you're unsure – look here, if you want any help with learning 

intentions and success criteria – look here, if you want support – look here.” The 

remaining six teachers were willing to share the EY-MoP but had some reservations or 

would only do so under certain conditions. For example, although Susan did not mind 

recommending the practice model, she observed “it also depends on who the teacher 

is… because some, you know, may not be as open to it.” Whereas Sarah felt it was 

“important that they [colleagues] have PD around it before they start using it.” A 

sentiment echoed by Jennifer, who said: “I think all teachers would benefit from it, but 

there just needs to be some face-to-face coaching or a PD.” Only 2 of the 17 teachers 

were not willing to share the EY-MoP. Samantha did not use the EY-MoP and would 

not recommend it to others until she “actually implemented it in the classroom and used 

it properly.” Mary, on the other hand, did not know if her colleagues would be 

interested “because there's so much going on.” In summary, the majority (15/17) of 

participants indicated that they would share the EY-MoP with their colleagues. 

5.3.4 Knowledge and confidence 

RQ 2.3 Did use of the EY-MoP result in a reported increase in teacher knowledge and 

confidence? 

Qualitative and quantitative data regarding participating teachers’ knowledge and 

confidence are presented in this section. These data are integrated and presented in 

response to the research question. 

5.3.4.1 Knowledge 

Participating teachers were asked to rate their knowledge regarding the effective 

education of students on the spectrum, both pre- and post-use of the EY-MoP. They 

were also asked, in Interview 1, to provide a rationale for the rating that they gave in 

Survey 1, while in Interview 2 they were asked if their use of EY-MoP had enhanced 

their knowledge in this area. Thus, quantitative results are presented first followed by 

qualitative results. 
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5.3.4.1.1 Ratings of teacher knowledge 

In Survey 1, the majority of participating teachers (n = 14) rated their knowledge 

regarding the effective education of students on the spectrum as moderate. In Survey 2, 

however, the majority of teachers (n = 11) rated their knowledge as high. When 

numerical values were assigned to knowledge level categories (very low = 1 to very 

high = 5), mean ratings provided a complementary view of teachers’ perceptions of 

their knowledge. Table 5.4 presents mean knowledge ratings at T1 and T2 for all 

teachers as well as for active/superficial users. Of the 11 active/superficial users of the 

EY-MoP, the T2 ratings of nine teachers’ knowledge regarding the effective education 

of students on the spectrum saw an increase from T1 while two teachers’ ratings 

remained the same. At a group level there was a large significant increase in 

active/superficial users’ knowledge (Mdn = 1) at T2 (Mdn = 4) compared to T1 (Mdn = 

3), Wilcoxon’s signed-rank test, z = 3, p = .003, r = .64. 

Table 5.4 Participating Teachers’ Mean Knowledge Ratings 

 T1 Knowledge T2 Knowledge 
 Mean SD Mean SD 
All teachers (T1, n = 20; T2, n = 17) 3.20 .523 4.12 .606 
Active and superficial users (n = 11) 3.36 .505 4.18 .603 

5.3.4.1.2 Self-reflections regarding teacher knowledge 

Of the 18 participating teachers who took part in Interview 1, 12 provided a rationale for 

the knowledge rating they provided in the survey. One teacher discussed her low 

knowledge, while 10 teachers stated their knowledge was moderate and one self-

reported high knowledge. With consideration given to the non-response of a third of 

teachers to this question, these responses align with the provided self-reports in the 

survey where the majority of teachers (70%) rated their knowledge as moderate. When 

teachers elaborated on their own ratings, they talked about the sources of knowledge as 

well as their perception that knowledge came from experience and that there was always 

more to learn. 

Table 5.5 shows the sources of participants’ knowledge and provides an illustrative 

quote for the most frequently used sources. Colleagues were identified by all teachers as 

a source of knowledge regarding the effective education of students on the spectrum, 

professional development was identified by 14 participants, and special education staff 

by 12. Other key sources of knowledge were students’ parents and the students 
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themselves, although comments suggest that experience teaching students was the 

knowledge source rather than discussions with students regarding their needs. 

Table 5.5 Sources of Teacher Knowledge 

Source of Knowledge n Illustrative Quote   
Allied Health Professionals  4  
Colleagues  18 “And, even my colleagues: I talk to my colleagues, my colleague over in 

the next classroom, she showed me a visual instruction book…. Yeah, 
that’s the way I’ve been getting my knowledge from people” (Brittany)  

Media  1  
Professional Development 14 “I did a PD about, you know, trying to cater for children with various 

needs on the autism spectrum, so I have done some PD” (Amy) 
Professional Reading 5  
Social Media  2  
Special Education Staff  12 “Just talking to our Special Education staff: there are two teachers that 

taught the Prep students here at [School], and they always give us lots of 
different advice on things that we can do in the class” (Sarah) 

Students  5  
Students’ Parents  8 “You learn so much from their parents. I think I’m very open to talking to 

the parents of those students because they’ve been making adjustments for 
a lot longer than I have so, I don’t know, I think I call on them a lot” 
(Kimberly)  

University  4  

The perception that knowledge comes from experience teaching students on the 

spectrum was put forward by seven teachers. Amy, for example, reflected: 

I feel like I’ve, you know, I’ve taught lots of kids over the years, and I know 
there's a lot of children on the autism spectrum that may not have, you know, 
may not have a formal diagnosis, or, for whatever reason: there's some that are 
formally diagnosed, some that aren't, and yeah, there's a lot of children in the 
school with, you know, that aren't mainstream-type learners. So, I feel like I’ve 
had experience with a lot of kids over the years. 

Stephanie’s comment that “I think that, every year, you know, as I teach more children, 

I feel like I’ve, you know, I’ve got some more knowledge; I think that there's definitely, 

you know, lots of new things that I can learn about” clearly articulates the point that 

while knowledge comes from experience, there is always more to learn. This perception 

was further articulated by four participants of whom Kimberly’s comment is 

representative: 

I feel like when I teach students who are on the autism spectrum, that- well, no 
child is the same, no child is the same anyway, so I feel like I’m constantly 
learning, which means that I kind of don’t ever really feel I’ve got it, or I’ve 
really nailed it. 

In summary, participating teachers’ knowledge was moderate with the major knowledge 

sources being their colleagues, professional development, and special education staff. In 
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addition, teachers reflected that although knowledge arose from experience, there was 

always more for them to learn. 

5.3.4.1.3 Perceived impact of EY-MoP use on knowledge 

In Interview 2, when asked if the use of the EY-MoP impacted on their knowledge 

regarding the effective education of students on the spectrum, 11 teachers responded in 

the affirmative. Of those 11 teachers, 10 were active/superficial users while the 

remaining teacher engaged with the model but did not use it because it did not meet her 

needs. An attribute analysis showed 6 of the 11 teachers’ knowledge ratings increased 

from moderate to high, and three increased from high to very high, while two teachers’ 

ratings remained static (one at moderate and one at high). Use of EY-MoP impacted in 

one of three ways: (a) affirmed existing knowledge, (b) augmented existing knowledge, 

and/or (c) resulted in new knowledge being acquired. Five teachers experienced one of 

these impacts, while seven teachers experienced two or more of them. Five teachers 

stated the impact of EY-MoP use on their knowledge in one of the above ways, while 

seven stated it in two or more ways. 

Six teachers stated that their use of the EY-MoP affirmed their existing knowledge 

regarding the effective education of students on the spectrum. Of these six teachers, four 

actively used the EY-MoP (three independently, one with support), one used it 

superficially, and one engaged with but did not use it. Amy, for example, observed that 

“just reading all through it… just makes me, you know, it reminds me of things, it 

makes me realise, ‘yes, I'm on the right track, I'm doing the right thing’, gives me 

confidence to continue doing certain things.” While Kimberly highlighted the 

importance of affirmation to teachers, saying: 

I think it probably, what it did was reaffirm that what I was doing was actually, 
or my understanding, was actually correct. And I think, sometimes, as a 
classroom teacher, I don't know, we go through our day sometimes wondering if 
what we are doing is correct. So, it was nice to have some affirmation of that. 

Of the teachers who believed that use of the EY-MoP affirmed their knowledge, six had 

taught for 3 or more years, with half of them (n = 3) had taught for 16 or more years. 

Susan, who engaged with but did not use the EY-MoP, highlighted the impact of 

teaching experience when she said: “I've been teaching for so long that I kind of know 

all of these sorts of things; as I was reading, I thought, ‘Yeah, I know that, I know that,’ 

it reaffirms what I know, but, yeah.” To summarise, for the use of the EY-MoP to 

affirm existing knowledge regarding the effective education of students on the spectrum 



A Model of Practice for Supporting the Teaching of Students on the Autism Spectrum When They Start School 

 Annalise Taylor - June 2020 148 

teachers must, at a minimum, engage with the model and have some teaching 

experience. 

Eight teachers perceived that their use of the EY-MoP augmented their existing 

knowledge regarding the effective education of students on the spectrum. Of these eight 

participants, seven actively used the EY-MoP (two independently, five with support) 

and one used it superficially. Illustrative of this impact on knowledge is Ashley’s 

observation that use of the EY-MoP “it's broadened, if that makes sense, more kind of 

widened it rather than pushed it out… I feel like I've got a wider, yeah, a wider set of 

skills, and knowledge, to now be able to apply them.” Kimberly commented that just 

“accessing the model and the practice briefs has maintained what I already knew, but it's 

also deepened my knowledge... And, the hyperlinks to outside sources extends that even 

further.” Of the teachers who believed that use of the EY-MoP augmented their 

knowledge, six had been teaching for less than 10 years and two for 10 years or more. 

To summarise, for the use of the EY-MoP to augment existing knowledge regarding the 

effective education of students on the spectrum teachers should use the model actively. 

In addition, teachers may find the model augments their knowledge if they have less 

than 10 years of teaching experience. 

Five teachers stated that their use of the EY-MoP led to the acquisition of new 

knowledge regarding the effective education of students on the spectrum. Of these five 

teachers, all actively used the EY-MoP (one independently, four with support). 

Illustrative of this impact on knowledge is Elizabeth’s comment “I think I've gained a 

fair bit of knowledge about, like, a lot of things that I didn't, I wasn't aware of. So, yeah, 

I feel like I've gained a lot.” Karen remarked that “it certainly increased my knowledge 

of strategies to help with their [students on the spectrum] specific needs.” Ashley, on 

the other hand, acquired new knowledge regarding education in the early years saying: 

I feel like it's something that has enhanced that, for sure… I've definitely kind of 
looked at it from a, more of a, yeah, just a looser kind of way of teaching. I 
guess, 'cause I did primary - I didn't do the early childhood thing - so, 'cause I 
did the special ed, so I... It's been good to be able to look at that aspect of it, 
'cause I think, teaching Kindergarten, it is still such a need that sometimes gets 
forgotten because of how much they do need to progress in that grade. 

Of the teachers for whom the use of the EY-MoP resulted in the acquisition of new 

knowledge, three had been teaching 3 years or less, one for between 4 and 9 years, and 

one for more than 16 years. To summarise, active use of the model resulted in the 
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acquisition of new information for participating teachers. In addition, early-career 

teachers were more likely to acquire knowledge from the model. 

5.3.4.2 Confidence 

Participating teachers’ confidence regarding the effective education of students on the 

spectrum as well as the impact of EY-MoP use on confidence were explored in both 

surveys and interviews. Ratings of teacher confidence, self-reflection regarding 

confidence educating students on the spectrum, and impact of EY-MoP use on 

confidence are reported. 

5.3.4.2.1 Ratings of teacher confidence 

In Survey 1, the majority of participating teachers (n = 12) rated their confidence in 

effectively educating students on the spectrum as moderate. While in Survey 2, the 

majority of teachers (n = 13) rated their knowledge as high or very high. When 

numerical values were assigned to confidence level categories (very low = 1 to very 

high = 5), mean ratings provided a complementary view of teachers’ perceptions of 

their confidence. Table 5.6 presents mean confidence ratings at T1 and T2 for all 

teachers as well as for active/superficial users.  Of the 11 active/superficial users of the 

EY-MoP, the T2 ratings of 9 teachers’ confidence increased from T1 while 2 teachers’ 

ratings remained the same. There was a large significant increase at a group level in 

active/superficial users’ confidence (Mdn = 1) at T2 (Mdn = 4) compared to T1 (Mdn = 

3), Wilcoxon signed-rank test, z = 2.887, p = .004, r = .616. 

Table 5.6 Participating Teachers’ Mean Confidence Ratings 

 T1 Confidence T2 Confidence 
 Mean SD Mean SD 
All teachers (T1, n = 20; T2, n = 17) 3.15 .745 4 .707 
Active and superficial users (n = 11) 3.36 .505 4.27 .647 

5.3.4.2.2 Self-reflections regarding teacher confidence 

Participating teachers, when asked to explain the rating of their confidence given in 

Survey 1, spoke of being reasonably confident when it came to the effective teaching of 

students on the spectrum. Lisa, for instance, commented, “I feel fairly confident, I think 

that’s because of my age and my experience, and I have a reputation at school of being 

given these children based on my structure.” Melissa stated “I feel fairly confident; look 

if a child comes into my classroom and, you know, has very high needs then I’ve just 



A Model of Practice for Supporting the Teaching of Students on the Autism Spectrum When They Start School 

 Annalise Taylor - June 2020 150 

got to find what works for them” adding, “I think my confidence and ability to deal with 

those little individuals has really developed over time with experience and support from 

the school.” Elizabeth highlighted the importance of school-based supports, saying: 

At this time of year, I’m quite confident, because I’ve had, yeah, all that help 
and support and that sort of thing, but we've also had OTs and PTs and that, that 
come out for those, like, children, and give, like, give me feedback and tips on 
how I can help them in the classroom, and that sort of thing, so that’s boosted 
my confidence because I knew exactly what they needed, and how to do it.  

Amanda also commented on these supports saying, “I feel reasonably confident and I 

feel reasonably capable; I think that a big part of me being able to appropriately handle 

those situations is the fact that I am very well supported.” On the other hand, Sarah, 

remarked: “I feel fairly confident when it comes to teaching children on the spectrum; I 

think it’s all about just getting to know them and what they can do and what they 

require support with, so Term 1 is very important.” The impact of in-depth knowledge 

of students and their needs was explored by Karen who observed: 

I always make sure that the classroom's set up so [Name] feels safe and he 
knows what I'm doing next, and he asks questions, and I've got visuals up for 
him to work with, so I'm reasonably confident with him, and because he's so 
intellectual, in a lot of ways, I’m a little bit more confident that I can see that 
he's growing. 

In total, 12 participants stated that their confidence regarding the effective education of 

students on the spectrum increased over time, was enhanced by support, and varied 

depending on the student. 

5.3.4.2.3 Perceived impact of EY-MoP use on confidence 

When asked, in Interview 2, if the use of the EY-MoP had increased their confidence to 

meet the needs of students on the spectrum, six active users (three independent and 

three supported) answered in the affirmative. An attribute analysis of teachers’ T1 and 

T2 confidence ratings showed the confidence of four of the six users had risen from 

moderate to high, while one user’s confidence rose from high to very high. The 

remaining user’s confidence rating remained high throughout. All active users 

responded in the affirmative to a follow-up question in Survey 2 which asked if the 

change in confidence could be attributed to the use of the EY-MoP. 

Illustrative of the sentiment that EY-MoP use enhanced confidence was Kimberly, who 

stated: “So, you know, the model's offered the opportunity to gain knowledge and skills, 

and it definitely made me feel more confident as a team member in my setting as well, 
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to share what I've learned, and to share my experience.” She added later “it's definitely 

strengthened my own practice, and it's boosted my confidence in catering for the needs 

of students on the spectrum.” This observation was supported by Amy’s comment: 

Definitely gained confidence and... Confidence and assurance that what I was 
doing was on the right track, and the importance of it all. So, yeah, just overall... 
it just, yeah, it showed me that, yeah, what I was doing was time well spent. 
Like even - because, you know, [Name] doesn't always respond when he's 
questioned about things or whatever, but if he initiates a conversation, like I'll, 
even when I'm teaching the class, I'll stop and listen to what he wants to say, 
because that's his chance to part of it - so even, you know, just reading about the 
Becoming 6 about the "teaching communication", and the number 7 "Speaking 
and Listening", that just shows me that, yes, it is important for me to stop what 
I'm doing with the class and let him have his... what he wants to say, or what he 
wants to show the class, because it doesn't happen all the time, so it's important 
for him to, you know, be able to be heard and to be able to share what he wants 
to show or whatever with the class, so that just, yeah, it really gave me 
confidence that everything like that is very important, it's not just I'm doing it to 
be nice. I'm doing it for a very important reason. 

Karen, on the other hand, observed: “I think I've gained just that confidence, and not 

being afraid to ask questions, and making sure that you keep up to date, and making 

sure that you seek out people with knowledge rather than try and battle on.” An 

observation mirrored by Mary, who felt she had gained “confidence to try things.” In 

summary, active use of the EY-MoP had a positive impact on teachers’ confidence 

because additional knowledge and assurance regarding current practice were obtained. 

5.3.5 Sense of efficacy  

RQ 2.4. Did use of the EY-MoP result in a reported change in teacher efficacy? 

The primary measure of participating teachers’ efficacy was measured with the 

Teachers’ Sense of Efficacy Scale (TSES). This data, therefore, will be presented first. 

Data regarding teachers’ perceptions of their capability with regard to meeting the needs 

of student/s on the spectrum in their class was also collected and will be presented as an 

analytic narrative. 

5.3.5.1 Teacher Sense of Efficacy Scale 

Participating teachers completed the TSES (Tschannen-Moran & Hoy, 2001) at both T1 

and T2 with mean scores calculated for the scale and sub-scales of student engagement, 

instructional strategies, and classroom management. Table 5.7 presents the mean scores 
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for the scale and sub-scales. Scores are presented for all teachers as well as for 

active/superficial users. 

Table 5.7 Participating Teachers' Mean Sense of Efficacy 

 T1 T2 
 All teachers  

(n = 20) 
Active/superficial 
users (n = 11) 

All teachers 
(n = 17) 

Active/superficial 
users (n = 11) 

 Mean SD Mean SD Mean SD Mean SD 
Teachers’ Sense of 
Efficacy (TSES) 7.13 1.005 7.41 .616 7.76 .635 7.86 .521 

Student 
engagement 

6.97 1.153 7.17 .916 7.54 .878 7.75 .578 

Instructional 
strategies  

7.14 1.043 7.43 .734 7.87 .701 7.82 .703 

Classroom 
management 

7.27 1.067 7.61 .54 7.88 .675 8.02 .544 

A large statistically significant increase in active/superficial users’ overall efficacy (r = 

.576) at T2, when compared with T1 using the Wilcoxon signed-rank test, was found. 

Also identified using this test were large statistically significant increases in these users’ 

efficacy in student engagement (r = .506) and classroom management (r = .6). Finally, a 

medium statistically significant increase in users’ efficacy in instructional strategies (r = 

.426) using an exact sign test was found. Table 5.8 presents the differences between T1 

and T2 efficacy data for active/superficial users. 

Table 5.8 Wilcoxon Signed-Rank and Exact Sign Tests of Active/Superficial Users Efficacy 

 Positive 
difference 

Negative 
difference 

Tie T1 
Mdn 

T2 
Mdn 

Dif. 
Mdns 

z p 

Teachers’ sense of 
Efficacy (TSES) 9 1 1 6.75 7.875 .792 2.701 .007 

Student engagement 8 1 2 6.75 7.625 .875 2.374 .018 
Instructional strategies 
(exact Sign test)  8 1 2 7.25 7.5 .25 2 .039 

Classroom 
management 10 - 1 7.625 7.875 .25 2.814 .005 

In summary, there were significant increases in active/superficial users’ efficacy as 

measured by the TSES post-EY-MoP use.  

5.3.5.1.1 Efficacy and practice use 

Post hoc analysis was conducted to evaluate the link between efficacy and practice use, 

as this arose as a question of interest during analyses. Spearman's rank-order 

correlations were conducted to assess the relationship between the 11 active/superficial 
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users’ frequency of use of all practices within the EY-MoP at T2 and their sense of 

efficacy and efficacy in student engagement, instructional strategies, and classroom 

management at T1. Notably, there was a large statistically significant, positive 

correlation between users’ efficacy in student engagement and their eventual frequency 

of use of all practices within the EY-MoP, rs = .639, p = .034. Table 5.9 presents these 

Spearman’s correlations. 

Table 5.9 Spearman's Correlations for Efficacy and MoP Practice Use 

 Active/superficial users’ frequency of use  
of all practices within the EY-MoP (T2) 

 rs(df = 9) p r 
Teachers’ Sense of Efficacy (T1) .338 .309 moderate 
Efficacy in Student Engagement (T1) .639 .034 large 
Efficacy in Instructional Strategies (T1) .241 .476 small 
Efficacy in Classroom Management (T1) .234 .488 small 

Table 5.10 presents the Spearman's rank-order correlations exploring the relationship 

between the eight active users’ frequency of use of implemented practices at T2 and 

their sense of efficacy and efficacy in student engagement, instructional strategies, and 

classroom management at T1. As with the use of all practices, there was a large 

statistically significant, positive correlation between users’ efficacy in student 

engagement and their eventual frequency of use of implemented practices. In addition, 

there were moderate non-significant positive correlations between active users’ sense of 

efficacy and efficacy in classroom management and the frequency with which they used 

implemented practices. 

Table 5.10 Spearman's Correlations for Efficacy and Implemented Practice Use 

 Active users’ frequency of use  
of implemented practices (T2) 

 rs(df = 6) p r 
Teachers’ Sense of Efficacy (T1) .488 .220 moderate 
Efficacy in Student Engagement (T1) .708 .049 large 
Efficacy in Instructional Strategies (T1) .091 .829 - 
Efficacy in Classroom Management (T1) .323 .435 moderate 

5.3.5.2 Efficacy in meeting student needs 

When participating teachers were asked to articulate how capable they felt when it came 

to meeting the learning needs of the student/s on the spectrum in their class, 15 teachers 

indicated that they felt capable and a single teacher felt very capable, while 2 expressed 
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reservations regarding their capability. Four themes regarding the factors that influenced 

teachers’ feelings of capability were identified. 

5.3.5.2.1 Feelings of capability increase over time 

The first theme was that feelings of capability increased over time. Four participating 

teachers observed that they felt more capable once they got to know the students on the 

spectrum in their class. Emily, for example, commented “I felt at the start of the year it 

was a real challenge… but as I’ve progressively gone throughout the year, I found that it 

is getting easier because now that I know them really well.” Elizabeth, an early career 

teacher, commented “I found the start of the year very challenging but then once I had 

like support through the teacher next door… that kind of helped, and now I’m a lot 

more confident.” This sentiment was echoed by another early-career teacher, Jessica, 

who said “at the beginning of the year, I felt like I was a bit out of my depth but… we're 

really well-supported here.” Interestingly, Elizabeth remarked, “although in saying that, 

next year if I’ve got a totally different class, it'll probably be the same situation.” 

A further three teachers observed that their feelings of capability increased in line with 

their teaching experience. Stephanie reflected that “I would say that, you know, 

probably with each year of teaching, you know, I feel more and more capable that, you 

know, I’m meeting his needs.” Melissa highlighted this by saying “I’m pretty confident 

now as I’ve gained experience over the years” adding “we have quite a number of 

diagnosed ASD kids at the school so… you usually have at least one or two in a class 

each year, and with that experience, I've sort of gained knowledge.” Ashley explained 

the impact experience had on her feelings of capability, saying: 

So this is my 2nd year I’ve been attached to that school class, so I think, as I 
said, again, this is a little bit easier this year, although it's a different group of 
children, and their needs are significantly different, that transition between 
classes has been a lot smoother this year, just from being able to know what it 
looks like to have them come in and out of your classroom. 

In summary, participating teachers felt that their ability to meet the learning needs of the 

students on the spectrum was influenced by past experiences, educating students on the 

spectrum, as well as how well they had developed knowledge of the student/s currently 

in their class. 
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5.3.5.2.2 Feelings of capability enhanced by school support structures 

The second theme was that feelings of capability are enhanced by school support 

structures. Melissa commented, “I think my confidence and ability to deal with those 

little individuals has really developed over time with experience and support from the 

school.” Of the nine teachers, six felt that having a teacher aide in the room enhanced 

their perceived ability to meet their students’ needs. Samantha’s comment “I’d say 

pretty capable, but I always… we always just need support from the ladies who are 

attached to those children and the unit; they’re really wonderful” was illustrative of this 

feeling. As was the comment made by Susan that “as a teacher you are kind of capable 

as long as you have backup help; you must have teacher aides there to assist because he 

is not a child who will sit at a desk and work” adding “I’ve had ASD students who will 

sit happily and do whatever is asked: he is up, he is about.” Two of the six teachers who 

felt that having a teacher’s aide in the room enhanced their ability to meet students’ 

needs also felt that the support provided by the special education teachers in their school 

enhanced their capability. One other teacher also felt this. For example, Jessica reflected 

that  

At the beginning of the year, I felt like I was a bit out of my depth but… we're 
really well-supported here… we have our inclusion staff… I think there's six in 
that team and they’re always willing to help with different strategies and 
things… we also have our welfare officer… [who] would observe at the 
beginning of the year and give me strategies. 

The presence of a support person, special education teacher or teacher aide, was seen as 

a factor that influenced teachers’ feelings of capability when meeting students’ need. 

Interestingly, only one teacher identified her colleagues as a support, which influenced 

perceived capability. 

5.3.5.2.3 Feelings of capability fluctuate 

The third and final theme was that feelings of capability fluctuate. It was observed that 

individual students’ needs influenced participating teachers’ perceived capability in 

meeting said needs. Susan, for example, commented, “I used to feel capable until he had 

nothing to do with me, and then I really questioned that.” A sentiment echoed by Ashley 

who remarked “with the other two I would say I'm fairly confident, with my nonverbal I 

would say I’m not very confident because he… doesn’t use any form of 

communication.” It was also observed by Michelle and Jessica that feelings of 

capability fluctuated based on how things are going with Jessica commenting “some 

days I feel like, ‘yup, I’ve made a positive impact,’ and other days I’m like, 'Oh my 



A Model of Practice for Supporting the Teaching of Students on the Autism Spectrum When They Start School 

 Annalise Taylor - June 2020 156 

God' just like 'What have I done?'… I guess it's up and down all the time.” This 

observation was extended by Kimberly, who commented: 

My capability, or the way I view my capability, I think fluctuates throughout the 
year… I feel like, you know, when things are sailing along quite nicely, and 
they’re responding to my teaching, or I feel like they’re responding to my 
teaching, then obviously I feel more capable. There are definitely days where I 
would plan things, and their responses might be different from what I expected 
so that probably makes me feel less capable- and that may not be the case, but 
definitely, it's definitely how I end up feeling, I guess. 

In conclusion, participating teachers’ feelings of capability fluctuated in response to 

student need, as well as students’ engagement with learning. 

5.3.5.3  Perceived impact of EY-MoP use on capability 

In Interview 2, when asked if the use of the EY-MoP had increased their perception of 

capability regarding meeting needs of students on the spectrum, six active users (two 

independent, four supported) answered in the affirmative. These teachers felt that use of 

the EY-MoP had augmented their existing knowledge. In addition, two of the teachers 

felt it affirmed their existing knowledge and three reported the acquisition of new 

knowledge following their use of the model. Four of the six active users felt both more 

capable and more confident. 

Kimberly articulated the relationship between confidence and capability when she 

reflected, “I think I feel more confident, so I feel more capable; for me, it has to do with 

confidence, and it is about that affirmation that what you are doing is the right thing.” 

Amanda also commented on this relationship when she commented: 

Yeah, definitely. Yeah, especially after seeing, can see both of the things that 
I've, you know, planned from this, and that I've discussed with [professional 
support person], seeing actual success, and not just a little bit - like, quite 
obvious success - has really kind of boosted my self-esteem around doing it as 
well. I'm like, "okay." It's just little tweaks here and there that you've got to 
consider.  

Summing up the importance of this increased perception of capability was the early 

career teacher, Elizabeth, who when asked if she would feel more comfortable teaching 

students on the spectrum in the future, responded “Yeah. I wouldn't mind having more 

children on the spectrum. I think I could, using this, I could, like, cater for them, and 

that sort of thing.” 
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5.3.6 Review of the results from the trial 

The trial explored how the EY-MoP worked when used in context. It also explored what 

participating teachers thought or felt about the practice model as well as measuring 

potential indicators of effectiveness (e.g., practice use, knowledge, confidence, and self-

efficacy). Teachers’ impressions of the EY-MoP were that it was a familiar, user-

friendly and a beneficial tool. The EY-MoP was used actively, superficially, or not at 

all; with active users engaging with all aspects of the model as they worked to develop a 

specific practice/s. Professional support was seen as the key to active use by both those 

who did and did not receive it. Key findings included statistically significant increases 

in active/superficial users’ knowledge, confidence, and overall self-efficacy. Use of the 

EY-MoP impacted users’ knowledge by affirming or augmenting existing knowledge or 

adding new knowledge. Use also influenced users’ perception of confidence and 

capability regarding the effective education of students on the spectrum. Knowledge, 

confidence, and sense of efficacy, therefore, are potential indicators of effectiveness. 

Additional indicators of effectiveness include the frequency with which teachers’ use 

the practices within the model and the impact of practice implementation on the user 

and their students. In summary, impressions of the EY-MoP were positive; and when 

used, preferably actively, positive impacts were noted. 

5.4 Discussion  

The evaluation of Prototype 3 resulted in findings regarding participating teachers’ 

impressions of and experiences using the EY-MoP as well as the perceived impact of 

EY-MoP use on knowledge, confidence, and self-efficacy. Subsequently, these findings 

underpin the discussion presented in this section, which addresses the viability of the 

EY-MoP, indicators of effectiveness, and the embodiment of the MoP design principles. 

As with Stage 1, limitations are discussed in Chapter 6. 

5.4.1 Viability of the EY-MoP 

Stage 2 explored the local viability of the EY-MoP as well as the rationale for its use. 

Accordingly, the discussion presented here focuses on the intended and unintended use 

of the practice model by teachers. It also examines the tolerance of the model as well as 

the best audience for it. Finally, it evaluates the local viability of the EY-MoP. 
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The EY-MoP, as developed, was meant to support teacher decision making regarding 

the effective and inclusive education of students on the spectrum enrolled in the first 

year of mainstream primary school. It was intended, therefore, that teachers would use 

the EY-MoP to support their decision making and enhance their practice by selecting 

and implementing practices from within the model in response to student need. 

Participating teachers, however, planned to use the EY-MoP to both develop or reflect 

on their practice; suggesting actual use of the EY-MoP could result in intended and 

unintended usage patterns. A key finding regarding teachers’ experiences using the EY-

MoP was that their level of engagement with the practice model (active or superficial) 

determined the way in which they used it. Teachers who actively engaged with the 

practice model selected one or more practices from within the model and developed 

those practice/s; while teachers who superficially engaged with the practice model used 

the MoP matrix to reflect on their practice. A relationship exists, therefore, between 

active engagement with the EY-MoP and intended use of the practice model. The use of 

interventions in both intended and unintended ways is consistent with existing EDR 

studies (see, e.g., Krumm, Waddington, Teasley, & Lonn, 2014; Looi et al., 2016). For 

example, Aguilar, Lonn, and Teasley (2014) found that while Student Explorer, their 

intervention, was used by participating advisors in an intended way, it was used twice as 

often in an unintended way. This led to a recommendation for further research regarding 

the nature of student-advisor relationships prior to the next cycle of design. Further, 

Gynther (2016) found an additional element, namely teacher presence was an 

indispensable mechanism when it came to student engagement with the intervention. 

Together, the findings of these studies highlight the importance of the consideration of 

factors that influence both intended and unintended usage patterns. 

Within the present study, the provision of professional support or the lack thereof was 

one factor that influenced usage patterns. Five of the eight active users who engaged 

with the EY-MoP in the way intended received professional support. The support 

provided, which focused on the contextualisation and operationalisation of practices 

within the EY-MoP as well as addressing technical issues experienced by users, 

facilitated engagement with the practice model in the way intended. This conclusion is 

supported by active users’ comments regarding the use of the EY-MoP to: (a) set goals 

during the first support session, and (b) support the practice implementation during the 

second session. Further, users’ comments regarding the value of the professional 

support highlighted that the support resulted in: (a) the use of practices within the model 
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being explained, (b) the obtainment of new strategies and resources, and (c) the 

development of different ways of meeting student needs. Conversely, superficial and 

non-users of the practice model identified lack of professional support as a barrier to 

their use of the EY-MoP with teachers’ comments suggesting professional support 

would have helped them with technical issues as well as with recognising the benefits of 

using the practice model and supporting their use of the model to build on their existing 

practice. 

Identification of professional support as a factor influencing intended engagement with 

the EY-MoP is supported by the work of Durlak and DuPre (2008) who found that 

training and technical assistance, as part of a prevention support system, had the highest 

level of empirical support. Training should develop mastery of required skills while 

fostering motivation and self-efficacy. Technical assistance, on the other hand, should 

maintain motivation and further develop required skills as well as encouraging problem-

solving. In their study, Roy et al. (2012) provided professional support comprising of an 

initial workshop followed by monthly professional development sessions focused on the 

discussion of pedagogical practices and strategies to teachers implementing a 

mathematics intervention. Similar to the current research, they found that participants 

attributed the success of the intervention to the professional support they received. 

Further, Ruble, McGrew, Toland, et al. (2013) found COMPASS followed by face-to-

face or web-based coaching affected student outcomes, but the receipt of online autism 

training only did not have the same effect. More broadly, individual instruction 

supported by consultation and/or coaching is a frequently occurring element of effective 

autism-specific professional development (see, e.g., Odom et al., 2014; Pas et al., 2016; 

Ruble & McGrew, 2015; Stahmer et al., 2015; Suhrheinrich, 2011), which supports 

active learning. The EY-MoP as an intervention is considered tolerant when coupled 

with the provision of professional support because it is more likely to be used as 

intended by teachers. On the other hand, the practice model, when used on its own is 

prone to use in unintended ways or not at all. In conclusion, the EY-MoP accompanied 

by professional support was the intervention format most likely to produce the intended 

outcomes. 

Within this study, teaching experience was another factor that appeared to influence 

EY-MoP usage patterns. Of the nine superficial/non-users, six had been teaching for 

less than 10 years while the remaining three had taught for more than 10. A review of 
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the data from those who had been teaching for less than 10 years indicated that they all 

believed the EY-MoP was a beneficial tool. However, professional support was required 

for them to actively engage with it. In addition, the non-users who had been teaching for 

16 or more years indicated that they did not use the EY-MoP because it did not meet 

their needs with regard to ongoing professional development. These users did feel, 

however, that the EY-MoP was a beneficial tool that would be of benefit to preservice 

and graduate teachers. Together, these data indicate that teachers perceive the EY-MoP 

is of most benefit to those who have been teaching for a shorter period of time and in 

this case, less than 10 years. This possibility is supported by the observation that while 

all five of the teachers who received professional support had been teaching for less 

than 10 years, they actively engaged with the EY-MoP.  

The perception by experienced teachers that the practice model was best suited to an 

audience of preservice or graduate teachers draws attention to the impression that access 

to the EY-MoP would benefit preservice and graduate teachers. This impression was 

expressed by eight participants who felt that the EY-MoP was an accessible repository 

of knowledge regarding practices to support the effective inclusion of students on the 

spectrum. The applicability of the EY-MoP to preservice and graduate teachers is 

consistent with the intended audience for international practice listings such as the 

High-Leverage Practices in Special Education (McLeskey et al., 2017). This listing 

provides teacher education programs with guidance regarding the preparation of special 

educators as well as informing teachers’ practice. Further, Ball and Forzani (2009, 

2010) advocate for first-class education and professional development that enables pre-

service and graduate teachers to develop their ability to teach effectively using high-

leverage practices, making listings of those practices an essential component of this 

process. While experience in teaching was a factor that influenced MoP usage patterns, 

the conclusion drawn is that the most applicable audience for the EY-MoP is preservice 

and graduate teachers as well as those who have been teaching for less than 10 years. 

The fact that active engagement with the EY-MoP for these teachers is enhanced by 

professional support should be considered. 

Consideration, thus far, has been given to the: (a) intended and unintended usage of the 

EY-MoP including influencing factors; and (b) tolerance of the model as well as the 

best audience for it. Participating teachers’ impression that the EY-MoP was user-

friendly must be reflected on for a conclusion to be drawn regarding the model’s 
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engenderment of intended processes (McKenney & Reeves, 2019). The user-friendly 

nature of the EY-MoP was highlighted by teachers. Ease of understanding was related 

to the readability and practicality of the model while ease of use related to the model’s 

accessibility and that it was a “great ‘go and try this’ model” (Mary). Together these 

elements enabled those who actively engaged with the EY-MoP to make decisions 

regarding the selection and implementation of practices in response to student need. The 

importance of user-friendliness has been supported by McCurdy and Cole (2014) who 

highlighted the need for interventions to be easy to use in mainstream classrooms; and, 

Yakubova, Hughes, and Hornberger (2015) who stated the usability of their intervention 

contributed to both its effectiveness and its social validity. In conclusion, the user-

friendly nature of the EY-MoP, as a feature of the model, played a key role in the 

engenderment of the intended processes. 

Participating teachers’ use of the EY-MoP and the model’s tolerance and usability, 

when viewed collectively, help to explain how and why the EY-MoP was successful 

when used in context. Key conclusions were that: (a) the user-friendly nature of the 

model enabled active use; (b) active use of the practice model led to intended 

engagement; (c) professional support facilitated intended engagement; and, (d) the 

practice model was best suited to teachers with less than 10 years of experience. Further 

conclusions to note were that the EY-MoP with professional support is useable, while 

the practice model unaccompanied by support is prone to unintended usage. Together, 

these conclusions lead to the determination that the EY-MoP, coupled with professional 

support, is locally viable – a key outcome of beta testing. 

5.4.2 Indicators of effectiveness  

Stage 2 explored the potential effectiveness of the EY-MoP and the impact of its use. 

Consideration, therefore, will be given to changes in active/superficial users’ 

knowledge, confidence, and self-efficacy, as well the frequency with which they used 

the practices within the model and the outcomes of practice use. 

Analyses indicated there were large (r > .05) statistically significant increases in 

active/superficial users’ ratings of their knowledge, confidence, and sense of efficacy 

regarding the teaching of students on the spectrum. Moreover, active users reported one 

or more positive impacts of MoP use on their knowledge. Three active users reported 

use augmented their knowledge, one reported it resulted in new knowledge, and four 
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reported it both augmented and resulted in new knowledge. Furthermore, two of the 

eight active users reported use of the MoP positively impacted their perceived 

confidence, two reported it positively impacted their perceived capability, and four 

reported it positively impacted their perception of both their confidence and their 

capability. These findings provide initial evidence of the effectiveness of the model in 

increasing knowledge, confidence, and self-efficacy. Additionally, these findings are 

consistent those of other evaluations of autism-specific professional development (see, 

e.g., Gebbie et al., 2012; Leblanc et al., 2009; Maddox & Marvin, 2013; Suhrheinrich et 

al., 2019), which have found professional development enhanced teachers’ autism-

specific knowledge as well as having a positive impact on their confidence and efficacy 

regarding the education of students on the spectrum. 

There were small, non-statistically significant increases in the frequency with which 

active users used all practices within the EY-MoP as well as those they implemented. 

Although the frequency of some active users’ practice use remained the same or 

decreased over time, active users’ comments indicated a perceived increase in their 

practice use. For example, Kimberly modelled emotional literacy by making “the 

development of emotional literacy a bit of focus of… circle time” and subsequently 

“caught myself using my words to get more from the children during times of, you 

know, problem-solving and conflict resolution.” Therefore, it is possible that this 

discrepancy is indicative of the differences between the quantitative data, which was not 

sensitive to changes in how teachers’ use of specific practices, and qualitative data, 

which was. Together, these findings indicate that active use of the EY-MoP may change 

how often and/or how well teachers use specific practice. Other studies have found 

autism-specific professional development increased teacher use with fidelity of targeted 

empirically-supported practices (see, e.g., Keen et al., 2017; Mandell et al., 2013; 

Pellecchia et al., 2015; Stahmer et al., 2015). Further research using a measure with 

greater sensitivity, such as observations of teacher practice using an implementation 

fidelity rating scale is required before practice use can be considered a potential 

indicator of effectiveness. 

Outcomes for both students and teachers were brought up in the active users’ 

interviews. Of the eight active users, seven indicated that use of the EY-MoP positively 

impacted themselves or their students with the perceived positive impacts relating to 

teachers’ use of focus practices. For example, Elizabeth reported that positive impacts 
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experienced by her students were smoother transitions between activities and 

engagement with a wider variety of activities during free play, while the impacts 

experienced by her were the ability to deliver clearer instructions and the addition of 

strategies to her repertoire. These findings indicated active use of the EY-MoP might 

positively impact outcomes for both students and teachers. Ruble and colleagues (2010; 

2013; 2015; 2018) measured student outcomes using individualised Goal Attainment 

Scales, while Mandell et al. (2013) and Pellecchia et al. (2015) used measures of 

cognitive ability. Further research measuring student outcomes in a rigorous and 

sensitive manner is required before outcomes for students and teachers can be 

considered a potential indicator of effectiveness. 

In summary, teacher knowledge, confidence, and capability regarding the teaching of 

young students on the spectrum are potential indicators of the effectiveness of MoP use. 

Further research, however, is required for the frequency and intensity with which 

teachers use the practices within the EY-MoP as well as the impact of practice use on 

students to be considered potential indicators of effectiveness. 

5.4.3 MoP design principles 

The development of the EY-MoP was guided by the eight MoP design principles 

detailed in Chapter 3, Table 3.3. This section discusses the findings of the trial and how 

they embody these principles. This section also presents the refined MoP design 

principles as realised by the findings that arose from the evaluation of Prototype 3. 

Table 5.11 shows the relationship between the findings of the trial and the MoP design 

principles. The EY-MoP was deemed to be grounded in authentic practice because it 

comprised socially valid practices with a research base. The finding that the model was 

familiar embodied the principle of authenticity because participating teachers believed 

that the practices within the EY-MoP were “exactly what we do as teachers in the 

classroom” (Melissa) and that “as an effective teacher this is the stuff your aiming for” 

(Susan). This finding was considered to embody the principle because it augmented the 

Stage 1, finding that the practices within the model were acceptable to mainstream 

Prep/Kindergarten teachers These findings highlight the importance of the element of 

alignment to the effectiveness of professional development (Desimone, 2009). 

While the presentation of the practices within the EY-MoP using the standardised 

Teacher-what-how format ensured they were generic, the finding that the practices 
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within the model were not just for students on the spectrum embodied the universal 

applicability aspect of the sixth design principle. With Amanda’s belief that the EY-

MoP “can be used [with] any classroom and any child” and Emily’s observation that the 

model is for “all students in the cohort but [with] added value to those who are on the 

spectrum” highlighting the model’s broad applicability. 

Table 5.11 MoP Design Principles Realised by the Trial Findings 

 Familiar User-
friendly 

Beneficial Active-user’s 
impressions 

Principle 1: Accessible source of information  X  X 
Principle 2: Inspire practice use and 
subsequent practice change   X X 

Principle 3: Support teacher decision making    X 
Principle 4: Presents an approach, and 
provides a clear understanding of the what 
and the how 

X  X X 

Principle 5: Grounded in authentic practice X    
Principle 6: Universally applicable  
(i.e., generic) X    

Principle 7: Provides a theoretically informed 
logic including triggers regarding practice 
usage 

   X 

Principle 8: Detail practice sequence and 
orchestration    X 

The finding that the EY-MoP was a user-friendly tool and that the practice briefs were 

helpful and provided “a nice, general, easy to read understanding” together embodied 

the first design principle. The model was deemed an accessible source of information 

because teachers felt both the matrix and practice briefs were easy to understand and 

use. With Mary’s belief that the EY-MoP is a “great ‘go and try this’ model” 

highlighting the model’s accessibility and user-friendliness. The finding that the 

practice briefs were easy to use also embodied the seventh and eighth design principles. 

Practice briefs were to accompany each practice to ensure that the EY-MoP detailed 

practice sequence and orchestration while providing a theoretically informed logic for 

use. Karen used the practice briefs for “a bit more depth to see what [practice] we could 

work out would be really beneficial and worthwhile” embodying the provision of logic 

for use. While Elizabeth “looked at… where it tells you what it is and how to do it,” 

highlighting the provision of detail regarding practice sequence and orchestration. 

The beneficence of the EY-MoP embodied the principle that the model presents an 

approach because it is a “really good guide of what you’re doing in your classroom” 
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(Brittany) “that’s going to help you through your week and your day” (Kimberly). The 

use of the Teacher-what-how format when presenting practices and the development of 

an accompanying brief for each practice provided a clear understanding of the what and 

the how. This aspect of the design principles was embodied by the finding that active 

users set goals regarding practice implementation using the MoP matrix and practice 

briefs. In addition, these teachers used the practice briefs when looking for detail on or 

an explanation of the practices within the EY-MoP. 

Active use of the EY-MoP realised the principles that the model: (a) inspire practice 

use, (b) support teacher decision making, and (c) result in practice change. Teachers’ 

used the model to reflect on and develop their practice with decisions regarding practice 

use being made in response to student need and use, resulting in positive outcomes for 

both students and teachers. Kimberly’s articulation of this process in Section 5.3.3.1 

highlighted the realisation of the design principles, especially her comment that the EY-

MoP is “a system… that I can pick up and refer to… to think about what’s happening in 

my classroom.” The beneficence of the EY-MoP also embodied its inspirational nature 

with Amanda commenting “it’s a good place to go, if I’m unsure, to find what it is that 

I’m struggling with and to help me plan my thoughts.” 

When viewed collectively, participating teachers’ impressions of and experiences using 

the EY-MoP embodied the MoP design principles. Subsequently, the conceptualisation 

of Models of Practice and their purpose by Falconer et al. (2011) was both extended and 

refined in accordance with these findings. This refinement resulted in the generation of 

a heuristic statement that provides a detailed description of both the design process and 

its outcomes, namely the refined MoP design principles. 

The refined MoP design principles detail the conceptual and procedural elements crucial 

to the development of a Model of Practice. To develop a practice model that translates 

knowledge for practitioner use, therefore, use the refined MoP design principles to 

construct a model that is accessible, inspires practice use, and supports teacher decision 

making. These principles are outlined below.  
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Design Principle 1. To construct a MoP that is accessible; use a structured identify-sort-
refine procedure such as the one outlined by Beamish et al. (2014) to identify 
fewer than 40 research-based practices that can be aligned with existing 
organisational frameworks to ensure the model presents an authentic approach, 
which articulates the what and the how. 

Design Principle 2. To construct a MoP that inspires practice use; socially validate the 
identified practices and present them using a standardised format to ensure that 
they are both authentic and universally applicable. 

Design Principle 3. To construct a MoP that supports decision making; create a 
supporting practice brief for each practice using the bundle format outlined by 
Falconer et al. (2011) to ensure the model provides a theoretically informed 
logic for practice use and details practice sequence and orchestration. 

Rapid prototyping should underpin the development of a practice model to ensure 

prototypes are refined/redesigned based on the results of the previous evaluation. In 

addition, researcher-practitioner cooperation is the mainstay of the procedure and, if 

possible, should take the form of a co-learning agreement (Wagner, 1997). In 

conclusion, the refined MoP design principles provide a mechanism for the tailoring of 

original and synthesised knowledge in order to create a product or tool that translate 

knowledge regarding practice. The conceptual contribution of the MoP design 

principles to future knowledge translation activities will be addressed in Section 6.3. 

5.5 Synthesis 

Stage 2 of the present study evaluated via beta testing classroom teachers’ use of 

Prototype 3 in order to establish the local viability of the model and measure potential 

effectiveness. Key findings regarding teachers’ impressions of and experiences using 

the EY-MoP pointed to the model being locally viable, while findings regarding 

active/superficial users’ knowledge, confidence, and sense of efficacy pointed to the 

potential effectiveness of the model. When viewed collectively, these findings 

embodied the MoP design principles and informed their refinement in preparation for 

their potential contribution to future knowledge translation activities.  
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6 CONCLUSION 

6.1 Introduction 

The iterative development of the EY-MoP detailed across Chapters 3, 4, and 5 

characterised the EDR approach taken to this study and yielded a series of key findings, 

as well as two distinct outputs. This chapter synthesises the key findings, presents the 

contributions, and explores the limitations of this research. The chapter also proposes 

directions for further research and presents implications for practice, followed by a 

concluding statement. 

6.2 Synthesis of findings 

The present study aimed to develop a Model of Practice that supported decision making 

regarding the teaching of young students on the autism spectrum upon their entry to 

school. The EY-MoP was developed by translating knowledge regarding foundational 

educational practices for students on the spectrum into an accessible tool that, in the 

future, could be used to provide autism-specific professional development. 

 

Figure 6.1 Graphical representation of research activities across Stages 1 and 2. 

Figure 6.1 graphically represents the association between the two stages of the present 

study, the three cycles of development, and the key research activities. Together, these 

research activities resulted in the development of a locally viable tool that is socially 
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valid; and can be used by mainstream Prep/Kindergarten teachers to support their 

decision making regarding the teaching of young students on the spectrum. 

Stage 1 sought to identify which practices should be embedded in the EY-MoP 

(Research Question 1). This stage resulted in the development of a complete prototype 

(Prototype 3) comprising 29 foundational educational practices (10 within Belonging; 9 

within Being; 10 within Becoming) all with a research base and established content and 

social validity, aligned with the organisers from the EYLF (DEEWR, 2009), presented 

using the standardised Teacher – what – how format and accompanied by a practice 

brief. Prototype 3 was the result of knowledge creation, namely first-generation 

knowledge derived from autism-specific publications and second-generation knowledge 

derived from research-based practice listings, being transformed in response to a 

problem of practice in order to create a product or tool. 

Stage 2 sought to ascertain Prep/Kindergarten teachers’ impressions of, and reported 

experiences using, the EY-MoP (Research Questions 2.1 and 2.2). This stage also 

sought to ascertain the impact of MoP use on teachers’ reported knowledge, confidence, 

and sense of efficacy (Research Questions 2.3 and 2.4). Stage 2 established that 

teachers’ felt the EY-MoP was familiar, user-friendly, and beneficial. The stage also 

determined teachers used the MoP either actively to work on a specific practice or 

superficially to reflect on their current practice. Further, the EY-MoP with, and without, 

professional support affected active and superficial users’ knowledge, confidence, and 

sense of efficacy concerning teaching students on the spectrum, but not the frequency 

with which they used the practices within the model. Together, these findings resulted 

in the EY-MoP being deemed contextually relevant. 

In conclusion, the present study resulted in the development of an accessible and usable 

tool that is socially valid, locally viable, and user friendly. The study also resulted in the 

identification of three potential indicators of effectiveness, namely reported teacher 

knowledge, confidence, and sense of efficacy. In addition, the findings of this study 

enabled the extension and refinement of the MoP design principles resulting in three 

refined MoP design principles. 
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6.3 Contributions 

Two distinct contributions have been made by the present study. First, the EY-MoP has 

the potential to contribute practically to the teaching of students on the spectrum. 

Second, the MoP design principles have the potential to contribute theoretically to the 

multidisciplinary field of knowledge translation. These contributions are outlined in 

further detail below.  

The EY-MoP, as a knowledge product, could enhance the education of young school-

age students on the spectrum by contributing to the teaching of this cohort. The practice 

model is a decision-making tool for mainstream early years teachers that, when used 

actively, supports teacher efficacy and perceived knowledge. As a socially-valid and 

user-friendly tool, the EY-MoP is of potential benefit to teachers, especially those early 

in their careers who receive support regarding its use. Existing knowledge products such 

as the American Autism Internet Modules (AIM) and Autism Focused Intervention 

Resources and Modules (AFIRM) have translated empirically-supported practices into 

globally accessible online learning modules; and have published evidence of their 

impact on practitioners’ knowledge (see, e.g., Sam et al., 2019). These products provide 

practitioners who support, teach, or work with learners on the spectrum from birth to 22 

years of age with professional development regarding using empirically-supported 

focused intervention practices. In addition, existing autism-specific models and 

programs such as the Collaborative Model for Promoting Competence and Success 

(COMPASS; Ruble et al., 2010; Ruble et al., 2018) the Strategies for Teaching based 

on Autism Research (STAR) Program (Arick, Loos, Falco, & Krug, 2004) focus on 

teacher use of empirically-supported practices to provide instruction in academic and 

social skills and enhance student achievement of individualised goals. The EY-MoP, 

conversely, presents foundational educational practices for the teaching of young 

students on the spectrum in a highly contextualised and coherent manner, differentiating 

it from existing knowledge products and autism-specific models and programs. Further, 

the practice model complements these existing products and programs because it 

provides a solid research-based foundation for their implementation, potentially 

enhancing student outcomes. In summary, this research has the potential to contribute 

practically and in an innovative way to the teaching of students on the spectrum, as well 

as the translation of autism-specific knowledge for teachers. 
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The refined MoP design principles, as procedural knowledge, have the potential to 

contribute to the application of the Knowledge to Action (KTA) Framework (Graham et 

al., 2006). The MoP design principles are a combination of substantiative knowledge 

and theoretical arguments extracted from the work of Falconer and colleagues (2007; 

2011; 2009) as well as Goodyear (2005). These principles are enhanced by their 

realisation through the findings of the trial. For example, the perception that EY-MoP 

was familiar, beneficial, and user friendly embodied the inspirational and accessible 

nature of the practice model. It is this combination of substantive knowledge, theoretical 

arguments, and embodiment that enables the refined MoP design principles to provide a 

possible approach to knowledge creation. As a mechanism, the MoP design principles 

have the potential to contribute to the field of knowledge translation by providing the 

how to the what (tailoring knowledge) already outlined in the KTA Framework (Graham 

et al., 2006). This mechanism is of value because research using the KTA Framework 

has a greater reported focus on the application of the action cycle than it does on the 

knowledge creation aspect (B. Field, Booth, Ilott, & Gerrish, 2014). The MoP design 

principles, therefore, have the potential to extend researcher application of knowledge 

creation when translating knowledge by outlining an approach. In summary, the refined 

MoP design principles contribute conceptually to future knowledge translation activities 

by articulating a potential mechanism for tailoring knowledge to create a knowledge 

product or tool 

6.4 Limitations 

The present study sought to address the research-to-practice gap in autism and education 

by developing a Model of Practice that translated, in a novel way, knowledge regarding 

foundational educational practices. In addition, this study contextualised, primarily 

American knowledge, for use by Australian teachers. However, limitations concerning 

the generalisability and reliability of findings are acknowledged, and directions for 

further research identified. 

The generalisability of the finding that the practices within Prototype 2 were socially 

valid was limited due to the geographically restricted sample. Data collection activities 

were restricted to those living and teaching in the states of Queensland, New South 

Wales, and Victoria. The regional variations associated with the education of students in 

the less populous central and western states, as well as the fact each Australian state and 
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territory is responsible for their own education system suggest the finding regarding 

social validity cannot be generalised. However, the sample size (n = 129) was consistent 

with previous Australian social validation research (n = 88, Beamish & Bryer, 1999; n = 

86, Beamish et al., 2012). Nevertheless, given regional restrictions and varying systems, 

there is a need for Australia-wide social validation to take place. These social validation 

activities could use the method outlined by Odom, McLean, Johnson, and Lamontagne 

(1995) and refined by Beamish (2008). This further research is recommended because 

social validity increases uptake and ongoing use of practices and consequently could 

support the trialling of the EY-MoP across Australia (Callahan et al., 2017; Ledford, 

Hall, Conder, & Lane, 2016). 

The generalisability of the quantitative findings arising from the evaluation of Prototype 

3 was limited by the small sample size (n = 20). The sample size for the trial, while 

small, was considered appropriate for mixed methods research with a parallel 

convergent design and integrated approach to analysis (Bazeley, 2017; Creswell, 2014). 

In addition, the sample size for the trial was consistent with previous development 

research conducted by Mulder and Kwagalakwe (2013) who used beta testing with a 

group of 15 adult learners to validate the developed curriculum and associated design 

principles. In this study, the trial comprised beta testing of Prototype 3 of the EY-MoP 

and resulted in the finding that the practice model was locally viable as well as the 

finding that the initial indicators of effectiveness were reported teacher knowledge, 

confidence, and sense of efficacy. The sample size, however, precluded comparisons 

between user groups and the exploration of regional variations. The overarching 

implication is that findings regarding local viability and potential indicators of 

effectiveness are reliable but not generalisable since they do not account for differences 

between groups. There is a need, therefore, for further trialling of the EY-MoP with a 

much larger sample of teachers. This increase would allow sufficient statistical power 

for more fine-grained evaluation at a broader contextual level including comparisons of 

user groups and investigation of potential sources (e.g., regional variability, support 

type, attitudes, etc.) of variance in outcomes to take place. 

The reliability of the findings arising from the evaluation of Prototype 3 was also 

limited by the reliance on self-report data. The use of online surveys and phone 

interviews meant all data, pre- and post-use of Prototype 3, was self-report. 

Nonetheless, the use of self-report data is widespread, and its collection is considered 
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valid (Chan, 2009; Stone, Bachrach, Jobe, Kurtzman, & Cain, 1999). Further, the 

collection of self-reported data in this study addressed the Stage 2 research questions. 

The collection of only self-report data, however, has two clear implications. First, 

teacher ratings of knowledge and confidence are susceptible to cognitive biases, such as 

the Dunning-Kruger effect (Zell & Krizan, 2014). This susceptibility may result in self-

evaluative misperceptions on the part of people with lower knowledge and/or skills, 

meaning there are no clear relationships between their perception of their knowledge 

and skills and their actual knowledge and skills when objectively measured (Schlösser, 

Dunning, Johnson, & Kruger, 2013). Second, research into self-reported and actual 

teacher practice has found that while the relationships between reported and actual use 

of practices are high (see, e.g., Clunies‐Ross, Little, & Kienhuis, 2008), the resultant 

information regarding the consistency and duration of practice use does not have this 

reliability (Mayer, 1999). This lack of information regarding practice use is problematic 

as the practices within the EY-MoP are foundational; meaning the frequency with 

which participating teachers used them may not have changed, but the quality of their 

implementation may have. Together, the implications arising from the reliance on self-

report data mean the indicators of effectiveness are prospective markers only. 

The limited reliability of the findings arising from the evaluation of Prototype 3 

suggests there is a need for further trialling of the EY-MoP. For trialling to address this 

limitation, it is recommended that objective measures of change in teachers’ practice 

use such as repeated, structured observations be employed. The collection of 

observational data would allow the evaluation of not only the frequency of use but also 

the quality or fidelity of implementation. The evaluation of teachers’ use with fidelity of 

these is recommended because greater fidelity has been associated with enhanced 

outcomes in autism-specific educational research (see, e.g., Mandell et al., 2013; Odom 

et al., 2013). There is also a need for direct measures of the impact of teachers’ change 

in practice on student engagement academic outcomes to be used. The inclusion of 

measures such as academic achievement data from standardised and summative 

assessments would enable the exploration of the impact of EY-MoP use on teacher 

practice and student outcomes. 

Findings regarding the professional support provided as part of the evaluation of 

Prototype 3 were limited by the sample size and the variability of the support provided. 

The integration of quantitative and qualitative data, however, enabled tentative 
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conclusions to be drawn about the positive impact of professional support on teacher 

use of the EY-MoP. As outlined in Chapter 5, section 5.2.3, face-to-face support was 

provided to a third of participating teachers and online support to another third. Only 

those allocated face-to-face support; however, accessed the available support and thus, 

quantitative between-group comparisons could not be made as the group that was 

provided with professional support (n = 5) was too small. In addition, although there 

were guidelines outlining the ‘dos and don’ts’ of support provision (see Appendix L), it 

appeared that the professional support provided to teachers was relatively unstructured, 

reducing its consistency. There is a need, therefore, for further trialling of the EY-MoP 

to provide a more structured type of support such as practice-based coaching (Snyder, 

Hemmeter, & Fox, 2015) to a greater number of teachers in order to evaluate the impact 

of support of MoP use. There is also a need for further trialling to incorporate collective 

participation, which could be addressed by providing both one-on-one and group 

coaching (Fettig & Artman-Meeker, 2016; Hemmeter, Hardy, Schnitz, Adams, & 

Kinder, 2015). Consequently, it is recommended protocols be used and that the 

consistency and quality of coaching provided be measured as outlined by Snyder et al. 

(2015). 

In conclusion, the generalisability and reliability of findings arising from the present 

study limit the conclusions that can be drawn regarding the effectiveness of the EY-

MoP as professional development. The determination that the model was locally viable, 

however, is valid. These limitations provide a clear direction for further research that 

builds on the ascertainment of the local viability of the EY-MoP by exploring the 

effectiveness of the model with regard to enhancing teacher practice and improving 

student outcomes. 

6.5 Further research 

The present study evaluated the EY-MoP using both alpha and beta testing. 

Consequently, further research arising from limitations of and the methodological 

approach taken to the present study could be addressed by gamma testing comprising a 

larger comprehensive trial in order to explore the effectiveness and impact of an 

attained intervention (McKenney & Reeves, 2019). It is recommended, therefore, that 

the next stage of this research explore the effect of the EY-MoP on teacher practice as 

well as the impact on student outcomes. As detailed in Chapter 1, the EY-MoP was 
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refined by the project team following Stage 2, resulting in the construction of Prototype 

4. This prototype was one element of a professional development website for teachers; 

the other elements were outputs of other Autism CRC Program 2 project. Consequently, 

it is recommended that Prototype 4 be trialled. The present study involved the use of the 

EY-MoP use by early years (Prep/Kindergarten and Year 1) teachers from metropolitan, 

regional, and rural Queensland, New South Wales, and Victoria. It is recommended, 

therefore, that the trial be Australia-wide and involve teachers from all geographical 

areas, including remote communities, and with a range of Index of Community Socio-

Educational Advantage (ICSEA) scores. The scale of the trial and increased number of 

participants, as well as, with the diversity of recommended participants would address 

the acknowledged limitation concerning sample size and associated generalisability of 

findings. 

If funding could be sourced, the trialling of Prototype 4 using an A/B1/B2 model would 

enable the impact of the EY-MoP on teacher practice and student outcomes to be 

ascertained and between-group comparisons of outcomes to be made. Under these 

circumstances, A would be the use of the EY-MoP with no support, B1 would be the use 

of the practice model with one-to-one practice-based coaching, and B2 would be the use 

of the model with group practice-based coaching. It is recommended that 150 teachers 

(i.e., 50 per trial condition) be recruited as per the sample size calculation undertaken 

using G*Power (Faul, Erdfelder, Lang, & Buchner, 2007) to enable comparisons 

between coaching modalities allowing for a medium effect size with 80% power. It is 

recommended that practice-based coaching be provided in place of professional support 

because the approach is structured and comprehensive, addressing the acknowledged 

limitation concerning the provision of consistent support. In addition, practice-based 

coaching is a high-impact approach to coaching with an established research base (see, 

e.g., Fettig & Artman-Meeker, 2016; Hemmeter et al., 2015; Snyder et al., 2015). Group 

practice-based coaching could be provided because it would enable the impact of the 

final element of effective professional development, namely collective participation and 

shared learning to be evaluated. Coaching could potentially be provided by specialist 

staff from the state-based autism-specific services that are partners in the online 

professional development site hosting the EY-MoP. 

Another recommendation is that practice-based coaching be provided in accordance 

with protocols for one-to-one coaching outlined by Snyder et al. (2015) and extended by 
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Fettig and Artman-Meeker (2016) with regard to group coaching. It is also 

recommended that both the one-to-one and group practice-based coaching incorporate 

the provision of technology-enhanced, performance-based feedback (TEPF) as executed 

by Coogle, Storie, Ottley, Rahn, and Kurowski-Burt (2019) and previously by Artman-

Meeker et al. (2014) and Coogle et al. (2017). TEPF is suggested for inclusion because 

it is a high-impact strategy (Coogle, Nagro, Regan, O’Brien, & Ottley, 2019; Coogle, 

Storie, et al., 2019). Further, the use of discrete (10 minute) pieces of video enables 

partial interval (10 second) frequency coding, addressing the acknowledged limitation 

concerning self-report data. In addition, the inclusion of TEPF means both one-to-one, 

and group practice-based coaching can take place face-to-face or online if required. 

Coaching, therefore, can be provided to geographically disparate participants. 

Primary data collection via video could ascertain the change in teachers’ use with 

fidelity of the practice or practices identified for implementation. Data could also be 

collected in relation to the identified indicators of effectiveness using the Teachers’ 

Sense of Efficacy Scale (Tschannen-Moran & Hoy, 2001) and a psychometrically sound 

measure of knowledge regarding autism as evaluated by Harrison, Slane, Hoang, and 

Campbell (2017). The impact of teachers’ change in practice on student outcomes could 

be evaluated using direct measures such as Classroom Measure of Active Engagement 

by Sparapani, Morgan, Reinhardt, Schatschneider, and Wetherby (2016), as well as 

achievement data from diagnostic, standardised, and summative assessment. The 

consistency and quality of coaching provided could also be measured, as outlined by 

Snyder et al. (2015). It is recommended that student engagement and academic 

achievement be measured because enhanced use of foundational educational practices 

by teachers is predicted to influence these student outcomes (Long, 2018). The 

collection of data on teacher attributes and practice would extend the findings of the 

present study by empirically evaluating the impact of MoP use on the identified 

indicators of effectiveness, as well as exploring the impact of MoP use on student 

outcomes for the first time. The proposed trial could address the aims of gamma testing 

by enabling the evaluation of the effectiveness of the EY-MoP as well as the impact of 

its use on teacher practice and student outcomes. 
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6.6 Implications for practice 

Three broad implications for practice concerning Australian teachers, both pre-service 

and in-service and future knowledge translation activities can be drawn from 

contributions of the present study. Two implications arose from the EY-MoP and one 

from the MoP design principles. As stated previously, the EY-MoP was refined, and 

Prototype 4 constructed by the project team following Stage 2 of this study and will 

soon become accessible via the Autism CRC’s professional development website; the 

implications refer to this prototype. 

The first practical implication arising from the EY-MoP is for mainstream early years 

teachers. The Convention on the Rights of Persons with Disabilities (CRPD, 2006) 

requires all signatories, including Australia, to "ensure an inclusive education system at 

all levels" (Article 24: 1). Educational inclusion, therefore, is a priority for state 

governments (providers of education for 65.7% of Australian students; ABS, 2018), 

administrators, and teachers as well as teacher educators. Bourke (2010) identified the 

need for teachers to critically examine their practices regarding their underpinning 

understandings of inclusion and disability. Roberts and Simpson (2016) found teachers 

required further training with regard to the inclusion of students on the spectrum; a 

finding supported by the Australian Autism Educational Needs Analysis (Saggers et al., 

2016). The EY-MoP, as a tool for the teaching of young-school age students on the 

spectrum, has the potential to address this gap by presenting research-based practices in 

a way that enhances teacher efficacy and knowledge. Further, the EY-MoP, when paired 

with a support mechanism such as coaching or consultation, provides a practical, 

teacher-friendly tool that could be used to develop teaching practice and support the 

inclusion of students on the spectrum across multiple classrooms and potentially 

schools. 

The second practical implication arising from the EY-MoP is for pre-service early 

childhood and primary teachers. Forlin and Chambers (2011) found that developing pre-

service teachers’ knowledge regarding inclusive education had a positive impact on 

their attitudes and concerns, a finding supported by the work of Loreman, Sharma, and 

Forlin (2013) regarding teachers’ sense of efficacy regarding inclusion. Initial teacher 

education (ITE) courses in Queensland and potentially other states and territories do not 

always cover foundational and evidence-based practices that can be used when teaching 
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students on the spectrum (Coates et al., 2017). The development of pre-service teachers’ 

knowledge and understanding with regard to the teaching of students on the spectrum in 

mainstream classrooms, therefore, has the potential to address the gap identified by 

Roberts and Simpson (2016) before it has a chance to develop. The EY-MoP, as a 

framework for practice, provides an applicable and easy-to-use tool which could be 

used by teacher educators providing courses within ITE that relate to inclusive 

education and/or the teaching of students on the spectrum. 

The third implication for practice relates to the refined MoP design principles. These 

principles could be used to translate knowledge related to other aspects of educational 

practice. For example, Models of Practice have been previously used by tertiary 

educators to share good practice, as have bundles (Falconer et al., 2011). The refined 

MoP design principles could also be used to translate knowledge regarding the teaching 

of students with other disabilities, as well as knowledge in other practice-based fields 

such as nursing and social work. The present study took the formulations for sharing of 

practice as conceptualised by Falconer and colleagues (2007; 2011; 2009), as well as 

Goodyear (2005) and extended them in order to translate knowledge regarding 

professional or pedagogical practice. The refined MoP design principles provide a 

potential mechanism for the development of additional practice models, which could be 

used to translate knowledge when addressing other problems of practice in education 

and practice-based professions more broadly. For example, both Bourke (2010) and 

Saggers et al. (2016) identified the need for teacher’s aides to be provided with training 

and ongoing support in relation to supporting the inclusive education of students with 

disability, especially those on the spectrum. Aides often work one-on-one with students 

on the spectrum, impacting their independent and social inclusion (Symes & Humphrey, 

2011, 2012). Further, an Australian study by Butt and Lowe (2012) found that targeted 

skills-based training enhanced teacher aides’ ability to support students and work 

effectively with class teachers. In summary, the refined MoP design principles provide a 

potential means of translating knowledge regarding effective and research-based 

practice for teacher’s aides and other practice-based professions.  
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6.7 Concluding statement 

The present study used EDR to develop the first model of practice for Australian 

teachers working with young school-aged students on the autism spectrum in 

mainstream settings. This application of EDR to a real-world problem of teacher 

practice resulted in the practical EY-MoP and the conceptual MoP design principles. 

The EY-MoP is a novel decision-making tool that enhances teacher efficacy and 

knowledge regarding the effective and inclusive education of young students on the 

spectrum. When combined with coaching or consultation, the model has the potential to 

enhance teacher practice and subsequently improve student outcomes. The refined MoP 

design principles present a pathway to the development of further resources that 

translate knowledge and bridge the research-to-practice gap in autism and education. 

They also present a pathway to bridging gaps in other professions such as nursing and 

social work where practice is integral to the performance of work tasks. Further research 

building on this work, therefore, has the potential to lead to enhanced creation of third-

generation knowledge (i.e., knowledge products and tools) in more than just the field of 

education. In summary, this dissertation presents a novel tool that supports the effective 

and inclusive teaching of students on the spectrum in the early years of school as well as 

an innovative approach to the translation of knowledge in practice-based professions. 
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APPENDIX A. 
EY-MOP: PROTOTYPE 1 

Belonging focuses on the creation of an inclusive and 
structured learning environment which meets the needs of 
students on the autism spectrum. Practices are related to 
the modification of the physical, behavioural, social-
emotional, and temporal aspects of the learning 
environment. 

Being focuses on developing the social and emotional 
skills including self-regulation that students on the 
spectrum will require as they begin to develop 
relationships with their peers. This section also 
encourages a preventative approach to challenging 
behaviour. 

Becoming focuses on the delivery of the Australian 
Curriculum in a way that students on the spectrum will 
engage with and learn from. The focus areas for 
instruction (e.g., communication literacy, numeracy) are 
drawn directly from the Australian Curriculum. 

Belonging Being Becoming 

1. Teachers cultivate meaningful relationships by 
interacting warmly, respectfully, and caringly with 
every student.  

2. Teachers give frequent positive attention, 
encouragement, and feedback to every student.  

3. Teachers provide a safe and secure learning 
environment with attentive supervision.  

4. Teachers carefully plan the physical layout of the 
learning environment making sure all spaces are 
clearly defined and can be accessed by every student. 

5. Teachers organise the physical environment, 
materials, and activities in ways that encourage 
social interaction.   

6. Teachers give clear directions and allow every 
student time to respond.  

7. Teachers establish, teach, and reinforce class rules, 
and consistently follow through with consequences.  
 
 

8. Teachers provide structure and consistency by 
establishing, teaching, and consistently using 
routines (e.g., going to the toilet, taking a break). 

1. Teachers foster students’ sense of who they are by 
actively listening and responding to student ideas 
and recognising the efforts of all students.   

2. Teachers model positive interaction with others.  
3. Teachers foster friendship skills by embedding 

opportunities for social interaction into activities, 
routines, and transitions.  

4. Teachers build friendship skills by teaching the 
required play and social skills and providing 
multiple of opportunities for students to practice 
them.  

5. Teachers nurture students’ emotional literacy by 
modelling recognising, expressing, and responding 
to their own and others’ feelings, and supporting 
students as they begin to do the same.  

6. Teachers foster self-regulation by teaching students 
strategies they can use to stay calm when they are 
feeling angry or anxious.   

7. Teachers build students’ ability to solve social 
problems by systematically teaching them the 
problem-solving process and encouraging them to 
try to solve problems as they arise.  

1. Teachers use a variety of assessment materials and 
strategies to learn what their students know and can 
do and use this information to inform their planning.    

2. Teachers explicitly and systematically teach students 
what they need to know and do.  

3. Teachers give explicit instructional feedback to 
students on their learning and behaviour.  

4. Teachers monitor student learning using a variety of 
materials and strategies and use this information to 
adjust their teaching to meet the needs of the 
students.  

5. Teachers use a variety of summative assessment 
tasks to find out what their students have learnt.  

6. Teachers cultivate independence by teaching self-
help skills and providing frequent opportunities for 
students to practise them.   

7. Teachers ensure students have access to and are 
explicitly taught an effective method of 
communication (i.e., spoken language or AAC).  
 

8. Teachers foster communication by responding to 
students’ communicative attempts and 



A Model of Practice for Supporting the Teaching of Students on the Autism Spectrum When They Start School 

 Annalise Taylor - June 2020 210 

9. Teachers ensure the learning environment is 
structured and predictable by preparing and 
consistently using class and/or individual schedules.   

10. Teachers provide structure and predictability by 
carefully preparing students for all transitions (e.g., 
making sure they know what to do and when to do 
it).   

8. Teachers use peers to model, reinforce, and build on 
students’ developing social-emotional skills.  

9. When challenging behaviour is displayed, teachers 
identify activities, events, interactions, reactions, and 
other contextual factors that frequently occur before, 
during, and after the behaviour. Teachers modify 
activities and the physical and social environment to 
reduce the likelihood of the challenging behaviour 
occurring.  

communicating with the student using their preferred 
method of communication.  

9. Teachers cultivate speaking and listening skills by 
creating opportunities for students to actively listen 
to and converse with others in many contexts on 
topics of interest to the child.  

10. Teachers provide explicit systematic reading 
instruction in the areas of phonological awareness, 
phonics, fluency, vocabulary, and comprehension.  

11. Teachers build written expression by providing 
students with scaffolding to help structure their 
writing and encouraging students to write for a 
variety of purposes and to have a go a spelling the 
words they need.  

12. Teachers encourage students to view and describe 
their world mathematically and provide explicit 
mathematics instruction which systematically builds 
on students’ existing knowledge.  
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APPENDIX B. 
EY-MOP: PROTOTYPE 2 

Belonging focuses on the creation of an inclusive and 
structured learning environment which meets the needs of 
students on the autism spectrum. Practices are related to 
the modification of the physical, behavioural, social-
emotional, and temporal aspects of the learning 
environment. 

Being focuses on developing the social and emotional 
skills including self-regulation that students on the 
spectrum will require as they begin to develop 
relationships with their peers. This section also 
encourages a preventative approach to challenging 
behaviour. 

Becoming focuses on the delivery of the Australian 
Curriculum in a way that students on the spectrum will 
engage with and learn from. The focus areas for 
instruction (e.g., communication literacy, numeracy) are 
drawn directly from the Australian Curriculum. 

Belonging Being Becoming 

1. Teachers cultivate meaningful relationships by 
interacting positively and respectfully with every 
student.  

2. Teachers give frequent positive attention, 
encouragement, and feedback to every student.  

3. Teachers provide a safe and secure learning 
environment with active supervision.  

4. Teachers carefully plan the physical layout of the 
learning environment making sure all spaces are 
clearly defined and can be accessed by every student. 

5. Teachers organise the physical environment, 
materials, and activities in ways that encourage 
social interaction.   

6. Teachers give clear directions and allow students 
time to respond.  

7. Teachers establish, teach, and reinforce class rules, 
and consistently follow through with natural and 
logical consequences.  

 
 
8. Teachers provide structure and consistency by 

establishing, teaching, and consistently using 
routines (e.g., going to the toilet, taking a break). 

1. Teachers foster students’ sense of who they are by 
actively listening and responding to student ideas 
and recognising the efforts of all students.   

2. Teachers model positive interaction with others.  
3. Teachers foster friendship skills by embedding 

opportunities for social interaction into activities, 
routines, and transitions.  

4. Teachers build friendship skills by teaching the 
required play and social skills and providing 
multiple of opportunities for students to practice 
them.  

5. Teachers nurture students’ emotional literacy by 
modelling recognising and responding to expressed 
emotions.   

6. Teachers foster self-regulation by teaching students 
strategies they can use to stay calm when they are 
feeling angry or anxious.   

7. Teachers build students’ ability to solve social 
problems by systematically teaching them the 
problem-solving process and encouraging them to 
try to solve problems as they arise.  

8. Teachers use peers to model, reinforce, and build on 
students’ developing social-emotional skills.  

1. Teachers use a variety of assessment materials and 
strategies to learn what their students know and can 
do and use this information to inform their planning.    

2. Teachers explicitly and systematically teach students 
what they need to know and do.  

3. Teachers give explicit instructional feedback to 
students on their learning and behaviour.  

4. Teachers monitor student learning using a variety of 
materials and strategies and use this information to 
adjust their teaching to meet the needs of the 
students.  

5. Teachers use a variety of summative assessment 
tasks to find out what their students have learnt.  

6. Teachers cultivate independence by teaching self-
help skills and providing frequent opportunities for 
students to practise them.   

7. Teachers ensure students have access to and are 
explicitly taught an effective method of 
communication (i.e., spoken language or AAC).  

 
8. Teachers foster communication by responding to 

students’ communicative attempts and 
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9. Teachers ensure the learning environment is 
structured and predictable by preparing and 
consistently using class and/or individual schedules.   

10. Teachers provide structure and predictability by 
carefully preparing students for transitions (e.g., 
making sure they know what to do and when to do 
it).   

9. When challenging behaviour is displayed, teachers 
identify events, interactions, reactions, and other 
contextual factors that occur before, during, and 
after the behaviour.  

10. Teachers modify activities and the physical and 
social environment to reduce the likelihood of 
challenging behaviour occurring.  

communicating with the student using their preferred 
method of communication.  

9. Teachers cultivate speaking and listening skills by 
creating opportunities for students to actively listen 
to and converse with others in many contexts on 
topics of interest to the student.  

10. Teachers provide explicit systematic reading 
instruction in the areas of phonological awareness, 
phonics, fluency, vocabulary, and comprehension.  

11. Teachers build written expression by providing 
students with scaffolding to help structure their 
writing and encouraging students to write for a 
variety of purposes and to have a go a spelling the 
words they need.  

12. Teachers encourage students to view and describe 
their world mathematically and provide explicit 
mathematics instruction which systematically builds 
on students’ existing knowledge.  
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APPENDIX C. 
EY-MOP: PROTOTYPE 3 

The Early Years Model of Practice (EY-MoP) comprises a set of educational practices which support the inclusion and education of students on the autism spectrum in the early 
years. Practices support the creation and maintenance of an inclusive and supportive classroom environment (Belonging), the development of student personal and social 

capabilities and management of challenging behaviours (Being), and the delivery of the Australian Curriculum and development of student communication, literacy, and numeracy 
capabilities (Becoming). 

Belonging 

These practices relate to the creation of an inclusive and 
structured classroom through the modification of the 
physical, behavioural, social-emotional, and temporal 
aspects of the learning environment. 

Being 

These practices relate to social-emotional learning and 
development coupled with a preventative approach to 
challenging behaviour. 

Becoming 

These practices related to the assessment and delivery of 
the Australian Curriculum with a focus on 
communication, literacy, and numeracy. 

1. Teachers cultivate meaningful relationships by 
interacting positively and respectfully with every 
student.  

2. Teachers give frequent encouragement and feedback 
to students on their learning and behaviour. 

3. Teachers provide a safe and secure learning 
environment with active supervision.  

4. Teachers carefully plan the physical layout of the 
learning environment making sure all spaces are 
clearly defined and can be accessed by every student. 

5. Teachers organise the physical environment, 
materials, and activities in ways that encourage 
social interaction.   

6. Teachers give clear directions and allow students 
time to respond.  
 
 
 

7. Teachers establish, teach, and reinforce class rules, 
and consistently follow through with natural and 
logical consequences.  

1. Teachers foster sense of self in students by actively 
listening and responding to student ideas and by 
recognising student effort.  

2. Teachers model positive interaction with others. 
3. Teachers build friendship skills by providing 

systematic instruction in play and social skills 
coupled with multiple opportunities for practice.  

4. Teachers nurture students’ emotional literacy by 
modelling recognising and responding to expressed 
emotions.   

5. Teachers foster self-regulation in students by 
providing systematic instruction.  

6. Teachers build student ability to solve social 
problems by systematically teaching the problem-
solving process and encouraging its use when 
solving a problem. 
 
 
 
 
 

1. Teachers use a variety of assessment materials and 
strategies to learn what their students know and can 
do and use this information to inform their planning.    

2. Teachers provide systematic instruction in what 
students need to know and do. 

3. Teachers monitor student learning using a variety of 
materials and strategies and use this information to 
adjust their teaching to better meet student needs.  

4. Teachers use a variety of summative assessment 
tasks to find out what their students have learnt.  

5. Teachers cultivate independence by teaching self-
help skills and providing frequent opportunities for 
practice.   

6. Teachers ensure students have access to and are 
systematically taught an effective means of 
communication, including alternatives to spoken 
language. 
 

7. Teachers cultivate speaking and listening skills by 
creating opportunities for students to actively listen 
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8. Teachers provide structure and consistency by 
establishing, teaching, and using routines (e.g., going 
to the toilet, taking a break). 

9. Teachers ensure the learning environment is 
structured and predictable by preparing and 
consistently using class and/or individual schedules.   

10. Teachers provide structure and predictability by 
carefully preparing students for classroom 
transitions. 

7. Teachers use peers to model, reinforce, and build on 
students’ developing social-emotional skills.  

8. When challenging behaviour is displayed, teachers 
analyse the environmental factors that occur before, 
during, and after the challenging behaviour is 
exhibited. 

9. Teachers modify activities and the physical and 
social environment of the classroom to reduce the 
likelihood of challenging behaviour occurring. 

to and converse with others on topics of interest to 
the student.  

8. Teachers provide systematic reading instruction in 
the areas of phonological awareness, phonics, 
fluency, vocabulary, and comprehension.  

9. Teachers build written expression by providing 
students with scaffolding to structure their writing 
and encouraging students to write for a variety of 
purposes. 

10. Teachers encourage students to view and describe 
their world mathematically and provide numeracy 
instruction which systematically builds on students’ 
existing knowledge. 
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Example Belonging Practice Brief 

Practice Brief 

Belonging 6: Give clear directions 

The practice: 

Teachers give clear directions and allow students time to respond. 

How does it help?  

Many students on the autism spectrum benefit from support with social communication and 

interaction and expressive and/or receptive language.  Difficulties in these areas can influence 

students’ ability to tune into instructions and understand what is required of them.  Providing 

short, specific instructions and pausing for students to respond increases both response 

opportunities and correct responding.  

What is it?  

Directions are short, specific statements which tell students what they are expected to do and 

how they are expected to do it.  They should start with a verb.   

Wait time is a short (5-10 second) pause after the delivery of a direction which provides 

students with the time to process the direction, and teachers with an opportunity to check for 

attention and understanding.  

How does it work?  

Directions provide students with the information (i.e., who, what, when, where, why, how) 

needed to complete the required task.  Directions should be short, specific, and start with a 

verb. When giving directions:  

• Gain student attention using a verbal and/or non-verbal cue such as “3, 2, 1… listen to 

me”; 

• Wait and scan checking for attention;  

• Deliver the direction/s;  

• Wait and scan checking for understanding;  

• In required, prompt students to begin following the direction; 

• Provide feedback to students who followed, or tried hard to follow, the direction.   

• Use a firm, calm and measured voice.   

• Visual supports such as “first-then” cards and schedules can help students on the 

spectrum to ‘tune into’ directions and/or to follow the direction as independently as 

possible.  
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How do I do it?  

When giving directions: 

1. Gain student attention, wait and scan for attention;  

2. Deliver the direction/s, wait and scan for understanding; 

3. If necessary, give a prompt to begin following the direction.  

It works better if … 

• teachers use “thanks” rather than “please” at the end of directions; 

• teachers always give directions from the same space within the classroom (non-verbal 

cue); 

• teachers separate instructions from curriculum/content talk.  

It doesn’t work if … 

• teachers continue talking while waiting and scanning; 

• teachers give directions without gaining student attention. 

How will I know if it’s working?  

• The teacher spends less time on giving directions, and more time on 

curriculum/content talk; 

• Students follow directions without prompting; 

• Students independently follow directions.   

Where can I go to find out more?  

• Working with Autism: “Giving Directions to Children” 

http://workingwithautism.com/giving-directions-to-children/ 

• Education Queensland: “Better Behaviour Better Learning - Essential Skills for 

Classroom Management” 

http://bit.ly/2sDgqEB 

• Amaze: “Teaching a Student on the Autism Spectrum” 

http://www.amaze.org.au/uploads/2015/06/Amaze-Info-Sheet-Teaching-a-Student-

on-the-Spectrum-June-2015.pdf 

Australian Professional Standards for Teachers (APST) 

The implementation of this practice will meet the following APST: 

• 3.5 – Use effective classroom communication  

• 4.2 – Manage classroom activities 
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Example Being Practice Brief 

Practice Brief 

Being 3: Teach friendship skills 

The practice: 

Teachers build friendship skills by providing systematic instruction in play and social skills 

coupled with multiple opportunities for practice. 

How does it help?  

Some students on the autism spectrum may benefit from systematic instruction in the play 

and social skills required to initiate, build, and maintain friendships with their peers.  Teachers 

can build friendship skills by providing systematic instruction in targeted play and social skills 

and by providing multiple opportunities for practice across activities, routines, and transitions.  

This use of embedded instruction enables teachers to both explicitly teach as well as provide 

opportunities for students to learn and practice friendship skills.  Embedding also reduces the 

stigma associated with individualised instruction, as the strategy can be used with all students 

in the classroom.  Social skills training (SST) is an established and effective practice when used 

with students on the spectrum.  SST usually includes instruction on basic concepts, role-playing 

or practice, and feedback, to help students acquire and practice communication, play, or social 

skills which promote positive interactions with peers.  SST fosters social skills in all students, 

including those with strengths in this area. 

What is it?  

Friendship skills are skills used by individuals to initiate and maintain social interactions.  

Embedded instruction is a strategy that can be used to scaffold and support student 

interactions.  It comprises multiple, brief teaching interactions between a teacher and student 

during everyday classroom activities. 

How does it work? 

Teachers explicitly teach play and social skills to students using social skills training, by 

embedding opportunities for practicing social interaction within a wide variety of activities, 

routines, and transitions.  Student’s strengths and interests are taken into consideration when 

teaching friendship skills.  For example, if a student has a passion for trains, they are more 

likely to engage with an activity and other students.  Teachers embed opportunities within 

routines to enable transitions.  For example, students have opportunities to interact with peers 

when handing out resources.  When developing a SST program teachers should begin by 

collecting data on their students about their current level of play and social skills.  This data is 

then used to inform planning to develop a learning sequence which builds student play and 

social skills.  Teachers do this by providing instruction on basic concepts, facilitating role-

playing or practice, and providing instructional feedback.  The aim of SST programs is to 

develop the communication, play, and social skills that will enable students to interact more 

effectively with their peers.   
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How do I do it?  

• Establish which play and social skills students already have, and the ones that they 

need to develop, by collecting data; 

• Develop a learning sequence which systematically teaches the identified play and 

social skills;  

• Provide instruction and opportunities for practice in relation to these identified skills 

across activities, routines, and transitions.  

It works better if … 

• social skill instruction is personalised, targeted, and useful to individual students; 

• wherever possible skills are practiced in both home and school environments in order 

to foster generalisation of skills. 

It doesn’t work if … 

• the play and social skills selected for teaching and limited to those the teacher 

considers important;  

• instruction does not provide opportunities for generalisation. 

How will I know if it’s working?  

The frequency of student interactions increases. 

Where can I go to find out more?  

• Tony Attwood: “Understanding and Teaching Friendship Skills” 

http://bit.ly/2tgzeb7 

• Indiana Resource Center for Autism: “Making (and Keeping) Friends: A Model for Social 

Skills Instruction” 

http://bit.ly/2ufqGkx 

• Early Childhood Technical Assistance Center: “Systematic Instruction Practices” 

http://ectacenter.org/~pdfs/decrp/PG_Ins_SystematicInstr_practitioners_print.pdf  

Australian Professional Standards for Teachers (APST) 

The implementation of this practice will meet the following APST: 

• 1.6 - Strategies to support full participation of students with disability 

• 3.2 - Plan, structure and sequence learning programs 

• 4.1 - Support student participation 
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Example Becoming Practice Brief 

 

Practice Brief 

Becoming 2: Provide systematic instruction 

The practice: 

Teachers provide systematic instruction in what students need to know and do. 

How does it help?  

Systematic instruction is the cornerstone of effective teaching and learning for all students. 

This method of teaching has many benefits: 

• Students know what they are expected to learn; 

• Instruction is consistent and logical; 

• Background knowledge and prior learning is activated and drawn on; 

• Instructional feedback is provided; 

• Learning is regularly revised.  

Systematic instruction works well for students on the autism spectrum because the 

overarching structure stays the same, even though the content changes.  Students are then 

able to progress their learning by repeatedly practicing skills at a pace determined by the 

teacher’s understanding of individual students’ needs and progress. 

What is it?  

Systematic instruction is the teaching of content in such a way that the end goal is known to 

both students and staff, and the content is presented in an explicit and logical manner. 

How does it work?  

When planning for systematic instruction, teachers start with what students should know and 

be able to do at the end of the lesson sequence. Then, they break down this “end goal” into 

achievable aspects or chunks: 

• What students already know and how that knowledge can be activated; 

• What students should learn and how that will be systematically taught; 

• What guided practice activities will enhance student learning; 

• What independent activities will consolidate students’ understanding; 

• What will be done to maximise student retention of learning.   

The teacher may incorporate all aspects into a single lesson or they may create a lesson 

sequence that incorporates these aspects over time. 
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How do I do it? 

1. Inform the students of what they will be able to know and do at the end of the 

learning experience and why that knowledge is important; 

2. Activate prior knowledge; 

3. Systematically teach targeted concepts; 

4. Engage in guided practice activities; 

5. Set independent practice activities; 

6. Check to see that students have learnt what they were meant to learn. 

It works better if … 

• guided and independent practice activities are meaningful and promote mastery and 

generalisation.    

It doesn’t work if … 

• guided practice changes to independent practice before students have mastered the 

skill; 

• learning experiences are not differentiated;   

• students don’t have the prior knowledge or skills required to engage in the lesson. 

How will I know if it’s working?  

• Students achieve the set goal of the lesson on most occasions; 

• Students are engaged and data shows that they are learning. 

Where can I go to find out more?  

• Early Childhood Technical Assistance Center: “Systematic Instruction Practices” 

http://ectacenter.org/~pdfs/decrp/PG_Ins_SystematicInstr_practitioners_print.pdf   

• Mary Lee Peck: “Systematic Instruction: What is it?” 

https://www.youtube.com/watch?v=m8L57Zn7PPg 

• Jenifer Cease-Cook: “Systematic Instruction” 

https://www.youtube.com/watch?v=KZv5WeMKh88 

• Kentucky Autism Training Center: “Systematic Instruction in the Preschool Classroom” 

https://www.youtube.com/watch?v=txM0-UlYW3g 

• Autism Education: “Systematic Instruction in the Classroom” 

http://bit.ly/2rPygki 

Australian Professional Standards for Teachers (APST) 

The implementation of this practice will meet the following APST: 

• 2.1 - Content and teaching strategies of the teaching area 

• 3.1 - Establish challenging learning goals 

• 3.2 - Plan, structure and sequence learning programs 

• 3.3 - Use teaching strategies  
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APPENDIX D. 
CONTENT VALIDITY SURVEY 

 Early Years Model of Practice 
Content Validity Survey 
(GU ref. no. 2016/564) 

Description The Early Years Model of Practice (MoP) is a set of generalisable educational 
practices for Prep/Kindergarten teachers of students on the autism spectrum. The 
educational practices were drawn from validated practice listings and the literature on 
the effective education of students on the spectrum. The practices have been aligned 
with the organising principles (i.e., Belonging, Being, Becoming) in the Early Years 
Learning Framework (EYLF). The purpose of this survey is to establish the relevance 
and importance (content validity) of the practices and collect your feedback on them. 

Participant 
Information 
 

The research project is being conducted by Dr Debra Costly and colleagues at Autism 
Spectrum Australia (ASPECT) and Dr Wendi Beamish, Annalise Taylor (PhD 
Candidate) and colleagues at Griffith University. This research forms a component of 
Annalise Taylor’s academic program. The project is funded by the Cooperative 
Research Centre for Living with Autism (Autism CRC). Dr Wendi Beamish is the 
primary contact for this phase of the project. She can be contacted via e-mail at 
w.beamish@griffith.edu.au or by phone on (07) 3735 5636. 

The overall aim of this project is to develop and trial a set of interactive online 
resources (Models of Practice) for Early and Middle Years teachers of students with 
Autism Spectrum Disorder (ASD). The Early Years Model of Practice will support 
and strengthen teacher decision making in relation to individualising curriculum 
planning and personalising the physical, social and behavioural aspects of the learning 
environment for students with ASD as they move through Prep/Kindergarten and into 
Year 1.  

The aim of this phase of the project is to establish the relevance (content validity) of 
the proposed practices in the Early Years Model of Practice. These practices have 
been drawn from key literature on teaching young children with ASD in inclusive 
classrooms. A summary of the results will be available on request from Dr Wendi 
Beamish.  

You have been identified by the research team as having expertise in the field and as 
such are invited to participate in this survey. As a participant you will be asked to 
complete an anonymous online survey which will take approximately 25 minutes to 
complete. The survey will collect demographic data together with your views on the 
importance and relevance of each proposed practice in the Early Years Model of 
Practice. 

The anonymous nature of the survey means no identifiable data will be collected. 
Moreover, data collected will be maintained on a secure server and once downloaded 
it will be stored on a small number of password protected devices. All data will be 
destroyed 5 years after the end of the year of publication of the last refereed 
publication that is based on the data as per Griffith University’s Schedule of Retention 
Periods for Research Data and Primary Materials.   

It is expected that there will be no risk associated with your participation in this phase 
of the project. It is also expected that there will be no direct benefit to you as a 
consequence of your participation. However, your answers will inform the 
development of the Early Years Model of Practice and if all goes to plan will lead to 
enhanced educational outcomes for students with ASD in early years classrooms 
across Australia.   

Your participation in this project is voluntary. There is no obligation to participate and 
you may withdraw from the project at any point, prior to submitting the survey, 
without explanation or penalty.  

If you would like to know more about this phase of the research project, please contact 
Dr Wendi Beamish via e-mail at w.beamish@griffith.edu.au.  

mailto:w.beamish@griffith.edu.au
mailto:w.beamish@griffith.edu.au
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Griffith University conducts all research in accordance with the National Statement on 
Ethical Conduct in Human Research (2007). If you have any concerns or complaints 
about the ethical conduct of this research please contact the Manager, Research Ethics 
and Integrity on ph 3735 4375 or by sending an email to research-
ethics@griffith.edu.au.  

Please print this page and retain it for your later reference. 

Title  Participant Consent  
Description  By selecting agree below, I confirm that I have read and understood the information 

package and in particular have noted that: 
• I understand that my involvement in this research will involve the completion 

of an anonymous online survey on the importance and relevance of each 
proposed practice in the Early Years Model of Practice; 

• I have had any questions answered to my satisfaction; 
• I understand the risks involved; 
• I understand that there will be no direct benefit to me from my participation 

in this research;  
• I understand that my participation in this research is voluntary;  
• I understand that if I have any additional questions I can contact the research 

team; 
• I understand that I am free to withdraw at any point, prior to submitting the 

survey,  without explanation or penalty; 
• I understand that I can contact the Manager, Research Ethics, at Griffith 

University Human Research Ethics Committee on 3735 4375 (or research-
ethics@griffith.edu.au) if I have any concerns about the ethical conduct of 
the project; and 

o I agree to participate in the project. 
o I do not agree to participate in the project. 

Title Background Information  
Description In this section you will be asked to provide some background information.  
BI1 
 

I am aged:  
• Under-30 
• 30-39 
• 40-49 
• 50-59 
• Over-60 

BI2 I identify as:  
• Female  
• Male  

BI3 I work in: 
• Queensland 
• New South Wales 
• Victoria. 

BI4 I am based in a: 
• Metropolitan area 
• Regional area 
• Rural & Remote area 

  

mailto:research-ethics@griffith.edu.au
mailto:research-ethics@griffith.edu.au
mailto:research-ethics@griffith.edu.au
mailto:research-ethics@griffith.edu.au
mailto:research-ethics@griffith.edu.au
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BI5 I currently hold a: 
• Bachelor Degree 
• Graduate Certificate 
• Graduate Diploma 
• Masters Degree 
• Doctoral Degree 

BI6 I am a: 
• Teacher 
• Therapist 
• Psychologist 
• Other:______________________ 

BI7 Detail your history in relation to teaching students on the autism spectrum.  
Title Belonging  
Description In this section you will be asked to rate, comment on, and then rank a series of 

educational practices which are related to the organising principle of Belonging in the 
Early Years Learning Framework (EYLF). These practices focus on the deliberate 
adjustment of the physical, behavioural, social-emotional, and temporal aspects of the 
learning environment to meet the needs of students on the autism spectrum. 

Bel1a Practice: Teachers cultivate meaningful relationships by interacting warmly, 
respectfully, and caringly with every student. 

Bel1aR How relevant is this practice?  
• Not Relevant  
• Somewhat Relevant  
• Quite Relevant 
• Highly Relevant  

Bel1b Comment on the practice (importance, feasibility, sustainability, wording).  
Bel2a Practice: Teachers give frequent positive attention, encouragement, and feedback to 

every student. 
Bel2aR How relevant is this practice?  

• Not Relevant 
• Somewhat Relevant  
• Quite Relevant  
• Highly Relevant  

Bel2b Comment on the practice (importance, feasibility, sustainability, wording).  
Bel3a Practice: Teachers provide a safe and secure learning environment with attentive 

supervision. 
Bel3aR How relevant is this practice?  

• Not Relevant 
• Somewhat Relevant 
• Quite Relevant 
• Highly Relevant 

Bel3b Comment on the practice (importance, feasibility, sustainability, wording).  
Bel4a Practice: Teachers carefully plan the physical layout of the learning environment 

making sure all spaces are clearly defined and can be accessed by every student. 
Bel4aR How relevant is this practice?  

• Not Relevant  
• Somewhat Relevant 
• Quite Relevant  
• Highly Relevant  

Bel4b Comment on the practice (importance, feasibility, sustainability, wording).  
Bel5a Practice: Teachers organise the physical environment, materials, and activities in 

ways that encourage social interaction.   
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Bel5aR How relevant is this practice?  
• Not Relevant 
• Somewhat Relevant  
• Quite Relevant 
• Highly Relevant 

Bel5b Comment on the practice (importance, feasibility, sustainability, wording).  
Bel6a Practice: Teachers give clear directions and allow every student time to respond. 
Bel6aR How relevant is this practice?  

• Not Relevant 
• Somewhat Relevant  
• Quite Relevant  
• Highly Relevant  

Bel6b Comment on the practice (importance, feasibility, sustainability, wording).  
Bel7a Practice: Teachers establish, teach, and reinforce class rules, and consistently follow 

through with consequences. 
Bel7aR How relevant is this practice?  

• Not Relevant 
• Somewhat Relevant  
• Quite Relevant  
• Highly Relevant  

Bel7b Comment on the practice (importance, feasibility, sustainability, wording).  
Bel8a Practice: Teachers provide structure and consistency by establishing, teaching, and 

consistently using routines (e.g., going to the toilet, taking a break). 
Bel8aR How relevant is this practice?  

• Not Relevant 
• Somewhat Relevant  
• Quite Relevant 
• Highly Relevant  

Bel8b Comment on the practice (importance, feasibility, sustainability, wording).  
Bel9a Practice: Teachers ensure the learning environment is structured and predictable by 

preparing and consistently using class and/or individual schedules.   
Bel9aR How relevant is this practice?  

• Not Relevant 
• Somewhat Relevant  
• Quite Relevant  
• Highly Relevant  

Bel9b Comment on the practice (importance, feasibility, sustainability, wording).  
Bel10a Practice: Teachers provide structure and predictability by carefully preparing students 

for all transitions (e.g., making sure they know what to do and when to do it).   
Bel10aR How relevant is this practice?  

• Not Relevant 
• Somewhat Relevant 
• Quite Relevant 
• Highly Relevant 

Bel10b Comment on the practice (importance, feasibility, sustainability, wording).  
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Bel11 Rank the practices in order of importance: 
 Teachers cultivate meaningful relationships by interacting warmly, 

respectfully, and caringly with every student.  
 Teachers give frequent positive attention, encouragement, and feedback to 

every student.  
 Teachers provide a safe and secure learning environment with attentive 

supervision.  
 Teachers carefully plan the physical layout of the learning environment 

making sure all spaces are clearly defined and can be accessed by every 
student. 

 Teachers organise the physical environment, materials, and activities in ways 
that encourage social interaction.   

 Teachers give clear directions and allow every student time to respond.  
 Teachers establish, teach, and reinforce class rules, and consistently follow 

through with consequences.  
 Teachers provide structure and consistency by establishing, teaching, and 

consistently using routines (e.g., going to the toilet, taking a break). 
 Teachers ensure the learning environment is structured and predictable by 

preparing and consistently using class and/or individual schedules.   
 Teachers provide structure and predictability by carefully preparing students 

for all transitions (e.g., making sure they know what to do and when to do it).   
Bel12 Have we missed something? Comment on any additional practices. 
Title Being  
Description In this section you will be asked to rate, comment on, and then rank a series of 

educational practices which are related to the organising principle of Being in the 
Early Years Learning Framework (EYLF). These practices focus on the development 
of key social and emotional skills and the effective management of challenging 
behaviour.  

Bei1a Practice: Teachers foster students’ sense of who they are by actively listening and 
responding to student ideas, and recognising the efforts of all students.   

Bei1aR How relevant is this practice?  
• Not Relevant 
• Somewhat Relevant 
• Quite Relevant 
• Highly Relevant 

Bei1b Comment on the practice (importance, feasibility, sustainability, wording).  
Bei2a Practice: Teachers model positive interaction with others. 
Bei2aR How relevant is this practice?  

• Not Relevant 
• Somewhat Relevant 
• Quite Relevant 
• Highly Relevant 

Bei2b Comment on the practice (importance, feasibility, sustainability, wording).  
Bei3a Practice: Teachers foster friendship skills by embedding opportunities for social 

interaction into activities, routines, and transitions. 
Bei3aR How relevant is this practice?  

• Not Relevant 
• Somewhat Relevant 
• Quite Relevant 
• Highly Relevant 

Bei3b Comment on the practice (importance, feasibility, sustainability, wording).  
Bei4a Practice: Teachers build friendship skills by teaching the required play and social 

skills and providing multiple of opportunities for students to practice them. 
Bei4aR How relevant is this practice?  
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• Not Relevant 
• Somewhat Relevant 
• Quite Relevant 
• Highly Relevant 

Bei4b Comment on the practice (importance, feasibility, sustainability, wording).  
Bei5a Practice: Teachers nurture students’ emotional literacy by modelling recognising, 

expressing, and responding to their own and others’ feelings, and supporting students 
as they begin to do the same. 

Bei5aR How relevant is this practice?  
• Not Relevant 
• Somewhat Relevant 
• Quite Relevant 
• Highly Relevant  

Bei5b Comment on the practice (importance, feasibility, sustainability, wording).  
Bei6a Practice: Teachers foster self-regulation by teaching students strategies they can use 

to stay calm when they are feeling angry or anxious.   
Bei6aR How relevant is this practice?  

• Not Relevant 
• Somewhat Relevant 
• Quite Relevant 
• Highly Relevant 

Bei6b Comment on the practice (importance, feasibility, sustainability, wording).  
Bei7a Practice: Teachers build students’ ability to solve social problems by systematically 

teaching them the problem solving process and encouraging them to try to solve 
problems as they arise. 

Bei7aR How relevant is this practice?  
• Not Relevant 
• Somewhat Relevant 
• Quite Relevant 
• Highly Relevant 

Bei7b Comment on the practice (importance, feasibility, sustainability, wording).  
Bei8a Practice: Teachers use peers to model, reinforce, and build on students’ developing 

social-emotional skills. 
Bei8aR How relevant is this practice?  

• Not Relevant 
• Somewhat Relevant 
• Quite Relevant 
• Highly Relevant  

Bei8b Comment on the practice (importance, feasibility, sustainability, wording).  
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Bei9a Practice: When challenging behaviour is displayed, teachers identify activities, 
events, interactions, reactions, and other contextual factors that frequently occur 
before, during, and after the behaviour. Teachers modify activities and the physical 
and social environment to reduce the likelihood of the challenging behaviour 
occurring. 

Bei9aR How relevant is this practice?  
• Not Relevant  
• Somewhat Relevant  
• Quite Relevant  
• Highly Relevant  

Bei9b Comment on the practice (importance, feasibility, sustainability, wording).  
Bei10 Rank the practices in order of importance: 

 Teachers foster students’ sense of who they are by actively listening and 
responding to student ideas, and recognising the efforts of all students.   

 Teachers model positive interaction with others.  
 Teachers foster friendship skills by embedding opportunities for social 

interaction into activities, routines, and transitions.  
 Teachers build friendship skills by teaching the required play and social 

skills and providing multiple of opportunities for students to practice them.  
 Teachers nurture students’ emotional literacy by modelling recognising, 

expressing, and responding to their own and others’ feelings, and supporting 
students as they begin to do the same.  

 Teachers foster self-regulation by teaching students strategies they can use to 
stay calm when they are feeling angry or anxious.   

 Teachers build students’ ability to solve social problems by systematically 
teaching them the problem solving process and encouraging them to try to 
solve problems as they arise.  

 Teachers use peers to model, reinforce, and build on students’ developing 
social-emotional skills.  

 When challenging behaviour is displayed, teachers identify activities, events, 
interactions, reactions, and other contextual factors that frequently occur 
before, during, and after the behaviour. Teachers modify activities and the 
physical and social environment to reduce the likelihood of the challenging 
behaviour occurring. 

Bei11 Have we missed something? Comment on any additional practices. 
Title Becoming 
Description In this section you will be asked to rate, comment on, and then rank a series of 

educational practices which are related to the organising principle of Becoming in the 
Early Years Learning Framework (EYLF). These practices focus on the delivery of 
the Australian Curriculum in ways that students on the spectrum will engage with and 
learn from.  

Bec1a Practice: Teachers use a variety of assessment materials and strategies to learn what 
their students know and can do, and use this information to inform their planning.    

Bec1aR How relevant is this practice?  
• Not Relevant 
• Somewhat Relevant 
• Quite Relevant 
• Highly Relevant 

Bec1b Comment on the practice (importance, feasibility, sustainability, wording).  
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Bec2a Practice: Teachers explicitly and systematically teach students what they need to 
know and do. 

Bec2aR How relevant is this practice?  
• Not Relevant 
• Somewhat Relevant 
• Quite Relevant 
• Highly Relevant 

Bec2b Comment on the practice (importance, feasibility, sustainability, wording).  
Bec3a Practice: Teachers give explicit instructional feedback to students on their learning 

and behaviour. 
Bec3aR How relevant is this practice?  

• Not Relevant 
• Somewhat Relevant  
• Quite Relevant  
• Highly Relevant 

Bec3b Comment on the practice (importance, feasibility, sustainability, wording).  
Bec4a Practice: Teachers monitor student learning using a variety of materials and 

strategies, and use this information to adjust their teaching to meet the needs of the 
students. 

Bec4aR How relevant is this practice?  
• Not Relevant 
• Somewhat Relevant 
• Quite Relevant  
• Highly Relevant 

Bec4b Comment on the practice (importance, feasibility, sustainability, wording).  
Bec5a Practice: Teachers use a variety of summative assessment tasks to find out what their 

students have learnt. 
Bec5aR How relevant is this practice?  

• Not Relevant 
• Somewhat Relevant 
• Quite Relevant  
• Highly Relevant  

Bec5b Comment on the practice (importance, feasibility, sustainability, wording).  
Bec6a Practice: Teachers cultivate independence by teaching self-help skills and providing 

frequent opportunities for students to practise them.   
Bec6aR How relevant is this practice?  

• Not Relevant 
• Somewhat Relevant 
• Quite Relevant  
• Highly Relevant 

Bec6b Comment on the practice (importance, feasibility, sustainability, wording).  
Bec7a Practice: Teachers ensure students have access to and are explicitly taught an 

effective method of communication (i.e., spoken language or AAC). 
Bec7aR How relevant is this practice?  

• Not Relevant 
• Somewhat Relevant  
• Quite Relevant  
• Highly Relevant  

Bec7b Comment on the practice (importance, feasibility, sustainability, wording).  
Bec8a Practice: Teachers foster communication by responding to students’ communicative 

attempts, and communicating with the student using their preferred method of 
communication. 
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Bec8aR How relevant is this practice?  
• Not Relevant  
• Somewhat Relevant  
• Quite Relevant 
• Highly Relevant  

Bec8b Comment on the practice (importance, feasibility, sustainability, wording).  
Bec9a Practice: Teachers cultivate speaking and listening skills by creating opportunities for 

students to actively listen to and converse with others in many contexts on topics of 
interest to the child. 

Bec9aR How relevant is this practice?  
• Not Relevant  
• Somewhat Relevant 
• Quite Relevant  
• Highly Relevant  

Bec9b Comment on the practice (importance, feasibility, sustainability, wording).  
Bec10a Practice: Teachers provide explicit systematic reading instruction in the areas of 

phonological awareness, phonics, fluency, vocabulary, and comprehension. 
Bec10aR How relevant is this practice?  

• Not Relevant  
• Somewhat Relevant  
• Quite Relevant  
• Highly Relevant  

Bec10b Comment on the practice (importance, feasibility, sustainability, wording).  
Bec11a Practice: Teachers build written expression by providing students with scaffolding to 

help structure their writing, and encouraging students to write for a variety of purposes 
and to have a go a spelling the words they need. 

Bec11aR How relevant is this practice?  
• Not Relevant 
• Somewhat Relevant  
• Quite Relevant 
• Highly Relevant 

Bec11b Comment on the practice (importance, feasibility, sustainability, wording).  
Bec12a Practice: Teachers encourage students to view and describe their world 

mathematically, and provide explicit mathematics instruction which systematically 
builds on students’ existing knowledge. 

Bec12aR How relevant is this practice?  
• Not Relevant  
• Somewhat Relevant  
• Quite Relevant  
• Highly Relevant  

Bec12b Comment on the practice (importance, feasibility, sustainability, wording).  
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Bec13 Rank the practices in order of importance: 
 Teachers use a variety of assessment materials and strategies to learn what 

their students know and can do, and use this information to inform their 
planning.    

 Teachers explicitly and systematically teach students what they need to know 
and do.  

 Teachers give explicit instructional feedback to students on their learning and 
behaviour.  

 Teachers monitor student learning using a variety of materials and strategies, 
and use this information to adjust their teaching to meet the needs of the 
students.  

 Teachers use a variety of summative assessment tasks to find out what their 
students have learnt.  

 Teachers cultivate independence by teaching self-help skills and providing 
frequent opportunities for students to practise them.   

 Teachers ensure students have access to and are explicitly taught an effective 
method of communication (i.e., spoken language or AAC).  

 Teachers foster communication by responding to students’ communicative 
attempts, and communicating with the student using their preferred method 
of communication.  

 Teachers cultivate speaking and listening skills by creating opportunities for 
students to actively listen to and converse with others in many contexts on 
topics of interest to the child.  

 Teachers provide explicit systematic reading instruction in the areas of 
phonological awareness, phonics, fluency, vocabulary, and comprehension.  

 Teachers build written expression by providing students with scaffolding to 
help structure their writing, and encouraging students to write for a variety of 
purposes and to have a go a spelling the words they need.  

 Teachers encourage students to view and describe their world 
mathematically, and provide explicit mathematics instruction which 
systematically builds on students’ existing knowledge. 

Bec14 Have we missed something? Comment on any additional practices. 
Description  Thank-you for taking part in this survey. Your answers will inform the development 

of the Early Years Model of Practice.  
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APPENDIX E. 
I-CVIS AND MEAN IMPORTANCE OF PRACTICES WITHIN 
PROTOTYPE 1 

Practice Identifier  I-CVIa Mean SD 
Interaction 1 4 4.12 
Behavioural feedback 1 4.4 2.07 
Active supervision 1 2 1 
Accessible classroom 1 4.8 1.1 
Organised classroom 1 9 1 
Clear directions 1 7.4 2.3 
Rules and consequences 0.8 5.4 2.88 
Routines 1 5.8 2.49 
Schedules 0.8 5.2 3.11 
Transitions 0.8 7 2.45 
Engagement  0.8 6.6 3.29 
Model interaction 1 5.2 2.39 
Foster friendships 1 5 2.74 
Friendship skills 1 5.4 2.88 
Emotional literacy 0.8 3.4 3.21 
Self-regulation 1 4.2 2.17 
Social problem solving 1 5.4 2.88 
Peer modelling 1 5.8 1.48 
Behaviour support 1 4 2.74 
Diagnostic assessment 1 4.6 2.07 
Systematic instruction 1 4.6 3.78 
Academic feedback 1 6.8 2.77 
Formative assessment 1 4.4 2.3 
Summative assessment 1 8.4 2.3 
Self-help skills 1 5.2 3.49 
Communication skills 1 3.8 2.95 
Opportunities for communication 1 4.6 4.5 
Speaking & listening 0.8 7 3.16 
Reading 1 8.8 3.42 
Writing 1 9.2 2.05 
Numeracy 1 10.6 1.67 
aItem-level Content Validity Index 
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APPENDIX F. 
SOCIAL VALIDITY SURVEY 

 Early Years Model of Practice 
Social Validity Survey 
(GU ref. no. 2016/564) 

Description The Early Years Model of Practice is a set of generalisable educational practices for 
Prep/Kindergarten teachers of students on the autism spectrum. The educational 
practices were drawn from validated practice listings and the literature on the 
effective education of students on the spectrum. Their content validity has been 
established. The practices have been aligned with the organising principles (i.e., 
Belonging, Being, Becoming) in the Early Years Learning Framework (EYLF). The 
purpose of this survey is to establish the social validity of the practices including the 
frequency of their use.  

Participant 
Information 
 

The research project is being conducted by Dr Debra Costly and colleagues at 
Autism Spectrum Australia (ASPECT) and Dr Wendi Beamish, Annalise Taylor 
(PhD Candidate) and colleagues at Griffith University. This research forms a 
component of Annalise Taylor’s academic program. The project is funded by the 
Cooperative Research Centre for Living with Autism (Autism CRC). Dr Wendi 
Beamish the primary contact for this aspect of the project. She can be contacted via 
e-mail at w.beamish@griffith.edu.au or by phone on (07) 3735 5636. 

The overall aim of this project is to develop and trial a set of interactive online 
resources (Models of Practice) for Early and Middle Years teachers of students with 
Autism Spectrum Disorder (ASD). The Early Years Model of Practice will support 
and strengthen teacher decision making in relation to individualising curriculum 
planning and personalising the physical, social and behavioural aspects of the 
learning environment for students with ASD as they move through 
Prep/Kindergarten and into Year 1.  

The aim of this phase of the project is to establish the social validity of the proposed 
practices in the Early Years Model of Practice including the frequency of use of said 
practices by early years teachers. The practices have been drawn from key literature 
on teaching young children with ASD in inclusive classrooms and validated by a 
group of expert practitioners. A summary of the results will be made available via the 
Autism CRC’s Research Hub (http://www.autismcrc.com.au/) and Facebook page. 

You have identified yourself as being an early years teacher who is teaching/has 
taught a student with ASD and as such you are invited to participate in this survey. 
As a participant you will be asked to complete an anonymous online survey which 
will take approximately 25 minutes to complete. The survey will collect demographic 
data as well your views as an early years teacher on the social validity of proposed 
practices in the Early Years Model of Practice including the frequency of their use. 

The anonymous nature of the survey means no identifiable data will be collected. 
Moreover, data collected will be maintained on a secure server and once downloaded 
it will be stored on a small number of password protected devices. All data will be 
destroyed 5 years after the end of the year of publication of the last refereed 
publication that is based on the data as per Griffith University’s Schedule of 
Retention Periods for Research Data and Primary Materials.   

It is expected that there will be no risk associated with your participation in this 
aspect of the research project. It is also expected that there will be no direct benefit to 
you as a consequence of your participation however your answers will inform the 
development of the Early Years Model of Practice and if all goes to plan will lead to 
enhanced educational outcomes for students with ASD in Early Years classrooms.   

Your participation in this research project is voluntary. There is no obligation to 
participate and you may withdraw from the project at any point, prior to submitting 
the survey, without explanation or penalty.  

mailto:w.beamish@griffith.edu.au
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If you would like to know more about this aspect of the research project please 
contact Dr Wendi Beamish via e-mail at w.beamish@griffith.edu.au or by phone on 
(07) 3735 5636.  

Griffith University conducts all research in accordance with the National Statement 
on Ethical Conduct in Human Research (2007). If you have any concerns or 
complaints about the ethical conduct of this research please contact the Manager, 
Research Ethics and Integrity on ph 3735 4375 or by sending an email to research-
ethics@griffith.edu.au.  

Please print this page and retain it for your later reference. 

Title  Participant Consent  
Description  By selecting agree below, I confirm that I have read and understood the information 

package and in particular have noted that: 
• I understand that my involvement in this research will involve the 

completion of an anonymous online survey on the social validity of the 
proposed practice in the Early Years Model of Practice including the 
frequency of their use; 

• I have had any questions answered to my satisfaction; 
• I understand the risks involved; 
• I understand that there will be no direct benefit to me from my participation 

in this research;  
• I understand that my participation in this research is voluntary;  
• I understand that if I have any additional questions I can contact the research 

team; 
• I understand that I am free to withdraw at any point, prior to submitting the 

survey,  without explanation or penalty; 
• I understand that I can contact the Manager, Research Ethics, at Griffith 

University Human Research Ethics Committee on 3735 4375 (or research-
ethics@griffith.edu.au) if I have any concerns about the ethical conduct of 
the project. 

o I agree to participate in the project. 
o I do not agree to participate in the project. 

Title Background Information  
Description In this section you will be asked to provide some background information.  
BI1 
 

I am aged:  
• Under-30 
• 30-39 
• 40-49 
• 50-59 
• Over-60 

BI2 I identify as:  
• Female  
• Male  

BI3 I live and work in: 
• Queensland 
• New South Wales 
• Victoria. 

  

mailto:w.beamish@griffith.edu.au
mailto:research-ethics@griffith.edu.au
mailto:research-ethics@griffith.edu.au
mailto:research-ethics@griffith.edu.au
mailto:research-ethics@griffith.edu.au
mailto:research-ethics@griffith.edu.au
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BI4 I am based in a: 
• Metropolitan area 
• Regional area 
• Rural & Remote area 

BI5 My school is: 
• Catholic  
• Government 
• Independent  

BI6 I currently hold a: 
• Bachelor Degree 
• Graduate Certificate 
• Graduate Diploma 
• Masters Degree 
• Doctoral Degree 

BI7 I have worked as a teacher for… (BI7a) 
• Less than 1 year  
• 2-5 years  
• 6-10 years  
• 11-20 years  
• More than 20 years 

I have worked as an Early Years teacher for… (BI7b) 
• Less than 1 year  
• 2-5 years  
• 6-10 years  
• 11-20 years  
• More than 20 years 

I have worked as a Prep/Kindergarten teacher for… (BI7c) 
• Less than 1 year  
• 2-5 years  
• 6-10 years  
• 11-20 years  
• More than 20 years 

I have worked with students on the autism spectrum for… (BI7d) 
• Less than 1 year  
• 2-5 years  
• 6-10 years  
• 11-20 years  
• More than 20 years 

 

BI8 My knowledge in relation to teaching students on the autism spectrum is… (BI8a) 
• Very Low  
• Low  
• Moderate  
• High  
• Very High 

My confidence in relation to teaching students on the autism spectrum is… (BI8b) 
• Very Low  
• Low  
• Moderate  
• High  
• Very High 
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Title Belonging  
Description In this section you will find a series of educational practices which are related to the 

organising principle of Belonging in the Early Years Learning Framework (EYLF). 
These practices focus on the deliberate adjustment of the physical, behavioural, 
social-emotional, and temporal aspects of the learning environment to meet the needs 
of students on the autism spectrum. You will be asked to indicate your agreement or 
disagreement with the idea that these practices are recommended for students on the 
autism spectrum in early years of schooling. You will also be asked indicate to what 
extent these practices are used with students on the spectrum in early years 
classrooms with which you are familiar.   

Bel1 

Teachers cultivate 
meaningful relationships 
by interacting positively 
and respectfully with every 
student. 

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  
• Not Applicable 

Teachers give frequent 
positive attention, 
encouragement and 
feedback to every student. 

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  
• Not Applicable 

Teachers provide a safe 
and secure learning 
environment with active 
supervision. 

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  
• Not Applicable 
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Teachers carefully plan the 
physical layout of the 
learning environment 
making sure all spaces are 
clearly defined and can be 
accessed by every student. 

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  
• Not Applicable 

Teachers organise the 
physical environment, 
materials, and activities in 
ways that encourage social 
interaction.   

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  
• Not Applicable 

Teachers give clear 
directions and allow 
students time to respond. 

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  
• Not Applicable 

Teachers establish, teach, 
and reinforce class rules, 
and consistently follow 
through with natural and 
logical consequences. 

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  
• Not Applicable 
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Teachers provide structure 
and consistency by 
establishing, teaching, and 
consistently using routines 
(e.g., going to the toilet, 
taking a break). 

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  
• Not Applicable 

Teachers ensure the 
learning environment is 
structured and predictable 
by preparing and 
consistently using class 
and/or individual 
schedules.   

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  
• Not Applicable 

Teachers provide structure 
and predictability by 
carefully preparing 
students for transitions 
(e.g., making sure they 
know what to do and when 
to do it).   

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  
• Not Applicable 

 

Bel2  Comment on these practices (importance, feasibility, sustainability, wording). 
Title Being  
Description In this section you will find a series of educational practices which are related to the 

organising principle of Being in the Early Years Learning Framework (EYLF). These 
practices focus on the development of key social and emotional skills and the 
effective management of challenging behaviour. You will be asked to indicate your 
agreement or disagreement with the idea that these practices are recommended for 
students on the autism spectrum in early years of schooling. You will also be asked 
indicate to what extent these practices are used with students on the spectrum in early 
years classrooms with which you are familiar.   
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Bei1 

Teachers foster students’ 
sense of who they are by 
actively listening and 
responding to student 
ideas, and recognising the 
efforts of all students.   

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  
• Not Applicable 

Teachers model positive 
interaction with others. 

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  
• Not Applicable 

Teachers foster friendship 
skills by embedding 
opportunities for social 
interaction into activities, 
routines, and transitions. 

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  
• Not Applicable 

Teachers build friendship 
skills by teaching the 
required play and social 
skills and providing 
multiple of opportunities 
for students to practice 
them. 

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  
• Not Applicable 
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Teachers nurture students’ 
emotional literacy by 
modelling recognising and 
responding to expressed 
emotions.   

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  

Not Applicable 

Teachers foster self-
regulation by teaching 
students strategies they can 
use to stay calm when they 
are feeling angry or 
anxious.   

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  
• Not Applicable 

Teachers build students’ 
ability to solve social 
problems by systematically 
teaching them the problem 
solving process and 
encouraging them to try to 
solve problems as they 
arise. 

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  
• Not Applicable 

Teachers use peers to 
model, reinforce, and build 
on students’ developing 
social-emotional skills. 

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  
• Not Applicable 
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When challenging 
behaviour is displayed, 
teachers identify events, 
interactions, reactions, and 
other contextual factors 
that occur before, during, 
and after the behaviour. 

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  
• Not Applicable 

Teachers modify activities 
and the physical and social 
environment to reduce the 
likelihood of challenging 
behaviour occurring. 

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  
• Not Applicable 

 

Bei2 Comment on these practices (importance, feasibility, sustainability, wording).  
Title Becoming 
Description In this section you will find rank a series of educational practices which are related to 

the organising principle of Becoming in the Early Years Learning Framework 
(EYLF). These practices focus on the delivery of the Australian Curriculum in ways 
that students on the spectrum will engage with and learn from. You will be asked to 
indicate your agreement or disagreement with the idea that these practices are 
recommended for students on the autism spectrum in early years of schooling. You 
will also be asked indicate to what extent these practices are used with students on 
the spectrum in early years classrooms with which you are familiar.   

 

Teachers use a variety of 
assessment materials and 
strategies to learn what 
their students know and 
can do, and use this 
information to inform their 
planning.    
 

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  
• Not Applicable 
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Teachers explicitly and 
systematically teach 
students what they need to 
know and do. 

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  
• Not Applicable 

Teachers give explicit 
instructional feedback to 
students on their learning 
and behaviour. 

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  
• Not Applicable 

Teachers monitor student 
learning using a variety of 
materials and strategies, 
and use this information to 
adjust their teaching to 
meet the needs of the 
students. 

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  
• Not Applicable 

Teachers use a variety of 
summative assessment 
tasks to find out what their 
students have learnt. 

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  

Not Applicable 
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Teachers cultivate 
independence by teaching 
self-help skills and 
providing frequent 
opportunities for students 
to practise them.   

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  
• Not Applicable 

Teachers ensure students 
have access to and are 
explicitly taught an 
effective method of 
communication (i.e., 
spoken language or AAC). 

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  
• Not Applicable 

Teachers foster 
communication by 
responding to students’ 
communicative attempts, 
and communicating with 
the student using their 
preferred method of 
communication. 

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  
• Not Applicable 

Teachers cultivate 
speaking and listening 
skills by creating 
opportunities for students 
to actively listen to and 
converse with others in 
many contexts on topics of 
interest to the student. 

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  
• Not Applicable 
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Teachers provide explicit 
systematic reading 
instruction in the areas of 
phonological awareness, 
phonics, fluency, 
vocabulary, and 
comprehension. 

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  
• Not Applicable 

Teachers build written 
expression by providing 
students with scaffolding 
to help structure their 
writing, and encouraging 
students to write for a 
variety of purposes and to 
have a go a spelling the 
words they need. 

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  
• Not Applicable 

Teachers encourage 
students to view and 
describe their world 
mathematically, and 
provide explicit 
mathematics instruction 
which systematically 
builds on students’ existing 
knowledge. 

This is a recommended practice for students on the autism 
spectrum in early years of schooling. 

• Strongly Agree  
• Agree  
• Disagree  
• Strongly Disagree  
• Don’t Understand  
• No Opinion 

To what extent is this practice used with students on the spectrum 
in early years classrooms with which you are familiar? 

• Frequently  
• Sometimes  
• Rarely  
• Never  
• Not Applicable 

 

Bec2 Comment on these practices (importance, feasibility, sustainability, wording).  
Description  Thank-you for taking part in this survey. Your answers will inform the development 

of the Early Years Model of Practice.  
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APPENDIX G. 
REWORDED PRACTICES FOR PROTOTYPE 3 

Practice 
Identifier 

Prototype 2  Prototype 3  

Transitions Teachers provide structure and 
predictability by carefully preparing 
students for transitions (e.g., making sure 
they know what to do and when to do it).   

Teachers provide structure and 
predictability by carefully preparing 
students for classroom transitions. 

Engagement Teachers foster students’ sense of who they 
are by actively listening and responding to 
student ideas, and recognising the efforts of 
all students.   

Teachers foster sense of self in 
students by actively listening and 
responding to student ideas and by 
recognising student effort. 

Self-
regulation 

Teachers foster self-regulation by teaching 
students strategies they can use to stay calm 
when they are feeling angry or anxious.   

Teachers foster self-regulation in 
students by providing systematic 
instruction. 

Social 
problem 
solving 

Teachers build students’ ability to solve 
social problems by systematically teaching 
them the problem solving process and 
encouraging them to try to solve problems 
as they arise. 

Teachers build student ability to solve 
social problems by systematically 
teaching the problem solving process 
and encouraging its use when solving 
a problem. 

ABC analysis When challenging behaviour is displayed, 
teachers identify events, interactions, 
reactions, and other contextual factors that 
occur before, during, and after the 
behaviour. 

When challenging behaviour is 
displayed, teachers analyse the 
environmental factors that occur 
before, during, and after the 
challenging behaviour is exhibited. 

Modify 
environment 

Teachers modify activities and the physical 
and social environment to reduce the 
likelihood of challenging behaviour 
occurring. 

Teachers modify activities and the 
physical and social environment of the 
classroom to reduce the likelihood of 
challenging behaviour occurring. 

Systematic 
instruction 

Teachers explicitly and systematically teach 
students what they need to know and do.  

Teachers provide systematic 
instruction in what students need to 
know and do. 

Formative 
assessment 

Teachers monitor student learning using a 
variety of materials and strategies, and use 
this information to adjust their teaching to 
meet the needs of the students to practise 
them.   

Teachers monitor student learning 
using a variety of materials and 
strategies, and use this information to 
adjust their teaching to better meet 
student needs. 

Self-help 
skills  

Teachers cultivate independence by 
teaching self-help skills and providing 
frequent opportunities for students to 
practise them.   

Teachers cultivate independence by 
teaching self-help skills and providing 
frequent opportunities for practice.   

Speaking and 
listening 

Teachers cultivate speaking and listening 
skills by creating opportunities for students 
to actively listen to and converse with others 
in many contexts on topics of interest to the 
student.  

Teachers cultivate speaking and 
listening skills by creating 
opportunities for students to actively 
listen to and converse with others on 
topics of interest to the student. 

Reading Teachers provide explicit systematic reading 
instruction in the areas of phonological 
awareness, phonics, fluency, vocabulary, 
and comprehension.  

Teachers provide systematic reading 
instruction in the areas of phonological 
awareness, phonics, fluency, 
vocabulary, and comprehension. 
 

Writing Teachers build written expression by 
providing students with scaffolding to help 
structure their writing, and encouraging 
students to write for a variety of purposes 
and to have a go a spelling the words they 
need.  

Teachers build written expression by 
providing students with scaffolding to 
structure their writing, and 
encouraging students to write for a 
variety of purposes 
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Practice 
Identifier 

Prototype 2  Prototype 3  

Numeracy  Teachers encourage students to view and 
describe their world mathematically, and 
provide explicit mathematics instruction 
which systematically builds on students’ 
existing knowledge. 

Teachers encourage students to view 
and describe their world 
mathematically, and provide numeracy 
instruction which systematically builds 
on students’ existing knowledge. 
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APPENDIX H. 
INFORMING SOURCE FOR PRACTICES WITHIN PROTOTYPE 3 

Practice Identifier Informing practice/s Source of informing 
practice 

Interact with 
every student 

Develops meaningful relationships with children and 
families  

Inventory of practices 
for promoting social 
emotional competence 
(CSEFEL, 2013) 

Provide feedback 
on learning and 
behaviour  

Uses positive feedback and encouragement  Inventory of practices 
for promoting social 
emotional competence 
(CSEFEL, 2013) 

 Practitioners use explicit feedback and consequences 
to increase child engagement, play, and skills. 

DEC Recommended 
Practices (2015) 

Actively 
supervise class 

Engages in ongoing monitoring and positive attention Inventory of practices 
for promoting social 
emotional competence 
(CSEFEL, 2013) 

Provide an 
accessible 
classroom  

Designs the physical environment Inventory of practices 
for promoting social 
emotional competence 
(CSEFEL, 2013) 

 Practitioners consider Universal Design for Learning 
principles to create accessible environments  

DEC Recommended 
Practices (2015) 

 Classroom environment is structured and 
comprehensible  

(Hurth et al., 1999; 
Iovannone et al., 2003; 
Long & Simpson, 2017; 
NRC, 2001; Simpson & 
Crutchfield, 2015) 

Provide an 
organised 
classroom  

Utilizes effective environmental arrangements to 
encourage social Interactions 

Inventory of practices 
for promoting social 
emotional competence 
(CSEFEL, 2013) 

 Provides instruction to aid in the development of 
social skills 

Inventory of practices 
for promoting social 
emotional competence 
(CSEFEL, 2013) 

Give clear 
directions 

Giving directions  Inventory of practices 
for promoting social 
emotional competence 
(CSEFEL, 2013) 

Reinforce class 
rules 

Establishes and enforces clear rules, limits, and 
consequences for behaviour 

Inventory of practices 
for promoting social 
emotional competence 
(CSEFEL, 2013) 

 Classroom environment is structured and 
comprehensible  

(Hurth et al., 1999; 
Iovannone et al., 2003; 
Long & Simpson, 2017; 
NRC, 2001; Simpson & 
Crutchfield, 2015) 
 
 

Consistently use 
routines   

Develops schedules and routines Inventory of practices 
for promoting social 
emotional competence 
(CSEFEL, 2013) 
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Practice Identifier Informing practice/s Source of informing 
practice 

 Classroom environment is structured and 
comprehensible  

(Hurth et al., 1999; 
Iovannone et al., 2003; 
Long & Simpson, 2017; 
NRC, 2001; Simpson & 
Crutchfield, 2015) 

Consistently use 
schedules  

Develops schedules and routines Inventory of practices 
for promoting social 
emotional competence 
(CSEFEL, 2013) 

 Classroom environment is structured and 
comprehensible  

(Hurth et al., 1999; 
Iovannone et al., 2003; 
Long & Simpson, 2017; 
NRC, 2001; Simpson & 
Crutchfield, 2015) 

Prepare students 
for transitions 

Ensures smooth transitions Inventory of practices 
for promoting social 
emotional competence 
(CSEFEL, 2013) 

 Classroom environment is structured and 
comprehensible  

(Hurth et al., 1999; 
Iovannone et al., 2003; 
Long & Simpson, 2017; 
NRC, 2001; Simpson & 
Crutchfield, 2015) 

Engage with 
students 

Interacts with children to develop their self-esteem Inventory of practices 
for promoting social 
emotional competence 
(CSEFEL, 2013) 

Model positive 
interactions  

Uses prompting and reinforcement of interactions 
effectively 

Inventory of practices 
for promoting social 
emotional competence 
(CSEFEL, 2013) 

 Practitioners promote the child’s social development 
by encouraging the child to initiate or sustain positive 
interactions with other children and adults during 
routines and activities through modeling, teaching, 
feedback, or other types of guided support 

DEC Recommended 
Practices (2015) 

 Specialised curriculum addresses key developmental 
areas 

(Hurth et al., 1999; 
Iovannone et al., 2003; 
Long & Simpson, 2017; 
NRC, 2001) 

Teach friendship 
skills 

Provides instruction to aid in the development of 
social skills 

Inventory of practices 
for promoting social 
emotional competence 
(CSEFEL, 2013) 

 Practitioners promote the child’s social development 
by encouraging the child to initiate or sustain positive 
interactions with other children and adults during 
routines and activities through modeling, teaching, 
feedback, or other types of guided support 

DEC Recommended 
Practices (2015) 

 Specialised curriculum addresses key developmental 
areas 

(Hurth et al., 1999; 
Iovannone et al., 2003; 
Long & Simpson, 2017; 
NRC, 2001) 

Model emotional 
literacy  

Explores the nature of feelings and the appropriate 
ways they can be expressed  

Inventory of practices 
for promoting social 
emotional competence 
(CSEFEL, 2013) 
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Practice Identifier Informing practice/s Source of informing 
practice 

 Models appropriate expressions and labeling of their 
own emotions and self-regulation throughout the 
course of the day 

Inventory of practices 
for promoting social 
emotional competence 
(CSEFEL, 2013) 

 Specialised curriculum addresses key developmental 
areas 

(Hurth et al., 1999; 
Iovannone et al., 2003; 
Long & Simpson, 2017; 
NRC, 2001) 

Teach self-
regulation 

Models appropriate expressions and labelling of their 
own emotions and self-regulation throughout the 
course of the day  

Inventory of practices 
for promoting social 
emotional competence 
(CSEFEL, 2013) 

 Promotes children's individualized emotional 
regulation that will enhance positive social 
interactions within the classroom 
 

Inventory of practices 
for promoting social 
emotional competence 
(CSEFEL, 2013) 

 Encourage autonomy  Inventory of practices 
for promoting social 
emotional competence 
(CSEFEL, 2013) 

 Practitioners promote the child’s social-emotional 
development by observing, interpreting, and 
responding contingently to the range of the child’s 
emotional expressions 

DEC Recommended 
Practices (2015) 

 Specialised curriculum addresses key developmental 
areas 

(Hurth et al., 1999; 
Iovannone et al., 2003; 
Long & Simpson, 2017; 
NRC, 2001) 

Teach social 
problem solving  

Creates a planned approach for problem solving 
processes within the classroom 

Inventory of practices 
for promoting social 
emotional competence 
(CSEFEL, 2013) 

 Encourage autonomy  Inventory of practices 
for promoting social 
emotional competence 
(CSEFEL, 2013) 

 Practitioners promote the child’s problem-solving 
behavior by observing, interpreting, and scaffolding 
in response to the child’s growing level of autonomy 
and self-regulation 

DEC Recommended 
Practices (2015) 

 Specialised curriculum addresses key developmental 
areas 

(Hurth et al., 1999; 
Iovannone et al., 2003; 
Long & Simpson, 2017; 
NRC, 2001) 

Use Peer-
Mediated 
Instruction 

Capitalizes on the presence of typically developing 
peers 

Inventory of practices 
for promoting social 
emotional competence 
(CSEFEL, 2013) 

 Practitioners use peer-mediated intervention to teach 
skills and to promote child engagement and learning 

DEC Recommended 
Practices (2015) 

 Specialised curriculum addresses key developmental 
areas 

(Hurth et al., 1999; 
Iovannone et al., 2003; 
Long & Simpson, 2017; 
NRC, 2001) 

Conduct an ABC 
analysis  

Teams use functional assessment Inventory of practices 
for promoting social 
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Practice Identifier Informing practice/s Source of informing 
practice 
emotional competence 
(CSEFEL, 2013) 

 Practitioners use functional assessment and related 
prevention, promotion, and intervention strategies 
across environments to prevent and address 
challenging behavior 

DEC Recommended 
Practices (2015) 

 A functional approach is taken to student behaviour  (Iovannone et al., 2003; 
Long & Simpson, 2017) 

Modify 
environment to 
reduce behaviour 

Practitioners use functional assessment and related 
prevention, promotion, and intervention strategies 
across environments to prevent and address 
challenging behavior 

DEC Recommended 
Practices (2015) 

 A functional approach is taken to student behaviour  (Iovannone et al., 2003; 
Long & Simpson, 2017) 
 

Assess student 
knowledge  

Practitioners conduct assessments that include all 
areas of development and behavior to learn about the 
child’s strengths, needs, preferences, and interests 

DEC Recommended 
Practices (2015) 

 Practitioners gather and use data to inform decisions 
about individualized instruction 

DEC Recommended 
Practices (2015) 

Provide 
systematic 
instruction 

Practitioners use systematic instructional strategies 
with fidelity to teach skills and to promote child 
engagement and learning 

DEC Recommended 
Practices (2015) 

 Classroom instruction and skill development are 
systematic  

(Hurth et al., 1999; 
Iovannone et al., 2003; 
NRC, 2001) 

Monitor student 
learning  

Practitioners implement systematic ongoing 
assessment to identify learning targets, plan activities, 
and monitor the child’s progress to revise instruction 
as needed 

DEC Recommended 
Practices (2015) 

 Practitioners gather and use data to inform decisions 
about individualized instruction 

DEC Recommended 
Practices (2015) 

Assess student 
learning outcomes 

Practitioners use assessment materials and strategies 
that are appropriate for the child’s age and level of 
development and accommodate the child’s sensory, 
physical, communication, cultural, linguistic, social, 
and emotional characteristics. 

DEC Recommended 
Practices (2015) 

Teach self-help 
skills  

Encourage autonomy  Inventory of practices 
for promoting social 
emotional competence 
(CSEFEL, 2013) 

 Practitioners promote the child’s problem-solving 
behavior by observing, interpreting, and scaffolding 
in response to the child’s growing level of autonomy 
and self-regulation 

DEC Recommended 
Practices (2015) 

 Specialised curriculum addresses key developmental 
areas 

(Hurth et al., 1999; 
Iovannone et al., 2003; 
Long & Simpson, 2017; 
NRC, 2001) 

Teach 
communication 
skills 

Practitioners promote the child’s communication 
development by observing, interpreting, responding 
contingently, and providing natural consequences for 
the child's verbal and non-verbal communication and 
by using language to label and expand on the child’s 
requests, needs, preferences, or interests 

DEC Recommended 
Practices (2015) 
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Practice Identifier Informing practice/s Source of informing 
practice 

 Specialised curriculum addresses key developmental 
areas 

(Hurth et al., 1999; 
Iovannone et al., 2003; 
Long & Simpson, 2017; 
NRC, 2001) 

Teach speaking 
and listening 
skills  

Listening, Speaking & Understanding practices (n = 
6) 

Copple & Bredekamp 
(2009) 

 Practitioners promote the child’s communication 
development by observing, interpreting, responding 
contingently, and providing natural consequences for 
the child's verbal and non-verbal communication and 
by using language to label and expand on the child’s 
requests, needs, preferences, or interests 

DEC Recommended 
Practices (2015) 

Teach reading Book reading and motivation practices (n = 3) Copple & Bredekamp 
(2009) 

 Phonological/Phonemic Awareness practices (n = 2) Copple & Bredekamp 
(2009) 

 Letter, Word & Print Knowledge practices (n = 2) Copple & Bredekamp 
(2009) 

 Building knowledge and comprehension practices (n 
= 3) 

Copple & Bredekamp 
(2009) 

 Practitioners use systematic instructional strategies 
with fidelity to teach skills and to promote child 
engagement and learning 

DEC Recommended 
Practices (2015) 

 Classroom instruction and skill development are 
systematic  

(Hurth et al., 1999; 
Iovannone et al., 2003; 
NRC, 2001) 

Teach writing  Writing practices (n = 3) Copple & Bredekamp 
(2009) 

 Practitioners use systematic instructional strategies 
with fidelity to teach skills and to promote child 
engagement and learning 

DEC Recommended 
Practices (2015) 

 Classroom instruction and skill development are 
systematic  

(Hurth et al., 1999; 
Iovannone et al., 2003; 
NRC, 2001) 

Teach numeracy  Mathematics practices (n = 6) Copple & Bredekamp 
(2009) 

 Practitioners use systematic instructional strategies 
with fidelity to teach skills and to promote child 
engagement and learning 

DEC Recommended 
Practices (2015) 

 Classroom instruction and skill development are 
systematic  

(Hurth et al., 1999; 
Iovannone et al., 2003; 
NRC, 2001) 
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APPENDIX I. 
PRINCIPAL INFORMATION AND CONSENT PACKAGE 

   Information Sheet 
 

Principal   
Information & Consent Package 

   
 

Models of Practice to Support the Transition of Students on the Autism Spectrum through Early 
and Middle Years classrooms (GU Ref. No. 2016/851) 

Who is conducting this research?  

This research project is being conducted by a team of researchers from Griffith University, the AEIOU 
Foundation, and Autism Spectrum Australia (Aspect). It has two streams:  

The Early Years Stream will be conducted by Dr Wendi Beamish (Griffith University), Dr Jessica 
Paynter (Griffith University), Dr Madonna Tucker (AEIOU Foundation), and Annalise Taylor (PhD 
Candidate, Griffith University). Please note, this research is also a part of Annalise Taylor's PhD 
studies.  

The Middle Years Stream will be conducted by Dr Trevor Clark (National Director, Aspect Research), 
Emma Fitton (Research Assistant, Aspect Practice), Ainslie Robinson (Research Assistant, Aspect 
Practice), and Dr Susan Bruck (Research Officer, Aspect Practice). 

Dr Trevor Clark is the project leader and primary contact for this research project. He is also the 
contact for the Middle Years Stream. He can be contacted via e-mail at tclark@autismspectrum.org.au 
or by phone on (02) 8868 8511. Dr Wendi Beamish is the contact for the Early Years Stream of this 
research. She can be contacted via e-mail at w.beamish@griffith.edu.au or by phone on (07) 3735 
5636. 

Who is funding this research?    

This research is funded by the Cooperative Research Centre for Living with Autism (Autism CRC). 
The Autism CRC is the world’s first national, cooperative research effort focused on autism. Taking a 
whole of life approach to autism focusing on diagnosis, education and adult life, Autism CRC 
researchers are working with end-users to provide practical solutions for governments, service 
providers, education and health professionals, families and people with autism. 

Why is this research being conducted?   

The majority of students on the autism spectrum are educated in inclusive settings.  However, research 
has repeatedly shown that the majority of classroom teachers believe they do not have the skills or 
specialised knowledge required to effectively teach and include students on the spectrum in their class. 
The Early Years Stream of this research project aims to develop and trial the Early Years Model of 
Practice.  A Model of Practice is a visual representation of pedagogic principle which has been 
specially designed to support teacher decision making. The Early Years Model of Practice has been 
carefully designed and validated to ensure that it supports teacher decision making in relation to the 
education and inclusion of students on the spectrum as they move through Prep/Kindergarten and into 
Year 1. The aforementioned design and validation process formed the first stage of this research 
project. 

This, the second and final stage, of this research project  will trial the Early Years Model of Practice by 
implementing it under three conditions (i.e., face-to-face coaching, online coaching, information only) 
in schools across the metropolitan and inner and outer regional areas of New South Wales, 
Queensland, and Victoria. The data collected will explore the effect of the implementation of the Early 
Years Model of Practice by measuring the changes in and sustainability of teachers’ attitudes, efficacy, 
and practice. This research will not collect data about, from or on students although participating 
teachers must have at least one student on the spectrum enrolled their class.   
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How will this research be conducted? 

Initial (Prep/Kindergarten) participating teachers will be asked to participate in an introductory session 
which will introduce the Early Years Model of Practice, and give an overview of this research. 
Participants will also be given unlimited access to the Early Years Model of Practice. Participating 
schools will be allocated to one of three conditions (i.e., Condition 1: Face-to-face Coaching, 
Condition 2: Online Coaching, Condition 3: Information Only). Participating teachers from schools 
allocated to Condition 1 will receive 2x2hrs of face-to-face coaching by an autism specialist with 
coaching training. Participating teachers from schools allocated to Condition 2 will receive a total of 
4hrs of online coaching by an autism specialist with coaching training. Finally, participating teachers 
from schools allocated to Condition 3 will continue to access the Early Years Model of Practice.  

Participating teachers will be asked to implement according to need, and at their discretion, the 
practices within the Early Years Model of Practice. They will also be asked to share what they have 
learnt about teaching children on the autism spectrum with the receiving (Year 1) teachers. 
Participating teachers will be invited to participate in four online surveys (Term 2, 2017, Term 3, 2017, 
Term 4, 2017, and Term 1, 2018) which will take approximately 30 minutes each to complete. They 
will also be invited to participate in two half-day in-class observations (Term 2, 2017, and Term 4, 
2017) using a customised observational scale. Finally, teachers will be invited to participate in two 30 
minute interviews (Term 2, 2017, and Term 4, 2017) which will be recorded. The data collected will 
show how the implementation of the Early Years Model of Practice affected teachers’ attitudes, 
efficacy, and professional practice. The receiving (Year 1) teachers will be given unlimited access to 
the Early Years Model of Practice, and will learn about it and the associated practice from the initial 
(Prep/Kindergarten) teachers. The Year 1 teachers will also be invited to participate in an online survey 
in Term 1, 2018.  

Who can participate in this research? 

The research will be conducted in schools which:  

• Are located in a metropolitan, inner regional, or outer regional area of New South Wales, 
Queensland, or Victoria; 

• Have one or more students on the autism spectrum enrolled in Prep/Kindergarten; and 

• Have at least one Prep/Kindergarten teacher with one or more students on the spectrum in 
their class who would benefit from and be willing to participate in this research.  

If you required clarification/more information about the inclusion criteria please contact Annalise 
Taylor (PhD Candidate) via e-mail at annalise.taylor@griffithuni.edu.au. 

What will I have to do?  

If you choose for your school to participate in this research, you will be asked to: 

• Nominate two Prep/Kindergarten teachers who have one or more students on the spectrum in 
their class that would benefit from and be willing to participate in this research; 

• Support the participation of the initial (Prep/Kindergarten)  teachers in this research;  
• Support the transfer of knowledge to receiving (Year 1) teachers in early 2018.  
• Information on the time commitment associated with participation can be found in 

Attachment A.  
Please note participation in this research is voluntary and you may withdraw at any time without 
explanation or penalty! If you wish to withdraw from this research contact Dr Wendi Beamish via e-
mail at w.beamish@griffith.edu.au or by phone on (07) 3735 5636. 

What are the benefits?    

It is expected this research will benefit your school directly by providing nominated Prep/Kindergarten 
and Year 1 teachers with access to the Early Years Model of Practice and the associated professional 
learning.  

Are there any risks?    

It is expected that there will be low/no risk associated with your school’s participation in this project.  

What will happen with the data? 

The nature of this research means identifiable data will be collected. However, all identifiable data will 
be de-identified and the identifiable data destroyed following the 4th wave of data collection. Digital 
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data collected will be maintained on a secure server and once downloaded it will be stored on a small 
number of password protected devices. Physical data collected will be stored in a secure storage area at 
Aspect or Griffith University. All data will be destroyed 5 years after the end of the year of publication 
of the last refereed publication that is based on the data as per Griffith University’s Schedule of 
Retention Periods for Research Data and Primary Materials.   

Please note, the conduct of this research involves the collection, access and/or use of your identified 
personal information. The information collected is confidential and will not be disclosed to third parties 
without your consent, except to meet government, legal or other regulatory authority requirements. 
However, your anonymity will at all times be safeguarded.   For further information, consult the 
University’s Privacy Plan at http://www.griffith.edu.au/about-griffith/plans-publications/griffith-university-
privacy-plan  or telephone (07) 3735 4375. 

What will happen with the results?   

A summary of the results and the project’s final report will become accessible upon the completion of 
the project via the Autism CRC’s website (http://www.autismcrc.com.au/connect-hub). The results of 
this research may also be published and/or presented by the research team.  

What do I do if I have any concerns or complaints about the ethical conduct of this research? 

Griffith University conducts research in accordance with the National Statement on Ethical Conduct in 
Human Research.  If potential participants have any concerns or complaints about the ethical conduct 
of the research project they should contact the Manager, Research Ethics on (07) 3735 4375 or 
research-ethics@griffith.edu.au. 

What do I do if I have any questions about this research?   

If you have any questions about this research please contact Annalise Taylor (PhD Candidate) via e-
mail at annalise.taylor@griffithuni.edu.au.  

What did I do if I want to participate in this research?  

If you would like to participate in this research please read the above information sheet and then sign 
and return the consent form via e-mail to Keely Harper-Hill (Research Associate) at 
keely.harperhill@qut.edu.au .  
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   Consent Form  
 

Principal 
Information & Consent Package 

   
 

Models of Practice to Support the Transition of Students on the Autism Spectrum through Early 
and Middle Years classrooms (GU Ref. No. 2016/851) 

By signing below, I confirm that I have read and understood the information package and in particular: 
• I understand that my involvement in this research will include: 
• Nominating two Prep/Kindergarten teachers to participate this research; 
• Supporting the participation of the initial (Prep/Kindergarten)  teachers in this research;  
• Support the transfer of knowledge to receiving (Year 1) teachers in early 2018.  
• I have had any questions answered to my satisfaction; 
• I understand the risks involved; 
• I understand that the only direct benefit to me from my participation in this research is my 

school’s access to the Early Years Model of Practice and the associated professional learning;  
• I understand that my participation in this research is voluntary; 
• I understand that if I have any additional questions I can contact the research team; 
• I understand that I am free to withdraw at any time, without explanation or penalty; 
• I understand that I can contact the Manager, Research Ethics, at Griffith University Human 

Research Ethics Committee on 3735 4375 (or research-ethics@griffith.edu.au) if I have any 
concerns about the ethical conduct of the project; and 

• I agree to participate in the project. 
 

Name 
 
 

School 
 
 

Signature 

 
 
 
 

Date 
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APPENDIX J. 
TEACHER INFORMATION AND CONSENT PACKAGE 

   Information Sheet 
 

Prep/Kindergarten 
Teacher   

Information & Consent Package 

   
 

Models of Practice to Support the Transition of Students on the Autism Spectrum through Early 
and Middle Years classrooms (GU Ref. No. 2016/851) 

Who is conducting this research?  

This research project is being conducted by a team of researchers from Griffith University, the AEIOU 
Foundation, and Autism Spectrum Australia (Aspect). It has two streams: Early Years and Middle 
Years.   

The Early Years Stream will be conducted by Dr Wendi Beamish (Griffith University), Dr Jessica 
Paynter (Griffith University), Dr Madonna Tucker (AEIOU Foundation), and Annalise Taylor (PhD 
Candidate, Griffith University). Please note, this research is also a part of Annalise Taylor's PhD 
studies.  

The Middle Years Stream will be conducted by Dr Trevor Clark (National Director, Aspect Research), 
Emma Fitton (Research Assistant, Aspect Practice), Ainslie Robinson (Research Assistant, Aspect 
Practice), and Dr Susan Bruck (Research Officer, Aspect Practice). 

Dr Trevor Clark is the project leader and primary contact for this research project. He is also the 
contact for the Middle Years Stream. He can be contacted via e-mail at tclark@autismspectrum.org.au 
or by phone on (02) 8868 8511. Dr Wendi Beamish is the contact for the Early Years Stream of this 
research. She can be contacted via e-mail at w.beamish@griffith.edu.au or by phone on (07) 3735 
5636. 

Who is funding this research?    

This research is funded by the Cooperative Research Centre for Living with Autism (Autism CRC). 
The Autism CRC is the world’s first national, cooperative research effort focused on autism. Taking a 
whole of life approach to autism focusing on diagnosis, education and adult life, Autism CRC 
researchers are working with end-users to provide practical solutions for governments, service 
providers, education and health professionals, families and people with autism. 

Why is this research being conducted?   

The majority of students on the autism spectrum are educated in inclusive settings.  However, research 
has repeatedly shown that the majority of classroom teachers believe they do not have the skills or 
specialised knowledge required to effectively teach and include students on the spectrum in their class. 
The Early Years Stream of this research project aims to develop and trial the Early Years Model of 
Practice.  A Model of Practice is a visual representation of pedagogic principle which has been 
specially designed to support teacher decision making. The Early Years Model of Practice has been 
carefully designed and validated to ensure that it supports teacher decision making in relation to the 
education and inclusion of students on the spectrum as they move through Prep/Kindergarten and into 
Year 1. The aforementioned design and validation process formed the first stage of this research 
project. This, the second and final stage, of this research project  will trial the Early Years Model of 
Practice by implementing it under three conditions (i.e., face-to-face coaching, online coaching, 
information only) in schools across the metropolitan and inner and outer regional areas of New South 
Wales, Queensland, and Victoria. The data collected will explore the effect of the implementation of 
the Early Years Model of Practice by measuring the changes in teachers’ attitudes, efficacy, and 
practice. This research will not collect data about, from or on students although participating teachers 
must have at least one student on the spectrum enrolled their class.   

How will this research be conducted? 
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Participating teachers will be asked to participate in an introductory session which will introduce the 
Early Years Model of Practice, and give an overview of this research. Participants will also be given 
unlimited access to the Early Years Model of Practice. Participating schools will be allocated to one of 
three conditions (i.e., Condition 1: Face-to-face Coaching, Condition 2: Online Coaching, Condition 3: 
Information Only). Participating teachers from schools allocated to Condition 1 will receive 2x2hrs of 
face-to-face coaching by an autism specialist with coaching training. Participating teachers from 
schools allocated to Condition 2 will receive a total of 4hrs of online coaching by an autism specialist 
with coaching training. Finally, participating teachers from schools allocated to Condition 3 will 
continue to access the Early Years Model of Practice. Participating teachers will be asked to 
implement according to need, and at their discretion, the practices within the Early Years Model of 
Practice. They will also be asked to share what they have learnt about teaching children on the autism 
spectrum with the receiving (Year 1) teachers.  

Participating teachers will be invited to participate in four online surveys (Term 2, 2017, Term 3, 2017, 
Term 4, 2017, and Term 1, 2018) which will take approximately 30 minutes each to complete. They 
will also be invited to participate in two half-day in-class observations (Term 2, 2017, and Term 4, 
2017) using a customised observational scale. Finally, teachers will be invited to participate in two 30 
minute interviews (Term 2, 2017, and Term 4, 2017) which will be recorded. The data collected will 
show how the implementation of the Early Years Model of Practice affected teachers’ attitudes, 
efficacy, and professional practice. 

Why was I invited to participate in this research?  

The Early Years Stream of this research will be conducted in schools located across the metropolitan, 
inner regional and outer regional areas of New South Wales, Queensland, and Victoria which have one 
or more students on the autism spectrum enrolled in Prep/Kindergarten. Your principal has signed your 
school up to this research, and has nominated you to participate because you teach Prep/Kindergarten 
and have at least one student on the spectrum in your class.   

What will I have to do?  

If you choose to participate in this research, you will:  

• Participate in an introductory session (online);  

• Be given unlimited access to the Early Years Model of Practice;  

• Implement according to need, and at your discretion, the practices within the Early Years 
Model of Practice;  

• Share what you have learnt with the receiving (Year 1) teachers; and   

• Participate in: 

o Four online surveys (Term 2, 2017, Term 3, 2017, Term 4, 2017, and Term 1, 2018); 

o Two in-class observations (Term 2, 2017, and Term 4, 2017); and 

o Two interviews (Term 2, 2017, and Term 4, 2017). N.B. The audio of the interviews 
will be recorded.  

Your school will be allocated to one of three conditions (Condition 1: Face-to-face Coaching, 
Condition 2: Online Coaching, and Condition 3: Information Only), and if your school is allocated to: 

• You will also receive 2x2hrs of face-to-face coaching; 

• You will also receive 4hrs of online coaching; or 

• You will only receive access to the Early Years Model of Practice. 

Information on the time commitment associated with participation can be found in Attachment A.  
Please note participation in this research is voluntary and you may withdraw at any time without 
explanation or penalty! If you wish to withdraw from this research contact Dr Wendi Beamish via e-
mail at w.beamish@griffith.edu.au or by phone on (07) 3735 5636. 

What are the benefits?    

It is expected this research will benefit you directly by providing access to the Early Years Model of 
Practice and the associated professional learning.  

Are there any risks?    

mailto:w.beamish@griffith.edu.au
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It is expected that there will be low/no risk associated with your participation in this project.  

What will happen with the data? 

The nature of this research means identifiable data will be collected. However, all identifiable data will 
be de-identified and the identifiable data destroyed following the 4th wave of data collection. Digital 
data collected will be maintained on a secure server and once downloaded it will be stored on a small 
number of password protected devices. Physical data collected will be stored in a secure storage area at 
Aspect or Griffith University. All data will be destroyed 5 years after the end of the year of publication 
of the last refereed publication that is based on the data as per Griffith University’s Schedule of 
Retention Periods for Research Data and Primary Materials.   

Please note, the conduct of this research involves the collection, access and/or use of your identified 
personal information. The information collected is confidential and will not be disclosed to third parties 
without your consent, except to meet government, legal or other regulatory authority requirements. 
However, your anonymity will at all times be safeguarded. For further information, consult the University’s 
Privacy Plan at http://www.griffith.edu.au/about-griffith/plans-publications/griffith-university-privacy-plan  
or telephone (07) 3735 4375. 

What will happen with the results?   

A summary of the results and the project’s final report will become accessible upon the completion of 
the project via the Autism CRC’s website (http://www.autismcrc.com.au/connect-hub). The results of 
this research may also be published and/or presented by the research team.  

What do I do if I have any concerns or complaints about the ethical conduct of this research? 

Griffith University conducts research in accordance with the National Statement on Ethical Conduct in 
Human Research.  If potential participants have any concerns or complaints about the ethical conduct 
of the research project they should contact the Manager, Research Ethics on (07) 3735 4375 or 
research-ethics@griffith.edu.au. 

What do I do if I have any questions about this research?   

If you have any questions about this research please contact Annalise Taylor (PhD Candidate) via e-
mail at annalise.taylor@griffithuni.edu.au.  

What did I do if I want to participate in this research?  

If you would like to participate in this research please read the above information sheet and then sign 
and return the consent form via e-mail to Annalise Taylor (PhD Candidate) at 
annalise.taylor@griffithuni.edu.au . 

 
  

http://www.griffith.edu.au/about-griffith/plans-publications/griffith-university-privacy-plan
http://www.autismcrc.com.au/connect-hub
mailto:research-ethics@griffith.edu.au
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Consent Form 

 
Initial 

Teacher   

Information & Consent Package 

   
 

Models of Practice to Support the Transition of Students on the Autism Spectrum through Early 
and Middle Years classrooms (GU Ref. No. 2016/851) 

By signing below, I confirm that I have read and understood the information package and in particular: 
• I understand that my involvement in this research will include: 

o Implementing the practices within the Early Years Model of Practice;  
o Sharing what I have learnt with the receiving (Year 1) teachers; 
o Participating in: 

▪ An introductory session (Term 2, 2017);  
▪ Four online surveys (Term 2, 2017, Term 3, 2017, Term 4, 2017, and Term 

1, 2018); 
▪ Two in-class observations (Term 2, 2017, and Term 4, 2017); and 
▪ Two interviews (Term 2, 2017, and Term 4, 2017). 

• I understand that as part of my involvement in this research my school will be allocated to one 
of three conditions, and that if my school is allocated to: 

o Condition 1, I will receive 2x2hrs of face-to-face coaching and access to the Early 
Years Model of Practice; 

o Condition 2, I will receive 4hrs of online coaching and access to the Early Years 
Model of Practice; or 

o Condition 3, I will only receive access to the Early Years Model of Practice. 
• I understand the audio of my interviews will be recorded. 
• I have had any questions answered to my satisfaction; 
• I understand the risks involved; 
• I understand that the only direct benefit to me from my participation in this research is access 

to the Early Years Model of Practice and the associated professional development;  
• I understand that my participation in this research is voluntary; 
• I understand that if I have any additional questions I can contact the research team; 
• I understand that I am free to withdraw at any time, without explanation or penalty; 
• I understand that I can contact the Manager, Research Ethics, at Griffith University Human 

Research Ethics Committee on 3735 4375 (or research-ethics@griffith.edu.au) if I have any 
concerns about the ethical conduct of the project; and 

• I agree to participate in the project. 
 

Name 
 
 

Signature 

 
 
 
 

Date 
 
 

 
 

mailto:research-ethics@griffith.edu.au
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APPENDIX K. 
CHARACTERISTICS OF RECRUITED SCHOOLS (N = 11) 

Characteristic Count 
State  

Queensland 4 
New South Wales 2 
Victoria  5 

Sector  
Government 7 
Catholic 3 
Independent  1 

School Type  
Primary 10 
P-12  1 

Index of Community Socio-Educational Advantage (ICSEA)  
<1000 2 
1000 – 1050 5 
1050 – 1100  2 
1100 – 1150  2 

Net Recurrent Income per Student  
$9 to 10 000.00  2 
$10 to 11 000.00 1 
$12 to 13 000.00 5 
$13 to 14 000.00 1 
$15 to 16 000.00 1 
>$25 000.00   1 

Total Number of Enrolled Students  
200 – 299  2 
300 – 399   2 
400 – 499  2 
500 – 599  2 
800 – 899 2 
>1 200  1 
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APPENDIX L. 
PROFESSIONAL SUPPORT GUIDELINES (DOS & DON’TS) 

  Dos Don’ts 

Focus 
• Teacher practice 

• Concentrate 29 Practices + briefs 

• Enhance content in briefs 

•  

• Student on spectrum 

• Introduce other practices (i.e., 
comprehensive FBA, not BIP).  

•  

Activities 
• Use the Growth Coaching 

International’s 8 steps of coaching to 
structure coaching sessions. Within 
the context of this project you may 
use some additional strategies from 
your personal coaching toolbox. 

• Discussion & reflection  
(with you and others) 

• Role play…  

• Co-planning with the teacher what 
their focus is etc.  

•  

• In-class observation… 

•  

Other 
• Complete record sheet for individual 

teacher as soon as possible following 
each session. 

• Complete all teacher record sheets by 
10th of November.  

• E-mail all teacher record sheets to 
Ainslie (e-mail) by the 10th of 
November.  

•  

• Only fill out record sheet at the end of 
coaching. 

•  
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APPENDIX M. 
SUPPORT SESSION RECORD SHEET 

Coach Name: 
Teacher Name: School: Grade/s or Role: 
What format of support did you use with this teacher (check all that apply)? 
☐ Face-to-Face Support                                                      ☐ Online Support                                                                                           ☐ E-mail 
Instructions:  

1. Record contact (face-to-face/online support OR e-mail) with teacher following contact. 
2. Complete feedback form (Page 3) upon conclusion of professional support sessions.   
3. E-mail completed record sheet to Ainslie Robinson arobinson@autismspectrum.org.au by 10th of 

November 2017. 
 

Session 
Date 

Session 
Duration  

Session Focus  Agreed Action/s to be Taken 
by Teacher  

  Practice/s:  
 
Suggested additions to PB/s  
(specify which PB):  

 

  Practice/s:  
 
Suggested additions to PB/s  
(specify which PB): 

 

  Practice/s:  
 
Suggested additions to PB/s  
(specify which PB): 

 

  Practice/s:  
 
Suggested additions to PB/s  
(specify which PB): 

 

  Practice/s:  
 
Suggested additions to PB/s  
(specify which PB): 

 

 
E-mail 
Date 

Time 
Taken  

E-mail Focus (indicate practice) Agreed Teacher Action   

    
    
    
    
    

 
What strategies do you think may have helped you to work more effectively with this teacher? 
What worked best/ was the most helpful for this teacher? 
What did the teacher benefit the least from? 
Any other comments? 

 

mailto:arobinson@autismspectrum.org.au
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APPENDIX N. 
TRIAL - INTERVIEW 1 

Project 2.037_Early Years Stream 
Guide for Interview 1 

 
Main Question/s 
Begin & Guide Conversation, 
strategies include: 

• Echoing the response  
• Summarising the 

response 

Probing Question/s 
Clarify Answer/s OR Request Further 
Examples/Information, strategies include: 

• Silent Probe 
• Echo Probe 
• Uh-huh Probe 
• Tell-Me-More Probe 

Probe questions are bullet pointed and in 
italics. These questions are only meant to be 
used when more detail is required.  

Follow-up 
Question/s 
Explores the 
Implications of 
Answer/s 

“Hello [name]. How are you? So my name is Annalise. I’ll be interviewing you today. I’m the PhD 
Candidate attached to the Early Years Stream of this project. Thank-you for completing Survey One 
and scheduling your interview. Before we start the interview I need to check that you consent to it 
being recorded. The file will be saved to a secure drive locally hosted by Griffith University and it will 
not be shared or made publicly available.”  
1. “Do you consent to this interview being recorded?” (YES/NO) 
2. “Thank-you. So first up, how long have you been teaching Prep/Kindergarten?”  
3. Echo response and ask, “how do you find it?” 
4. “Tell me about your class…”  
5. “Without identifying them, can you tell me a little about the diverse learners in your class…” 
6. “Thank-you, now fill me in a bit more about the student/s on the spectrum in your class…”  

a. “What are his/her/their learning needs? “ 
b. “How capable do you feel when it comes to meeting these needs?” 

• “Think specifically about managing your classroom, does your feeling of 
capability remain the same?” 

• “Now think about selecting and implementing instructional strategies for 
students on the spectrum, does that feeling remain the same?”  

• “Does your feeling of capability remain the same when you think about 
engaging these students?” 

7. “In Survey 1 you were asked to rate your knowledge and confidence when it comes to teaching 
students on the spectrum from very low to very high. Can you share a little about your response?” 

8. “So how did you develop your knowledge and skills when it came to teaching students on the 
spectrum?  

• Did you build it from your teaching experience in relation to these students?  
• Have you learnt from colleagues? 
• Have you participated in targeted professional development?  

“Thank-you for telling me a little about yourself and your class. I am now going to ask you some 
questions about the EY-MoP and the practices within it. I will put the MoP up on screen so it’s fresh in 
your mind.”  
VISUAL: EY-MoP 
9. “So looking at the EY-MoP, what are your initial thoughts? 

a. “How familiar are you with the practices?” 
b. “Are there any practices you aren’t familiar with?” 

VISUAL: Belonging  
10. “Now focusing on Belonging, what are your thoughts on the practices?” 
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11. “Are you intending to focus on any of these practices this term and the next?”  
a. “Which one/s?” 
b. “So what made you focus on this practice/these practices?” 

• “How do you think using of this practice/these practices in your classroom will 
support students on the spectrum?” 

c. “How capable do you feel when it comes to implementing this practice/these practices?” 
VISUAL: Being  
12. “Now focusing on Being, what are your thoughts on these practices?” 
13. “Are you intending to focus on any of these practices?” 

a. “Which one/s?” 
b. “So what made you focus on this practice/these practices?” 

• “How do you think using of this practice/these practices in your classroom will 
support students on the spectrum?” 

c. “How capable do you feel when it comes to implementing this practice/these practices?” 
VISUAL: Becoming 
14. “Now focusing on Becoming, what are your thoughts on this last set of practices?” 
15. “Are you intending to focus on any of these practices?” 

a. “Which one/s?” 
b. “So what made you focus on this practice/these practices?” 

• “How do you think using of this practice/these practices in your classroom will 
support students on the spectrum?” 

c. “How capable do you feel when it comes to implementing this practice/these practices?” 
“Thank-you for sharing your thoughts on the EY-MoP and the practices within it. I’d now like to ask a 
few general questions.”   
16. “Do you work with colleagues to build your professional knowledge and skills?” (YES/NO) 

a. How effective do you find it?  
b. What facilitates this collegial sharing for you?  
c. Does anything get in the way of learning from and with your colleagues?  

17. CONDITIONS 1 & 2 ONLY “Have you started coaching yet?” (YES/NO) 
18. CONDITIONS 1 & 2 ONLY “What are/were you expectations of the coaching provided as part of 

this project?” 
19. “On the whole, how do you plan to use the EY-MoP this term and the next?” 

a. “What about next year?” 
20. “Overall, what would you like to gain from your participation in this project?” 
“Thank-you for taking the time to participate in this interview and sharing your thoughts with me. I 
look forward to talking to you again in Term 4. Once this interview has been transcribed, I’ll send you 
a copy so that you can confirm the accuracy of your responses.” 
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APPENDIX O. 
TRIAL - INTERVIEW 2 

Project 2.037_Early Years Stream 
Guide for Interview 2 

 
Main Question/s 
Begin & Guide Conversation, 
strategies include: 

• Echoing the response  
• Summarising the 

response 

Probing Question/s 
Clarify Answer/s OR Request Further 
Examples/Information, strategies include: 

• Silent Probe 
• Echo Probe 
• Uh-huh Probe 
• Tell-Me-More Probe 

Probe questions are bullet pointed and in 
italics. These questions are only meant to be 
used when more detail is required.  

Follow-up 
Question/s 
Explores the 
Implications of 
Answer/s 

“Hello [name]. How are you? Thank-you for scheduling your interview. Before we start I need to 
check that you (a) are still okay with your interview being recorded (YES/NO), and (b) you have had a 
chance to review the transcript from Interview 1 (YES/NO). Would you like to revise the transcript in 
any way?”  
1. “Let’s start with an update. In Interview 1 I asked about your class and the diverse learners within 

it.” 
a. “Have there been any changes in your classroom dynamic since the last time I spoke to 

you?” 
b. “What about in relation to the student/s on the spectrum in your class, have his/her/their 

learning needs changed?” 
“Thank-you for providing an updated overview of your class and their learning needs. Now I am going 
to ask some questions about the EY-MoP.” 
2. “Have you accessed the EY-MoP since I last spoke to you?” (YES/NO) IF YES GO TO 2a; IF NO 

GO TO Q17 
a. “How did you access it?” 

• “Did you access it via the website?”  
• “Did you access the hyperlinked version of the EY-MoP e-mailed by the project 

team?” 
b. “What prompted you to access it?”   

3. “How have you used the EY-MoP?” 
• “Did you refer to the EY-MoP when making decisions about your classroom 

practice? 
• “Did you use the EY-MoP to reflect on your practice?” 

4. “Have you accessed some of the practice briefs?” (YES/NO) IF YES GO TO 4a; IF NO GO TO 
4d 

a. “What prompted you to access the practice briefs?” 
b. “How did you access the practice briefs?” 

• “Did you access them via the website?”  
• “Did you access them via the hyperlinked version of the EY-MoP e-mailed?” 

c. “How did you use the practice briefs? Tell me more.” 
• “Did you refer to the practice briefs when making decisions about your 

classroom practice? 
• “Did you use the practice briefs to reflect on your practice?” 

d. If NO, “Why not” & “So what do you think could be done to make the Practice Briefs 
more accessible?” 
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“Thank-you for sharing your thoughts on the practice briefs. Make a note of any ways in which you 
think they can be improved as we will ask you for suggestions in Survey 2.”   
5. CONDITIONS 1 & 2 ONLY “Tell me about the coaching you received.” 

a. “Describe a session for me.” 
• “How was it structured?” 
• “Did you focus on a single practice or a combination of practices?”  
• “What sort of strategies did your coach use? Were they effective?” 

b. “Did you have e-mail contact with your coach? Tell me more.”  
c. “What worked well about the coaching you received?”  
d. “How do you think coaching could be done better or differently in the future?”  

“In Survey and Interview 1, you shared that you were going to focus on specific practices. Now I’m 
going to ask some questions about your implementation of practices within each of the 3Bs.” 
6. “The Belonging practice/s you planned to focus on were (insert list of practices here). How did 

that go?  
a. “Do you feel your use of this practice/s has increased? Tell me more.” 
b. “Did the use of this practice/s assist in supporting the learning needs of the student/s on 

the spectrum in your class?” 
c. CONDITIONS 1 & 2 ONLY “Did the coaching your receive support your 

implementation of this practice/s? Why/Why not?” 
7. “The Being practices you planned to focus on were (insert list of practices here). How did that go?  

a. “Do you feel your use of this practice/s has increased? Tell me more.” 
b. “Did the use of this practice/s assist in supporting the learning needs of the student/s on 

the spectrum in your class?” 
c. CONDITIONS 1 & 2 ONLY “Did the coaching your receive support your 

implementation of this practice/s? Why/Why not?” 
8. “The Becoming practices you planned to focus on were (insert list of practices here).  How did 

that go?  
a. “Do you feel your use of this practice/s has increased? Tell me more.” 
b. “Did the use of this practice/s assist in supporting the learning needs of the student/s on 

the spectrum in your class?” 
c. CONDITIONS 1 & 2 ONLY “Did the coaching your receive support your 

implementation of this practice/s? Why/Why not?” 
9. “Did you focus on any practices not originally identified?” (YES/NO) 

a. “Which practice/s did you focus on?”  
b. “What prompted you to focus on this practice/these practices?” 
c. “Did the use of the practice assist in supporting the learning needs of the student/s on the 

spectrum in your class?” 
“Thank-you for that. I just have a few more general questions to ask.” 
10. “Do you feel your implementation of practices within the EY-MoP has enhanced your knowledge 

in relation to teaching students on the spectrum? Tell me more?” 
11. “What about your skills?”  
12. “Do you feel more capable in teaching students on the spectrum since implementing practices 

within the EY-MoP?”  
13. “Has your teaching practice changed?” 

a. “What aspects of your practice have changed?” 
b. “Why have they changed?” 
c. “What impact have these changes had both for you professionally and for your students?” 

14. “What did you gain from your participation in this project?”  
15. “Would you recommend the EY-MoP to colleagues?” (YES/NO) IF YES GO TO 15a; IF NO GO 

TO 15c 
a. “Why?” 
b. “How would you suggest they use it?” 
c. If NO, “Why not?” 
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16. “Do you have any final thoughts on the EY-MoP and/or your participation on the project that you 
would like to share?” 

“Thank-you for taking the time to participate in this interview and sharing your thoughts with me. I 
really appreciate. Once this interview has been transcribed I’ll send you a copy so that you can confirm 
the accuracy of your responses. As soon as this interview finishes I’ll send you think invitation to 
complete Survey. We would appreciate it if you would complete it before you go on holidays. 
Remember you can claim your $35.00 gift voucher when you finish it. Bye” 
If response to Question 4 is NO, use these questions to conduct the rest of the interview. 
17. “Have you accessed the EY-MoP since I last spoke to you?” (YES/NO) 

a. “Thank-you for your honesty. Tell me more about why you haven’t accessed the EY-
MoP?” 

b. “In a perfect world, would you use the EY-MoP in your classroom?”  
c. “So what do you think could be done to make the EY-MoP more user friendly?”  

18. CONDITIONS 1 & 2 ONLY “Tell me about the coaching you received.” 
a. “Describe a session for me.” 

• “How was it structured?” 
• “Did you focus on a single practice or a combination of practices?”  
• “What sort of strategies did your coach use? Were they effective?” 

b. “Did you have e-mail contact with your coach? Tell me more.”  
c. “What worked well about the coaching you received?”  
d. “How do you think coaching could be done better or differently in the future?”  

19. “Would you recommend the EY-MoP to colleagues?” (YES/NO) IF YES GO TO 15a; IF NO GO 
TO 15c 

a. “Why?” 
b. “How would you suggest they use it?” 
c. If NO, “Why not?” 

20. “Do you feel you have gained anything from your participation in this project?”  
21. “Do you have any final thoughts on the EY-MoP and/or your participation on the project that you 

would like to share?” 
“Thank-you for taking the time to participate in this interview and sharing your thoughts with me. I 
really appreciate. Once this interview has been transcribed I’ll send you a copy so that you can confirm 
the accuracy of your responses. As soon as this interview finishes I’ll send you think invitation to 
complete Survey. We would appreciate it if you would complete it before you go on holidays. 
Remember you can claim your $35.00 gift voucher when you finish it. Bye” 
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APPENDIX P. 
TRIAL - SURVEY 1 

  Initial Survey 
Title Welcome  
Description Thank-you for participating in the Autism CRC’s Models of Practice project. As part 

of this project, we’d appreciate the completion of this survey which should take 
approximately 25 minutes to do. 

Title  Participant Consent 
Description  (INSERT LINK TO INFORMATION & CONSENT PACKAGE HERE) 
PC1 I confirm that I have read and understood the Information Sheet, and  

I confirm that I have consented to participate in this project. 
• Yes 
• No  

Title  Background Information 
BI1 
 

I am aged:  
• Under-30  
• 30-39  
• 40-49  
• 50-59  
• Over-60  

BI2 I identify as:  
• Female  
• Male  
• Other:____________ 

BI3 I currently hold a: 
• Bachelor Degree in ___________ 
• Graduate Certificate in ___________ 
• Graduate Diploma in ___________ 
• Masters Degree in ___________ 
• Doctoral Degree in ___________ 
• Other: ___________ 

BI4 My school is: 
• Catholic  
• Government 
• Independent  

BI5 My school’s postcode is:___________  
BI6 I have been teaching for: 

• Less than a year 
• 1-3 years  
• 4-9 years 
• 10-15 years 
• 16+ years  

BI7 Do you have experience teaching students on the autism spectrum?  
• Yes (Comment on your experience in the box below) 
• No 
• How many years? __________  
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BI8 My knowledge about teaching students on the autism spectrum is… (BI8a) 
• Very Low  
• Low  
• Moderate  
• High  
• Very High 

My confidence about teaching students on the autism spectrum is… (BI8b) 
• Very Low  
• Low  
• Moderate  
• High  
• Very High 

 

BI9 Have you undertaken any autism-specific professional development (PD) or training?  
• Yes (Comment on the three most valued PD or training undertaken in the box 

provided) 
• No 

BI10 I am a: 
• Prep/Kindergarten Teacher 
• Year 1 Teacher 

BI11 How many Prep/Kindergarten and Year 1 teachers (excluding you) are there in your 
school? 
Prep/Kindergarten __________ 
Year 1 _____________ 

BI12 How many students on the autism spectrum are in your class? 
BI13 Are any of the students on the spectrum in your class Aboriginal or Torres Strait 

Islanders? If so, how many? 
Title Teachers’ Sense of Efficacy Scale (Tschannen-Moran & Woolfolk, 2001) 
Description These questions are designed to help us gain a better understanding of the kinds of 

things that create difficulties for teachers in their school activities. 
TSES1a to 
TSES1x 

Please indicate your opinion about the 24 statements below. 
N.B. Scale not included here due to copyright.  

Title Belonging Practices 
Description In this section you will find a series of educational practices which are related to the 

organiser of Belonging. These practices focus on the deliberate adjustment of the 
physical, behavioural, social-emotional, and temporal aspects of the learning 
environment to meet the needs of students on the autism spectrum. You will be asked 
to indicate the extent to which you have used these practices with students on the 
spectrum in your classroom during 2017. 

• Frequently means the practice is used more than 80% of the time when 
applicable.  

• Sometimes means the practice is used approximately 50% of the time when 
applicable.  

• Rarely means the practice is used less than 20% of the time when 
applicable.  

• Never means the practice is not used at all even when applicable.  
• Not Applicable means the practice is not pertinent to your classroom 

practice.   
Bel1 Teachers cultivate meaningful relationships by 

interacting positively and respectfully with every 
student. 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers give frequent encouragement and feedback 
to students on their learning and behaviour. 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
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• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers provide a safe and secure learning 
environment with active supervision. 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers carefully plan the physical layout of the 
learning environment making sure all spaces are 
clearly defined and can be accessed by every student. 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers organise the physical environment, 
materials, and activities in ways that encourage social 
interaction.   

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers give clear directions and allow students time 
to respond. 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers establish, teach, and reinforce class rules, 
and consistently follow through with natural and 
logical consequences. 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers provide structure and consistency by 
establishing, teaching, and using routines (e.g., going 
to the toilet, taking a break). 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers ensure the learning environment is 
structured and predictable by preparing and 
consistently using class and/or individual schedules.   

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers provide structure and predictability by 
carefully preparing students for classroom transitions. 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

 

Bel2 Please identify any practices within Becoming you might focus on this term, and 
comment on why? 

• Belonging 1: Teacher-Student Relationships 
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• Belonging 2: Feedback 
• Belonging 3: Active Supervision 
• Belonging 4: Classroom Layout 
• Belonging 5: Classroom Organisation 
• Belonging 6: Giving Directions  
• Belonging 7: Class Rules & Consequences 
• Belonging 8: Routines 
• Belonging 9: Schedules 
• Belonging 10: Transitions 

Title Being Practices 
Description In this section you will find a series of educational practices which are related to the 

organiser of Being. These practices focus on the development of key social and 
emotional skills and the effective management of challenging behaviour. You will be 
asked to indicate the extent to which you have used these practices with students on 
the spectrum in your classroom during 2017.  

• Frequently means the practice is used more than 80% of the time when 
applicable.  

• Sometimes means the practice is used approximately 50% of the time when 
applicable.  

• Rarely means the practice is used less than 20% of the time when 
applicable.  

• Never means the practice is not used at all even when applicable.  
• Not Applicable means the practice is not pertinent to your classroom 

practice.   
Bei1 Teachers foster sense of self in students by actively 

listening and responding to student ideas and by 
recognising student effort. 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers model positive interaction with others. To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers build friendship skills by providing 
systematic instruction in play and social skills 
coupled with multiple opportunities for practice. 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers nurture students’ emotional literacy by 
modelling recognising and responding to expressed 
emotions.   

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

 
 

Teachers foster self-regulation in students by 
providing systematic instruction. 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
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• Never 
• Not Applicable 

Teachers build student ability to solve social 
problems by systematically teaching the problem 
solving process and encouraging its use when solving 
a problem. 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers use peers to model, reinforce, and build on 
students’ developing social-emotional skills. 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

When challenging behaviour is displayed, teachers 
analyse the environmental factors that occur before, 
during, and after the challenging behaviour is 
exhibited. 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers modify activities and the physical and social 
environment of the classroom to reduce the likelihood 
of challenging behaviour occurring. 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

 

Bei2 Please identify any practices within Becoming you might focus on this term, and 
comment on why? 

• Being 1: Fostering Sense of Self  
• Being 2: Modelling Interactions 
• Being 3: Teaching Friendship Skills 
• Being 4: Fostering Emotional Literacy 
• Being 5: Self-Regulation 
• Being 6: Social Problem Solving 
• Being 7: Peer Mediated Instruction 
• Being 8: Functional Behaviour Assessment  
• Being 9: Preventing Behaviour  

Title Becoming Practices 
Description In this section you will find rank a series of educational practices which are related to 

the organiser of Becoming. These practices focus on the delivery of the Australian 
Curriculum in ways that students on the spectrum will engage with and learn from. 
You will be asked to indicate the extent with which you have used these practices 
with students on the spectrum in your classroom during 2017.  

• Frequently means the practice is used more than 80% of the time when 
applicable.  

• Sometimes means the practice is used approximately 50% of the time when 
applicable.  

• Rarely means the practice is used less than 20% of the time when 
applicable.  

• Never means the practice is not used at all even when applicable.  
• Not Applicable means the practice is not pertinent to your classroom 

practice.   
Bec1 Teachers use a variety of assessment materials and 

strategies to learn what their students know and can 
do and use this information to inform their planning.    

To what extent have you used this practice with 
students on the spectrum in your class? 
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 • Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers provide systematic instruction in what 
students need to know and do. 
 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers monitor student learning using a variety of 
materials and strategies and use this information to 
adjust their teaching to better meet student needs. 
 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers use a variety of summative assessment tasks 
to find out what their students have learnt. 
 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers cultivate independence by teaching self-help 
skills and providing frequent opportunities for 
practice.   
 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers ensure students have access to and are 
systematically taught an effective means of 
communication, including alternatives to spoken 
language. 
 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers cultivate speaking and listening skills by 
creating opportunities for students to actively listen to 
and converse with others on topics of interest to the 
student. 
 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers provide systematic reading instruction in the 
areas of phonological awareness, phonics, fluency, 
vocabulary, and comprehension. 
 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers build written expression by providing 
students with scaffolding to structure their writing, 
and encouraging students to write for a variety of 
purposes. 
 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers encourage students to view and describe 
their world mathematically, and provide numeracy 

To what extent have you used this practice with 
students on the spectrum in your class? 
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instruction which systematically builds on students’ 
existing knowledge. 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

 

Bec2 Please identify any practices within Becoming you might focus on this term, and 
comment on why? 

• Becoming 1: Collection of Diagnostic Data  
• Becoming 2: Systematic Instruction 
• Becoming 3: Formative Assessment 
• Becoming 4: Summative Assessment  
• Becoming 5: Self-help Skills 
• Becoming 6: Teaching Communication 
• Becoming 7: Speaking & Listening  
• Becoming 8: Reading 
• Becoming 9: Writing 
• Becoming 10: Numeracy  

Title Comments  
P1 What do you hope to gain from participating in this project?  
P2 Is there any other comments you could like to make in relation to this survey, the 

project, or the EY-MoP?  
Description  Thank-you for taking the time to complete this survey.   
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APPENDIX Q. 
TRIAL - SURVEY 2 

Survey 2 
Title Welcome  
Description Thank-you for your participation in the Autism CRC’s Models of Practice project. 

The completion of this 25-minute survey is the final aspect of your participation. 
And, upon completion of this you will receive a $35.00 Coles-Myer eGift voucher as 
a as a token of our appreciation.  

Title  Participant Consent 
Description  (INSERT LINK TO INFORMATION & CONSENT PACKAGE HERE) 
PC1 I confirm that I have read and understood the Information Sheet, and I confirm that I 

have consented to participate in this project. 
• Yes 
• No  

Title  Condition  
ME1 - ALL Select the option that applies to you. 

• I received face-to-face coaching and accessed the online Early Years Model of 
Practice (Condition 1). (GO TO COACHING QUESTIONS)  

• I received online coaching and accessed the online Early Years Model of 
Practice (Condition 2) (GO TO COACHING QUESTIONS) 

• I accessed the online Early Years Model of Practice. (Condition 3) (GO TO 
MOP QUESTIONS) 

Title  Coaching Experience 
CEx1 How many hours of coaching did you receive? __________ 
CEX2 When did you have your sessions with your coach? Select all that apply. 

• Before School 
• During School  
• After School  

CEX3 If your sessions were during school, what arrangements were made for you to be 
released from class? ____________ 

CEX4 Please answer the following questions by indicating one response to each question in 
regard to your experience working with the coach. 

The coach communicated effectively. (C4a) 
• Never 
• Seldom 
• Sometimes 
• Often 
• Always  

The coach and I worked together collaboratively. (C4b) 
• Never 
• Seldom 
• Sometimes 
• Often 
• Always 

The time spent working with the coach was effective and productive. (C4c) 
• Never 
• Seldom 
• Sometimes 
• Often 
• Always 

The coach helped build my capacity to implement MoP practices. (C4e) 
• Never 
• Seldom 
• Sometimes 
• Often 
• Always 

The coaching increased my knowledge of the practices. (C4f) 
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• Never 
• Seldom 
• Sometimes 
• Often 
• Always 

The coach provided me with practical and useful feedback and strategies. (c4g) 
• Never 
• Seldom 
• Sometimes 
• Often 
• Always 

I had enough time available to participate in the coaching process. (C4i) 
• Never 
• Seldom 
• Sometimes 
• Often 
• Always 

The coach provided helpful information. (C4j) 
• Never 
• Seldom 
• Sometimes 
• Often 
• Always 

I would recommend the coaching to another teacher. (C4k) 
• Never 
• Seldom 
• Sometimes 
• Often 
• Always 

My overall reaction to the coaching was positive. (C4l) 
• Never 
• Seldom 
• Sometimes 
• Often 
• Always 

 

CEx5 What did you find the most helpful about the coaching you received? 
CEx6 In what ways do you think the coaching you received could be improved? 
CEx7 From your perspective, what format of coach contact would be most helpful (check 

all that apply)? 
• Face-to-face contact 
• E-mail 
• Phone 
• Written feedback 
• Follow-up sessions 
• Conducting observations of teacher practice  
• Supporting the implementation of practices 
• Follow-up observations of teacher practice  
• Other:_____________________________ 
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Title  Experience of the Early Years Model of Practice  (ALL CONDITONS) 
Description  [EMBEDDED IMAGE OF EY-MoP] 
ExMoP1 Select the practices you focused on. (tick all the boxes that apply?) 

• Belonging 1: Teacher-Student Relationships 
• Belonging 2: Feedback 
• Belonging 3: Active Supervision 
• Belonging 4: Classroom Layout 
• Belonging 5: Classroom Organisation 
• Belonging 6: Giving Directions  
• Belonging 7: Class Rules & Consequences 
• Belonging 8: Routines 
• Belonging 9: Schedules 
• Belonging 10: Transitions 
• Being 1: Fostering Sense of Self  
• Being 2: Modelling Interactions 
• Being 3: Teaching Friendship Skills 
• Being 4: Fostering Emotional Literacy 
• Being 5: Self-Regulation 
• Being 6: Social Problem Solving 
• Being 7: Peer Mediated Instruction 
• Being 8: Functional Behaviour Assessment  
• Being 9: Preventing Behaviour 
• Becoming 1: Collection of Diagnostic Data  
• Becoming 2: Systematic Instruction 
• Becoming 3: Formative Assessment 
• Becoming 4: Summative Assessment  
• Becoming 5: Self-help Skills 
• Becoming 6: Teaching Communication 
• Becoming 7: Speaking & Listening  
• Becoming 8: Reading 
• Becoming 9: Writing 
• Becoming 10: Numeracy 

ExMoP2 How often did you refer to the Early Years Model of Practice? (ExMoP1a) 
• Never (0 times) 
• Limited (1-4 times) 
• Sometimes (5 to 9 times) 
• Frequently (10+ times) 

How often did you refer to the online practice briefs? (ExMoP1b) 
• Never (0 times) 
• Limited (1-4 times) 
• Sometimes (5 to 9 times) 
• Frequently (10+ times) 

 

ExMoP3 When did you access the online practice briefs? Select all that apply. 
• Before School 
• During School 
• After School 

ExMoP4 How useful were the online practice briefs?  
• Not at all useful  
• Somewhat useful  
• Very useful 

ExMoP5 Comment on the usefulness of the online practice briefs? 
ExMoP6 Comment on the quality of the online practice briefs?  
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ExMoP7 In what ways do you think the practice briefs could be improved? Comment on a 
specific practice/s. 

Title Teachers’ Sense of Efficacy Scale (Tschannen-Moran & Woolfolk, 2001) 
Description These questions are designed to help us gain a better understanding of the kinds of 

things that create difficulties for teachers in their school activities. 
TSES1a to 
TSES1x 

Please indicate your opinion about the 24 statements below. 
N.B. Scale not included here due to copyright.  

Title Belonging Practices 
Description In this section you will find a series of educational practices which are related to the 

organiser of Belonging. These practices focus on the deliberate adjustment of the 
physical, behavioural, social-emotional, and temporal aspects of the learning 
environment to meet the needs of students on the autism spectrum. You will be asked 
to indicate the extent to which you have used these practices with students on the 
spectrum in your classroom during 2017. 

• Frequently means the practice is used more than 80% of the time when 
applicable.  

• Sometimes means the practice is used approximately 50% of the time 
when applicable.  

• Rarely means the practice is used less than 20% of the time when 
applicable.  

• Never means the practice is not used at all even when applicable.  
• Not Applicable means the practice is not pertinent to your classroom 

practice.   
Bel1 Teachers cultivate meaningful relationships by 

interacting positively and respectfully with every 
student. 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers give frequent encouragement and 
feedback to students on their learning and 
behaviour. 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers provide a safe and secure learning 
environment with active supervision. 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers carefully plan the physical layout of the 
learning environment making sure all spaces are 
clearly defined and can be accessed by every 
student. 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers organise the physical environment, 
materials, and activities in ways that encourage 
social interaction.   

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers give clear directions and allow students 
time to respond. 

To what extent have you used this practice with 
students on the spectrum in your class? 
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• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers establish, teach, and reinforce class rules, 
and consistently follow through with natural and 
logical consequences. 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers provide structure and consistency by 
establishing, teaching, and using routines (e.g., 
going to the toilet, taking a break). 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers ensure the learning environment is 
structured and predictable by preparing and 
consistently using class and/or individual schedules.   

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers provide structure and predictability by 
carefully preparing students for classroom 
transitions. 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

 

Bel2 Please identify any practices within Becoming you might focus on this term, and 
comment on why? 

• Belonging 1: Teacher-Student Relationships 
• Belonging 2: Feedback 
• Belonging 3: Active Supervision 
• Belonging 4: Classroom Layout 
• Belonging 5: Classroom Organisation 
• Belonging 6: Giving Directions  
• Belonging 7: Class Rules & Consequences 
• Belonging 8: Routines 
• Belonging 9: Schedules 
• Belonging 10: Transitions 

Title Being Practices 
Description In this section you will find a series of educational practices which are related to the 

organiser of Being. These practices focus on the development of key social and 
emotional skills and the effective management of challenging behaviour. You will be 
asked to indicate the extent to which you have used these practices with students on 
the spectrum in your classroom during 2017.  

• Frequently means the practice is used more than 80% of the time when 
applicable.  

• Sometimes means the practice is used approximately 50% of the time 
when applicable.  

• Rarely means the practice is used less than 20% of the time when 
applicable.  

• Never means the practice is not used at all even when applicable.  
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• Not Applicable means the practice is not pertinent to your classroom 
practice.   

Bei1 Teachers foster sense of self in students by actively 
listening and responding to student ideas and by 
recognising student effort. 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers model positive interaction with others. To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers build friendship skills by providing 
systematic instruction in play and social skills 
coupled with multiple opportunities for practice. 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers nurture students’ emotional literacy by 
modelling recognising and responding to expressed 
emotions.   

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers foster self-regulation in students by 
providing systematic instruction. 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers build student ability to solve social 
problems by systematically teaching the problem 
solving process and encouraging its use when 
solving a problem. 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers use peers to model, reinforce, and build on 
students’ developing social-emotional skills. 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

When challenging behaviour is displayed, teachers 
analyse the environmental factors that occur before, 
during, and after the challenging behaviour is 
exhibited. 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers modify activities and the physical and 
social environment of the classroom to reduce the 
likelihood of challenging behaviour occurring. 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
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• Rarely 
• Never 
• Not Applicable 

 

Bei2 Please identify any practices within Becoming you might focus on this term, and 
comment on why? 

• Being 1: Fostering Sense of Self  
• Being 2: Modelling Interactions 
• Being 3: Teaching Friendship Skills 
• Being 4: Fostering Emotional Literacy 
• Being 5: Self-Regulation 
• Being 6: Social Problem Solving 
• Being 7: Peer Mediated Instruction 
• Being 8: Functional Behaviour Assessment  
• Being 9: Preventing Behaviour  

Title Becoming Practices 
Description In this section you will find rank a series of educational practices which are related to 

the organiser of Becoming. These practices focus on the delivery of the Australian 
Curriculum in ways that students on the spectrum will engage with and learn from. 
You will be asked to indicate the extent with which you have used these practices 
with students on the spectrum in your classroom during 2017.  

• Frequently means the practice is used more than 80% of the time when 
applicable.  

• Sometimes means the practice is used approximately 50% of the time when 
applicable.  

• Rarely means the practice is used less than 20% of the time when applicable.  
• Never means the practice is not used at all even when applicable.  
• Not Applicable means the practice is not pertinent to your classroom practice.   

Bec1 Teachers use a variety of assessment materials and 
strategies to learn what their students know and can 
do and use this information to inform their planning.    
 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers provide systematic instruction in what 
students need to know and do. 
 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers monitor student learning using a variety of 
materials and strategies and use this information to 
adjust their teaching to better meet student needs. 
 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers use a variety of summative assessment tasks 
to find out what their students have learnt. 
 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers cultivate independence by teaching self-help 
skills and providing frequent opportunities for 
practice.   
 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 



A Model of Practice for Supporting the Teaching of Students on the Autism Spectrum When They Start School 

 Annalise Taylor - June 2020 284 

• Not Applicable 
Teachers ensure students have access to and are 
systematically taught an effective means of 
communication, including alternatives to spoken 
language. 
 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers cultivate speaking and listening skills by 
creating opportunities for students to actively listen to 
and converse with others on topics of interest to the 
student. 
 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

 
Teachers provide systematic reading instruction in the 
areas of phonological awareness, phonics, fluency, 
vocabulary, and comprehension. 
 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers build written expression by providing 
students with scaffolding to structure their writing, 
and encouraging students to write for a variety of 
purposes. 
 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

Teachers encourage students to view and describe 
their world mathematically, and provide numeracy 
instruction which systematically builds on students’ 
existing knowledge. 

To what extent have you used this practice with 
students on the spectrum in your class? 

• Frequently 
• Sometimes 
• Rarely 
• Never 
• Not Applicable 

 

Title Overall Perceptions of the Early Years Model of Practice  
MoP1 What do you perceive to be the strengths of the EY-MoP? ___________ 
MoP2 In what ways do you think the EY-MoP could be improved? _____________ 
MoP3 From your perspective, do the practices in the Early Years Model of Practice support 

your decision making in relation to educating students on the autism spectrum in 
early years classrooms? _____________ 

Title  Sharing the Early Years Model of Practice with Colleagues  
SEY1 Do you intend to suggest to the teachers receiving your students next school year that 

they use the Early Years Model of Practice? Please comment.  
1. Yes __________ 
2. No __________ 

SEY2 Tell us more about what you might share about EY-MoP. 
SEY3 Tell us why you don’t intend sharing information about EY-MoP. 
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Title  Your Participation in the Project  
YP1 What did you value most about your participation?  
YP2 What did you value least about your participation?  
YP3 My knowledge about teaching students on the autism spectrum is… (BI8a) 

• Very Low  
• Low  
• Moderate  
• High  
• Very High 

My confidence about teaching students on the autism spectrum is… (BI8b) 
• Very Low  
• Low  
• Moderate  
• High  
• Very High 

 

YP4 Are any changes in your knowledge about autism due to this project? Please 
comment 

• Yes __________ 
• No __________ 

YP5 Is any change in your confidence due to this project? Please comment 
• Yes ___________ 
• No ___________ 

YP6 Would you like to make any further comments?  
Title  Claim Your $35.00 eGift Card  
Description  To claim your $35.00 eGift Card enter your details below and select the store you 

would like the voucher for. 
GC1 Name: __________ 
GC2 Enter the e-mail you would like the eGift Card sent to: __________ 
GC3 Select the store for which you would like the eGift Card.   

 Coles eGift Cards can be used in Coles Supermarkets. Excludes Coles 
online.  

 Coles Groceries eGift Cards can be used in Coles Supermarkets. Excludes 
Coles online, Alcohol, Tobacco, phone cards and Gift Cards.  

 Kmart eGift Cards can be used in Kmart stores. Excludes Kmart Tyre & 
Auto Service Stations and Kmart New Zealand.  

 Officeworks eGift Cards can be used in Officeworks stores. Excludes 
Officeworks online.  

 Target eGift Cards can be used to purchase goods from www.Target.com.au 
or at Target Australia stores. Excludes Target eBay stores. 

Description  Thank-you for taking the time to complete this survey and participating in this 
project. From all the team, enjoy the forthcoming holidays! 
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APPENDIX R. 
INITIAL ANALYSIS TEMPLATE  
1. What were Prep/Kindergarten teachers’ impressions of the EY-MoP? 

1.1. Impressions of the practice model.   

1.1.1. The EY-MoP is well designed (Pre & Post)  

(easy to read/easy to understanding/makes sense/logically written or laid 

out/accessible/comprehensive/well put together/ general easy to read & 

understand/succinct/ broad) 

1.1.1.1. The design is user friendly (Pre & Post) 

1.1.1.2. The design is unique (Pre & Post) 

1.1.1.3. The design is easy to understand (Pre & Post) 

1.1.1.4. The addition of example or vignettes would enhance the EY-MoP’s design (Post).  

1.1.2. The EY-MoP is a valuable tool (Post)  

(Reminder/Affirmation/reflection/guides planning, practice, and 

reflection/Toolkit/Strategy Bank/Full of ideas/tips & tricks) 

1.1.2.1. Access to the EY-MoP would benefit preservice/graduate teachers (Pre & Post) 

1.1.3. The Practices within the EY-MoP are what teachers do/try to do (i.e., everyday, good 

practice) (Pre)  

(familiar/part of the toolkit) 

1.1.4. The Practices within the EY-MoP meet needs of students on the spectrum (Pre & Post) 

1.1.5. The Practices within the EY-MoP are not just for students on the spectrum (Pre & Post)  

1.1.6. CA: I would share the EY-MoP with other teachers (Post)  

1.1.6.1. Yes  

1.1.6.2. No 

1.2. Impressions of the organisers.  

1.2.1. Fostering students’ sense of Belonging is what teachers do (particularly in Term 1). (Pre).  

1.2.2. Learning to Be is a priority for all students and an area of need to students on the 

spectrum (Pre).  

1.2.3. Students have to both Belong & Be in order to Become (Pre).  

1.3. Impressions of the practice briefs.  

1.3.1. Practice briefs are well-designed (Post)  

(Easy to read and use/well laid out/clear & concise) 

1.3.2. Practice briefs are helpful (Post) 

(Provided additional information/provided examples/provided clarity re. practice).  

1.3.3. Practice briefs would be enhanced by additional examples re. what the practice looks like 

when used in the classroom (Post)  

1.4. Impressions of the professional support.  

1.4.1. Professional support enhances usage of the EY-MoP (Post)  

1.4.2. Value of support lies in the professional conversations (Post)  

1.4.3. Support was helpful because it unpacked of the EY-MoP and the practices within it (Post)  
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2. What was Prep/Kindergarten teachers’ experiences using the EY-MoP?  

2.1. CA: Planned use of the EY-MoP was:  

2.1.1. Develop specific practice/s (Pre) 

2.1.2. Develop shared understanding of practice with others (Pre)  

2.1.3. Reflect on current practice (Pre)  

2.1.4. Remind self of known practice (Pre)  

2.2. CA: Level of Use/Type of use (Post) 

(Create Matrix showing data and then unpack)  

2.2.1. Not Used (Post)  

2.2.2. Superficially Used (Post) 

2.2.3. Actively Used Independently (Post) 

2.2.4. Actively Used with Professional Support (Post)   

2.3. CA: Type of use (Post)  

2.3.1. Used EY-MoP to develop specific practice/s 

2.3.2. Used the EY-MoP to reflect on practice  

2.3.3. Used EY-MoP to remind self of practices  

2.4. Matrix Analysis: Level of Use/Type of use (Post) 

2.5. Used the Practice Briefs when looking for detail/explain of practice/s (Post) 

2.6. The EY-MoP, when used, provides reassurance regarding current practice (Pre & Post)  

2.7. Intend to use the EY-MoP in the future (Post)  

3. Did use of the EY-MoP result in an increase in teacher knowledge and confidence?  

3.1. Knowledge: 

3.1.1. CA: Knowledge level is: 

3.1.1.1. Low 

3.1.1.2. Medium 

3.1.1.3. High  

3.1.2. Knowledge comes from experience (Pre) 

3.1.3. There is always more to learn (Pre) 

3.1.4. CA: Knowledge a result of: 

3.1.4.1. Colleagues  

3.1.4.2. Experience  

3.1.4.3. Media  

3.1.4.4. PD  

3.1.4.5. Professional Reading 

3.1.4.6. Social Media  

3.1.4.7. Student Parents  

3.1.4.8. Students  

3.1.4.9. University  

3.1.5.  Use of the EY-MoP resulted in new/additional knowledge regarding specific practice/s 

(Post) 

3.1.6. Use of the EY-MoP resulted in enhanced knowledge regarding the effective education of 

students on the spectrum (Post) 

3.1.7. Use of the EY-MoP affirmed/consolidated/maintained knowledge regarding the effective 

education of students on the spectrum (Post) 

3.2. Confidence:  

3.2.1. CA: Confidence level is: 

3.2.1.1. Low 

3.2.1.2. Medium  

3.2.1.3. High  

3.2.2. Confidence comes from experience (Pre) 

3.2.3. Confidence grows as the year goes (Pre)  

3.2.4. Never 100% confident as every child is different (Pre)  

3.2.5. Use of the EY-MoP resulted in knowledge which equals power and in turn confidence 

(Post)  
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4. Did use of the EY-MoP result in a change in teacher efficacy as measured by the Teachers’ Sense 

of Efficacy Scale (Tschannen-Moran & Hoy, 2001)? 

4.1.1. CA: Perceived self-efficacy is: 

4.1.1.1. Low 

4.1.1.2. Medium  

4.1.1.3. High  

4.2. Feelings of capability increase as the year goes by (Pre)  

4.3. Feelings of capability increase with experience (Pre) 

4.4. Feelings of capability are enhanced by school support structures (Pre)  

4.5. Feelings of capability fluctuate in response to individual students and their needs (Pre)  

4.6. CA: Use of the EY-MoP resulted in an increased perception of self-efficacy (Post)  

5. Did use of the EY-MoP result in increased use of the practices within practice model by teachers?  

5.1. CA: Focus practices (Pre & Post) + key comments  

(Present as table) 

5.1.1. Belonging 1 (Pre & Post) 

5.1.2. Belonging 2 (Pre & Post) 

5.1.3. Belonging 3 (Pre & Post) 

5.1.4. Belonging 4 (Pre & Post) 

5.1.5. Belonging 5 (Pre & Post) 

5.1.6. Belonging 6 (Pre & Post) 

5.1.7. Belonging 7 (Pre & Post) 

5.1.8. Belonging 8 (Pre & Post) 

5.1.9. Belonging 9 (Pre & Post) 

5.1.10. Belonging 10 (Pre & Post) 

5.1.11. Being 1 (Pre & Post) 

5.1.12. Being 2 (Pre & Post) 

5.1.13. Being 3 (Pre & Post) 

5.1.14. Being 4 (Pre & Post) 

5.1.15. Being 5 (Pre & Post) 

5.1.16. Being 6 (Pre & Post) 

5.1.17. Being 7 (Pre & Post) 

5.1.18. Being 8 (Pre & Post) 

5.1.19. Being 9 (Pre & Post) 

5.1.20. Becoming 1 (Pre & Post) 

5.1.21. Becoming 2 (Pre & Post) 

5.1.22. Becoming 3 (Pre & Post) 

5.1.23. Becoming 4 (Pre & Post) 

5.1.24. Becoming 5 (Pre & Post) 

5.1.25. Becoming 6 (Pre & Post) 

5.1.26. Becoming 7 (Pre & Post) 

5.1.27. Becoming 8 (Pre & Post) 

5.1.28. Becoming 9 (Pre & Post) 

5.1.29. Becoming 10 (Pre & Post) 

5.2. Selected focus practice in response to student need/goal for student (Pre & Post).  

5.3. Select focus practice because wanted to develop own practice in the area (Pre & Post) 

(Assessing students is a reoccurring focus area) 

5.4. CA: Focus practice use resulted in salient outcome/s 

5.4.1. Salient student outcome/s 

5.4.2. Salient teacher outcome/s  
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APPENDIX S. 
FINAL ANALYSIS TEMPLATE  
1. What were Prep/Kindergarten teachers’ impressions of the EY-MoP? 

1.1. User-friendly (Pre & Post) 

1.1.1. Practice briefs are useful (Post)  

1.2. Novel (Pre & Post) 

1.3. Beneficial tool (Post)  

1.3.1. Would benefit preservice/graduate teachers (Pre & Post) 

1.4. Everyday, good practice (Pre)  

1.4.1. Fostering students’ sense of Belonging is what teachers do (particularly in Term 1). (Pre).  

1.4.2. Learning to Be is a priority for all students and an area of need to students on the 

spectrum (Pre).  

1.4.3. Becoming is teachers’ core business (Pre)  

1.4.3.1. Students have to both Belong & Be in order to Become (Pre).  

1.4.3.2. Assessment of and for learning is challenging (Pre)  

1.5. Meets needs of students on the spectrum (Pre & Post) 

1.6. Not just for students on the spectrum (Pre & Post)  

1.7. Professional support is valuable (Post)  

1.7.1. All about the conversations  

1.8. CA: I would share the EY-MoP with other teachers (Post)  

1.8.1. Yes  

1.8.2. No 

1.9. CA: Improvements to EY-MoP  

1.9.1. Vignettes and/or examples  

1.9.2. Implementation support  

1.9.2.1. PD 

1.9.2.2. Professional support  

  



A Model of Practice for Supporting the Teaching of Students on the Autism Spectrum When They Start School 

 Annalise Taylor - June 2020 290 

2. What was Prep/Kindergarten teachers’ experiences using the EY-MoP?  

2.1. CA: Planned use of the EY-MoP was:  

2.1.1. Develop specific practice/s (Pre) 

2.1.2. Develop shared understanding of practice with others (Pre)  

2.1.3. Reflect on current practice (Pre)  

2.1.4. Remind self of known practice (Pre)  

2.2. CA: Intensity of EY-MoP use (Post) 

(Create Matrix showing data and then unpack)  

2.2.1. Not Used (Post)  

2.2.1.1. Didn’t meet specific need  

2.2.1.2. Information wasn’t needed at that time 

2.2.1.3. Just didn’t get around to it  

2.2.1.4. Wasn’t useful  

2.2.2. Superficially Used (Post) 

2.2.3. Actively Used Independently (Post) 

2.2.4. Actively Used with Professional Support (Post)   

2.3. CA: Barriers to use of the EY-MoP 

2.3.1. Accessibility  

2.3.2. Lack of support  

2.3.3. Time and workload  

2.4. CA: Type of use (Post)  

2.4.1. Used EY-MoP to develop specific practice/s 

2.4.2. Used the EY-MoP to reflect on practice  

2.4.3. Used EY-MoP to remind self of practices  

2.5. CA: Recommended EY-MoP use  

2.5.1. Goal setting 

2.5.2. Tool to guide practice  

2.6. Used the Practice Briefs when looking for detail/explain of practice/s (Post) 

2.7. Professional support operationalised practices via goal setting (Post)  

2.8. The EY-MoP, when used, provides reassurance regarding current practice (Pre & Post)  

2.9. Intend to use the EY-MoP in the future (Post)  
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3. Did use of the EY-MoP result in an increase in teacher knowledge and confidence?  

3.1. Knowledge: 

3.1.1. CA: Knowledge level is: 

3.1.1.1. Low 

3.1.1.2. Medium 

3.1.1.3. High  

3.1.2. Knowledge comes from experience (Pre) 

3.1.3. There is always more to learn (Pre) 

3.1.4. CA: Knowledge a result of: 

3.1.4.1. Allied health professionals  

3.1.4.2. Colleagues  

3.1.4.3. Media  

3.1.4.4. PD  

3.1.4.5. Professional Reading 

3.1.4.6. Social Media  

3.1.4.7. Special education staff  

3.1.4.8. Student Parents  

3.1.4.9. Students  

3.1.4.10. University  

3.1.5.  Use of the EY-MoP resulted in new/additional knowledge regarding specific practice/s 

(Post) 

3.1.6. Use of the EY-MoP resulted in enhanced knowledge regarding the effective education of 

students on the spectrum (Post) 

3.1.7. Use of the EY-MoP affirmed/consolidated/maintained knowledge regarding the effective 

education of students on the spectrum (Post) 

3.2. Confidence:  

3.2.1. Confident can meet needs of students on the spectrum (Pre) 

3.2.2. EY-Mop use enhanced teachers’ confidence (Post)  

4. Did use of the EY-MoP result in a change in teacher efficacy as measured by the Teachers’ Sense 

of Efficacy Scale (Tschannen-Moran & Hoy, 2001)? 

4.1.1. CA: Perceived self-efficacy is: 

4.1.1.1. Low 

4.1.1.2. Medium  

4.1.1.3. High  

4.2. Feelings of capability increase over time (Pre).  

4.3. Feelings of capability are enhanced by school support structures (Pre)  

4.4. Feelings of capability fluctuate in response to individual students and their needs (Pre)  

4.5. CA: Use of the EY-MoP resulted in an increased perception of self-efficacy (Post)  
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5. Did use of the EY-MoP result in increased use of the practices within practice model by teachers?  

5.1. CA: Focus practices (Pre & Post) + key comments  

(Present as table) 

5.1.1. Belonging 1 (Pre & Post) 

5.1.2. Belonging 2 (Pre & Post) 

5.1.3. Belonging 3 (Pre & Post) 

5.1.4. Belonging 4 (Pre & Post) 

5.1.5. Belonging 5 (Pre & Post) 

5.1.6. Belonging 6 (Pre & Post) 

5.1.7. Belonging 7 (Pre & Post) 

5.1.8. Belonging 8 (Pre & Post) 

5.1.9. Belonging 9 (Pre & Post) 

5.1.10. Belonging 10 (Pre & Post) 

5.1.11. Being 1 (Pre & Post) 

5.1.12. Being 2 (Pre & Post) 

5.1.13. Being 3 (Pre & Post) 

5.1.14. Being 4 (Pre & Post) 

5.1.15. Being 5 (Pre & Post) 

5.1.16. Being 6 (Pre & Post) 

5.1.17. Being 7 (Pre & Post) 

5.1.18. Being 8 (Pre & Post) 

5.1.19. Being 9 (Pre & Post) 

5.1.20. Becoming 1 (Pre & Post) 

5.1.21. Becoming 2 (Pre & Post) 

5.1.22. Becoming 3 (Pre & Post) 

5.1.23. Becoming 4 (Pre & Post) 

5.1.24. Becoming 5 (Pre & Post) 

5.1.25. Becoming 6 (Pre & Post) 

5.1.26. Becoming 7 (Pre & Post) 

5.1.27. Becoming 8 (Pre & Post) 

5.1.28. Becoming 9 (Pre & Post) 

5.1.29. Becoming 10 (Pre & Post) 

5.2. Selected focus practice in response to student need/goal for student (Pre & Post).  

5.3. Select focus practice because wanted to develop own practice in the area (Pre & Post) 

(Assessing students is a reoccurring focus area) 

5.4. CA: Focus practice use resulted in perceived outcome/s 

5.4.1. Perceived student outcome/s 

5.4.2. Perceived teacher outcome/s 
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